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ABSTRACT 

 

This study explores the internationalisation of higher education curriculum and the learning 

experiences of both local and international students at Open Distance eLearning (ODeL) 

institutions in the Global South. The study considers three broad dimensions relevant to the 

success of the internationalisation of education and the curriculum. The methodology used was 

an exploratory case study of the University of South Africa (UNISA). UNISA is a unique and 

leading ODL institution and is one of the ten biggest universities in the world by student 

enrolment. UNISA provided a deep and wide perspective on the learning experiences of students 

in an ODeL Institution. The choice of UNISA also allowed for an analysis of how the university 

internationalised the curriculum, noting the successes, challenges and drawing key lessons for 

similar institutions.  

  

Using a qualitative approach, the study employed purposive sampling techniques to select the 

study respondents. Findings indicate that there were no strategies for the internationalisation of 

both the curriculum and how content was delivered. The findings also show that an 

internationalised higher education experience, from the UNISA perspective requires a shift from 

the orthodox teacher-centred learning methodologies, in which the traditional methods of 

teaching, predominantly lecture and discussion models of dominate towards a more inclusive, 

student-centred, interactive and experiential learning one. This development is vital to the 

internationalisation of curricula of South African universities. This study further revealed 

willingness among lecturers in implementing internationalisation of the curriculum. Data was 

collected using interviews.  

Having conducted an extensive literature review on the subject, the study proposes a model of 

internationalisation of higher education curriculum that is relevant to the current international 

debates on curriculum internationalisation. 
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CHAPTER 1 -  INTRODUCTION AND BACKGROUND TO THE 

STUDY 

 

1.1 INTRODUCTION 

 

This introductory chapter lays the foundation for the study and gives an overview of the 

internationalisation of the curriculum and education. The chapter introduces the case study 

institution, which is the University of South Africa (UNISA). UNISA was selected as the 

case study from South African universities as it is the sole comprehensive and open distance 

e-learning (ODeL) institution not only in South Africa but in Africa at large. Additionally, it 

is also the biggest university in Africa by enrolment numbers with the largest international 

students’ population. UNISA is also one of the ten biggest universities in the world by student 

enrolment thereby making it a perfect case study to understand a model of university 

education that may be relevant throughout the global South.    

 

In this chapter, the central study units of analysis; globalisation, international curriculum and 

the internationalisation of education are introduced and contextualised. The concept of 

globalisation is also introduced as a phenomenon that has been occurring in the tertiary 

education sector since the times of Plato, Aristotle and other classical Greek thinkers who 

were educated in North Africa (Benyera, 2018). The study purpose as linked to the problem 

statement is introduced. The study rationale and the significance of its contribution are also 

identified. The last part of this chapter outlines the structure of the study. 

 

South Africa currently has 26 universities of which all are residential campuses apart from 

UNISA. UNISA was established in Cape Town in 1873. Then it was known as the University 

of the Cape of Good Hope. It later changed its name to the University of South Africa in 

1916, four years after the formation of the Union of South Africa in 1910 when the Afrikaners 

and the English signed a peace treaty known as the Treaty of Vereeniging. In 1877, it was 

bestowed with the Royal Charter by the Queen of England, a process which saw it join other 

British and imperial universities. This development implied that the conferred degrees 

henceforth were recognised throughout the British Empire. This also meant that the university 

enjoyed the status equal to the British Universities (Boucher, 1973). One of UNISA’s greatest 

leaps was the pioneering of tertiary distance education which occurred in 1946. This 
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development catapulted UNISA to the position it occupies today. From its inception, UNISA 

aimed to provide an opportunity to all the citizens of the continent who were excluded by the 

‘formal’ residential university model.  

 

Over the years, UNISA operated to close the gap created by apartheid and its concomitant 

legislation and resultant injustices. At the continental level, the university exists to fight the 

legacies of colonialism hence its motto that it is a university ‘in the service of humanity’. 

Resultantly, UNISA has among its alumni most of Africa’s leaders such as Nelson Mandela. 

Its other major contribution was to give access to education to political prisoners who were 

excluded from society and never would have accessed education at that time. Clearly, post-

apartheid resolutions concerning transformation in the academic space put UNISA on the 

map as it produced most prominent political leaders who led the African continent out of 

colonial rules of the powers of the East and the West. The strategic benefits for the 

transformation of society through the recognised university such as UNISA would have a 

valuable benefit to closely study the university under this topic.  

 

The University has nine Colleges (Faculties): Accounting Sciences, Agricultural and 

Environmental Sciences, Economic and Management Sciences, Education, Human Sciences, 

Law, Science, Engineering and Technology and Graduate Studies. Colleges offer a wide 

range of high quality academic and vocational programmes. The University also ensures, 

“excellent scholarship and research, quality tuition and fosters active community 

engagement, it is an African university in the service of humanity” (UNISA, 2017). 

According to the UNISA’s Mission Statement; 

 

…the university is guided by the principles of lifelong learning, student-centeredness, 

innovation and creativity. Our efforts contribute to the knowledge and information 

society, advance development nurtures a critical citizenry and ensures global 

sustainability (UNISA, 2017).  

 

UNISA, as a comprehensive university, is the largest by student enrolment that 

accommodates over 400,000 students which includes international students spread over six 

continents and 130 countries.  
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UNISA became the focus of this study which seeks an understanding and modelling of how 

its internationalisation of the curriculum and its acceptance of international students meet 

international standards. Internationalisation of the curriculum has become a priority for many 

universities, especially at UNISA, to prepare their graduates to meet global challenges such 

as unemployment, research and innovation. As the recipient of the international students, the 

University needs to explore current trends and promote emerging patterns of international 

education strategies and new approaches to managing international activities. The University 

should also be responsible for the designing and implementation of unique international 

academic programmes that respond to diverse internationalisation expectations of the 

internationalisation in the higher education space. 

 

Studies on the internationalisation of higher education and its curriculum have 

characteristically taken two approaches. These include a focus on the feasibility and practical 

aspects of internationalisation, for example, student mobility programmes, college/university 

or school internationalisation initiatives, and comparative activities have been confined to a 

small area of the subject of internationalisation. On the contrary, policymakers are more 

apprehensive about the approaches for colleges, universities or with comprehensively 

understanding internationalisation as a pattern and trend and are often preoccupied with what 

is termed the “international” analyses and localised comparatives. In this study, the intent is 

to investigate the internationalisation of higher education, with a substantial bias towards the 

curriculum and student learning experiences.  

 

With the growth of globalisation, the international and the local education spaces are 

connected both in practical and analytical terms. Globalisation resulted in the dismantling of 

geographical spaces between students and the university. More extensive international trends 

today influence locally based education ventures and approaches to the internationalisation 

of higher education (De Wit & Hunter, 2015). In the meantime, choices at colleges and 

universities affect and are affected by national policies and can blend into more extensive 

developments. For this study, the researcher will concentrate, on the common aspects of 

internationalisation of higher education at the university level. The researcher will also 

discuss some key current global trends and later explores the essential aspects of this study 

that relate to curriculum and student learning experiences.  
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The overarching intent of this study is to investigate the internationalisation of higher 

education curriculum in South Africa, which derives from the 2017 Draft Policy Framework 

on Internationalisation. This study views internationalisation, not as a new development in 

higher education, but rather very advanced especially in curriculum development. It can be 

argued that the internationalisation of the curriculum is a product of internationalised and 

globalised higher education. In this context, it is worthwhile to reflect on the history of South 

African Higher education and understand the notion of the internationalisation of curriculum 

and globalisation of higher education, to link the study to a systematic scope of higher 

education, its internationalised curriculum and student learning experiences thereafter.  

 

1.2 HISTORY OF THE SOUTH AFRICAN UNIVERSITIES PRE-1994    

 

South Africa has since been a hub of many racial forms under the apartheid system that 

manifested in a myriad of apartheid laws governing the diverse population that resided in it. 

One of the racial forms of segregation, which became the central aspect in the education 

space amongst other things, was the notorious 1913 Land Act. The policy marked the 

effectiveness of the policy of geographical segregation by forcing the majority of South 

Africans who were blacks to reside in what was termed as reserves and in the process making 

it an offence for blacks to work as sharecroppers (Butler, et. al, 1978)  

 

The Native Land Act of 1913 made it a crime for Africans, except those in the Cape Colony 

which is today's Western, Eastern and Northern Cape provinces, from buying or renting any 

land except in areas reserved for them. The Native Land Act also ensured that African had 

limited access to urban areas, inevitably the policy culminated to a framework set out to 

administer the lives of the Black persons accessing the urban areas for basic of control of 

movement by the Black people. This was the birth of the Native Urban Areas Act of 1923, 

which ensured that Africans only accessed urban industrial areas during the designated times 

allocated for their work. 

 

When the Afrikaner National Party won the elections in 1948, under the slogan ‘apartheid,’ 

meaning separateness, the party widened their scope and passed a wide range of laws to 

reinforce apartheid since it had won them the elections. These laws were aimed to ensure the 

separation of citizens on racial grounds in all aspects of life (Allen, 2005). For Allen (2005), 

these racial laws also controlled all aspects of life including access to schools, colleges, 
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universities, general human movement, religious interactions and economic activities of 

blacks. The main segregation law was the Groups Areas Act of 1950. The overall goal of the 

policy of separation was not only to separate blacks from whites but also to further blacks’ 

tribal lines (Allan, 2005). Effectively, this policy resulted in blacks losing their unity and 

hence chance to act in unison.  

 

The history of South Africa under all these policies aimed at separating the education system 

in such a way that black students were not allowed to attend what was termed white schools. 

During apartheid, the learning environment from primary, secondary to university were 

separated along racial lines and further along tribal lines. Universities in South Africa mainly 

served white students (Butler et.al., 1978). The main apartheid legislation on which education 

was offered separately were the: 

• Bantu Act of 1953, 

• Extension of University Education Act of 1959, 

• Coloured Persons Education Act of 1963, 

• Indians Education Act of 1965 

 

According to the above and other related laws, schools, colleges and universities were divided 

according to the language of instruction. There were five Afrikaans universities which were: 

• Stellenbosch University,  

• Pretoria University,  

• Potchefstroom University,  

• Orange Free State University, and  

• Rand Afrikaans University  

 

Then there were four English language universities. These were: 

• Cape Town University,  

• The University of the Witwatersrand,  

• Natal University, and  

• Rhodes University.  

 

Two universities offered qualifications in both English and Afrikaans and these were Port 

Elizabeth and UNISA. The University of Durban-Westville, now part of the University of 

KwaZulu Natal was reserved for Indian and Coloureds students. Later in 1959, a new 
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university exclusively for Coloured students was set up in the Cape Province and it was 

known as the University College of the Western Cape. 

 

In the black communities, the apartheid administration created several tertiary educational 

facilities, also along racial and tribal lines. To carry through the logic of apartheid, new black 

universities followed between the mid-70 to the mid-80s. These were built in Transkei, 

Ciskei, Venda, and Bophuthatswana (Butler, 1978).  These included the following: 

• University of Transkei,  

• The University of Venda, 

• The University of the North, and  

• The University of Bophuthatswana.  

 

For the blacks not residing in the homelands but in townships, Vista University was created 

for them. It specifically catered for students at its various campuses located in Johannesburg, 

Pretoria, Benoni, Port Elizabeth and Bloemfontein (Butler, 1978).  

 

It can be seen how apartheid created a well-knit set of policies which ensured the control of 

access to education and the quality of education offered. This history affected how 

internationalisation was subsequently implemented at UNISA post-1994. This way 

internationalisation was used as a form of restorative justice by the post-apartheid 

government where education was made accessible to all global citizens.  

 

1.3 INTERNATIONALISATION OF CURRICULUM  

 

Internationalisation of higher education refers to a wide spectrum of practices and activities 

on the part of the institution (the college or the university) for offering foreign language 

courses, interdisciplinary programmes, and/or study abroad programmes and providing 

courses or programmes that have a comparative, intercultural, or international focus (Duong 

& Chua, 2016). In addition, the internationalisation of higher education often incorporates, 

“an international and intercultural dimension into the content of the curriculum, teaching and 

learning processes, and support services” (Hoey, 2016: 76). In the context of this study, 

internationalisation of higher education refers to learning and teaching approaches and 

curriculum content that are engaged from an international and an intercultural perspective 

(Francois, 2012). In line with this approach, the definition of internationalisation provided by 

(Knight 2008) is most relevant to this study.  
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According to (Knight 2008: 21), internationalisation is,  

 

...the process of integrating an international, intercultural or the global dimension into 

the purpose, functions, or delivery of higher education at the institutional and national 

levels.  

 

An internationalised higher education experience should involve internationally informed 

research and cultural-linguistic diversity (Larsen, 2016). Further, it should purposefully 

develop the capabilities of students as they become professional citizens of the world (Magne, 

2016). 

 

The same character of internationalisation is also emphasised by Leask who defines the 

concept as follows,  

 

…internationalisation of the curriculum is the incorporation of international, 

intercultural and/or global dimensions into the content of the curriculum as well as 

the learning outcomes, assessment tasks, teaching methods and support services of a 

programme of study (Leask 2015: 9). 

 

Commenting on Leask’s definition, de Wit and Hunter argue that Leask had self-consciously 

designed her conceptual definition of internationalisation of the curriculum in such a way 

that; 

 

…It purposefully develops all students’ international and intercultural perspectives as 

global professionals and citizens. There is an overlap with the concept of 

internationalisation at home (I@H), in that IoC also focuses on all students, not just 

the mobile minority (de Wit & Hunter 2015: 50). 

 

Leask (2015), does not only define “the formal curriculum… as the syllabus itself and all the 

associated planned activities”, but she also describes “the informal curriculum” … as 

additional non-assessed activities and student services that may support learning”.  According 

to (de Wit and Hunter 2015: 51), the deliberate stance is to direct the readers’ attention to the 

differences between the formal and informal curriculum. Leask also draws attention to the 

hidden curriculum, understood as the implicit and often-unintended messages communicated 

about which knowledge is considered important. She raises a fundamental point about IoC in 
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that it is “a mutually engaging intercultural conversation in which we are all likely to need to 

adjust our behaviour and worldview” (2015: 8).  

 

This definition highlights how I@H and IoC are both broadening and converging as concepts. 

Betty Leask’s and the South African 2017 Department of Higher Education and Training 

(DHET) provided the official definition(s) of internationalisation of the curriculum which 

will be adopted as provisional working definitions in this study. In addition, de Wit, Hunter, 

Howard and Egron-Polak define internationalisation of the curriculum/internationalisation of 

the higher education as;  

 

… the intentional process of integrating an international, intercultural or global 

dimension into the purpose, functions and delivery of post-secondary education, in 

order to enhance the quality of education and research for all students and staff, and 

to make a meaningful contribution to society (de Wit, et al. 2015: 29).  

 

The conceptual definitions outlined above are underscored by most recent well-documented 

studies (De Wit, Hunter & Coelen, 2015; De Wit & Hunter, 2015; De Wit, et. al. 2015; Egron-

Polak, Hudson & Sandstrom, 2015). (Egron-Polak, et al, 2015), further argue that in today’s 

higher education curriculum internationalisation activities are “driven by a combination of 

economic, political, academic, social and cultural rationales in response to the call for greater 

competitiveness, graduate employability, global engagement, knowledge exchange, and 

income generation”. Therefore, the various definitions of key concepts of internationalisation 

of higher education must incorporate not only all current dimensions but also the possible 

anticipated changes in the higher education curriculum internationalisation process. By 

adopting the provisional working definition of the SA Internationalisation Draft Policy 

Framework, the researcher self-consciously embedded the study within the context and 

dynamic environment of the South African tertiary education curriculum internationalisation 

orientation.  

 

As researchers strive to understand internationalisation of higher education curriculum, they 

also seek to understand if it would be possible to attain a universal, or at least worldwide, a 

concession to any degree on the way towards internationalising the educational model. Leask 

(2012) argues that the meaning of internationalisation of the education was attempted and 

refined after input from academic staff and college forerunners in various nations and areas 
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of the world. The subsequent definition is sufficiently expansive to permit disciplinary-

specific translations, which are a key element in the internationalisation of the curriculum.  

 

Due to the ever-changing global environment, higher education in most parts of the world is 

encouraged to associate with the internationalisation of education. A review of 1,336 higher 

learning institutions around the world by the International Association of Universities (IAU) 

in 2013 revealed that only 8% of higher education institutions around them do not have any 

arrangement, framework, policy, or methodology on internationalisation (IAU, 2013). Aside, 

the overview demonstrated that internationalisation, its methodologies, policies, approaches, 

and its effect, shift from region-to-region, country-to-country. While internationalisation is 

useful in higher education from multiple points of view, it can likewise have negative results. 

 

Some African colleges and universities have exhibited a growing interest in the 

internationalisation of higher education in the North (Knight, 2008). In Africa, academic and 

scholarly mobility was enormously skewed with more mobility towards the South of Africa 

compared to the North, East and West. In the global South, South Africa was the preferred 

country of study and UNISA was the most favoured university which resultantly enrolled 

many of the international students. Moreover, in the case of South Africa, a few international 

students from East Africa and West Africa were more inclined to consider studying in Africa, 

while outward student mobility from Africa toward North Africa was continually rising. With 

globalisation, there was an influx of cross-border higher education seekers from the North of 

Africa into South Africa. Organisations, collaborations, and partnerships between African 

colleges and those in the North, although intended to be helpful, have by and large been more 

beneficial to the North, which largely offered the financing. In addition, the 

internationalisation strategies for most institutions in the developed countries in the North 

leverage their positioning on the world university rankings. This has allowed them to draw 

the best brains from the South and to support North-North instead of North-South coordinated 

effort. Nonetheless, understanding the internationalisation of the curriculum can go without 

illustrating clarity to the predominant term of internationalisation and globalisation.  

 

1.4 INTERNATIONALISATION AND GLOBALISATION 

 

It is pertinent that understanding internationalisation of higher education curriculum and 

student learning experiences cannot be appreciated without a look into the topics of 

internationalisation and globalisation. This section interprets these closely linked 
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terminologies as origins of the internationalisation of higher education, curriculum and 

student learning experiences. 

 

There are many views on what constitutes globalisation and internationalisation and whether 

the two concepts are synonymous. De Wit (2011) contends that both issues are intricate issues 

with numerous constituent parts, and the relationship between internationalisation and 

globalisation cannot be viewed as fixed. The two concepts are interwoven in many ways. To 

begin with, globalisation is a phenomenon with perceptible political, economic, and social 

implications and is inherently bound to western social colonialism and progressed by 

coalitions between the world's biggest companies and the most effective governments 

(Korten, 2001). This cooperation and alliance are sponsored by the influence of money and 

its defining characteristic is to incorporate the world's national economies into a singular, 

borderless international economy in which large companies can move merchandise and cash 

anywhere on the planets that bears an open door for benefit without government impedance 

(Brandenburg & De Wit, 2011). 

 

For Singh, Kenway and Apple (2005) globalisation is a generally divisive idea with numerous 

interpretations and implications for educational and curriculum approaches, policies, 

teaching methods, and political issues of a country. They classify the literature into two sets, 

"globalisation from above" and "globalisation from beneath" (Singh et al., 2005: 1). For them, 

the former has globalising propensities, for example, “internationalisation, marketisation, 

universalisation, westernisation, and exteriorisation”, which ingrains in a top-down approach. 

They affirm that common constituencies are the best multinational enterprises and multi-or 

supra-national political associations.  

 

The main concern in such a perspective is the neo-liberal financial aspects of education which 

the state administers on behalf of capitals thereby forming what the commodification of 

education. In defining “globalisation from beneath.” Singh et al., (2005: 1) assert that “the 

phenomenon is subtle to the unevenness and disjunctions in the practices and results of neo-

liberal globalism”. They emphasize the individuals who have a passion for "globalisation 

from underneath” as inspired by deterioration, streams, works, speed, time/space redesign 

and adaptation of new or foreign ideas. 

 

Training of students is a critical field in which globalising forms balance with material, 

regional place, space, societies, personalities, and connections (Singh et al., 2005). One of 
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the pertinent issues for this study is the way higher education today is mandated to serve the 

necessities of financial and economic globalisation.  

 

Contrastingly, internationalisation is a philosophical belief system that is not monetary in 

origins. However, it has political and social intentions. It is characterised by several strategies 

and projects that universities, colleges and governments actualise to react to globalisation 

(Altbach et al., 2009). It is naturally a focus of politics with an overwhelming accentuation 

on monetary and economic collaboration. It is likewise focused on lessening of international 

boundaries with the intention of international economic development and not the propagation 

of authority, power, benefit and privileges to western economies, which is so common with 

globalisation (Brandenburg & De Wit, 2011). Further, (Brandenburg & De Wit, 2011) argues 

that in Africa, internationalism censures the predominance of the western belief system over 

non-western social orders, which makes it the ideological direct opposite of globalisation. It 

can, therefore, be argued that globalisation is a monetary statement of faith devoted to 

modernisation and free enterprise. Subsequently, internationalism is the motivation behind 

the foundation of numerous political gatherings and associations around the globe. 

 

On the other hand, (De Wit, 2011) contends that the international measurement of higher 

education turned out to be more about the motivation of global institutions and national 

governments, establishments of higher education and their representative bodies, student 

associations and accreditation organisations. As argued by (Arshad-Ayaz 2008), the 

neoliberal monetary judiciousness of globalisation framed the reformation of education and 

training in such a way that its focus has changed from the generation of knowledge to wealth 

creation, and financial management shifted the standards of higher education towards an 

entrepreneurial political economy.  

 

Chinnammai (2005) argues that through the globalisation of higher education and specifically 

teacher training, learning exchange from the western nations into developing nations is 

anticipated to improve the abilities and capacities of the general population, yet it may 

likewise shape the conduct, viewpoints and values of the intended beneficiaries. Accordingly, 

a key component of globalisation is the ability of knowledge, culture, capital, goods, persons 

and services to travel rapidly across national borders. In this worldwide period, e-teacher 

education and training reform can be viewed as, "international practices that deliver 

frameworks of integration and rejection" (Popkewitz 2000: 158). 
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For South African higher education institutions to exploit the current landscape of 

globalisation and the available opportunities to internationalise, they have to decide on the 

characterising standards and qualities in internationalised higher education institutions. This 

incorporates internationalisation and penetrates to nearly all higher education, global 

educational collaboration is essential for the improvement of society. Higher Education 

independence is a basic condition for adaptable adjustment to changing educational and 

social needs. Internationalisation is redefined in the context of developing countries, featuring 

the intense part and basic significance of getting a handle on the idea of information social 

orders, and understanding that a typical strategy, system and agreed upon policy framework 

is required if South African HEIs are to get to terms with the prospect of being part of the 

international community. 

 

The implications of globalisation and internationalisation continue to be tested and are 

characterised distinctively by several individuals (De Wit, 2006; Scott, 2006). According to 

the (De Wit, 2006), one question has been whether globalisation and internationalisation have 

similar ideas or diverse sides of the same phenomenon? What are the connections between 

globalisation, internationalisation, and, for example, cross-border education? What are the 

implications and ramifications of ideas, for example, knowledge society and ‘higher 

education networks’ for the internationalisation process?  

 

South Africa needs to take a glimpse at the meaning of internationalisation within the context 

of the new realities of the post-apartheid period to decide if the forces of globalisation will 

bring more advantages than disadvantages to African progress and mould internationalisation 

of education and the curriculum in response to these outcomes. South Africa may also need 

to refocus international training to be sensitive to the development needs of the nation and 

comprehend that the higher education framework cannot just look at addressing national 

needs such as but not limited to issues of access, value, equity and change) within the global 

context.  

 

While globalisation and internationalisation are interconnected, they are not synonymous. 

While globalisation is reflected as an uncontrolled process, internationalisation is a more 

conscious and often a mindful process that can be orderly. Some might think 

internationalisation is a mini-phenomenon of globalisation. In fact, “globalisation acts more 

like a catalyst for the development of a certain country, and internationalisation is how the 

country responds” (Knight 1999: 14.) In a globalised world, to get economic, social, political, 
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and cultural benefits, individual or organisations must internationalise. (Mitchell & Nielsen 

2012: 10). In internationalisation, the role of national governments and local cultures are 

more pronounced, while globalisation “ignores or transcends the order of nation-states 

altogether” (Reichert & Wachter 2000: 33). Crowther (2000: 9) also claims that 

“globalisation influences internationalisation profoundly and increasingly”. 

 

Basing on the analysis of information shared by various authors, Table 1.1 provides a 

comparative view of the differences between globalisation and internationalisation in the 

literature. The table also highlights the difference between globalisation as a reactive process 

in an environment of pressure and internationalisation as a responsive process based on 

critique and scholarship in an environment of choice. 

 

Table 1.1 A comparison of the concepts of globalisation and internationalisation in 

higher education 

 

Globalisation Internationalisation 

• Transactional, entrepreneurial, 

commercial, competitive 

• Interactive, empowering, 

developmental, cooperative 

• Disappearing national boundaries and 

differences 

• Relationships and interactions between 

valued national entities and cultures 

• The flow of technology, economy, 

knowledge, people, ideas across 

borders, mostly one way 

 

• Human interaction of people, ideas, 

culture 

• Driven by global capital • Driven by cooperation for global goals 

and mutual opportunities 

• Founded in transactions in which 

goods, services, products are sold 

• Founded in interactions in which a 

shared critique of globalisation is 

developed 

• Envisages competition as the solution 

to problems 

• Envisages broader, more equitable 

perspectives, knowledge, and 

empowerment. 

• Accepts the inevitability of neo-liberal 

globalisation 

• Rejects the neo-liberal view of 

internationalisation 

• Global bodies which direct and 

sometimes override national interests 

and policies 

• Consumes and is directed by global 

norms, values policies and laws 
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• Few coordinated but powerful bases 

such as the United Nations Security 

Council, European Union  

• Fragmented, usually uncoordinated 

power bases such as national 

legislatures 

 

• Utilises education and international 

students as trading commodities 

 

• Utilises education as an empowering 

process and international students as a 

curriculum resource for cross-cultural 

understanding 

 

A comparison of the concepts of globalisation and internationalisation in higher education 

(compiled from Knight, 1999; Reichert & Wachter, 2000; and Crowther, 2000). 

 

In summary, it should be emphasised that globalisation and internationalisation are different 

phenomena even though they have been wrongly used interchangeably. Globalisation refers 

to the breaking down of national barriers as capitalism, cultures and markets travel across 

national boundaries with very little restrictions. Globalisation is, therefore, more economic. 

Internationalisation refers to the processes by which education and the curricula are being 

offered in many different countries at the same time usually using information, technology 

and communication (ICT). The main argument in favour of internationalisation is mainly its 

commercial advantage gained from accessing international students who preciously would 

have predominantly studied in their home countries. Internationalisation has many methods 

and modus operandi such as opening branch campuses, satellite campuses, cross-border 

collaborative arrangements, and programmes for international students. 

 

1.5 INTERNATIONALISATION ABROAD 

 

In the context of education, internationalisation is perceived as, “the cross-border delivery of 

education to other countries through a variety of delivery modes (face-to-face, distance 

learning, e-learning) and different administrative arrangements (franchises, twinning, branch 

campuses)” (Knight, 2004: 6). 

 

Knight (2008) distinguishes internationalisation at home as one of two streams in 

internationalisation, which she sees as “interdependent rather than independent”. For Knight 

2008) simply stated, Internationalisation abroad is constituted by all forms of education 

which occurs across national borders. This includes but is not limited to the movement of 
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students, educators, scholars, academic programmes, and syllabuses, courses, curriculum and 

projects. 

 

The definitions above distinguish internationalisation at home as one of two streams in 

internationalisation. These two can be characterised as interdependent rather than 

independent. The challenge with this interpretation is that suggesting that Internationalisation 

abroad does not necessarily develop an international understanding and intercultural skills, 

among others and that the curriculum is not directly encompassed in Internationalisation at 

home. 

 

1.6. INTERNATIONALISATION AT HOME: THE SOUTH AFRICAN CONTEXT  

 

Several scholars have defined the process of studying at an ODeL institute like UNISA as 

‘Internationalisation at home’. According to Beelen & Jones (cited in de Wit and Hunter, 

2015: 49), this entails the “purposeful integration of international and intercultural 

dimensions into the formal and informal curriculum for all students, within domestic learning 

environments”. De Wit and Hunter (2015: 48) elucidate the definition of internationalisation 

at home by Beelen & Jones by asserting that it should be referring to 'domestic/local learning 

environments'. In addition, Beelen & Jones (2015) maintain that the activities can extend 

beyond the classroom and the campus into the local community. Moreover, these authors 

have also pointed out that while internationalisation at home can benefit from the presence 

of international students and offer an opportunity for their integration, it can also take place 

with only domestic students, “who may bring their diverse backgrounds to the learning 

experience” (Beelen & Jones 2015: 72).  

 

According to Wachter (2003: 21), one of the pioneers of the concept of “internationalisation 

at home” is Bengt Nilsson who presented the idea in an article called Internationalisation-at-

home – theory and praxis. Nilsson noted that under 10% of European higher education 

students had travelled to another country to study, even though there had been financed 

academic projects towards mobility and so on. Nilsson raised an issue on how the other 

immobile students could have access to global training and build up their international and 

intercultural skills (Wachter, 2003).  

 

Nilsson articulates (2003: 31), “internationalisation-at-home is any internationally related 

activity except for outbound student mobility.” Differing from the idea of internationalisation 
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abroad, I@H urges students to accomplish intercultural abilities without leaving their original 

learning institutions. Knight advanced (2008: 22), I@H mirrors “those aspects of 

internationalisation which would happen on a home campus”.  Furthermore, I@H was 

likewise described as "a range of instruments and activities 'at home' that pay attention to 

creating universal and intercultural abilities in all students" (Beelen & De Wit 2012: 10). This 

I@H idea was later reconsidered as "the intentional combination of international and 

intercultural measurements into the formal and casual educational programmes for all 

students in domestic learning environments” (De Wit et al. 2015: 49; as per Beelen and Jones, 

2015). 

 

In addition, while Nilsson's I@H idea (2003) just emphasised on the internationalisation of 

the educational “curriculum and teaching/learning processes”, Knight (2008: 23) underscores 

that I@H ought to be associated with different fields too. I@H activities could be 

incorporated into "educational programmes and projects, instructing/learning forms, extra-

curricular activities, contact with local social/ethnic gatherings and research and student 

activity". The interpretation of I@H cannot be separated from the internalisation of higher 

education curriculum and student learning experience. One of the inspirations of this thesis 

is to indicate how regardless of where students learn from, mobile or not, higher education 

institutions should be able to provide curriculum and learning experiences that would qualify 

students as global or international academic citizens. 

 

1.7 INTERNATIONALISATION OF HIGHER EDUCATION IN THE SOUTH 

AFRICAN CONTEXT 

 

In post-apartheid South Africa, education in general and higher education underwent a 

serious transformation. The same can be said about education in the rest of post-colonial 

Africa. The education sector grew both in enrolment numbers and the number of educational 

institutions established. The number of academic programmes, degrees, courses and the 

overall academic content being taught grew significantly as the sector became more and more 

inclusive. New content was developed also to address new societal challenges and the need 

to address technological developments such as the introduction of electric cars, cellular 

telephones, the internet and internet banking, etc.   
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In South Africa, apartheid-based education was abolished and the borders were opened to 

more international students while local students could study outside their homelands.  There 

was no more Afrikaner, English, Coloured, Venda, Xhosa and Tswana universities but only 

universities. For Mthembu (2014), internationalisation of education in South Africa as a 

result of political transformations which led to numerous unavoidable developments which 

were in response to the end of apartheid. These transformations were both local and global, 

which allowed South Africa’s education sector to start regaining prominence in terms of 

contributing to Africa’s human capital (Mthembu, 2014). 

 

Among the new developments is the growing impact of internationalisation on Africa’s 

higher education sector. While internationalisation is not a new development, in recent years, 

its complexity has grown, especially due to its varied interpretations, impacts, rationales, 

activities, and consequences (Vale, 2016). Therefore, it has emerged as one of the defining 

issues in higher education globally, making it a formidable force that is gaining increasing 

attention from universities globally (IAU, 2010). Internationalisation is one of the major 

forces shaping Africa’s higher education sector in the 21st century (Jowi, 2012), whose 

impacts include several opportunities for African universities and societies and even some 

potential risks. While internationalisation in Africa may be as old as the continent’s higher 

education system, its new manifestations and impacts are unprecedented (King, 2014). The 

main rationales, drivers, benefits, and risks of internationalisation vary a great deal in Africa 

compared to other world regions. This could be due to Africa’s peculiar historical, social, 

economic, and political context. 

 

While most regions in the world have strategically engaged with the internationalisation of 

higher education for some decades and have made it an explicit, coordinated and strategically 

focused activity (Grant, 1996), Africa has responded to internationalisation in an ad-hoc way 

and treated it as a marginalised activity with little strategic planning and limited support 

(Jowi, 2012). This fact makes a systematic and comprehensive study of internationalisation 

on the continent, such as the one contributed by this study, a crucial undertaking, especially 

given the lack of research in this area. According to Segoole and Knight (2013:15), 

 

…due to the inevitability of internationalisation, African universities have begun to 

acknowledge that they can no longer be side-lined but should increasingly be a central 

part of university activities. Even though the move to actualise this approach is rather 
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slow, African universities must benefit from the unique opportunities of 

internationalisation, while at the same time responding to its challenges and risks.  

 

The challenge with the internationalisation of education in Africa is that the global context is 

very dynamic and there is a lot of competition and a lot of new developments which implies 

that the university in Africa is always lagging (Damtew & Altbach, 2014). The complexities 

and competition of operating in a technologically interconnected world, “makes it difficult 

for individual countries, let alone learning institutions, to adequately respond to its many 

challenges, opportunities and even risks” (Segoole and Knight 2013:15). Institutions, 

countries and the regions pursue internationalisation with different intentions (Wolhuter, 

2014). The main motivations for African universities to embrace internationalisation are the 

desire to increase the quantity and quality of research outputs, to contribute relevant 

knowledge, and to the strengthening of institutional capacities of universities (Jowi, 2012). 

Furthermore,  

 

… internationalisation offers opportunities in the form of cross-border education, 

student and staff mobility, institutional partnerships, and collaboration. Such 

rationales for internationalisation are continuously evolving and vary from region to 

region and from institution to institution (Wolhuter & Wiseman, 2013: 4).  

 

For Mthembu, the proper utilised of internationalisation and the prospects and opportunities 

it presents can contribute to the attainment of the Millennium Development Goals (MDGs) 

in Africa (Mthembu, 2014). 

Without dwelling rhetorically on its history, for South Africa,  

 

…the post-colonial theoretical frameworks are necessary in the study of 

internationalisation in colonial and post-colonial societies to account for the historical 

specificities of this phenomenon in this context (Omer, Van Burg, Peters, & Visser 

2015: 54).  

 

When apartheid ended, South African universities had to adjust to the new political realities 

of deconstructing and discarding racially and tribally based education and curriculum. The 

education context changed in various ways as a result of South Africa’s re-admittance into 

the international community. Firstly, it meant that South African universities had to cope with 
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more international students, especially from the SADC region. Politically, South Africa 

became a member of various international organisations which had ostracised it because of 

its policy of apartheid, inter alia. Internationalisation was set as a key strategy for both 

national and regional development.  

 

Unlike in the past, a national project for internationalisation could then be pursued. This was 

not only reserved for the education sector as virtually all sectors of the South African 

economy had to deal with the admittance of the country into the international fold. Academic 

and faculty members were also on the move, crossing borders and in the process enhancing 

and actualising internationalisation of education.  

 

Empirical data from South Africa’s Higher Education Management Information System 

affirm the fact that the end of apartheid resulted in the mobility of both students, content and 

staff members across borders. Given South Africa’s relative advanced educational 

infrastructure in the region, the country became increasingly a popular destination for 

international students. In this regard, the French government (2013: 1) noted;  

 

… of the 380,376 African students choosing to study abroad in 2010 (representing 

roughly 10% of the world’s international students), 29.2% went to France. This 

allowed France to retain its position as the number one destination for African 

international students. However, in South Africa, the number two destination has been 

gaining in market share relative to France since the last time the study was conducted. 

Its share of 15% of African students represents an increase of 28.8% since 2006, 

versus France’s decrease of 1% in that time. 

 

To attract English speaking students in the region, South Africa was the main destination, 

especially in the decade ending 2018. Most of the international students came from 

neighbouring countries namely; Zimbabwe, Namibia, Botswana and Lesotho (CHE, 2014). 

Some of these countries had very few tertiary education facilities of their own and the end of 

apartheid presented an opportunity for their citizens to further studies in South Africa 

(Damtew & Altbach, 2014).  

 

As part of its efforts to attract international students, South African universities took various 

measures to ensure that international students were well received as the universities intended 
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to grow this segment of their students. The Witwatersrand University, for example, offered 

international students affordable, good accommodation and financial support CHE, 2014). 

The university also offered these students support through the newly established international 

office (CHE, 2014). South Africa’s Council on Higher Education reported that, 

 

Perhaps most importantly, it was reviewing its financial aid system and set aside R90 

million (the US $8.7 million) for graduate bursaries. South Africa is also attracting 

students from overseas. It is one of the world’s top 20 destinations for students from 

the US. The number of American students studying in South Africa increased by 

4.7% between 2010/11 and 2011/12 (CHE, 2014). 

 

The support for internationalisation by offering various forms of assistance to international 

students was also noted by the International Education Association of South Africa

 (IEASA) which noted that,  

 

… the number of international students grew dramatically since 1994, the year the 

country achieved democracy, from 12,600 to 72,875 in 2012. According to the same 

source, “…since 2007, the average growth rate of international students has been 

4.4% per annum compared to the national average of 5.47%” (IEASA, 2012).  

 

The figures by IEASA only reported on students attending contact universities and not those 

studying through distance learning such as UNISA students.    

The end of apartheid, therefore, led to two broad changes in the internationalisation of 

education. Firstly, South Africa’s relationship with Euro North America (Teferra, 2015). 

Secondly, the changes which took place in its relationship with African countries, most of 

which were partners in fighting apartheid (Vale, 2016). There was a link between 

international trade and education wherein education followed the newly established trade ties. 

In a way, South Africa’s internationalisation of education rode on the back of trade and 

investment opportunities which most countries were pursuing in South Africa.  

 

South Africa, therefore, emerged as the leading international destination not only in the 

SADC region but in Africa. It also ranked high as a preferred destination for European and 

American students wishing to study aboard.  
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Post-1994, South Africa emerged as the hub for higher education, not only in Southern Africa 

but also on the continent, due to several factors. There are many factors which positioned 

South Africa’s university as the prime destination for international students. Firstly, its use 

of English as the language of instruction led to more applicants from Anglophone countries. 

Secondly, its infrastructure was more developed than most, if not all the countries in the 

region and compared favourably in the continent. Thirdly, the country enjoys a geographical 

advantage in that it borders most of the countries in the SADC region (Zimbabwe, 

Mozambique, Botswana, Lesotho, eSwatini and Namibia). Fourthly, fees at most South 

African universities compared favourably in the region and internally (Vale, 2016). 

 

That notwithstanding, for South Africa the road to internationalisation was not an easy one 

as the country had to deal with other hanging political issues such as the resilience of 

apartheid which meant that even if technically educational facilities were open for all, in 

reality there remained some subtle barriers. The universities had to compete among 

themselves since the market was no longer segmented along, national, racial, and tribal lines. 

This implied that universities which received more funding during apartheid got a head start 

compared to the then homeland universities. Stated differently, the universities’ journeys to 

internationalisation started not levelling basis as some apartheid favoured universities such 

as the University of Cape Town, University of Pretoria, and the University of Johannesburg 

had a huge advantage.  

 

This was evidenced by fees charged for international students varying greatly. After 

analysing the trends in internationalisation in selected South African universities, Sy Habib 

(2013) concludes that there is a need for South African universities to work together in 

implementing policies for internationalisation if they are to fully enjoy the benefits of having 

an international dimension in their tertiary education curricula. 

 

In recent years, South African universities demonstrated a strong aspiration to 

internationalise, intending to affirm and consolidate their potential in areas such as but not 

limited to teaching, researching, scholarship as well as innovation (Verhoeven et. al., 2014). 

Internationalisation is characterised by bilateral partnerships, policy/model imports, 

invitations to Western technical advisers, and student mobility (Asmal, 2015). International 

agents, aid providers, and institutions drive bilateral collaborations in South Africa. Such 

collaborations are closely linked to research funding, which has a strong impact on national 
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policies and systems as well as on academics. However, it is important to note that the process 

of internationalisation is not always positive for a country (Asmal, 2015). 

 

There are multiple aspects to internationalisation, many of which depend on the historical 

and geographic context. For instance, Knight (2013: 4) notes that,  

 

…the original goal of internationalisation is helping developing country students 

complete a degree in another country and then return home to contribute to national 

development as it is fading fast as nations compete in the 21st-century intellect race.  

 

The fact is that most students and academics that travel abroad for training and education stay 

away indefinitely from home. Internationalisation is considered as the new method of 

dominion and imperialism because of the mobilisation and recruitment of the best brains for 

"mental aptitude" and the infusion of frameworks, approaches, encounters and so forth. 

International education has become a phenomenon of the rich (Knight, 2013). These facts 

highlight the need to examine the different aspects of internationalisation in the local context 

of a country. This study is intended to provide such an examination in the context of South 

Africa.  

 

The difficulties of South African higher education include a lack of workforce and poor staff 

progression; poor faculty developments, leadership and administration; issues with quality 

and relevance; weak research and innovation capacities and facilities (Kraak and Hall 1999). 

It also lacks financial austerity and an incapacity to diversify funding resources; poor physical 

facilities and infrastructure; and low access and equity (Sy Habib, 2013; Knight, 2013; 

Damtew & Altbach, 2014). The difficulties are further accentuated by the developments of 

globalisation and internationalisation (Sy Habib, 2013). Despite this, the current research on 

internationalisation in South Africa shows that the South African higher education has 

received little attention in terms of internationalisation of higher education (Jowi, 2012; 

Otieno, 2012; Damtew & Altbach, 2014). The problems in higher education have challenged 

the position of South African HEIs in the internationalisation of higher education (Knight, 

2013).  

 

Further, their dependence on state financing, the historical effects of apartheid, and the 

difference in finance and organisation structure leave South Africa as a multidimensional and 

critical region for research in terms of internationalisation of higher education; such as the 
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curriculum; all of which need greater attention. For instance, according to the 2013 IAU 

Survey Report on the internationalisation of higher education, the most obvious danger of 

internationalisation for South Africa is a brain drain, while the second danger is a loss of 

social character and cultural identity.  

Difficulties to benefit from the internationalisation of higher education for the region include 

an absence of respect and equality for African universities due to a multiplicity of factors 

with weak internal capacity raking as the most nefarious (Mthembu, 2014). Also noted as a 

major difficulty to the internationalisation was an increase in dissimilar and discrete 

advancement activities perpetrated by isolated and unsupportive agents and within African 

institutions (Jibril, 2013, & Altbach, 2014). Other difficulties include an unequal global 

competition to get to higher education markets; the negative effects of competition on the 

domestic higher education market because of importing education from the outside world; 

and the influx of low-quality foreign providers. Thus, it can be argued that the process of 

internationalisation of higher education in South Africa, apart from positive consequences 

such as economic growth and international compatibility, may also have negative 

consequences (Teferra, 2015).  Given the complexity of the phenomenon, limited research 

on the internationalisation of higher education in South African universities results in a 

significant research gap. This study sought to focus on filling this gap by examining the 

factors that lead to or that inhibit increased internationalisation of higher education in South 

African universities. 

 

1.8 SOUTH AFRICA’S POLICY FRAMEWORK AND ITS SIGNIFICANCE FOR 

INTERNATIONALISATION OF THE CURRICULUM 

 

The 2017 DHET Draft Policy Framework on Internationalisation of Higher Education 

compels all SA universities’ institutional internationalisation policies to comply with its 

provisions. The Framework underpins the goals and the priority focus of South Africa’s 

higher education internationalisation agenda. According to the Draft Internationalisation 

Policy Framework, the eight policy goals that SA universities are expected to incorporate 

into their institutional internationalisation agendas are;  

 

i. To enhance the reputation, quality and relevance of higher education in South Africa, 

and to strengthen its higher education institutions; 
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ii. To enhance international research collaboration to contribute to an increase in 

knowledge production, intellectual property and innovation in South Africa; in the 

SADC region; in the rest of the African continent and the world;  

iii. To better equip South African students and staff members of higher education 

institutions with the knowledge, skills and attitudes, including the intercultural skills 

required to contribute to its socio-economic development and well-being;  

iv. To attract talented and highly qualified people, the best and brightest’ for South 

African higher education institutions to enhance its human capital; 

v. To open South African higher education both to novice and experienced researchers; 

academics and support staff for personal and professional development and to gain 

knowledge; 

vi. To mitigate against the risks of some forms of internationalisation by guiding in terms 

of the quality and reputation considerations when forging of partnerships and the 

protection of the interests of locally enrolled students against non-recognised training 

pursued under the ambit of the state;  

vii. To provide opportunities for income generation, where appropriate, to higher 

education institutions, at least, to sustain its iteration; and 

viii. To develop strategic alliances aimed at enhanced bilateral, multilateral and regional 

cooperation in higher education (DHET 2017: 20).   

 

However, the 2017 Draft Policy Framework on Internationalisation of Higher Education in 

South Africa from the DHET defines internationalisation of higher education as; 

 

… an intentional or steered process to integrate or infuse intercultural, international 

and global dimensions in higher education; to advance the goals, functions and 

delivery of higher education and thus to enhance the quality of education and research 

(DHET, 2017: 9).  

 

The specific purpose of this study, however, is to critically examine the process of the 

curriculum internationalisation and the diverse perspectives of home and international 

student learning experiences in South African universities, with a specific focus on the 

University of South Africa (UNISA). The framework lays a foundation on which many 

higher education institutions base and drive their internationalisation strategies, curriculum 

and learnings. 
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1.9 STATEMENT OF THE PROBLEM 

 

Researchers have widely examined the movements of students towards other major host 

countries, such as United States, Canada, Australia, and the countries in Western Europe 

(Teferra, 2015; Vale, 2016). However, there has been a very little attention towards South 

Africa in the context of examining the aspects of internationalisation of higher education, 

regarding curriculum (Knight, 2013; Damtew & Altbach, 2014; Mthembu, 2014). A perusal 

of literature revealed that there are no studies on internationalisation at ODeL in general or 

ODeL in the global south. In this regard, ODeL could be an important part of expanding 

higher education in the Global South. 

 

Student mobility to African universities has been on the rise with approximately one million 

students moving between countries where English is the primary language, which includes 

South Africa (Damtew & Altbach, 2014). It is predicted that this trend will be highly 

beneficial for South Africa due to several factors specific to South Africa, such as the 

utilisation of English as the primary language in the region, its geographical place in the 

continent of Africa, and its role in the international geopolitical sphere (Kuhn & Weidemann, 

2015). The success of South Africa as a primary host country relies on its response towards 

the higher influx of students towards its educational sector (King, 2014). The goal of this 

qualitative case study research is to examine the components, dimensions, and/or factors that 

would contribute to best practices to the internationalisation of higher education institutions 

in South Africa. Therefore, the study sought to contribute towards a better understanding of 

internationalisation in the SADC region and to assist in policymaking attitude towards 

internationalisation (Hoogendoorn & Visser, 2015).  

 

However, it has been observed that internationalisation, for the South African government, 

continues to remain a peripheral topic, and is handled without a systematic long-term strategy 

(Hartmann, 2014). For most, UNISA, even though it is the largest Open and Distance learning 

university on the continent, there is no evidence of structures in internationalisation policy, 

its curriculum and international student learning experiences. It can be argued that such a 

shortcoming is due to the lack of a systematic understanding of the factors that influence and 

affect the internationalisation of higher education in the region. Internationalisation has not 

been a central issue for many South African higher education institutions. Considering the 

far-reaching consequences of internationalisation of higher education in a developing country 
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like South Africa, the need to examine the factors that lead to the increased relevance of 

internationalisation of higher education experience in South African universities is apparent, 

particularly; curriculum and student learning experiences. 

 

1.10 PURPOSE OF THE STUDY 

 

The purpose of this qualitative case study research was to examine the components, 

dimensions, and/or factors that would contribute to the internationalisation of higher 

education curriculum and better student learning experiences in higher education institutions 

in South Africa, development and the critical phases and related critical success factors in the 

evolution of internationalised higher education in South African universities. The study 

pursued these by focussing on three broad dimensions;  

 

i) The current (2018) forces that have created an interest in higher education 

internationalisation in South Africa, specifically, what characterises the 

internationalised curriculum and student learning experience;  

ii) The critical success factors and challenges that contribute to or that inhibit higher 

education curriculum internationalisation; and  

iii) The potential strategies for successful implementation of higher education 

curriculum internationalisation. 

 

A gap in the literature exists concerning the study of the internationalisation of higher 

education curriculum and student learning experiences combined (Knight, 2013; Damtew & 

Altbach, 2014; Mthembu, 2014). By examining the factors that affect increased 

internationalisation of higher education in South African universities, this study sought to fill 

this gap. A study of the factors affecting increased internationalisation of higher education in 

South African universities is important for several reasons: few comprehensive studies were 

conducted to examine the factors affecting increased internationalisation of higher education 

in South African universities to date.  
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1.11 RESEARCH QUESTIONS 

 

The overarching research question of the study is; 

 

What components, dimensions, and/or factors would contribute to the 

internationalisation of higher education curriculum and student learning experience in 

South Africa? 

 

The sub-questions supporting the primary research question are as follows; 

 

i) What constitutes an internationalised curriculum and student learning experience? 

ii) What are the current challenges and constraints in the internationalisation of the 

curriculum and the student learning experience? 

iii) What should be the characteristics of a model for an internationalised curriculum and 

student learning experience in SA universities? 

 

1.12 CONTRIBUTION AND RATIONALE 

 

The contribution of this study is embodied in the view that internationalisation of higher 

education requires consideration of internationalised curriculum and student learning 

experiences, the success factors and challenges that contribute to or that inhibit higher 

education internationalisation. The potential strategies for successful implementation of 

higher education internationalisation should involve drawing on students' cultural beliefs and 

values for a thorough understanding of the internationalisation of higher education.  

 

Education institutions in South Africa such as UNISA are eager to embrace 

internationalisation of higher education. However, there is a lack of information in the 

existing literature about the factors that affect increased internationalisation of higher 

education curriculum in the context of South Africa or few new models of higher education 

institutions, which affects the process of policy-making to strengthen the internationalisation 

of higher education. Developing countries, see internationalisation as an advantage for 

economic competitiveness on a global scale. As such, a comprehensive understanding of the 

factors that affect the internationalisation of higher education in South Africa will be of 

importance for policymakers wishing to implement higher internationalisation of curriculum 

in South African universities in an increasingly globalised world. 
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This study was intended to fill a significant gap in the existing literature on the 

internationalisation of higher education curriculum in HEIs of South Africa. Further, it 

examined the current pedagogical challenges and constraints to the internationalisation of 

higher education in South African HEIs. In addition, the study identified the strategic 

framework that can be employed for the development of an internationalised higher education 

experience in South African universities and determines the critical phases and success 

factors in the evolution of an internationalised higher education experience in South African 

universities. These factors and dimensions have been examined in the local context of South 

African history and culture, rather than through a Eurocentric lens. At the national level, the 

findings of the study will be significant for those responsible for policymaking in the field of 

higher education, such as the Department of Home Affairs, the Department of Education, and 

similar stakeholders in the higher education of South Africa. This study, therefore, counts as 

a policy formulation contribution.  

 

The rationale for conducting the study emanates from the significance of internationalisation 

for a developing country such as South Africa and the lack of studies examining the 

significant aspects of internationalisation in the context of South African higher education. 

As with so many matters that are almost universally regarded as true, challenges with 

internationalisation, a concept studied mainly through the lenses of Eurocentric principles in 

the literature, lies not in the abstract level but at the concrete level. The questions on how the 

vision of internationalisation gets translated into practice and what does it mean for those 

who are responsible for delivering at an operational level as well as the primary stakeholder, 

in this case, the student, is important to examine for better implementation of 

internationalisation in South African higher education. Articulating a need and desire to 

prepare students to live and work in a globalised world is a multi-dimensional issue and 

literature on higher education institutions should attempt to focus on local context instead of 

utilising the “one size fits all” approach. 

 

Current thinking demonstrates slow and dawdling progress towards internationalised higher 

education as well as student learning experience essentially due to what Jowi (2012: 14) 

termed, “little or no senior-level interest or enthusiasm in the concept of internationalisation 

and weaknesses in institutional provisions and management”. It also appears that many 

universities lack the managerial skills and knowledge needed to implement and operationalise 

their internationalisation strategies (Jowi, 2012). For Teferra,   
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… internationalisation of higher education is shaped, communicated and understood 

in very different ways by stakeholders in different universities and at times even by 

stakeholders within the same organisation (Teferra, 2015: 21).  

 

As a result, it is difficult to judge or measure the success of internationalisation strategies 

because there is a restricted understanding of what the concept entails (Kuhn & Weidemann, 

2015). Given this difficulty, the lack of studies on this issue in the context of South African 

higher education is a critical gap that needs attention. While globalisation had directly steered 

internationalisation in higher education, little research exists on the challenges in developing 

countries like South Africa in terms of its impact on students (Knight, 2013; Dante & Altbach, 

2014; Mthembu, 2014). 

 

Furthermore, the absence of a national policy for the internationalisation of higher education 

in South Africa has led to frustration on the part of leading international education 

administrators and practitioners driving this process within their institutions, regarding higher 

education benchmarks and teaching and learning practices (Kuhn, 2010). Finally, there is 

also a growing realisation of a lack of comprehensive information and theoretical framework 

for research into the internationalised student learning experience within the increasing 

internationalisation of higher education systems (Sy Habib, 2013), all of which this study 

attempts to address. 

 

This study also seeks to broaden the current understanding of institutional, national, and 

regional challenges faced by higher education in their quest to find their place in the global 

community of higher education providers. The experiences of the case organisation, the 

University of South Africa, which after 145 years is one of the oldest Open Distance e-

Learning (ODeL) institutions of higher education on the continent and the rest of the world 

and the nation could “contribute to an understanding of similar cases” in other institutions of 

the learning institution in the country (Ennew, 2013). 

 

UNISA is a single-mode largest distance education institution on the continent and in South 

Africa and the term, ODeL can be defined as a new mode of online or web-based distance 

education, i.e., taking the former distance education and delivering it online. More 

specifically, ODeL which refers to, 
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 …forms of education delivery that use contemporary technologies to enable wide-

ranging combinations of synchronous and asynchronous communication among 

students and lecturers who are physically separated from one another for part or all of 

the educational experience" (Alfonso 2012: 48).  

 

Garrison adds that, 

 

…ODeL developed from the term “open and distance learning” or ODeL to include 

the use of e-learning or online learning methodologies to enable multiple forms of 

interaction and dialogue that can bridge the distance between teachers and students 

(Garrison 2009: 18).  

 

Bates (2008) added another dimension to the definition of ODeL wherein they brought the 

aspect of multimedia learning. They posited that,  

 

ODeL provides access to a vast array of interactive and multimedia learning resources 

that can be used to design learning environments for students in diverse environments 

(Bates, 2008: 129).  

The final aspect of ODeL was brought in by Haughey et. al who identified the role played by 

portals in supporting ODeL content delivery. They argued that, 

  

… the use of online portals enables distance education institutions to support both 

independent learning and collaborative learning through “increasingly complex pedagogical 

structures” (Haughey, et al. 2008: 15) 

 

Similarly, in line with ODeL, UNISA as a comprehensive institution has since 2013, 

introduced the Integrated Tutor Model (ITM), which is aimed at curtailing the transactional 

distance that is most prevalent within our ODeL setting. The ITM is theoretically 

underpinned by the social constructivist approach and accentuates the importance of 

interaction in the students’ learning process, and therefore encourages active and 

collaborative learning pedagogies (Swan, 2010: 123). Therefore, it would be an interesting 

finding of how such approaches are used to enhance the internationalisation of curriculum 

and student learning experience within such a unique setting. 

 

Much as this case study involves only one South African, higher education institution, the 

results can be used to better prepare other similar institutions in developing countries in their 
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participation into the internationalisation of higher education activities, particularly on issues 

of curriculum and student learning. The data collected in this study could also form the basis 

for future research on internationalisation framework, approaches and models of pedagogy 

at institutions of higher learning in South Africa and other higher education institutions in the 

developing world. 

 

1.13 STRUCTURE OF THE THESIS 

 

This study is divided into seven chapters. These chapters are organised as follows; 

 

Chapter 1 

Chapter 1 introduces the research problem by presenting the current views on the 

internationalisation of higher education within South Africa, the statement of the problem, 

the research objectives, contribution, and rationale for the study. It also lays the problem 

statement, study objectives and the study methodology. Research questions and the research 

rationale are also outlined in the chapter.  

 

Chapter 2 

The second chapter provides a critical review of the internationalisation of higher education 

literature, offers a theoretical context for the investigation, and articulates past and current 

thinking around issues of pedagogy. The literature relevant to the emergence of market-

driven internationalisation and the emergence of internationalisation of higher education in 

general and the curriculum as a reciprocal, collaborative, and empowering construct is 

explored. Issues of the teaching of curriculum and pedagogy, as well as the student learning 

experience as specific to internationalisation, are specifically touched upon.  

 

Chapter 3 

Chapter 3 presents a discussion of the theoretical framework underpinning this study—one 

which anticipates appraising the framework of internationalisation as proposed by Leask and 

Bridge (2013) and one shaped around broad theory as it applies to internationalisation in 

higher education. 

 

Chapter 4 

Chapter 4 focuses on a detailed description of the research site, participant selection, research 

methods and procedures, and research limitations. 
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Chapter 5 

This chapter presents the analysis of findings from the study. This chapter also focuses on a 

discussion of the findings with reference to the internationalisation of higher education and 

the student-learning dimension at South African universities. 

 

Chapter 6  

This chapter provides a detailed discussion of the findings in relation to the research questions 

described in this chapter. This chapter summarises the major findings of this study and 

provides final observations from the researcher’s perspective. 

 

Chapter 7 

This is the concluding chapter and it discusses the research conclusions; implication along 

with recommendations for approaches, frameworks, or models for implementation includes 

the recommendations for policies, practice, and operations at various states and institutional 

levels. 
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CHAPTER 2 -  LITERATURE REVIEW 

 

2.1 INTRODUCTION 

 

This chapter explores the existing literature on the internationalisation of education that leads 

to the drive towards the internationalisation of higher education and its curriculum. It 

provides the background, rationale, and implications of internationalisation. It provides a 

discussion of the theories and sub-theories applied in this study. It also explores the 

particularities of internationalisation of higher education through a preliminary survey of the 

relevant literature. The chapter further discusses the existing literature on the 

internationalisation of higher education in general, on conceptualisations of the components 

of internationalisation, and internationalisation of higher education in South Africa in 

particular. 

 

 The latter will be briefly discussed given that few studies were conducted to examine the 

internationalisation of higher education and curriculum in South Africa. The literature 

relevant to the emergence of market-driven internationalisation and the emergence of 

internationalisation of both higher education and the respective components, including 

academia, teachers, students, and the curriculum as a reciprocal, collaborative, empowering 

construct is explored. The chapter also discusses issues of quality teaching and curriculum as 

they contribute to the student learning experience specific to internationalisation.  

 

 

2.2 INTERNATIONALISATION OF HIGHER EDUCATION  

 

As is observed in Section 1.4, the internationalisation of higher education from a theoretical 

viewpoint attempts to ponder and drives towards an investigation into the what, why, and 

how HEIs' aligns with this idea, which has progressively developed as a phenomenon over 

the most recent couple of decades. From the 1980s through to the 2000s, higher education 

remained to a certain extent a preoccupation of policymakers. However, with the expanding 

significance of internationalisation, conventional higher education researchers have turned 

out to be keen on the subject and so the so ever-increasing interest (Huisman, 2007).  

 

As stated briefly in chapter 1.4 and 1.5, "the method of integrating a foreign, intercultural or 

global element into the purpose, function or practice of post-secondary education" continues 
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to be the most widely accepted definition of internationalisation (Knight, 2008, p. 21). The 

nature of the theory, its association with globalisation, regionalisation and the role it plays in 

these two trends is also constantly being reaffirmed (Altbach and Reisberg 2015; Knight, 

2008). 

 

Internationalisation has become an expansive umbrella term that covers numerous 

measurements, segments, approaches and activities. It encompasses the versatility of student 

credits and degrees and the exchange of academic staff and the search to achieve major global 

skills, curriculum development and learning research results. 

 

The zeal to internationalise in the face of the competitive pressures of a new global 

environment is largely an issue of higher education today (Maringe and Foskett 2010). To 

these scholars, when and how can the meaning of harmony between practices and strategies 

be internationalised and which collaborators are issues which organisations sometimes fail to 

address. Altbach and Reisberg (2015) show that an improper approach to internationalisation 

would not provide an adequate response. 

 

While international bodies are increasingly embracing the thoughts and procedures by 

various countries and institutions of higher education in their calculation and assessment of 

internationalisation, there is a considerable difference. Others re-assess the global need for 

international cooperation or even partnership steadily and strategically. (Maringe and 

Foskett, 2010). 

 

Therefore, the concept of internationalisation of higher education itself becomes gradually 

globalised (Jones and de Wit, 2012). Higher education internationalisation has developed as 

a significant feature in many countries and new innovative models and methods of how to do 

it better are being developed. While many believe that Europe is the leading conspirator, de 

Wit (2013) points out also that there is a greater focus than purely north-south 

internationalisation models and Western standards on intra- and South-South cooperation 

between developing countries. 

 

With the trend of internationalisation gaining momentum, many nations across Asia, the 

Middle East, and Sub-Saharan Africa have developed national techniques and approaches to 

offer financial support to higher education as it is where internationalisation is taking place 
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(Hazelkorn, Loukkola, & Zhang, 2014). As internationalisation moves from the periphery of 

the world towards the centre, it is necessary to systematise practices and to establish and 

engage higher education institutions that become aware of internationalization. They also 

steadily follow their goals (Hazelkorn et al. 2014). Indeed, the various core resources are 

available across institutions, many in a similar regional sense, along with numerous 

internationalisation grants and foundations. 

 

In an increasingly transparent and unpredictable state of international action, implementation 

of a slowly strategic approach sometimes leads to a lack of familiarity within HEIs (Knight, 

2011). For some, there is nothing but spontaneous freedom of choice, and for others, 

transformation is an illusion, in precarian circumstances (de Wit, 2011). Many approaches of 

internationalisation are interpreted on the basis of existing development trials and errors. 

 

 

Higher education internationalisation offers an opportunity for learning from a wide range of 

foreign, regional and organisations in a specific context (Knight, 2011). A wide range of 

national and institutional settings can help to distinguish and develop a creative and 

reasonable global dimension in support of higher education (and governments). 

 

Nolan and Hunter (2012) assert that effective internationalised HEI functions and operates in 

its specific way, whereas universities/schools that do not internationalise generally do so in 

remarkably comparable ways. This makes it worthwhile for any policy or organisation, 

before entering a strategic internationalisation program, to be increasingly educated on the 

basic elements, components and conditions which promote or discourage 

internationalisation. 

 

Higher education studies ought to look at the wide diversity of higher education, to 

understand, influence and support the internationalisation processes of higher education, and 

to recognise and discern worldwide, local, national and institutional shared characteristics 

and contrasts in the advancement of internationalisation. It is fuelled by a dynamic mix of 

policy, finance, the socio-social and scientific rationales (de Wit, 2012), which continues to 

develop and takes various structures and actions, both at different locations and countries and 

in institutions and their programmes. 
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As Frolich and Veiga (2015) make a case, the internationalisation process in higher education 

is still dominated by local, national and institutional laws and guidelines as well as societies 

and structures, although gradually affected by and operating in globalised environments. No 

one pattern is ideal for all. National and regional comparisons shift and the same goes for the 

organisations themselves. 

 

Interestingly, “as the global aspects of higher education gains increasing consideration and 

acknowledgement, individuals will in general use it in the way that best suits their 

motivation" (de Wit, 2012, p.14) and this has prompted several myths (Knight, 2011) and 

misguided judgments (de Wit, 2012) around internationalisation of higher education (IoHE). 

Assuredly, de Wit (2013) and others have emphasised the major point that 

internationalisation ought not to be viewed as an end but rather to upgrade the nature of 

instructing, research and the service role of higher education to society. 

 

The researcher is therefore obliged by all of this to agree with Knight (2011), Nolan and 

Hunter (2012) and Maringe and Foskett (2010) whose internationalisation viewpoint is a 

resource and not an end itself and must take note of these main features;  

i) It should be viewed/ perceived as a system;  

ii) Internationalisation as a solution to populism that cannot be distorted through the 

cycle of globalisation, and  

iii) Internationalisation that includes (intercultural) international and local factors. 

 

The internationally responsive programme to changes in the intercultural world, retaining the 

academic reputation, instructing skills, research skills and employment potential of 

graduates, is another increasingly positive point of view on internationalisation. (Delgado-

Márquez, Escudero-Torres & Hurtado-Torres 2013). The internationalising of higher 

education between predominately English and several non-English speakers, particularly 

those in Europe, has been further distinguishable by Tange and Jenson (2012). 

 

In contrast to the idea that foreign students have become a generator of income, Shen (2008: 

223) suggests that a variety of European HEIs see internationalisation as a tool "for bringing 

in the best minds from across the globe to further develop their knowledge economies." 
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The current thinking about internationalisation seems to affirm the reasoning that, contrary 

to financial reasons, it has traditionally and previously been driven by academics, although 

the dynamics are today extremely hard to understand. 

 

2.3 CURRENT DEBATE AND IMPLICATION OF INTERNATIONALISATION OF 

HIGHER EDUCATION IN SOUTH AFRICA 

 

Higher education internationalisation tends to recognise its impact at the local, national, and 

global levels. It must be understood that internationalisation has become an unavoidable part 

of modern education, particularly at tertiary level, which generates both challenges and 

opportunities (Sehoole, 2016). From its outset, internationalisation was part of the growth of 

higher education in Africa. Reviews of African universities' background and political culture 

are explicit that the development of these organisations is influenced by their colonialism and 

post-colonial experience and the growing democratisation of African nation-states after the 

1990s. In fact, the development of South African universities appear to be influenced by the 

colonial world, Segregationist, racist and new post-apartheid reforms, institutional backlogs, 

budgetary pressures and a move to post-school technical and vocational education.  

 

South African colleges remains dominated by racism, colonialism, apartheid and recent new 

legislation, while Apartheid, financial pressures and the present policy change tend to 

prioritise technical training at the post-secondary level (Adams, King & Hook, 2010). The 

university system in South Africa provides modest schooling and a large degree of 

engagement. South Africa’s global research commitment has increased, and since the 1990s 

international collaborations have multiplied. To that effect, South Africa (Adams, et al. 2010) 

accounts for 37 percent of Africa's research results and this has a strong foreign reach.  

 

Internationalisation in higher education is not new for South Africa or for Africa. As briefly 

stated in Chapter 1 (1.2 and 1.6), South Africa's higher education origins relate to English 

and Dutch colonial history and European institutions were more focused on higher education 

in South Africa (Sehoole, 2016). However, the new rhetoric on internationalisation is related 

largely to an economic interpretation on globalisation. In view of the need to react to foreign 

education developments in universities and technology universities in South Africa, the 

International Education Association of South Africa (IEASA), a non-profit organisation, is 

founded as a policy platform to advise institutions to remain active in the global arena. In 
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1997, IEASA’s founding conference is regarded to be one of the primary moments that 

internationalism was accepted as a central feature of South Africa's University Project 

(Macupe, 2012). 

 

McLellan (2016) identifies IEASA as necessary to have a comprehensive domestic higher 

education internationalisation strategy, which incorporates political goals and objectives in 

every traditional university. These will account for the execution of the policies for regional 

projects, institutional processes and services. For Zeleza (2012), this strategy is anticipated 

to enhance the global presence, foster coordination among different national stakeholders and 

improve higher education internationalisation institutional initiatives. 

 

The Vision 2030 for Higher Education does position South Africa as an active participant in 

African and global systems and appeal of international students and staff to South African 

universities (NPC, 2011). Throughout South African higher education, though, the perception 

of internationalisation is far from practical. For instance, Malaza (2017) claims that initiatives 

of the education department have been lauded in the global context in which higher education 

functions following the Education White Paper 3 (in 1997), and the National Plan for Higher 

Education (NPHE) (in 2001), but the idea of internationalisation in the higher education 

framework is not currently implemented. Internationalisation is being regarded as a vital 

component of reforming higher education in South Africa but had not been implemented and 

integrated (CHE, 2017). 

 

Cross, Mhlanga and Ojo, (2011) believe that the current debates tend to support Western 

concepts and universalisation, which have been widely recognised as truths of global 

importance. They point out that South Africa has become very wary of internationalisation 

with the validity of independence and domination of eurocentrism in academia. The goal is 

to consider new solutions that are suitable for its unique background. The Guide to South 

African Higher Education (IEASA, 2014) advises that the formulation of policies will take 

complex issues into consideration like “brain gain,” “brain drain,” and “brain circulation.” 

 

Sehoole (2006) and Cross et al. (2011), assume that the right compromise between the foreign 

and growing domestic expertise must be considered by South Africa in strategic decisions. It 

will also be crucial to find a principled and ethical model for internationalisation in the 

context of South Africa. Scholars like Kotecha Kotecha, Wilson-Strydom & Fongwa, (2012) 
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(2012) claim that universities in South Africa must be more assertive in determining their 

own objectives while bargaining financial alliances in Northern countries between colleges 

and sponsors.  They must also explore more possibilities to hit intra-regional and South-South 

partnerships that will encourage new technology and creativity. According to Cross et al. 

(2011), Southern African universities need to improve their research programmes. They need 

to establish specific plans to incorporate globalisation in their activities in ways that support 

institutional growth throughout the country. 

 

The pre-colonial past of South Africa and recent policy changes after pre-historical obstacles, 

budgetary constraints and the latest development in post-school professional training (CHE 

2017) are all leading to South Africa’s progress. The persistent asymmetries of force between 

the North, the South and the East have a geographical as well as a geo-economic impact. This 

influences the work of academics with negative global hegemony implications and an 

insufficient correlation between optimism and purpose and actual reality (David, 2010). 

Partners in the North often agree to cooperation through theoretical models and 

methodological approaches built-in developed nations and transferred to the South and East. 

Therefore, current debates in internationalisation seem to emphasise collaborative research 

and partnerships as important elements to develop better strategies, which would benefit 

everyone. Considering that IEASA (2014) advocacy for economic globalisation by 

sustainable practices that serve all, it often calls for participation in a regional dialogue on 

the potential of higher education internationalisation. Unless this was accomplished for the 

good of everyone, South African opportunities for the internationalisation of higher education 

will be radicalised. 

 

 Reviews of South African universities' history and political culture highlight that their 

development was influenced by the colonial and post-colonial history of these entities and by 

the growing democratisation of African nation after the 1990s. The history of universities in 

South Africa continues to be influenced by their apartheid-colonial and recent political 

changes in post-apartheid context, historical backlogs, fiscal restrictions and the ongoing 

democratic change to post-school vocational technical education.  

 

Internationalisation is changing in strategic and geo-economic terms factors are shown in the 

asymmetries of continuous influence between North, South and East. This affects research 

study, with unwelcome and hegemonic effects and a convergence between good will and 
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hopes and practical practice. Cooperation is also formed by partners in the North by the 

development of theories, methodological systems and methodologies of study built up in 

developing countries and extended into the South and East. 

 

2.4 APPROACHES TO INTERNATIONALISATION 

 

Knight (2004) reveals that approaches in the study of institutions of higher learning can also 

be used in the internationalisation process. These approaches include activities such as study 

abroad programmes, curriculum and academic programmes, institutional linkages, 

development projects, and branch campuses (i.e., the activity approach). Another approach 

in Knight’s framework focuses on desired outcomes, where institutions hope to get something 

out of their internationalisation activities (also known as the competency approach). For 

example, an institution may want to see results in student competencies, increased profile, 

more international agreements, and partners or projects (Knight, 2004). Institutional 

rationales driving internationalisation must also be spelt out and these include,  

 

... academic standards, income generation, cultural diversity, and student and staff 

development. The process of integrating the set goals and desired outcomes into the 

teaching, learning, and service functions of the institution through local initiative (at 

home) or in other countries (cross-border) must be examined (Knight, 2014: 20). 

 

Knight (2004: 14) also identifies four institutional level programmes and organisational 

strategies towards achieving effective internationalisation including academic programmes, 

research and scholarly collaborations, and external relations (See Tables 2.2 and 2.3.). Even 

though there are regional variations in institutional level approaches and strategies of 

engagement in the international activity, most institutions in the developing world register 

various adaptations of Knight’s (2004) strategies and approaches framework. For example, 

in most public institutions in Kenya, international activity has mostly taken the form of 

faculty and student exchange, collaborative research projects, and joint degree programmes 

with institutions in the developed world, particularly in North America, Australia and Europe 

(Jowi, 2012). 

 

Tables 2.1, 2.2 and 2.3 are a summary of institutional approaches toward internationalisation 

of the curriculum. Knight (2004: 14) maintains that there is common practice for HEIs to 
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focus locally, regionally, or internationally. However, the bottom line is the intentions and 

how each institution adapts to changes within and outside the university. A summary of the 

various approaches as suggested by Knight (ibid) is presented in Table 2.1. 

 

Table 2.1: Approaches at the Institutional Level 

 

Approach Description 

Activity 

Internationalisation is described in terms of activities such as study 

abroad, curriculum, and academic programmes, institutional linkages 

and networks, development projects, and branch campuses 

Outcomes 

Internationalisation is presented in the form of desired outcomes such 

as student competencies, increased profile, more international 

agreements, and partners or projects. 

Rationales 

Internationalisation is described concerning primary motivation or 

rationales driving it. This can include academic standards, income 

generation, cultural diversity, and student and staff development. 

Process 

Internationalisation is considered as a process in which an 

international dimension is integrated into teaching, learning, and 

service functions of the institution. 

At Home 

Internationalisation is interpreted to be the creation of a culture or 

climate on campus that promotes and supports 

international/intercultural understanding and focuses on campus-

based activities. 

Abroad (cross-

border) 

Internationalisation is seen as the cross-border delivery of education 

to other countries through a variety of delivery modes (face-to-face, 

distance learning, e-learning) and different administrative 

arrangements, (franchises, twinning, branch campuses, etc.) 

 

Source: Knight (2004: 20) 

 

According to Knight (2004), approaches at the institutional level would classify an institution 

to be either local or global; elite or mass-oriented; dedicated or transdisciplinary. This may 

foster either an academic culture (categorised by knowledge creation, scientific excellence, 

academic freedom and without restrictions shareable results) or business culture. 
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Table 2.2: Institutional Level Programme Strategies 

 

 

Source: Knight (2004: 12) 

 

 

Academic Programmes • Student exchange programmes 

• Foreign language study 

•  Internationalised Curricula  

• Area or thematic studies  

• Work/study abroad  

• International Students Teaching/learning 

process 

• Joint and double degree programmes 

• Visiting lecturers and scholars  

• The link between academic programmes and 

other strategies. 

Research and Scholarly 

Collaborations 

• Area and theme centre joint research projects, 

• International conferences and seminars 

• Published articles and papers International 

research agreements Research exchange 

programmes 

External relations: 

Domestic and cross-border 

Domestic: 

• Community-based partnerships and projects 

with non- governmental groups. 

• Community–service and intercultural project 

work 

Cross-Border: 

• International development assistance projects 

• Cross-border delivery of educational 

programmes (commercial and non- 

commercial) 

• International linkages, partnerships, and 

networks 

• Contract-based training and research 

programmes and services.  

• Alumni abroad programmes 

Extra-curricular activities • Student clubs and associations international 

and intercultural campus events 

• Liaison with community-based cultural and 

ethnic groups 

• Peer support groups and programmes 
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Regarding institutional strategies, Knight (2004: 11) underscores the importance of 

pedagogical approaches in all academic programmes in international education by integrating 

an international, intercultural or global dimension into the purpose, research and scholarly 

collaborations, research and scholarly collaborations functions or delivery of postsecondary 

education. According to Knight (2004: 20), institutional level programme strategies of 

internationalisation includes not only academic standards, cultural diversity, student and staff 

development, and income generators. 

 

Table 2.3 Institutional Level Organisation Strategies 

 

Governance 

• Expressed commitment by senior leaders 

• Active involvement of faculty and staff 

• Articulated rationales and goals for internationalisation; 

recognition of an international dimension in institutional mission 

statements, planning, and policy documents 

Operations 

• Integrated into institution-wide and department/college level 

planning, budgeting and quality review systems; appropriate 

organisational structures 

• Systems (formal and informal) for communication, liaison, and 

coordination 

• The balance between centralised and decentralised promotion and 

management of internationalisation 

• Adequate financial support and resource allocation systems 

Services 

• Support from institution-wide service units, i.e. student housing, 

fundraising, alumni, information technology 

• Involvement of the academic support unit, i.e. library, teaching and 

learning, curriculum development, faculty and staff training 

• Student support services for incoming and outgoing students, i.e. 

orientation programmes, counselling, cross-cultural training, visa 

advice 

Human 

Resources 

• Recruitment and selection procedures that recognise international 

expertise 

• Reward and promotion policies to reinforce faculty contributions 

• Faculty and staff professional development activities 

• Support for international assignments and sabbaticals 

Source: Knight (2004: 14) 
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Concerning institutional level organisation strategies, Knight (2004) further envisions 

internationalisation with the implementation of a wide range of policies, services, and 

activities designed to integrate intercultural and international dimensions into an institution’s 

student services, curricula teaching, and research. He underscores the role of governance and 

addresses intercultural sensitivity, cultural tolerance, and ethnic diversity. Knight (2004) 

pronounces the existence of “transnationalism” in governance, operations, services, and 

human resources. 

 

2.5 CONTEMPORARY RATIONALES AND DRIVERS OF HIGHER EDUCATION 

INTERNATIONALISATION 

 

Knight (2004) recognises four rationales at both national and institutional levels that drive 

internationalisation in most institutions of higher education including academic, political, 

economic, and socio-cultural rationales. There is a consensus among world nations that,  

 

…an increasing emphasis on the knowledge economy, demographic shifts, mobility 

of labour force, and increased trade in services are all factors that are driving nations 

to place more importance in developing and recruiting human capital or brainpower 

through international initiatives (Knight, 2004: 22).  

 

A political alliance is another rationale driving the internationalisation of higher education as 

nations begin to re-examine their relationships within the community of nations (Doiz, 

Lasagabaste & Sierra, 2013). Strategic alliance across international borders also mean 

increased economic presence offshore as nations compete for, “new franchise arrangements, 

foreign or satellite campuses, online course delivery, and increased recruitment of fee-paying 

students” (Knight 2004: 24). There are also significant gains in the socio-cultural realm when 

a country imports or welcomes new educational ideas and ways of doing things from foreign 

countries. Knight (2004: 24) observes that, 

 

… an educated and knowledgeable citizenry and workforce that can do research and 

generate new knowledge are key components of a country’s nation-building agenda. 
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Institutions of higher education are not only sites of education but they have become sites 

where the broad national, regional and even international contestations are played out. The 

cultural, economic, educational, and political rationales seem to be the driving force in the 

internationalisation process at the institutional level (De Haan, 2014). This assertion is 

associated with the critical theory discussed in 3.2 of this study where it has become an 

engrained critique, which focuses on the internal dynamics of the theory. For De Haan (2014: 

88),  

 

… the critical theorists identify the internal contradictions in a higher education 

environment and thought, to analyse and identify (a) prospects for progressive 

intellectual and social change and (b) understanding those structures of society and 

consciousness that contribute to human domination.  

 

As a social requirement for balance against social domination, student and staff exchange 

programmes are now a common phenomenon in colleges and universities around the world 

(De Haan, 2014). Preparing students to operate in an increasingly interdependent world 

requires an institutional commitment to exploring these values in its mission and 

organisational structure (Khan, Hassan & Atkins, 2014).  

 

Teferra & Knight (2008) developed a framework on the different aspects of 

internationalisation rationale common in the globalised environment. Table 2.4 below depicts 

these relationships. 
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Table 2.4: Rationales at Institutional and National Levels 

 

The Rationale at the Institutional 

Level 

 The Rationale at the National 

Level 

 

Research capacity 33% Building human resource capacity 22% 

Internationalise students/faculty 18% Strategic alliances 20% 

International profile 16% Competitiveness 19% 

Academic quality 15% International development 

cooperation and solidarity 

18% 

Curriculum innovation 10% Contribute to regional priorities 

and 

Integration 

13% 

The diversity of faculty and 

Students 

7% Further cultural awareness and 

Understanding 

6% 

Income generation 1% Strengthen education export 

Industry 

2% 

Source: Teferra and Knight (2008) 

 

De Wit et al., (2005) show clearly that these rationales remain a useful way to analyse 

rationales driving internationalisation (See Table 2.5) 

 

Table 2.5: Rationales Driving Internationalisation 

Categories of 

importance 

Existing Rationales Rationales of merging 

Social/Cultural 

• National cultural identity, 

intercultural understanding, 

citizenship development, social 

and community development 

• National Level 

• Development of human 

resources 

• Strategic alliances 

 

Political 

• Foreign Policy National 

Security Technical assistance 

• Peace and mutual 

understanding 

• National identity 

• Regional identity 

• Income 

generation/commercial trade 

• Nation Building/institution 

building 
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Source: De Wit et al., (2005: 64). 

 

De Wit et al., (2005) contends that, when breaking down bases and rationales of 

internationalisation, the differences of stakeholders' groups in higher education, the 

government division, the private area and the instructive segment must be considered (De 

Wit et al., 2005). Inside the last group, three sub-groups must be recognised: the institutional 

level, the academics and their departments, and the students.  

 

The authors additionally noticed that it is vital to remember the following;  

 

i. There is a strong overlap in rationales within and between different groups, 

the main differences being in the hierarchy of priorities;  

ii. Generally, stakeholders do not have one exclusive rationale but a combination 

of rationales for internationalisation with a hierarchy of priorities;  

iii. Rationales may differ between stakeholders’ groups and within stakeholders’ 

groups;  

iv. Rationales may change over time and may change by country and region; and  

v. Rationales are in general more implicit than explicit motives for 

internationalisation (De Wit et al. 2005: 76).  

 

There is a convergence between, Le Ha & Barnawi (2015) & De Wit et al., (2005), who 

identified students as key stakeholders in higher education. Studies on understanding student 

experiences of internationalisation will be examined later in this chapter. 

Economic 

• Economic growth and 

competitiveness 

• Labour market 

• Financial incentives 

• Social and cultural 

development and mutual 

understanding 

Academic 

• Extension of the academic 

horizon 

• Institution building Profile and 

status Enhancement of quality 

• International academic 

standards International 

dimension to research and 

teaching  

• Institutional level 

• International branding and 

profile Quality enhancement, 

international standards; 

income generation; Student 

and staff development, 

strategic alliances 

Knowledge production  



48 

 

2.5.1 Rationales for Internationalisation: A Global Perspective 

 

Europe has been the pioneer of internationalisation of education for over a decade but is 

steadily losing its position to the USA and the Far East. As argued by van der Wende (2001), 

the rise of US higher education is additionally affirmed among European students and 

researchers. Van der Wende argued that the Anglo-Saxon nations were in a solid position in 

the internationalisation of higher education markets, mostly owing to the use of English 

Language, which is a most widely used lingua franca. Nonetheless, the use of aggressive 

competition by these countries to deal with the internationalisation of higher education has 

driven most from the European nations in a quest of a cooperative student-as-consumer 

oriented approach (van der Wende, 2001). Some literature focuses on the amalgamation of 

the two standards and paradigms, with an establishment in international participation, and 

institutions shaping connections with each other for some reason. However, mostly this can 

be argued to have the effect of enabling them to frame aggressive collusion and alliances to 

have the capacity to compete favourably (Chan & Dimmock, 2008). 

 

For Burn and Opper (1982), took the discussion further by referring to Torsten Husen of the 

University of Stockholm over the Swedish rationale to internationalisation.  They revealed 

that internationalisation of education has two notable goals, namely, one more hopeful and 

trickier; idealistic and elusive and one more distinctive and pragmatic. Specific projects and 

studies in the formal framework have a need to accomplish increased thinking among youths 

of global self-reliance, in addition to other things, by giving them certain fundamental 

realities and basic facts (Chan & Dimmock, 2008). This could be viewed as sensitivity 

training in international thinking and in the process of preparing students for global 

reasoning. The other superseding objective is to confer certain abilities and capabilities that 

empower youngsters to work in a global setting; for example, soft skills such as foreign 

languages, knowledge and information and facts about the host societies, their history, culture 

and structure. 

 

Frolich & Veiga, (2005: 3) illustrate the polarity of collaboration and competition by 

asserting that the competition model is related to globalisation and the participation 

worldview with internationalisation. They additionally assert that collaboration prevails in 

mainland European nations such as member states of the European Union, while 

competitiveness is more identified with English-speaking nations, mainly the United 

Kingdom and the United States of America, and for Africa, the main competitors are South 
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Africa and Nigeria. As indicated by Luijten-Lub et al., 2004: 250 (in Frolich & Veiga, 2005: 

3), in the United Kingdom, worldwide competition is the premise of higher education policy, 

frameworks and practices as it was specified that "the government’s overriding concern with 

economic competitiveness is largely driving the agenda”. Among the seven nations in 

Europe; Austria, Germany, Greece, the Netherlands, Norway, Portugal, and the United 

Kingdom, the financial and economic rationale and the competition paradigm in the United 

Kingdom are expanding their significance on the meaning of national approaches, 

programme and policies. International cooperation is likewise obvious as exhibited by the 

Dutch case where the competition for Asian students is the premise of the collaboration 

strategy as well as cooperation policy with those nations. 

 

The position of the USA and Asia on internationalisation of higher education has been given 

a considerably more extensive significance. The latter underlines the effect of global 

environmental changes, the danger of political and social clashes that cannot be walled off 

by extreme student movement or immigration, asylum policies or policed by world economic 

superpowers, and the development of multi-cultural world societies made by the blending of 

globally branded culture and indigenous conventions. Furthermore, the international learning 

institutions’ role likewise goes up against new and unforeseen measurements and unexpected 

proportions (van der Wende, 2001) as the way towards coordinating a common, intercultural 

or all-inclusive measurement into the purpose, functions or delivery of post-secondary school 

education (Knight 2004: 11). Within most of these countries, the complex of procedures of 

internationalised higher education whose combined impact, regardless of whether arranged 

or not, is to upgrade the global measurement and international dimension of the experience 

of higher learning institutions and comparable educational foundations (UNESCO, 2007). 

 

2.5.2 Rationales for Internationalisation: An African Perspective 

 

Many institutions of higher learning in Africa want to internationalise, to reinforce and merge 

their potential in research, teaching and learning, innovation, and technology.  No wonder, it 

is commonly associated with bilateral or multinational partnerships and collaborations, 

benchmarking on policy, approach and models, reliance on western technology, staff and 

students exchange, et cetera (Atweh, et. al 2007). International specialists, the providers of 

funding and respective institutions, drive most of such relationships.  It is as well common 

that such joint efforts and collaborations are firmly connected to financing or aid, which often 
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have pre-conditions and these strongly affect national approaches and frameworks or systems 

as well as the academics who work at these institutions (Umakoshi, 1997). Africa’s situation 

is to an extent not even ready to apply the standard principle of “scan globally-reinvent 

locally” (Damtew & Greljn, 2010).  

 

As Knight asserts the,  

 

…the original goal [of internationalisation] of helping developing country students to 

complete a degree in another country and then return home to contribute to national 

development is fading fast as nations compete in the 21st-century brain race (2013:  

4).  

 

In all actuality, most students and academics who travel abroad for training do not return to 

their home countries upon completing their qualifications. Therefore, internationalisation is 

assumed as the new method of dominion and imperialism because of the brain drain for 

"intellectual competence" and the infusion of frameworks, systems, approaches, experiences 

and so forth, and is popularly regarded as phenomena of the rich exploiting the poor (Knight, 

2013). 

 

Although it is difficult to generalise about higher education in Africa, few common situations 

are allowing us to illustrate the general tendencies, especially within the internationalisation 

of higher education; 

  

i. Africa is branded as a developing political and economic system;  

ii. Africa stands at an outside edge in the centre-periphery dichotomy of higher training; 

iii. Africa views the internationalisation partnership as lopsided and as belonging, in the 

classification of Teichler (2004: 15), to “would-be internationalisation”, which refers 

to teachers and institutions that want to be concerned in internationalisation, however, 

face obstacles in being taken into consideration on same and equal terms;  

iv. The brain drain is a misfortune for most African nations, rendering them greatly 

vulnerable;  

v. Most African establishments are manifested by inadequate economic and financial 

sources, extensive demand for access, the legacy of colonialism, and terrible research 

infrastructures and systems.  
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Damtew & Altbach (2004) further assert that the sub-Saharan higher education operates in 

very difficult situations with regards to funding, enrolment, governance, studies, teaching and 

educated workforce. Viewing this from the global perspective of standard and requirements, 

Africa constitutes the least-advanced higher education in terms of equity and quality. With 

more than 55-member states and a population of over 1 billion in 2014, there have been no 

more than 400 higher education institutions on the continent (Sabelo & Ndlovu, 2013)..  

 

North Africa and a few nations like Botswana, Namibia and South Africa, in addition to some 

establishments in Uganda, such as Makerere University, perform higher than the rest of 

Africa in terms of throughput rates. Much as the continent having the oldest University 

(Egypt’s Al-Azhar Islamic group) and claiming a historic and ancient academic tradition, 

almost all African universities have followed the Western version model of the modern 

university. Colonialism has influenced most of them and the instructional media of the 

academe; African universities are imperfect clones of the college and universities of its 

colonial masters (Sabelo & Ndlovu, 2013).). 

 

Internationalisation of higher education is one of the main forces shaping Africa’s education 

landscape in the 21st century (Jowi, 2010). Its influences consist of several opportunities for 

African universities and societies as well as potential risks. Africa is the second-largest and 

populous continent in the world, with an estimated population of 1.3 billion people in 2018. 

Its population is projected to be 1.5 billion or through 2025 (World Bank, 2012). 

Economically, Africa is relatively depending on agriculture, which employs 60% of its 

workers (Teklu, 2008).  Absurdly, higher education structures and systems in Africa are the 

most globally marginalised as well as being the extreme internationalised in their model, 

dimension and scope (Damtew, 2014). The internationalisation element of higher education 

dates to the lengthy periods of colonialism, where colonial structures replaced traditional and 

indigenous higher learning institutions in Africa. Damtew & Greljn analyses the challenges 

under which developing countries have joined the phenomena of internationalisation; 

 

With a host of poorly developed knowledge systems, Africa is having to deal with 

globalisation not from a position of strength, but from one enmeshed in weaknesses 

that have arisen from the confluence of many factors–historical, economic, 

educational, financial, and paradigmatic. That makes it even more difficult and more 
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complicated for African countries to address the challenges of globalisation (Damtew 

& Greljn 2010: 2). 

 

While internationalisation in Africa might be as old as the mainland's higher education 

framework, its new manifestations and effects are exceptional. The primary methods of 

reasoning, drivers, advantages, and dangers of internationalisation differ extraordinarily in 

Africa contrasted with other parts of the world. This, as Teferra (2008) contends, could be 

because of Africa's unconventional and peculiar historical, social, financial, and political 

setting. Whereas most of the world has deliberately connected with internationalisation for a 

few decades and made it an unequivocal, harmonised and deliberately engrossed activity, 

Africa has responded to internationalisation in an ad-hoc way, treated and regarded it as a 

marginalised activity with little strategic planning, intent and limited support (Jowi, 2009).  

 

However, because of the unavoidability of internationalisation, African institutions of higher 

learning have started to recognise that it can never again be sidelined, but rather ought to 

progressively be a focal piece of university activities. Even though the move to actualise this 

approach is moderate, it is pivotal for African higher learning institutions to profit from the 

unique prospects of internationalisation, while in the meantime responding to its difficulties 

and dangers (Teferra, 2008).  

 

The idea of internationalisation and the similarly unique global setting in which it works 

holds specific ramifications for African nations. Its intricacy makes it difficult for singular 

nations, not to mention academic institutions to sufficiently respond to its numerous 

challenges and risks. Institutions, nations and even regions seek for internationalisation with 

various stimuli. The principal stimuli for African institutions to embrace internationalisation 

are research outputs, knowledge creation and the consolidation of institutional capacity (Jowi, 

2010). Internationalisation offers benefits in the form of student mobility and staff 

resourcefulness, cross-border education, institutional collaborations, partnerships, and 

coordinated efforts, to mention a few. Such reasoning for internationalisation is endlessly 

evolving and fluctuates from area-to-area and institution-to-institution. 
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2.6 INTERNATIONALISATION OF CURRICULUM AND APPROACHES 

 

While there is an acknowledgement of the necessity for an acceptable wide viewpoint, the 

review, research and current thinking on international higher education do not provide a clear 

meaning of internationalised curriculum (IoC). There is an incredibly decent variety of 

understandings related to the idea (Knight, 1997). For instance, the OECD (1994 referred to 

in Rizvi & Walsh, 1998: 2) postulates that the international curriculum has,  

…an international orientation in the content, aimed at preparing students for 

performing (professionally/socially) in an international and multicultural context and 

designed for domestic as well as foreign students. 

 

In this context, the attention is on the readiness of students to end up effective and successful 

in a multicultural society. It incorporates all students both home and universal - and infers a 

sort of an all-encompassing development of students by upgrading both the expert and social 

facets of their lives.  

 

Bates (2005) expounds a more comprehensive thought on internationalisation of the 

educational programmes that, 

 

Only by crossing boundaries into cultures and subjectivities beyond our experience; 

only by committing ourselves to the defence of society and personality; only by the 

redress of exclusion and disadvantage on a global scale can we truly imagine a global 

curriculum? (Bates 2005: 107-108) 

 

Bates’s (2005) view on the internationalisation of the curriculum further reveals three 

fundamental contemplations that an international educational programme should consider; 

 

To start with, he argues that such education curricula are inherently hegemonic and 

hence, must try to give social equity to individuals who are on the edges of social 

orders. In his terms, the individuals who live in the advantaged parts of the world 

should assume some liability for the instructive problems of those living in the third 

world. Secondly, the universal educational programme and international curricula 

ought to include crossing borders both inside and crosswise societies. Bates proposes 

that the international curricula need to address intercultural communication issues and 

intercultural understanding to recognise the "Other" to shape a majority rule social 
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structure. In his view, such acknowledgement prompts the celebration of humanity, 

instead of the market and values. Thirdly, the internationalisation of curricula 

necessitates a guarantee for flexibility and incorporation, freedom and inclusion 

(Bates, 2005: 56). 

 

This broadly acknowledges the meaning of IoC and consolidates, the principles of a 'liberal' 

system, with its attention on relative, universal points of view and the capacity to convey the 

message across societies (Hanson, 2010). Lately, many have contended that IoC has a third 

objective: the capacity to act mindfully even with global disparities (Clifford 2008; Hanson 

2010). The Centre for International Curriculum Inquiry and Networking (CICIN), Oxford 

Brookes University, UK, has built up a more definite version of these three key qualities as;  

 

i. Comparative universal points of views require disciplinary learning as well as 

information about 'different nations and societies and ability in different dialects';  

ii. Intercultural capability' includes ' sensitivity to the viewpoints of others, an eagerness 

to attempt and place oneself in the shoes of others… (referring to Olson & Kroeger 

2001); and 

iii. Creating 'dependable global citizenship' requires a comprehension of the need to 

'draw in with issues of value and social equity, supportability and the decrease of 

preference, stereotyping, and separation (Clifford 2008: 56).  

 

It must be noted that the idea of global citizenship that supports CICIN’s transformative way 

to deal with IoC was challenged by university managers and lecturers who believed that 

Africanisation de-coloniality must take place first before any efforts at internationalisation 

can commence., Like the idea of globalisation itself, global citizenship has been related to 

social colonialism from one viewpoint, and the duty to represent social equity on the other 

(Hanson, 2010). Notwithstanding the challenging idea of this third objective, it is broadly 

recognised that in internationalising instructing and learning, it is not enough to focus on the 

content of the curriculum alone as consideration should likewise be paid to the procedure and 

the results of learning. 

 

Furthermore, Haigh (2009) argues that “genuine internationalisation of the educational 

programmes requires that courses should be developed on multicultural establishments”. This 

viewpoint is considered and explained in the clarification given by Oxford Brookes 

University's internationalisation methodology (2007), 
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Internationalisation of curriculum encompasses curriculum development, teaching 

strategies and assessment processes and leads to an understanding of the intersections 

of local, national and global perspectives and contrasting value systems. The 

university curriculum can contribute an environment and ethos where cross-cultural 

capabilities and global perspectives are valued and respected and its graduates are 

thus equipped to live and work in the global arena (Clifford et al., 2009: 62). 

These perspectives mirror the complicated meanings and actions associated with curriculum 

internationalisation at the level of practice. This unpredictable picture leaves instructors in 

higher education over the world with three noteworthy questions;  

 

(i) What message is given by the complexity of the implications appended to a "global 

international curriculum” and the disappointment of research in the territory to build a 

larger, reasonable definition with lucidity?  

(ii) How can we apply the lenient idea of the international curriculum in places where there 

is a rich experience between diverse and different ontologies and epistemic views? 

(iii) Does the difficulty of framing a reasonable view on the international curriculum propose 

to practising teachers and analysts that we must scan for the new and elective type of 

educational programme that would address the certified prerequisites of the changing 

higher education? 

 

Most prominently, Leask (2013) articulates that the internationalised curriculum places 

academics and their disciplines at the core of the procedure and process of curriculum 

development. Leask (2013) articulates the concept of “wide conceptualisation of education 

curriculum”, which envelops “all parts of the teaching/learning context and the student 

involvement”, is probably going to be inconsistent with understandings in numerous 

disciplines, which have by and large not considered the influencing capability of unplanned 

and informal dimensions of curriculum. Besides, Leask & Bridge (2013: 82) underscore the 

effects of the ‘often overlooked’ hidden curriculum. By ‘hidden curriculum’ they mean the 

certain understandings ‘power and authority’ structures characteristic in a discipline or 

school/ faculty, through which one comes to comprehend, “what and whose knowledge is 

valued and not valued”. Along these lines, the procedure of curriculum internationalisation 

must include a critical investigation of the foundation of one’s knowledge within one’s 

discipline. Such investigations need to scrutinise and interrogate the basic suppositions and 
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how these function to either bear the cost of or assist in the improvement of the intercultural 

and global viewpoints anticipated in an internationalised curriculum.  

 

Such critical commitment and engagement with disciplinary learning fundamentally put 

academic staff at the focal point of the internationalisation of the curriculum. 

Academic/teaching staff are ‘the principal architects’ of the curriculum and educational 

programmes (Leask & Bridge, 2013). It is them who set the aims and objects, plan the 

course(s) of the guideline, select the subject content, decide the strategies for teaching and 

direction and set the learning assignments and evaluations. Therefore, for internationalisation 

of the curriculum to be completely acknowledged, their centrality in the process must be 

recognised. However, academic staff are frequently, “questioning what internationalisation 

of curriculum implies or do not think it has anything to do with them” (Leask & Bridge, 2013: 

80; Clifford, 2009; Green & White, 2013; Leask, 2013). As Rizvi and Lingard (2009: 173) 

argue, “the interest of the possibility of internationalisation of curriculum seems omnipresent, 

but it is not generally clear what it means and how it may speak to another method for 

organising and categorisation out learning”. 

 

It is within the structure and functions of globalisation's contending pressures that 

internationalisation of the curriculum as a technique for the internationalisation of higher 

education has matured. Instructive specialists (Knight, 2014) contends that the centre of 

internationalisation needs to move past a ruined financial technique of reasoning into space 

where learning and teaching take place. Internationalisation of the educational curriculum 

might ostensibly be a popular reaction to globalisation supported by instructive, academic 

and social methods of reasoning (Kuhn & Weidemann, 2015). The three approaches to 

internationalising the curriculum most common in South African post-secondary institutions 

are the add-on, infusion, and transformation approaches (Cross et al., 2013). The first 

approach used to internationalise the curriculum is the add-on approach (ibid).  

 

It is characterised by adding, “content, concepts, themes, and perspectives to the curriculum 

without changing its structure” (Cross et al., 2013), or its pedagogical approaches. 

Nonetheless, as Harari (2002: 54) stresses, “curricular reform requires more than adding a 

course here and there, more than a repackaging of old courses”. The infusion approach to 

internationalising the curriculum is the one commonly employed in South Africa post-

secondary institutions today (Cross et al., 2013). The infusion approach focuses on the 
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interdisciplinary nature of the internationalisation of the curriculum and provides 

opportunities for students in all fields of study to experience "an international, multicultural 

and if possible intercultural dimension" (Healey, 2008: 63). Maringe, Foskett, & Woodfield 

(2013) were cautious against what they termed, “the use of an infusion approach, which they 

regard as perpetuating Western approaches and philosophies of learning”. They expressed, 

“concern that this approach focuses on knowledge dissemination rather than on the active 

and critical learning required for the development of intercultural skills and attitudes”. The 

same caution was also expressed by O’Connor, Farnsworth, & Utley (2013) who considered 

research as a rationale in opposition to such an infused approach to curricular reform.  

 

The final approach to internationalising the curriculum, the transformation approach, is 

probably the most difficult to adopt and the least utilised an approach to change the 

curriculum (Bond, 2006). Bond (2006: 5) maintains that the goal of the transformation 

approach is "to enable students to move between two or more worldviews". Tadaki & 

Tremewan, 2013 further argued that,  

This culturally inclusive approach, which is based upon the student-centred tenets of 

critical pedagogy, promotes a counter-hegemonic view of curricular reform aimed at 

eradicating inequitable social structures through the educational process and helping 

students appreciate the multiple realities that exist in today's global society. 

 

The transformation approach, therefore, recognises that the intellectual skills and knowledge 

that institutions impart to their students within the curricula are culturally biased (Tadaki & 

Tremewan, 2013). 

 

A key component of a transformed curriculum must have a deep interrogation of the western-

centric cultural assumptions and traditions which are white male-dominated, Euro-North 

American centric value-laden which then influences and directs the global tertiary education 

curriculum. Whitsed & Wright (2013) indicate that this counter-hegemonic approach to 

internationalisation requires the representation (not confined tokenism) of multiple cultural 

perspectives in the knowledge generated and in the organisational practices of the educational 

institution. Within the transformation approach, the internationalisation of the curriculum 

moves beyond the simple exploration of cultural diversity (Yemini & Sagie, 2015). 

 

According to the transformation approach, students must be encouraged to critically question 

and examine the politics of difference concerning histories of knowledge and power within 
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society and the dominant values and other competing values (Sawir, 2013). Consequently, a 

transformed approach to an internationalised curriculum aims to assist students with 

developing the required critical consciousness, values, awareness, skills, and knowledge of 

cross-cultural differences to thrive as global citizens in a constantly changing world (Yemini 

& Sagie, 2015). Students' diverse cultural backgrounds are valued and respected within the 

classroom environment and students are encouraged to explore reality through the lenses of 

varied cultural and ethnic groups (Willerton, 2016). Students have a voice within the learning 

environment; students actively participate in the learning process and teachers and students 

share the power within the classroom and learn from each other. Although certain disciplines 

lend themselves more readily to transformation, such as those in the humanities and social 

sciences, even those in mathematics and the basic and applied sciences (including those 

taught in large lecture formats) can be improved or transformed to be more culturally 

inclusive (Willerton, 2016).  

 

The infusion approach to internationalising the curriculum may be the most prevalent in 

South Africa post-secondary institutions and is viewed by many researchers as being an 

effective means of internationalising the curriculum (Yemini, Holzmann, Fadilla, Natur, & 

Stavans, 2014). However, one questions whether this method is truly enough to meet the 

needs of culturally diverse students in today's global society. As Mestenhauser (2012) argues, 

knowledge is not universal, but culture-specific and the infusion model merely adds to the 

existing traditional structure of knowledge without confronting its origin. On the contrary, 

the transformation approach encourages students and faculty to critically explore diverse 

ways of knowing and being and has the potential to change, in fundamental ways how faculty 

members and students think about the world and their place in it (Knight, 2008). This student-

centred approach to curriculum and pedagogy, in which faculty members and students act as 

partners in the learning and teaching process, aims to transcend the Euro-centric content, and 

ways of knowing that may impede the academic success of some international students 

(Knight, 2008). 

 

Internationalisation of higher education can only be fully realised through curriculum 

internationalisation (Hussmann & Poppitt, 2011). Most universities through this have 

adopted strategies geared towards promoting a university-wide approach to the development 

and integration of international, intercultural and global perspectives in institutional policies, 

programmes and initiatives, including a pledge, deep-rooted through action, to infuse 
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international and comparative outlooks throughout the teaching, research and service 

assignments. To realise the above, Altbach (2013) reveals that it necessitates efforts to be 

directed towards embedding opportunities for all students to develop intercultural 

communication skills and international perspectives on their chosen discipline, which 

indirectly articulates their learning experiences. 

 

Leask (2013), addresses the inclusion of instructional content and the teaching and learning 

processes and in support programs for a higher education system from the regional and 

intercultural aspect. In this sense, the emphasis is placed on the need for equitable approaches 

to student education and assessments. Of course, Leask’s (2013) view is that the 

internationalised curriculum not only covers content for curricula but also incorporates how 

the content is taught, learnt and evaluated and how students are supported to show 

international perspectives within these processes. It is not just international or global view, it 

is intercultural and inclusive. Internationalisation thus leads not only to a re-labelling and re-

packing of existing practices but also to a noticeable change in educational practice. 

 

As addressed in the subsequent pages, the critical and hidden curriculum provides several 

foreign opportunities to pose major questions that may evoke contrasting opinions and 

provisions regarding the internationalisation of higher education. 

 

Furthermore, Green and Whitsed (2018) contend that such curricula should provide teaching 

methodologies focused on the individual student, using the perspective of students as a tool, 

participate in specific pedagogies and learning experiences that allow them to deconstruct 

their lives and build alternatives. Besides, these controls will improve integration processes 

and affect turnover levels positively and render internationalisation more possible. 

 

However, integrating standards into the curriculum is a complex endeavour that brings 

multifaceted dimensions to the curriculum-development and instruction process (Stafford & 

Taylor, 2016). According to Stafford and Taylor (2016), 

 

Traditionally, the curriculum provides a plan of instruction that indicates structured 

instruction/learning experiences and outcomes for students. It postulates the details 

of student learning, instructional strategies, the teachers' roles, and the context in 

which teaching and learning take place.  



60 

 

Crosling et. al., (2013), note that the improvement in the quality of research, teaching and 

learning as a central pillar of both the internationalisation of the curriculum. They argue that, 

 

More recently, however, the standards movement, research on teaching and learning, 

and research on the characteristics of successful HEIs have broadened the scope of 

curriculum to include everything that affects what happens in the classroom and 

consequently how that affects student learning (Crosling, et. al., 2013).  

 

The practice of integrating standards into the curriculum underlines learning and growth for 

all as the natural and desired outcome of reform in higher education. From that perspective, 

Crosling et al, (2013: 54) emphasise that, 

 

… a standards-based curriculum includes not only goals, objectives, and standards, 

but also everything that is done to enable attainment of those outcomes and, at the 

same time, foster reflection and revision of the curriculum to ensure students' 

continued growth.  

 

To internationalise the curriculum Leask (2013), stresses the importance of unsettling the 

hegemonic forces (implicit and explicit) within disciplines that oblige curriculum innovation. 

Designing the space for criticality and reflexivity can open the curriculum to new thoughts, 

and new ways of thinking (Leask, 2013) Realising this candidness entails connecting whole 

disciplinary teaching teams, precisely because disciplinary ‘Teaching and Learning Regimes’ 

(TLR) (Trowler & Cooper, 2012) have the power to restrict or advance innovation. Unless 

they are inspired and backed to be otherwise, academic staff are likely to be constrained by 

their TLR, ‘culturally bound’ by their ‘disciplinary training and thinking’, and thus narrow-

minded to the possibilities for IoC. 

 

One of the key components of internationalisation is the strategies used by universities, 

higher education bodies, ministries of higher education and regional bodies such as SADC 

and the African Union. The next section focuses on the scope and constituent elements of 

these strategies.  
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2.7 THE SCOPE AND CONSTITUENT ELEMENTS OF 

INTERNATIONALISATION STRATEGIES 

 

In the previous sections, it was revealed that internationalisation of Higher Education is 

premised on the idea of creating internationalising projects and urging staff and students to 

complement to a global perspective (Gaztambide-Fernández & Thiessen, 2012). However, a 

few authors (O’Connor, Farnsworth, & Utley, 2013; Pashby & de Oliveira, 2016) note the 

pressures brought about by globalisation of Higher Education and the improvement of 

internationalisation systems that focus on the students, programmes or institutional mobility 

segments. Regarding the force and impact of multinational associations, it is recommended 

that globalisation be a negative power and danger to society when it takes the form of 

colonisation (Llurda et. al., 2014). This is depicted as predominant Western multi-national 

ventures consolidating the economically poorer nations of the world into the worldwide 

economy as detached and passive consumers of education (Llurda, et. al., 2014). Globalisation 

is positive if the methodology of globalisation permits a more significant scope of the world's 

population to take part in the global economy (McCulloch, 2014). 

 

In higher education, if students from Africa, South America, and East Asia are passive 

consumers of Western higher education, then the international trade in higher education will 

convey just limited favourable benefits to the poorer nations of the world (Aguiar & Nogueira, 

2012). Once the best scholars are enrolled and held responsible to research top institutions in 

top international education destinations such as the US and the UK, then universal student 

versatility may be a risk to the hosting countries if these students return to create wealth in 

their home country (Chan, 2013). If organisations neglect the adjustment in their student 

composition and proceed with the same educational programme, the same Western points of 

view and the same showing and learning techniques (Byram, 2013) then globalisation will 

have been a squandered opportunity (Chitty, 2015). In this condition, internationalisation of 

higher education will have been for the advantage of rich nations and elite colleges and 

universities will have a minimal positive impact on the originating countries of the 

international students or less well-endowed institutions around the world (Aguiar & Nogueira, 

2012). Consequently, internationalisation of Western HEIs for simply financial and economic 

gains, with an accentuation on the initial three of the segments of internationalisation, could 

build the contrasts in the middle of rich and poor countries and diminish the general standard 

of internationalised higher education (Warwick & Moogan, 2013). 
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Proponents who propose an emphasis on international student experiences and global 

perspectives (Wamboye, et. al. 2015; & Moon, 2016) contend that higher education ought not 

to be a product, rather higher education ought to intend to be about imparting new encounters 

and experiences, making a domain in which students and staff grow as global citizens 

furnished with multifaceted relational abilities. These contentions may respond to scholars 

charged with authorising internationalisation and may serve to diminish some of the strains 

brought on by the presentation of universal procedures. However, contentions for these 

gentler components of internationalisation are regularly minimised by harder financial and 

economic justifications which far outweigh these gentler components (Villar-Onrubia & 

Rajpal, 2015). The income generated from international student fees is largely essential and 

occasionally the main centre of HEI international activity (Takagi, 2013).  

 

Once the sorts of internationalisation techniques and processes defined by Knight (2014) are 

permitted to run their course, internationalisation ought to prompt institutional change 

(Tsuruta, 2013). A chance to create and enhance higher education for all (Svelte & Lalic, 

2014) with the included advantage of developing students as global nationals and stimulating 

truly international research collaborations is the desired outcome of internationalisation. 

Notwithstanding, if internationalisation is seen to be a method for securing income for the 

institutions, then a chance to make new imparted encounters will be a better and more 

efficacious outcome (Wamboye, Adekola, & Baldwin, 2014). 

 

2.7.1 Internationalisation and students’ learning experiences  

 

The increasing importance of internationalisation of Higher Education and internationalised 

curriculum results in many questions that institutions will often ask as linked to the process. 

One of the major questions is how to involve teachers and students at the different stages of 

the curriculum, more so that mobility brings about students from different backgrounds. As 

institutions compete for massive enrolments at the global and regional level, a student who 

is an ultimate driver of the process is often less considered (Leask & Bridge, 2013) due to 

high levels of competition for prospective students. 

 

Access to higher education in another country may offer a scope of advantages to students, 

including the chance to learn and speak another language or dialect, gain rewarding user 

experience and acquire a more profound comprehension of another culture and society. 
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However, it is often less regarded in the curriculum (Mahat & Hourigan, 2007: 1). For an 

institute of higher education, the enrolment of international students aids the improvement of 

systems and academic connections, past national peripheries, and gives residential students 

more understanding to different societies and presenting themselves to various perspectives 

about academic and social thoughts.  

 

Keeping in mind the conceptions of origins related to learning, Ireson (1999: 193) explains 

that some working definition of "understanding", with words, for example, ‘experience’ and 

‘conceptualise’ are being conversely used. According to Carey (1986: 90), “to understand 

some new piece of information is to relate it to the mentally represented schema and to 

integrate it with already existing knowledge”. Aside from this working definition, citing 

Feynman (1998), Ireson (1999: 11) states: "what do I mean by knowledge and understanding? 

Nothing profound or precise - just to have the capacity to see things through a subjective 

outcome of the conditions by some technique other than unravelling them in points of 

interest." Either way, what is clear is that student information is frequently bound to 

situational interpretations as opposed to fundamental standards (Fyrenius, et. al., 2017). The 

idea is further explained by Marton & Booth (2017) who make a distinction between a 

"circumstance" and a "phenomenon". Drawing on a case in physiology, a circumstance is 

constantly experienced inside a socio-spatial-worldly area – a unique circumstance, a period 

and a place, while a phenomenon is experienced as disconnected from or rising above such 

occurrences (Marton & Booth, 2017).  

 

Studies have been completed in educational research with the central issue being how 

students visualise and comprehend different phenomena (Anderberg, 2010; Boon, et. al., 

2017; & Ramritu, et. al., 2011). The utilisation of different research techniques strengthened 

the requirement for a reassessment of the educational setting of research into students’ 

knowledge of phenomena and has opened a level-headed discussion concerning the huge 

contrasts in examining approaches that help in the understanding of human idea and activities 

in unpredictable and dynamic circumstances (Sjostrom & Dahlgren, 2002: 339).  

 

Referring to the case of Australia, Mahat and Hourigan (2007: 2) emphasise that countries 

and institutions should keep on successfully competing for all-around for international 

students so that they receive the rewards that an international student cohort brings. They 

assert that it is imperative to have a decent comprehension of the fulfilment and satisfaction 

of international students’ experience, including the nature and quality of teaching and the 
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abilities and information and knowledge they get because of that teaching. Contact amongst 

local and global students is routinely noted as a vital factor in accomplishing the points of 

internationalisation, which Summers and Violet (2008: 357) recognise as advancing a basic 

consciousness of the way of life; subjective nature of the information; countering prejudice 

and preference and encouraging student improvement in intercultural capabilities. 

Perception, teaching has been altered following a more extensive scope of student capacities. 

She observed that institutions have acquainted programme developments responsive to 

student inclination and they discover opportunities for hands-on connections to supplement 

their learning.  

Stone (2006) presents conceivable indicators with which a tertiary foundation may review, 

audit and create chances to internationalise students' learning background. In addition, Stone 

(ibid) groups these indicators into four key classifications: (1) staff and student qualities; (2) 

global relations; (3) educational programmes, curriculum design and content; (4) curriculum 

delivery, and then simplify internationalisation as the complex of procedures that give 

institutions (the students) an international dimension. For Fine (2008) regardless of 

increasing global student numbers in the past ten years, little has been done to increase 

support services and that the frameworks and most institutional systems internationally are 

still built on the assumption of delivering services to domestic students. 

 

2.7.2 The Teaching of International Curriculum 

 

The efforts of universities globally to internationalise often have challenges and the teaching 

of the international curriculum compounds these challenges. The international curriculum 

developers, as well as staff requirements resulted in challenges in curriculum design, teacher 

training programmes, pedagogical and instructional, practises for the classroom teacher, and 

evaluation and assessments of student learning and has fuelled contentious international and 

national debates (Marton & Booth, 2017).  

 

As a result of the mentioned challenges, there is a need for institutions to underscore the 

instructional boundaries and capacities of teaching staff, depicted by Cohen and Ball (2007) 

as the cooperation between teachers, students and instructive materials. Cohen and Ball 

(2007) maintain that educational policy has not focused on every one of the three components 

effectively. Research has demonstrated that "strategy does not advise teachers to interpret 

benchmarks or evaluation into a direction, regularly prompting shallow approval of the 
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planned approach" (McGill-Franzen, 2010: 905). Fullan (2010) portrays an execution plunge, 

that is, a reduction in performance when another activity, requiring new learning, aptitudes, 

and skills are set up. Resultantly, the learning institutions need to be more mindful of how 

the managers and instructors translate and actualise educational policy. Education policy 

related to the internationalisation of higher education, the teaching of the curriculum is only 

one of the numerous factors that influence teaching and learning. Teacher information, 

knowledge, basic leadership, and decision-making in addition to situational context and 

setting are layered within the implementation of successful teaching approach (McGill-

Franzen, 2010). 

 

Some researchers have emphasised the need to assimilate international students and improve 

their experience at induction. Their views can be additionally enhanced by considering what 

happens when they begin to address and compose their first task. It can be slightly challenging 

for higher institution lecturers when they meet international students and given the small 

teaching budgets in most institutions, presumably even less time to dedicate to these 

international students. Inquiries often emerge in the lecturer's mind: Will they have the 

capacity to adapt to the course given that they are in a different environment? What did they 

study previously? Will they require additional attention?  

 

Teaching international students can be a genuine joy and may give a substantially more 

noteworthy understanding to classroom discussions. Here, the lecturers may have to enhance 

their teaching methodologies and presentation skills to accommodate international students. 

 

This can be achieved by, inter alia, making the structure of the lecture more straightforward 

(for example, by using a presentation and repeating key thoughts) and by offering pre-

perusing or teach glossary, can relieve student language difficulties and context. 

 

The learning and presentation of information to international students are essential to their 

general understanding. These experiences will be different for every student, yet some 

changes can have a major effect on the delivery of tertiary education to these students. Some 

changes to improve the students’ experience include the following;  

 

i) Expansion of the curriculum to give it an added comprehensive outlook can mean revising 

the content, but it can also be about giving time in sessions to bearing in mind how 

professional practices might differ across the world. 
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ii) To advance cognisance of critical thinking skills can be helpful to show illustrations from 

your work that demonstrate criticality or modelling of your thinking and writing, and   

iii) Reassuring partaking in seminars might involve using structured discussion formats such 

as rounds or turn-taking systems or moving about the classroom – this often encourages 

students to be more engaged and willing to respond (Ryan 2011). 

 

2.7.3 International Research and the flow of internationalisation ideas 

 

Internationalisation is heterogeneous across countries and HEIs. The most attractive 

countries invest many resources in Research and Development. These are high research-

performing institutions, the recruitment processes are flexible, and the national language is 

diffused in Europe or worldwide. Anecdotal evidence indicates that the countries which 

invest heavily in the internationalisation of higher education include Sweden, the United 

Kingdom, Denmark, Norway and the Netherlands in Europe and South Africa, Tunisia and 

Egypt in Africa. In Africa, South Africa is the leading destination due to the availability of 

higher education infrastructures and opportunities in this country.  

 

Drawing in foreign researchers is ordinarily seen as a formula for expanding diversified, 

quality research, as such international researchers inspire diversity (De Wit, 2002 and; 

Altbach, 2006). Overall, opening the research system to the international community 

encourages the gathering of talent in spaces with a high concentration of scientific research 

and inspires the creation of centres of excellence (Van der Wende, 2001).  

 

A few contentions encourage the presence of a positive relationship between 

internationalisation and research quality, disengagement and numerous investigations have 

demonstrated that closeness is unfavourable to investigate quality. Favouring inner, rather 

than outer learning exchanges protects the current institutional culture and business, and 

promoting scholarly and managerial dormancy and eventually influences output and quality 

of the research work (Rosenkopf & Almeida, 2003). 

 

For any institutions of learning, academic inbreeding has for quite some time been accepted 

to damagingly affect scholarly practices and achievements since it offers to ascend to 

scholarly bias. At the point when a higher institution contracts its PhDs, there is an 

overemphasis on the generation of locally learned knowledge, practices, and an alliance of 

social structures. This may slow or block new or different ways to deal with the production 
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of institutional information and knowledge and constraining institutional change and 

adaptation (de Wit, 2002). 

 

Furthermore, international foreign staff might be profitable because of direct positive 

externalities on quality. International faculty members and research employees are 

fundamentally more productive in research than resident employees, but less beneficial in 

teaching and administration (Hunt, 2009; Mamiseishvili & Rosser, 2010). The literature 

points out that hiring external researchers into existing situations is imperative for the 

capacity of associations to produce and access information exchange and can reshape the 

attitudes, behaviour and direction of research associations (de Wit, 2002 & Altbach, 2006). 

Internationalisation empowers linkages to external actors, which enable the higher 

institutions of learning to comprehend their specific situation and recognise where resources 

are accessible.  

 

Therefore, it can be argued that institutions require efficient and effective systems to reap the 

benefits of internalisation through research. In many ways, research work requires 

coordinated and collaborated networks and effort, while in different cases, it is hard to 

envision how anything much could be accomplished without such a system. Indeed, even 

fields that rely upon solid individual creativity flourish inside systems, and experimental 

writing programmes have global exhibitions and visitor scholars in residence, expanding 

individual creativity and grow an individual imagination.  

 

2.8 THE SIGNIFICANCE OF GLOBAL EXPERIENCE ON THE INTERNATIONAL 

CURRICULUM FOR SOUTH AFRICAN UNIVERSITIES 

 

The South African higher education policy and the National Qualifications Framework 

recognise the cardinal importance of internationalisation and of course the curriculum as well. 

Although the policy is positive and that an extensive number of international students at many 

higher learning institutions do not characterise how the internationalised organisation is 

shaped. Nonetheless, it helps to bring issues to light that teaching and learning cannot be 

'business as usual'. At the University of Cape Town, University of Stellenbosch, 

Witwatersrand University, Rhodes University, and the University of KwaZulu-Natal in South 

Africa for instance, have courses meant to orientate international students and integrate with 

their in-country counterparts. These courses have a specific content focus relevant and 
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appropriate to sub-Saharan Africa where most of the international students originate. 

Through such courses, students acquire knowledge and competencies profoundly pertinent 

and instantly practical upon returning to their home countries. Similarly, a considerable 

number of these courses draw huge quantities of non-African semester examinations and 

international student, are often anxious to find out about the socio-political history of South 

Africa and the development economic dynamics of the country.  

 

This points toward what can be termed an 'internationalisation at home' which classifies all 

students, local or international. This approach underscores the way that internationalisation 

of the educational curriculum is not tied to controlling or adjusting the educational 

programmes to suit international students but about deploying and conveying an education 

curriculum that prepares all students, not only the individuals who are versatile, for their 

anticipated, predictable and unpredictable prospects. The shared factor of internationalisation 

is along these lines in the curriculum. This aspect changes the intellect and students as they 

build up the abilities to comprehend the global, social and different powers that shape their 

discipline. They figure out how to test and acknowledge perspectives and create capacities 

concerning complex and relative reasoning about various kinds of information and distinctive 

worldviews. These complexities in the cutting-edge learning condition are the motivation 

behind the established institutions of higher learning in South Africa as they connect with 

educational programmes to accept what this idea implies in context.  

 

It is commendable to see that several higher learning intuitions in South Africa are starting 

to refocus their thoughts on teaching and learning – rather than the frequently profoundly 

organised research elements. The substantial scale of curricula surveys is occurring and, the 

strengthening of administrative and institutional structures as a method for driving 

educational programmes renewal. It is along these lines, that HEIs should take part in 

discussions around internationalisation of the curriculum to tie into a system of training, 

teaching and learning which are engaged to leading and sharing exploration into the 

internationalisation of the educational curriculum. Furthermore, several blogs are 

internationally created as a simulated stage where the exchange about the internationalisation 

of the educational curriculum amongst universities is now occurring. In the debut blog entry, 

Leask (2013) alludes to her examination into what internationalisation of the educational 

modules imply in the Australian setting and various projects of study. In addition, Leask 

(2013) maintains that the conversation around whether to examine the ideal models, largely 
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the Eurocentric development of educational curriculum, to apply it and its relevance to Africa 

should be encouraged.  

 

However, according to Leask (2013), some questions often arise such as whether 

internationalisation of the educational curriculum has diverse meaning and context in Africa 

from what it does in Australia, Europe America and somewhere else? Are lecturers or 

teachers mindful of the results of demonstrating educational programmes in an imprudent 

way, particularly when the impacts of globalisation are being felt differently in various parts 

of the world or various contexts? How can examining foundations guarantee that learning is 

cultivated through discovery, which is frequently done as a team with global collaborators? 

How do e-learning and ODeL affect teaching and learning?  

 

Answering these questions requires the institutions of higher learning in South Africa to 

strategically fulfil their roles of teaching and learning, which can only be accomplished by 

teachers or lectures.  This points to the view that, for the curriculum to be international, its 

significance cannot be tapped once there is no understanding and commitment to the 

internationalisation of the high education institutions in question in general. 

 

It is also asserted that international exchange programmes, bilateral research networks and 

collaborative partnerships are valuable. Initially, numerous individuals – and a few 

governments – do not consider internationalisation as a de facto public good. In the mid-

1980s, when the academic exclusion was practised, the judgment of South Africa was 

encircled regarding all-inclusive standards of human rights and within the area of 

international organisations. 

 

2.9 CONCLUSION AND REFLECTION 

 

The literature review shows that internationalisation of the curriculum is not merely a 

dimension but a driving force offering best practices, teaching, research, and student services 

on an international basis. It also demonstrates that the key elements of the debates around 

internationalisation of higher education have posed questions around perspectives, 

approaches, and the purpose of learning about wider world issues. It is not enough to argue 

for universities to be more international in their outlook. It is suggested here that it is more 

than inter-cultural understanding or referring to curriculum development. It must promote 



70 

 

debates and frameworks that ensure a range of perspectives and approaches that are 

incorporated within courses and the activities of the institution. 

 

The review of literature also reveals that although there has been a lack of studies examining 

internationalisation of higher education curriculum in the South African context, the studies 

of similar nature conducted in other countries are qualitative. This shows that under the 

chosen field’s nature of the inquiry, the qualitative approach is the best method. Further, 

given the lack of research on the internationalisation of higher education in the South African 

context, a research design that is rich in data, such as case study, becomes the optimal choice 

for this study. 

 

In summary, internationalising higher education requires conceding that many university 

students are international and much of curriculum teaching and learning goes on outside of 

their respective universities or countries. Equivalently, it is universally recognised that the 

students should be easily integrated into any society when they graduate is a global 

phenomenon. Globalisation has compelled organisations and businesses to become 

increasingly interconnected and interdependent, and sensitive to economic conditions 

elsewhere. An imperative consequence is a growing need for HEIs, the staff, processes, and 

products to become more internationalised. Therefore, it is important to ensure that the 

curriculum that HEIs offer to students, both home and international provide this global 

dimension. Given the significance of internationalisation, especially in the South African 

context, the lack of studies examining the internationalisation of higher education in South 

Africa is a significant research gap. Against this background, the purpose of this study 

contributes to insights into filling this research gap. 
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CHAPTER 3 -  CONCEPTUALISING INTERNATIONALISATION OF 

EDUCATION: A CRITICAL APPROACH 

 

3.1 INTRODUCTION 

 

This chapter is a presentation of the theory and conceptual framework used in the study. It 

departs from the understanding that the conceptual framework is a foundation for the study, 

especially that it is qualitative. Additionally, it is important to reflect on relevant theory as 

linked to the literature review. The choice of theory is based on the view that 

internationalisation of higher education, curriculum and the student learning experience 

operates within a cultural context that is very hard to comprehend and hence, require he 

application of  critical theory.  This chapter further explores the conceptual framework on 

which the study is based. The purpose of the chapter is to lay a conceptual foundation for the 

study, which is rooted in Horkheimer (1972), presented in his inaugural lecture, in which he 

introduced what today is critical theory. In his lecture, he argued that “all conditions of social 

life that are controllable by human beings depend on real consensus” given that the society 

is rational (Horkheimer 1972: 249–250). Consistent with the Frankfurt School, the author 

selected critical theory because it allows for analyses of internationalisation that are practical 

and normative. These three qualities of critical theory, i.e., the exploratory, practical and 

normative, are the main rationale for the choice of the theory.  

 

The study utilises the internationalisation framework developed by Leask (2010). The 

framework was developed for the University of South Australia and applies to other 

universities elsewhere. Leask’s framework has nine principle aspects of internationalisation 

of the curriculum of higher education. These principles are discussed in section 3.3 in details. 

 

3.2 THE THEORETICAL LENS 

 

International educational institutions accept essential multicultural philosophy as linked to 

instructional programs and guidance, especially through recognising the radical 

multiculturalism that underlines the need to create a fundamental transition to 

internationlisation of education (May & Sleeter, 2010) This would provide a social system 

and establish how unequal power relations are maintained in daily collaborations at the 

secondary and institutional levels. Similarly, Sleeter & Grant (2006) note that educational 
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projects ought to be completely rebuilt to mirror the reservations of specific groups especially 

when it comes to international collaborations. However, this point of view expresses that 

internationalised educational practices - educational projects, class administration and 

support - that consider the requirements of all students are conceivable and proposes that 

decent diversity needs to be considered in many viewpoints as could be reasonably expected. 

This viewpoint likewise stresses the significance of the cooperation of students in 

institutional wide decision processes, the partaking of low social groups and minority 

stakeholders (Sleeter & Grant, 2006). 

 

Criticism involves the application of principles or values to make judgments to bring about 

positive change. Understandably, criticism comes in a variety of forms. For example, is a 

critical social science, which critiques basic social structure (Littlejohn, 1992, p. 238). 

Critical social scientists believe that it is necessary to understand the lived experience of real 

people in context.  

 

Critical theory is a theory or social philosophy that is geared towards a culture that criticises, 

reforms and explores societal circumstances to reveal hidden, frameworks, or mechanisms 

(Littlejohn, 1992). It is focused on the idea, along with the evolving structures of dominance, 

to analyse the increasingly developing types of capitalism. It also encapsulates ideas that aim 

to replenish the sense of human liberation and fundamentally reinvent it. This concept varies 

significantly from the perspective of classical Marxism (Littlejohn, 1992).  

 

The definition of critical theory often applies to the essence of self-conscious criticism and 

the need to establish a discourse of social change and liberation not dogmatically associated 

with its own doctrinal assumptions. Critical theory applies both to a "stream of thinking" and 

to a specific method. It brings out a body of research that is important to education theorists; 

it often highlights a body of study which at the same time reveals and calls for a continuing 

criticism, under which the conclusions of each philosophy ought to be linked to the difference 

that occurs between the reality that it looks at and the portrays and the environment 

(Littlejohn, 1992). 

 

One of the fundamental insights of critical theory is that all institutional processes, whether 

economic or scientific study activity, are profoundly influenced by political consequences for 
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preferences and moral commitments. Another way of putting this into practice is to say that 

there are no innocent social practices (Levinson, 2011, p. 14). 

 

Critical theories are therefore prescriptive as much as they relate and contribute to changing 

the conditions affecting our lives. To put it simply, critics who operate in this context are in 

pace with those who condemn the domineering structure in society. The theory raises 

questions regarding whether conflicts of interests clash and whether disputes in support of 

communities are settled, such that relevant social research deliberately seeks to combine 

theory and reality (Wood, 1997). 

 

Therefore, because any society is a social construct, the critical theory emphasises a critical 

multicultural approach in the internationalisation of education that underpins diverse 

societies and intercultural students in the higher education system. This translates into a 

multicultural approach that encourages educational projects and programmes, pedagogic 

steps, social relations, and democratic initiatives in schools that are a mirror of society 

(McLaren, 2003). Critical multicultural education hence condemns the domineering 

structures in society and sees teachers as students who change themselves through their very 

own methods and connections with others (May & Sleeter, 2010). From a basic viewpoint, 

racial and ethnic partialities are addressed, yet basic multicultural education requires 

transformative activities for a multi-ethnic, multicultural, popular rule, equivalent and 

comprehensive social change in every single educational practice. Along these lines, as per 

critical multicultural education, the world needs to change (Hopkins-Gillespie, 2011).  

 

According to (Wood, 1997), the grounds of critical theory as it pertains to social justice are 

expressed as follows:  

 

“Critical theory couples the critique of social injustice with an explanation of the 

processes that obscure that injustice. For only when one can convince the viewers 

through such an explanatory analysis that they can be deceived about the real 

character of their social conditions can the wrongs of those conditions be publicly 

demonstrated with some prospect of their being accepted. Because a relationship of 

cause and effect is assumed to obtain between social injustice and the absence of any 

negative reaction to it, normative criticism in critical theory has to be complemented 

by an element of historical explanation. A historical process of the deformation of 
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reason must causally explain the failure of a rational universe, a failure that constitutes 

the social pathology of the present (p. 30)”. 

 

Critical thinking therefore, encourages students to recognise societal oppression or 

dominance (prejudice, racism, etc.) and to evaluate the behaviour required to get rid of these 

violations or superiority (McLaren, 2003). Likewise, critical pedagogy shares with critical 

theory an outstanding, verifiable and rational area. The fundamental theory deals mostly with 

the challenges found by the socialisation of the population as a group, sometimes an 

oppressive population, and it is often the starting point for the modern approach of schooling. 

 

Critical theory generally shares an activist component mostly based on the critique of 

oppressive and dominant powers together with social and cultural analyses. They express 

underestimated viewpoints and build up social equity and correspondence (Tripathi, 2008). 

Primary premises of critical theory can be condensed as beneath (Tierney, 1991);  

 

i) One needs to understand the world to change it;  

ii) Knowledge is a product historically shaped and dominated by those who have power; 

iii) Liberating people is about empowering them. As such they can understand the relations 

of the complex institutions of which they are a part of the world and then understand their 

relationship with the world; and 

iv) Education is a transformative activity that creates empowering conditions for social 

justice and democracy with a central concern. In that regard, critical theory has both an 

epistemological and political goal (Tierney, 1991).  

 

The interpretation and application of the critical theory has endured many changes as 

instructors have positioned alternative approaches to provoke changing social and historical 

contexts (Kellner, 2013). However, the Theory has regularly denoted more general social 

theory teaching and learning practices that are intended to raise students' critical awareness 

concerning repressive social conditions. In addition to its emphasis on personal liberty 

through the development of critical consciousness, the critical theory also has a collective 

political element, in that critical consciousness is positioned as the necessary first step of a 

larger collective political struggle to contest and transfigure oppressive social circumstances 

and to create an equal society. Critical educationalists try to interrupt the effects of oppressive 

regimes of power both in and out of the classroom and in the larger society. Both critical 

theory and pedagogy are particularly concerned with reconfiguring the traditional student-
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teacher relationship, where the teacher is the active agent, the one who knows, and the 

students are the passive recipients of the teacher's knowledge (the "banking concept of 

education"). Instead, the learning environment is envisioned as a site where new knowledge, 

grounded in the experiences of students and teachers alike, is produced through meaningful 

dialogue. 

 

Critical theorists view, “culture as the expression of human consciousness shaped by daily 

living” (Rose, 1990: 8). They also recognise:  

 

…that humans are the architects of their destinies, the theory urges the development 

of a critical consciousness concerned "with the phronesis 

(wisdom in determining ends and the means of attaining them) of rational action that 

satisfies criteria of right results for the clients served, our students (Regelski 1998: 

16) (emphasis mine). 

  

Critical theory goes for radical democratisation in teaching not to serve the capital groups 

and the developed technological industry but to increase democratic participation in all 

everyday issues, for example, independence, citizenship, society, social equity as put forward 

by Kellner (2013). 

 

For Kellner (2013), the theory denotes that internationalisation without cooperation and 

understanding of the multicultural context of the environment is largely irrelevant. Today, 

for example, higher learning institutions are battling with delocalisation of curriculum, call it 

the multicultural-localised curriculum that speaks to the critical multicultural education, 

especially within the African context.  

 

Nonetheless, critical theory is concerned with exploring institutional and societal practices as 

part of the process of resisting the obtruding of dominant social norms and structures. For 

Van Dijk, critical theory, “envisions a process of critique that is self-conscious, leading 

participants to develop a discourse of social transformation and emancipation” (Van Dijk, 

1993). It is efficacious in raising the consciousness of leaners beyond the classroom by taking 

the learning processes into their lived experiences. 

 

Critical theory in learning environments is important in: 
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… social shaping and reshaping of the learning experience whereby places of learning 

assume a more prominent role in both the creation and transmission of social reality. 

The dialectical nature of critical theory encourages educationalists to search, question 

and reflect upon the individual's interconnectedness among students, teachers, school, 

society, and culture (Freire, 2015).  

 

At another level, critical theory encourages teachers: 

 

… to look at classrooms and schools as sites of transmission and reproduction of 

knowledge and culture, but also as grounds for resistance, transformation and cultural 

production (Rose, 1990).  

 

In general, the Frankfurt School gives a range of interesting perspectives into the interaction 

between philosophy and culture. Their participants developed a dialectic system to explain 

the mediations between institutions and everyday practices and the logic and command 

powers that make up the social construct. Horkheimer (1972) clarified the characteristic 

essence of the social construct  that arose from such a context when he proposed that members 

of the Institute for Social Science research the relation between the economic existence of 

society, the psychological evolution of the person and improvements in the field of culture 

included not only so-called technology, art and religious theological material, but also policy, 

ethics, fashion, popular sentiment, entertainment, enjoyable, existence, etc. 

 

For Levinson (2011), the psychological evolution of the person and improvements in the field 

of culture and other occupations is where everybody thinks as critical academics (minds), as 

they originate from the work of the society. The researcher stresses that this relies on a 

different form of the operating organisation. However, if the empirical truth formulated as 

products that, in theory, can be regulated by man and at least fall under the human influence 

in the future, such facts lack the meaning of truth. 

 

While the psychological evolution of the person and improvements in the social construct is 

important, Bourdieu (1984) and (Bourdieu & Passeron, 1990; Bourdieu & Wacquant, 1992) 

made emphasis to privilege and power replicated through social structures, especially through 

the families and education systems. Like other critical theorists, Bourdieu (1984), 

emphasized that the economic structures that perpetuate inequality, and showed how these 
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structures interact with other types of capital such as social capital (as 'value-like' 

relationships), cultural capital (about education and social development) and symbolic 

capital. These aspects can resonate well with the structure of internationalisation of education 

(Mahat & Hourigan, 2007). Bourdieu (1984), is well known for the ideas of field and habitus, 

in addition to its nuanced notion of capital. Field points to a break from  the Marxist social 

class that Bourdieu felt was  too rigid and offerd scope instead to capture the "force ties that 

exist between social positions," given the varying degrees of capital and the struggle over the 

monopoly of power, of which struggles over defining the legitimate form of power are 

Habitus relates this definition of macro-level sector to the incarnation of such types of capital 

at the micro-level in that it is "systems of dispositions ... Typical of groups and class fractions 

"(Bourdieu, 1984, p. 6).  

 

Emirbayer and Johnson (2008) clarify more explicitly the relation between these three 

concepts: 

 

By habitus, Bourdieu means relatively lasting judgment and practice principles 

created by an actor's early life experiences and changed (more or less) in life later. 

Habitus is primarily influenced by economic and cultural conditions – that is, areas 

with their specific capital distributions – from which it is obtained and carried out as 

a realistic guide in future circumstances, a framework connecting individual action 

and the macro-structural context in which future action is taken. (p. 4)  

 

The authors argue further that these three principles are so important to the organizational 

analysis that they should not be examined independently. But it can also be associated to the 

notion of symbolic capital while considering internationalisation   of higher education as a 

domain in the context Bourdieu (1984).  

 

Some education scholars, especially Bourdieu, have been drawn to examine how inequality 

works in educational institutions in the US and abroad (Demerath, 2009; Laureau, 2011; 

Willis, 1981). In Levinson (2011), a particularly useful way is explaining the understanding 

the critical theory, which explains that these are "the intellectual accounts of the social world 

that aim to understand and clarify the causes of systemic dominance and injustice in order to 

promote human emancipation and equality." He proceeds to say: 
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One of the enduring insights of critical social theory is that all social practice, 

including the practice of education or educational research, is deeply informed by 

interests and value commitments that have political consequences. Another way of 

putting this is to say that no social practice is innocent and all social practice is 

‘interested.’ (Levinson, 2011: 14) 

 

When social practice is considered political and economic, therefore internationalisation 

activities in higher education cannot be treated as necessarily in isolation as generally 

beneficial and politically neutral. Contrary to many theories in general which have shaped 

the field of international education and the design of study programmes abroad, critical theory 

emphasises that relationships of power are established between oneself and the cultural of 

other, as well as between institutions with different levels of reputation and financial 

resources.  

 

For example, Allport's (1954) critical theory is one of the most fundamental theories in the 

field of international education. Dating from the 1950s, Allport argued that interaction 

between the groups in friendly contexts is an effective way to mitigate bias and reduce the 

likelihood of interdisciplinary conflict under conditions of adequate interaction between the 

disparate groups working toward common objectives (Pettigrew, 1998). Thus, when applying 

this principle to practice, international curriculum seeks to reduce privilege and status gaps 

between members, engage them in cooperative activities, and foster friendships during the 

interaction period well beyond this (Eller, Abrams, & Zimmermann, 2011). The critical 

theory and its many refinements in international education have paved ways for several 

successful scholarships over the years. Nevertheless, it does not provide a political-economic 

interpretation of conflict, and instead describes prejudice from a psychological viewpoint that 

does not contribute to history of colonialism and imperialism that causes discrimination in 

many parts of the world. 

 

On the contrary, today's critical thinking has the drive to exceed the tension and eliminate the 

conflict between the clarity of thought, creativity and rational thought of the individual and 

the relationships between the work-process in which society is built (Zeleza 2012). Critical 

reasoning has a principle that every human being contradicts himself. When a reason-led 

activity is human, existing practice, which in its least detail shapes the life of the individual, 

is inhumane, and this unkindness disturbs all that happens in society. 
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The thought of Vavrus and Bartlett (2013) is so constituted as to consider an ego that imagines 

itself to be sovereign while advocating for curriculum which imposes such a moral imperative 

power as internationalisation. The capitalist thought is fundamentally theoretical and its 

ideology is an identity that views itself as the foundation for a society that is beyond 

distinction or the planet, a distinct uniqueness from occurrences. 

The unswerving opposite of a view as such is the individual's approach as an entirely 

acceptable expression of an already formed society; a nationalist ideology would be an 

example. There we take strictly the symbolic 'we;' and speaking is acknowledged as the 

collective party. Within today's internally leased culture, such thought is not universal, but 

illusory within social affairs (Levinson, 2011) 

 

Critical thought is a function of a single individual or several individuals in a given society 

or circumstances. It is more of a definite entity in specific association with other people and 

classes’ differences and its system of social and nature relationships. It connects relations 

between real internationalisation relationships and the subjects in which they occur. The topic 

is not abstract like the ego in capitalist philosophy but rather the collective reality in its 

function (Levinson, 2011). 

 

The delusion that idealism (knowledge and object) has to offer to the topic of thinking is in 

the strict sense philosophy because it is an illusory type of full liberty and autonomy which 

is brought into the minimal liberty of the capitalist citizen (Singh, 2013). However, it is still 

unclear if it is involved as a thinker or engaged in certain respects in a culture that is non-

transparent and unself-conscious. Their identity is in the future not the current subject and 

object are sundered when reflection on man. The process leading to such an identification 

can be referred to as an explanation in Cartesian, but it does not only mean a logical process 

but a historic one in genuinely critical thinking (Singh 2013).  

 

Such a changing subject and function of the mind is the social structure as well as the 

relationship between the theorist and society within which internationalisation of higher 

education operates. The definition of the fundamental heterogeneity of subject, theory and 

topic separates the Cartesian terminology from other forms of dialectic logic (Singh, & Cui, 

2012). 
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Critical theory is thus not just the heir to German idealism, but philosophy as such. This is an 

integral part of historical efforts to develop an environment that satisfies the needs and forces 

of people, rather than just a theory of the study which shows their interest in the continuing 

business of people (McCarthy, 1991). The theory does not seek to increase awareness as such, 

so broad the relationship between critical theory and specific sciences of which development 

on the theory has to admire and often exerted an empowering and stimulating influence for 

decades. Its objective is man’s abolition of oppression. This parallels Greek thought, not as 

much in the Hellenistic dissolution period as in Plato's and Aristotle's golden age. 

 

The Stoics and Epicalians have developed a doctrine of individualistic practices after the 

unproductive political projects of both men. The modern dialectic theory has made it plain 

that free human creation relies on the moral structure of the community. This was an 

economic analyst by examining fundamentally modern social structures (McCarthy, 1991). 

 

This is even more critical in an ODeL environment with limited face-to-face interaction and 

therefore impacts more on the critical aspect of social interconnection. In both the broad and 

narrow senses, however, critical theory is a form of social inquiry with a, particularly 

practical and normative intent in the largely diverse international curriculum structures, 

systems and settings within the higher education environment.  Critical theory has such 

relevance to not only bringing the social connection to realities but also assisting in the 

development of any institutional framework. The framework on internationalisation is better 

analysed using critical theory. This allows for the conceptualisation and analyses of the 

internationalisation of education and the curriculum as agencies for the transmission and 

reproduction of knowledge and culture. The same permits for the conceptualisations of the 

grounds for the resistance of internationalisation, the transformation of the curriculum and 

cultural production. 

 

In this tradition, theorists and researchers align with the interests of those who are limited to 

the dominating demands of society. They ask how conflicting interests are resolved and how 

conflicts for specific gatherings are resolved. Sociology is in nature financially and politically 

right. A little of it has to do with communication. Critical theory is a primarily social critique 

(Levinson, 2011). 

 



81 

 

In short, a debate about the critical theory is fascinating. In some cases, theoretical thinkers 

show the commitment they need to confidently tackle specific, competing ideas and 

implications can be challenging and easily misunderstood, and consequently misinterpreted 

and applied wrongly. Assisting of teaching staff to appreciate and embrace the critical theory, 

influenced by creativity pedagogy, may prove much more demanding, as the traditional 

experience of these teachers lack a lot of knowledge of critical theory. 

 

In light of this, the purposes of this segment are to try to clarify the critical theory by adhering 

to its roots. McCarthy's (1991) account of the principal facets of critical theory includes the 

main concerns on which the research seeks to strengthen its place in internationlisation of 

higher education; 

• The notion of pure reason challenges critical theory and shows that it can be 

changed according to, history, cultures and the influence of power in which it 

is incorporated.  

• Critical theory dismisses the "Cartesian concept of a logical independent 

subject" that can influence the universe.  

• The practical Critical theory emphasises the theoretical, but both are 

indissoluble.  

• Information and knowledge shall not be disembodied from the examination of 

life, but the information must be distantly and critically known.  

• Well-known human sciences, technically trained specialists, and 

rationalisation are all often tightly studied and analysed by critical theorists. 

 

The main goal of critical theory is to explain the fundamental issue in a culture so that those 

who are oppressed can have social justice (p. 43).  

It could be observed at this point that the presented interpretation is not all that simplified. 

Perhaps more precisely it is to be said that this section deals with how critical theory 

transcends theoretical borders into feminist, postmodern, post-structural, deconstructionist 

and pedagogical critical theories. 

 

As observed by several authors above, it is proven convincingly, that education and the work 

around it is a deeply moral undertaking. As such, the educational enterprise particularly 

internationlisation of higher education   is more focused on core human interests and is 
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subject to rigorous moral criticism. And it is a substantial moral vision that pioneers the 

transformation of education, the amoral vision that challenges the aims of education in a 

painstaking way, is not just the means. This is insight, McCarthy's (1991) has called for 

rescue of ethical political and social ideas from the world never to which positivism expelled 

them and returned them to their rightful place in education. 

 

Although there are several ideas on higher education internationalisation, relatively few have 

utilized students' learning and curriculum knowledge as social frameworks. Critical theory is 

therefore used as a central lens in this analysis and it is important to focus on the capacity for 

the participation of individuals and cultures as relevant theoretical approaches to education, 

ICTs and cultures may be improved explicitly through education. Society and education are, 

after all, important and responsible for everyday people. 

 

3.3 CONCEPTUAL FRAMEWORK  

 

Leask (2010) developed a framework for internationalisation of higher education curriculum 

for the University of South Australia. Leask’s work is adapted as the conceptual framework 

for this study. However, since, very little progress has been made to institutionalise the 

framework internationally, this study builds on the same envisaged framework and has been 

benchmarked upon to design and position one model that would be suitable for South African 

higher education institutions. The framework is composed of nine principal aspects of 

internationalisation of curriculum of higher education; 

 

i) Understanding the global context; 

ii) The regional and national institutionalisation of higher education; 

iii) National policy and institutional context of higher education; 

iv) The benchmarked aspects of the formal curriculum; 

v) The informal curriculum in higher education; 

vi) Knowledge management, dispensation and across disciplines of learning; 

vii) Professional practice and citizenship - local and international;  

viii) Residual, dominant, emerging and imagined paradigm of internationalisation; and  

ix) National systematic development in all students of identified international and 

intellectual knowledge, skills and attitude. 
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FIGURE 3.1: THE ENVISAGED FRAMEWORK OF INTERNATIONALISATION 

OF HIGHER EDUCATION CURRICULUM 

 

Adapted from Leask (2010) 

 

In the next section, all aspects of the framework are explicitly discussed and how they connect 

to the internationalisation of the higher education curriculum. In addition to theory, is the 

framework is used a basis of interpretation of findings in chapter five of this study. 
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i. The global context of internationalisation of higher education 

Linked to curriculum, globalisation creates an increasingly multicultural academic 

community (Bourn, 2006). Bourn contends that,  

… multicultural, in this case, is defined as a community comprising many different 

ethnic groups, following different ways of life.  However, multiculturalism itself is 

not an uncontested concept. It is criticised for seeing the world through the lens of 

the white Anglo-Saxon elite for assuming that cultures should be measured against 

the white middle-class norm and for assuming that in the long-term, it is best to 

assimilate all social groups to this norm (Bourn, 2008).  

 

Kishun (2007) also argues for heterogeneity noting that, “society should aspire to 

multicultural heterogeneity rather than homogeneity”. The argument here is that 

heterogeneity often results in the “multiplication and mixing of cultures” in the process of 

producing a new and different product. This perspective presents intercultural as a more 

preferred and workable substitute to multiculturalism. Lastly, the notion of inter-culturalism 

is a middle-ground approach which accepts and mediates the contestations between 

intercultural and multiculturalism. 

 

ii. The regional and national institutionalisation of higher education 

Curriculum design and development is already internationalised and this is an ongoing, 

multifaceted, holistic process that impacts on the entire institution (Paige, 2003). Written 

policy statements and strategic plans defining the institution's internationalisation goals are 

an important element and must be acted upon (Schoorman, 2000). In addition, Knight, 1994: 

5) emphasises the necessity of permanent commitment to internationalisation at an 

institution: "Internationalisation must be entrenched in the regional and national culture, 

policy, planning and organisational processes of the institution so that it is not treated as, nor 

does it become, a passing fad". Schoorman (2000) further mentions that institutions should 

consider the following concepts summarising the type of learning outcomes a university 

might be developing for students to take forward issues of curriculum. Therefore, a student 

would be able to understand; 

• what does it mean to be an active responsible global citizen?  

• the importance of social justice as an element of sustainable development 

but also regarding improving the welfare of all  
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• the need for sustainable development 

• the need to respect difference/diversity 

• and develop a critical appreciation of values and attitudes, with specific 

regard to how other parts of the world are perceived and the images held;  

• the impact of ‘interdependence’ and our ‘interconnected world’ (the 

global/local connection); 

• how to resolve conflict and promote harmony; and have knowledge of 

human rights and the United Nations convention (Schoorman, 2000).  

 

iii. National policy and institutional context of higher education 

Every country requires institutions that are guided by realistic visions, well-aligned and 

relevant policies with a particular social mandate and diversity with different and distinct 

missions (Pekarsky, 2007). According to Rae (2007),  

 

… the main component of the system must be well-resourced and high quality 

predominantly undergraduate teaching institutions oriented towards the production of 

graduates with the knowledge, competencies and skills to contribute to the socio-

economic development of the country. 

 

Rae also touches on the mandate of the institutions arguing that, 

 

Institutions with this mandate must constitute the bedrock of the higher education 

system. Excellence and the quality of the graduates of these institutions should 

fundamentally determine whether South Africa will grow, develop and create a better 

quality of life for its entire people (Rae, 2007). 

 

The framework aspect investigates institutional responses that exacerbate the inherited 

fragmentation and incoherence of the curriculum system and the inefficient and ineffective 

utilisation of resources. 

 

iv. The benchmarked aspects of the formal curriculum 

Higher Education should borrow from what other countries and universities globally have to 

offer in terms of service, experiences, and extensions beyond the formal curriculum. This 
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should also quest into what learning experiences, outcomes and assessment of a given 

institution. 

 

 

v. The informal curriculum in higher education 

South African history portrays contrasting realities related to how the institution should view 

learning and progression. The Adult Basic Education and Training (ABET) and the 

subsequent recognition of prior learning (RPL) are important structures of Higher Education 

but have existed elsewhere. 

 

vi. Knowledge management, dispensation and across disciplines of learning 

Enhancing students’ abilities to acquire and deploy appropriate multi, inter and 

transdisciplinary appropriate knowledge, skills and value sets. In the process enhance their 

effectiveness in an increasingly globalised world. 

 

The South African Council on Higher Education recommends a focused framework in the 

reconfiguration of tertiary education. This focused framework must be anchored on 

continuous innovation in the four key result areas of tertiary education which are: (1), 

teaching and learning, (2), research and publications (3), community engagement and (4), 

academic citizenship.  To be more efficacious, these key result areas must occur within the 

confines of niche areas which respond to society’s most urgent needs. In the case of South 

Africa, it is addressing the three omnipresent challenges of gross racialised inequality, mainly 

youth unemployment and poverty.  

 

Furthermore, the framework concurs with Kishun’s (2007) assertions that knowledge 

production in the internationalisation of higher education should provide, “conducive 

conditions for the integration and mutual enrichment of experiential learning, socially 

relevant research and enhanced community development-oriented service”. The latter should 

respond to the increasing breaking down of disciplines, subjects, teaching and research, 

which is mainly driven by synergies between tertiary education and industry. According to 

Teekens,  

 

… higher education has much to contribute and a significant amount to gain: developing 

a global perspective can enhance the learning experience; enrich campus life; and by 
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maximising opportunities for cross-cultural learning, better prepare graduates for global 

employability (Teekens, 2006). 

 

vii. Professional practice and citizenship - local and international  

Internationalisation of higher education curriculum and outcome evaluation of the impact and 

transformative potential of interdisciplinary global courses taught using transformative 

pedagogies, for example, is bound to yield interesting revelations. For Hanson,  

 

Many models show promise that the model of internationalised curricula can foster 

personal transformation and global citizenship while creating bridges of 

understanding between local and global issues (Hanson 2010: 72).  

 

There is massive untapped potential in the course Pedagogy which includes using it for 

enhancing and hastening social transformation through the process of internationalising the 

curriculum. For Paige, “studies on the relationship between knowledge production and socio-

economic development have demonstrated the critical importance of the creation of new 

knowledge” (Paige, 2003). The growth of knowledge, enhanced by the wider diffusion of 

information and communication technologies, has been the catalyst for high levels of socio-

economic development in regions through professional skills and labour force that 

demonstrate both local and international relevance. 

 

viii. Residual, dominant, emerging and imagined paradigm of internationalisation 

Universities have found it hard to distinguish between residual, dominant, emerging, and 

imagined paradigm in curriculum design and development.  These challenges are often linked 

to articulation. According to Raju (2006), 

 

… while differentiation and diversity must be a principal feature of a reconfigured 

higher education system, articulation mechanisms must exist to ensure that the system 

is also highly integrated.  

 

Indeed, the success of a differentiated and diverse system is dependent on structural 

integration and issues of residual, dominant, emerging, and imagined are articulated from the 

onset. Articulation mechanisms cannot be of a solely voluntary and goodwill nature and 
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dependent entirely on institutional partnerships. The South African Council on Higher 

Education notes how articulation mechanisms must operate in the education system thus,  

 

Articulation between institutions must be embedded features and must permeate the entire 

system so that continuing education, life-long learning, horizontal and vertical mobility 

are all enhanced. The system of accreditation and quality assurance, the national 

qualification structure and national planning processes must overcome barriers and 

reinforce articulation (South African Council on Higher Education, 2000). 

 

What the Council is arguing for is a system which encompasses all the key elements which 

include quality assurance, lifelong learning and an uncontested national qualifications 

framework. In South Africa, all the above are present with the South African National 

Qualifications Authority (SAQA) being the statutory body responsible for the regulation of 

qualifications.  

 

ix. National systematic development in all students of identified international and 

intellectual knowledge, skills and attitude 

Most countries monitor students’ learning in order to provide answers to this question. 

Comparative international assessments can extend and enrich the national picture by 

providing a larger context within which to interpret national performance. They have gained 

prominence, over recent years, since the benchmarks for public policy in education are no 

longer solely national goals or standards, but increasingly the performance of the most 

successful education systems internationally. International assessments can provide countries 

with information that allows them to identify areas of relative strengths and weaknesses and 

monitor the pace of progress of their education curriculum and system. They can also 

stimulate countries to raise aspirations by showing what was is possible in education, in terms 

of the quality of outputs, equity and efficiency of educational services provided elsewhere 

and they can foster a better understanding of how different education systems address similar 

problems. 
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3.5 CONCLUSION 

 

This literature review is informed by a theory that points to general systems, strategic intent, 

and total quality management as the key approach by which to view and implant 

internationalisation of higher education institutions. The literature review considers 

internationalisation not as merely a dimension but as an entire driving force offering best 

practices in teaching, research, and student services on an international basis. In addition, this 

literature review is also aimed at demonstrating the key elements of the debates around 

internationalisation of higher education and has posed questions around perspectives, 

approaches, and the purpose of learning about wider world issues. It is not enough to argue 

for universities to be more international in outlook. It is suggested here that it is even more 

than intercultural understanding or referring to curriculum development. It promotes debates 

and frameworks, which ensure a range of perspectives and approaches that are incorporated 

within courses and the activities of the institution. 

 

In summary, internationalising higher education requires acknowledging that many 

universities’ students are international and much of curriculum teaching and learning goes on 

outside the university or a country. Equivalently, it is universally recognised that the students 

will be entering a global environment when they graduate. Globalisation has compelled 

organisations and businesses to become increasingly interconnected and interdependent, and 

sensitive to economic conditions elsewhere. An imperative consequence is a growing need 

for HEIs, the staff, processes and products to become more internationalised. Therefore, it is 

important to ensure that the curriculum that HEIs offer to students, both locally and 

internationally provide this global dimension. Given the significance of internationalisation, 

especially in the context of South Africa, the lack of studies examining the 

internationalisation of higher education in South Africa is a significant research gap. 

Therefore, contributing insights into filling this research gap is the purpose of this study. 
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CHAPTER 4 -  RESEARCH METHODOLOGY 

 

4.1 INTRODUCTION 

 

This chapter is a description of the methods used to collect and analyse data to answer the 

research question and its supporting questions. The study considered broad dimensions 

relevant to an internationalised curriculum and student learning experiences, as well as a 

framework for internationalisation and the potential strategies for successful implementation 

of higher education internationalisation, which laid the foundation for data. The chapter 

demonstrates the general approach that was used to collect data, analyse data and lays the 

grounds for the presentation of the findings the next chapter (chapter 5).  

 

4.2 RESEARCH QUESTION 

 

The primary research question that supports the purpose of the study and acts as a focus for 

the research is as follows;  

 

What components, dimensions, and or factors that would contribute to the 

internationalisation of higher education curriculum and student learning experiences 

in South Africa? 

 

Research sub-questions 

The sub-questions supporting the primary research question are as follows; 

i) What constitutes an internationalised curriculum and student learning experience? 

ii) What are the current challenges and constraints in the internationalisation of the 

curriculum and the student learning experience? 

iii) What should be the characteristics of a model for an internationalised curriculum and 

student learning experience in South African universities? 

 

Answering these questions required an explanatory approach to the research, in the process 

developing ideas about themes and the resultant relationships between inputs into the 

internationalisation of education and the curriculum, processes, outcomes and concepts that 

might help to identify future actions for improving the internationalisation strategy for higher 

education in South Africa. Regarding the research objectives, it is important to note that the 
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internationalisation of higher education practices among South African universities have 

changed greatly due to internationalisation and globalisation as observed in 1.3 of this study. 

 

However, it was not the purpose of this research to quantify the extent of internationalisation 

in South African universities. Instead, the emphasis was on descriptively exploring the 

components, dimensions, and/or factors that contribute to best practices in the 

internationalisation of higher education institutions in South Africa and the managerial 

actions that have taken place in pursuance of curriculum internationalisation strategies of one 

case study university, UNISA. Using a combined framework by Leask (2010), and applying 

a theoretical framework shaped around the critical theory, the study looks at the process, 

content, and context of internationalisation of higher education, teaching and learning, and 

the curriculum at the case study university, UNISA. 

  

4.3 RESEARCH ORIENTATION 

 

From the provided assumptions and interpretations throughout the literature review, it is 

evident that the researchers’, 

 

…ontological leanings were towards a form of critical realism, where the actors (in 

this case, managers in Higher Education Institutions) work within constraints 

imposed by society and a range of other relevant dynamics (Grant & Ladson-Billings, 

1997). In  

 

The ontological, epistemological and theoretical pre-comprehensions behind the research are 

briefly clarified, to obtain essential knowledge of the cultural and social bases that have 

shaped the study design (Grix, 2010; Crouch & Pearce, 2012).  The research takes on a 

constructivist position. Constructivism is a position on the ontological status of objects 

(broadly constructed); it claims that certain objects do not exist independently of minds, but 

are built or invented rather than discovered by minds. One potential epistemological point of 

view may be that we do not have clear access to objective reality, but rather to our own 

constructions (Crouch & Pearce, 2012).  This position comes from late modern cultural and 

social aspects of a time in which Connolly (Lather, 2010:77) argues about living with a 

growing sense of contingency and permanent instability. 
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With this in view, the essence of the universe is subjective, the environment is not completely 

known and knowledge still imperfect (Lather, 2010; Couch & Pearce, 2012). Mine is a 

pluralist rather than a relativist view that aligns with a constructivist view of rationality and 

impartiality: "recognising the importance for the subjective creation of human meaning 

(teachers, managers and students), it does not reject an entirely objective notion" (Baxter & 

Jack 2008, p. 545). 

 

To understand any situation, it is argued that the people who create this reality, such as 

curriculum initiatives for internationalisation, must be viewed from an ontological position, 

in which it is supposed to be a social reality (Grix, 2010). A constructivist ontological position 

respected in terms of study looks at the close cooperation between researchers and 

participants: information is then gained explicitly by learning and real-life comprehension 

(Baxter & Jack 2008). 

 

Lather urges the scientists who are expected to be responsible for uncertainty demands that 

acknowledging the uncertain existence of the universe has analytical implications: "to 

address the mix of definitions and a consensus-seeking" (2010, p. 12). The need for consensus 

in this case is through reflection and understanding of the social construct within which 

internationlisation of higher education operates. 

 

The inquiry takes a constructivist ontology, the epistemological implication is that knowledge 

is a social production – a result of the context, the timing and where it is formed. The 

qualitative ramifications of this role for the study design are that active interaction with 

participants in their environments will offer an appropriate means of explaining how IoC is 

applied in various social, pedagogical or prescriptive environments. 

 

Knowledge of the universe is seen from a post-positivist viewpoint as imperfect, inaccurate, 

challengeable, ever-changing and never impersonal (Crouch & Pearce 2012, Cohen, 

Mannion & Morrison 2011). The position recognises the subjective creation of meaning by 

a person as well as the continuation of several objective realities that co-exist together. Lather 

(2010) recognises that it is an epistemic position which, by critical counter-narratives, can 

lead to better research. 
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The need for scholars to scientifically interact with IoC (Green & Mertova 2016) expressed 

in the need to enhance intercultural learning and practice in an epistemic thought process in 

which reflexivity is recognised as being “unconditional attention to one’s intellectual acts to 

the possibility of always moving forward”. 

 

Critical theory offers "historical realism," a "virtual reality shaped by social, political ..., and 

gender values; crystalized over time" (Lather (2010:165). Curriculum policy 

internationalisation is the "turn to policy" in educational research which for Lather (2010): a 

context that has been tangled and highly politicized. The definition of the IoC is more 

politicized in Lathers' interpretation of the curriculum is “inescapably political” (Cohen, 

Mannion and Morrison, 2011). The conception which parallels numerous imaginaries of 

globalisation and the position of education in an economy focused on market conditions 

shows this in different discourses. 

 

This work logically is focused on the emancipatory and transformational value of critical 

social science, a framework that deals with the person and collective power. This stance 

aligns with progressive IoC speeches that are ultimately transformational on the education 

platform, advocating social equity, inclusion and active citizenship. 

 

Post-critical remarks have repercussions for the curriculum of architecture. Jarzombek (2009) 

argues that post-critical practices are shaped by contemporary emergency circumstances and 

need for an adequate solution to communal, ethical, corporate, and global problems The 

emphasis on imagining an educational paradigm that truly engages culture and society 

(Buchanan, 2012; Farrell, 2014). The theoretical basis behind this work is focused on post-

critical urgencies. 

 

4.4 RESEARCH METHODOLOGY 

 

Considering the reviewed literature and the gaps in scholarship identified, this qualitative 

case study sought to examine the factors that positively and negatively affect increased 

internationalisation of the higher education experience in South African universities. 

However, the research is not an attempt to verify any existing theory; it rather aspired to take 

the concept of internationalisation and applied it into the context of South African 

universities. Furthermore, the study sought to explore the accounts of the individuals who 
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manage these institutions as well as those affected by it to understand the factors that affect 

the increased internationalisation of higher education. The investigation into the issues of 

internationalisation of higher education in this specific context considered the approaches 

that would lead to realities, comprehensive strategies, policies, and approaches that were 

facilitators of internationalisation of higher education at the studied institution. 

 

Therefore, a qualitative research methodology was the most suited for this study especially 

as it allowed for the bringing out of the core characteristics of internationalisation (Yin, 

2009). This approach is not good for the prediction of hypothesised relationships especially 

between independent and dependent variables. 

  

4.5 RESEARCH DESIGN 

 

The study used the case study design involving data collection from students at one of the 

oldest South African universities, UNISA. An explorative case study was selected for the 

study because UNISA possess characterises of ODeL which allows for the study of the 

internationalisation of the curriculum and education to be studied producing findings which 

can be generally applicable to the global south. Yin (2009: 17) describes a case study as an 

“empirical inquiry that investigates a contemporary phenomenon in depth within its real-life 

context”. A case study research strategy allows for the development of understanding as the 

case progressed and was able to address the range of study influences and the inherent 

contextual variations (Robson, 2002). 

 

It is acknowledged that case studies have been criticised for being too descriptive, for offering 

conclusion which allows for generalisations (Robson, 2002), and for being too time-

consuming, especially or longitudinal confirmatory and exploratory case studies. However, 

Morris and Woods (1991: 89) emphasise that,  

 

…a detailed case study approach provides a much richer descriptive data than a larger 

scientific quantitative investigation of similar phenomena, leading to a deeper and 

different understanding from the larger sample quantitative study.  

 

Robson (2002) also concludes that the case studies are more suitable for studies that aim to 

come up with models as case studies provide,  
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…a useful strategy in real-life organisations and adds that if the trade-offs between 

relevance to organisational context and generalisability are articulated and 

understood, the technique is appropriate for the study of organisation-based 

phenomena. 

 

The study of the curriculum component of higher education internationalisation is influenced 

by the framework suggested by Leask (2010), which the literature review section to a great 

extent helped shape the approach is taken and theories applied in this study (see 3.3. of this 

study). This framework outlines the principal aspects of the internationalisation of higher 

education. Figure 3.1 depicts the framework.  Our research design is also influenced by the 

work of Poole (2001), who, inter alia, postulates that to conduct cross-section in the 

organisation, one has to use the diagonal slice model which was used successfully in 

Australian universities. To address contextual variation, Poole (2001) suggests the use of the 

university’s geographical location and administrative category as variables. 

 

4.6 RESEARCH ASSUMPTIONS AND TERMINOLOGY 

 

In undertaking this research, studying the organisation, and inquiring on the research subjects, 

it was necessary to make several initial assumptions. These assumptions were made about the 

nature of the study topic and the way respondents will be interviewed and on how the 

respondents viewed the internationalisation of the higher education experience. The key 

assumption made was that most staff members working at the university shared a great 

number of similar views on the internationalisation of education. A further assumption was 

that the research outputs generated by academics and administrative staff at universities had 

a globalised as opposed to a localised appeal. 

 

The presence of a market and rivalry between HEIs infer that associations profit by embracing 

a vital way to deal with corporate administration (Slaughter and Rhodes 2004). In an 

aggressive domain, associations ought to grow long term plans or techniques that assess the 

conditions where they work. By actualizing these techniques, they intend to give their 

organisations a superior possibility of securing future incomes (David, 2009). To 

acknowledge this traditional perspective on the executives is to accept that administrative 

activities can bring change in organisations such as universities. As needs are, this position is 

adjusted somewhat in this examination with the re-examined view that the linkages between 
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the executives' expectations and the hierarchical result are a long way from clear and direct 

(Smircich & Stubbart, 1985). 

 

A further supposition is that it is legitimate for organisational authorities, be they senior 

directors or full-time administrators, to decide on choices about the eventual fate of the 

organisations and to determine organisational strategies applicable in HEIs. The researcher is 

aware that for some, the term management is itself problematic. Nonetheless, this 

investigation interprets and customarily deploys the term university management, in its 

broadest organisational sense to incorporate all leaders and any individual who assumes 

administrative liability for a part of the administration. At UNISA, organisational 

administration incorporates a wide variety of posts incorporating administrators responsible 

for research, academic projects and departmental faculties, departmental heads; Vice-

Chancellors (VCs) and Pro Vice-Chancellors (PVCs). It also includes professional managers 

working at the College such as accountants, marketing managers and information technology 

and communication experts.  

 

4.7 THE RESEARCH SAMPLE 

 

Following a case study approach (Maxwell, 2012), students, managers and lecturers from 

UNISA were contacted to participate in the study. They participated in interviews and tapped 

into a wide range of experience and involvement in the field. Most importantly, they were 

expected to share their experiences in studying abroad or teaching in the school sector 

overseas, involvement in teaching languages and delivering other programmes of study to 

international students in South Africa. Furthermore, they were examined on research and 

consultancy abroad in both discipline-specific and internationalisation settings; support and 

administrative jobs in library and data administrations, and global workplaces; administrative 

jobs especially identified with universal joint efforts and associations; and people who bring 

the experience of expert jobs abroad to their current practice. 

 

The selection of UNISA for this study was done on the grounds of its high-profile 

international student population compared to other institutions and evidence of the ever-

increasing pressure to internationalise. The second most significant criterion in arriving at the 

case study was that UNISA reflects the diversity of profile, size, and geographical location 

across the higher education sector of South Africa and beyond. 
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Purposive sampling as described by Merriam & Tisdell (2015) was used in this study because 

it presented the best chances of getting feedback which would inform the study findings. 

Also, UNISA has staff that have been active and generally familiar with internationalisation 

and has individuals that are at the forefront of driving relevant strategies in the country. This 

approach was purposely intended to reduce the risk of a negative response (Lewis, 2015).  

After consent was granted to research UNISA, selected respondents were sent an email with 

a short clarification of research project aims, what role they would play in the study and an 

outline of the anticipated benefits which would accrue to UNISA as a result of their 

participation in the study. This practice was regarded as ethically sound as a way of gaining 

access to UNISA’s staff and their views. The email remained the preferred method for 

correspondence between the project team and the project leaders. This demonstrated 

financially savvy as well as central practice as it was considered most fair in maintaining a 

strategic distance from any probability of predisposition against the respondents just as the 

foundation. 

 

After permission was granted to research at the University, designated invitees were sent an 

email invitation with a short explanation of project aims, what role they would play, and a 

summary of the predicted benefits accruing to the institution. This practice was deemed 

ethically sound to gain access. The email remained the method of communication between 

the project team and project leaders. This proved not only cost-effective but also fundamental 

practice as it was deemed most equitable in avoiding any possibility of bias against the 

respondents as well as the institution. 

 

The study was also compelled to use purposive sampling (Creswell, 2013). Purposive 

sampling is a non-probability sampling method in which samples are drawn at the discretion 

of the researcher. It was established on the assumption that the target population is 

homogeneous and the individuals selected are the overall target population concerning the 

characteristics studied (Hair et al., 2006). The invitation had a standard set of instructions as 

part of the cover letter for the respondents, informing them of the purpose of the study, how 

to respond to the questions and motivating them to participate in the study. The demographics 

of the respondents is presented in the next chapter. 

 

As a unique case study, UNISA is the largest comprehensive open distance learning (ODeL) 

institution on the continent and is accessed by approximately 500,000 African and 

international students. In 2013, Webometrics ranked the university the 6th best in Africa and 
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862 in the world. Within UNISA, data shows that of staff participants, 70 per cent have been 

involved in higher education for five years or more, and 60 per cent has spent a similar length 

of time at UNISA. A focus on overseas provision was apparent as a significant amount of 

staff was found to be delivering programmes overseas, face to face, or by distance learning. 

There is a striking amount of staff claiming experience in other capacities. UNISA is 

represented in the study by senior teaching (Head of Colleges) staff, senior management, 

International Office and undergraduate and postgraduate students (home and international 

students) all of whom participated in interviews.  

 

By selecting this institution of higher education for the case study, the researcher hoped to 

remove some of the institutional variables that would otherwise get in the way of the analysis 

of the process and content of the internationalisation of higher education strategies (De Witt 

& Meyer, 2010). It was hoped that the choice of location would offer some possibilities and 

insights into staff actions that would not be noticed if a different institution or different 

institutions had been chosen. While it would have been good to have more case studies, after 

constant lobbying and engagement with some institutions, it also became necessary to stick 

to one institution, a decision that was partly based on the difficulty experienced in getting 

access to other institutions. 

 

4.8 INSTRUMENTS OF DATA COLLECTION 

 

For this study, data collection included documentary analysis. Also, an interview guide was 

developed and used mainly as an interview tool (Merriam & Tisdell, 2015). From the 

university, quantitative (statistical) data regarding internationalisation and student numbers 

were sourced from respective departments that opted into the study. Yin (2009) places more 

emphasis on piloting the case study approach. However, rather than developing a full-blown 

pilot survey, a decision was made to commence the study at UNISA, where it was possible 

to refine the research instruments before fielding it. The atmosphere, while still gathering 

useful data for the study. Once refined, the same approach could then be replicated at other 

sites. UNISA has specifically 10 active Colleges, (Sciences, Engineering and Technology, 

Education, Economic Sciences, Accounting, Social Sciences, Business Leadership School, 

Environmental Sciences, Law and Graduate Studies). However, the data were collected from 

five Heads of Colleges. 

 



99 

 

A semi-structured interview approach was adopted with a series of questions and prompts 

used for each interview (See appendix iii), but with plenty of scope for secondary and follow-

up questions to pursue issues if appropriate. Consent was obtained to record the interviews. 

Interview questions were based on the main themes of the research and aimed to provide 

enough interview data to analyse the higher education curriculum internationalisation and 

student learning experiences. Initially, invitations were sent to academics known to have an 

interest in internationalisation issues at target institutions. With the greatest number of 

responses coming from UNISA, all who agreed to be interviewed were then asked for other 

possible contacts at the institution. The themes covered in the questionnaire included; 

whether students were aware of the internationalisation of education and the curriculum. If 

so, whether they were satisfied with the pace with which internationalisation was 

implemented. Questions were asked on the content and context of the curriculum, specifically 

decolonisation and Africanising the curriculum. These questions were posed across three 

broad categories of respondents; students (undergraduate and postgraduate, international and 

local), staff (both academic and supportive/non-academic) and University managers. There 

were few cases of overlapping identities where, for an example, a lecturer was also studying 

for a post-graduate qualification. In such cases, it was sought in what capacity they were 

responding.   

 

Owing to the intricate nature of the internationalisation of higher education and the multiple 

dimension of the subject matter, the literature review was the most suited methodology of 

gathering and analysing internationalisation. The relevant research studies were selected 

from both scholarly and grey literature. 

 

4.9 DATA ANALYSIS 

 

The processes of data analysis consisted of multiple steps, beginning with data collection, 

data organisation and finally data interpretation. The process of data analysis began after the 

data collection procedure was completed. The method utilised to analyse the qualitative data 

was thematic analysis, which is identifying, analysing, and reporting patterns within the 

collected and analysed data (Liamputtong, 2009). It organises the data set in detail. However, 

thematic data analysis can go further than this as it can be used to interpret data. 

 

The thematic analysis involved several choices that were often not made explicit (or are 

certainly typical), but which needed to be explicitly considered and discussed. In practice, 
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these questions were considered before analysis and even during the collection of the data, 

and there as an ongoing reflexive dialogue on the part of the researcher about these issues, 

throughout the analytic process. The approach captured important aspects of the data 

concerning the research questions and represented some level of patterned response or 

meaning within the data (Elo & Kyngas 2008).  

 

Thematic analysis was most suitable to explain the basic essence of a particular group's 

conceptualisation of the studied phenomenon. Unbelievably diverse, nuanced and complex 

qualitative analysis approaches are the thematic qualitative research instrument (Holloway & 

Todres 2013) because it gives basic knowledge useful to all other kinds of qualitative study. 

Holloway and Todres (2013: 347) remember the term 'thematising meaning' as one of several 

important skills in a qualitative analysis. 

 

That is why it is not an explicit method, but rather an abroad approach that can be used in 

diverse methods, as characterised by Braun and Clarke (2006). Ryan and Bernard (2009) also 

find thematic coding rather than an approach, as a process that is performed under major 

analytical beliefs (such as grounded theory). This study argues that a method for this study 

was thematic analysis as flexibility was one of its advantages. Distinguished loosely by 

qualitative analytic methods, a theoretical or epistemological position used in the research 

was the foundation of the thematic review. 

 

The method is also essentially theory- and epistemological-independent and can be used 

through a variety of hypothetical and epistemological methods. Though frequently 

(implicitly) presented as an experimental / realist approach (e.g. Aronson, 2014; Roulston, 

2011), thematic analyses are strongly consistent with essentialist and constructively 

established paradigms. The thematic analysis offers a versatile research tool through its 

analytical flexibility and can theoretically provide a valuable and detailed, yet complex 

account of data.  

 

The absence of specific guidance on thematic interpretation can indicate that in certain 

situations the critique of qualitative analysis that “everything goes” could well extend to this 

study. (Antaki, Billig, Edwards & Potter, 2012). This study aimed at striking a balance 

between clearly defining and explaining thematic analysis and making it flexible in  use to 

avoid curtailing and restricting it, and losing one of its major advantages. Also, it was 
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important to explicitly demarcate this approach such that it informed decisions that were 

taken about how to interpret them. 

 

A major question of the study related to coding of the data, specifically, the question of what 

the appropriate quantity of the material was to be addressed in a single question.  A response 

to this question was important as it impacted not only on data coding but also on cross-cutting 

matters. This was evident during the data collection time when students, managerial staff 

members and academic staff made the same observations about the internationalisation of 

education. A decision was made to delimit questions to specific sub-questions which allowed 

for the elimination of overlaps, ambiguities and in the process rendered data coding and the 

creation of data sets manageable.  

 

This enabled the researcher to establish coding categories based on actual themes visible in 

the data, which were followed by an analysis of these themes to seek patterns and find the 

themes that were most common (Moustakas, 1994). Coding in the process of qualitative data 

analysis included open coding and closed coding. The former consisted of discovering 

common themes, and the latter consisted of establishing coding categories. The research 

questions mentioned in the first chapter drove the process of data coding. 

 

4.10 VALIDITY AND RELIABILITY 

 

The reliability of data refers to the ability of data to yield the same or similar outcomes and 

conclusions when a different investigator or researchers repeated the study. On the other 

hand, validity refers to data accuracy, in particular the cleanliness of data. In any study, data 

reliability and validity issues are key as they influence the findings and conclusions of the 

study (Merriam & Tisdell, 2015). Data reliability and validity have been achieved through 

the use of multiple sources on a subject in this study. Literature review data and key informant 

respondents validated, leading to a more nuanced internationalisation picture of education. 

The cleaning up of data sets of contradictions, incomplete responses and other responses that 

were not important for the study has further enhanced the reliability and validity. This was 

primarily for data collected from interviews with key informants.  

 

For credibility, the researcher considered all the complexities presented in the study in order 

to address patterns that are easily explained (Lincoln & Guba, 1985). In this regard, increased 

participation, peer review and corroboration of data and evidence testing methods throughout 
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the analysis have been used. Information was obtained for the thematic analysis of data from 

various locations or interviewing categories in which several interviews were conducted 

(international and domestic students, lecturers and management) to collect data from which 

these details offered a more specific view on the matter..  

 

To achieve transferability, the study found that the study variables are context-based in such 

a way that the aim of the study was not to generalize real statements, but to develop 

descriptive, context-related statements. Detailed descriptions of the data as well as the context 

were collected so that the reader could compare them with other contexts. In order to achieve 

dependability, the researcher employed several overlapping methods and provided them with 

the necessary information and explanations. Data objectivity or neutrality was important for 

the study. Conformity was therefore ensured also by the content analysis of sources and 

methods, to be reflective – that is, to reveal assumptions or prejudices that could have affected 

initial questions or interpretations. 

 

4.11 REFLEXIVITY 

 

The assertion that the researcher was the central figure and the most important individual in 

the research rather than excluded is based on Merriam & Tisdell, (2015) as was further 

developed by non-positivist theorists who accept that the divide between subject and object 

cannot exist. However, the research study was based on positivist or post-positivist paradigms 

continued to strive to eliminate or minimise bias because these are the essential rules of these 

paradigms. 

 

 

As a practitioner at UNISA, it is critical to mention that my position did not have a significant 

bearing on both the data collection process and results. My position at UNISA is such that 

the researcher have very limited contact with students and staff yet engage extensively 

regarding available funding through the National Research Foundation (NRF). However, 

throughout my tenure at UNISA, the underlying process of research and proof of 

internationalisation as far as cross-cultural capability is not available in every constituent 

department or school as well as academic qualifications or even to the least, some modules.  

My most valuable learning is to understand that the strength and limits of research are related 

to social progress and growth. I have seen their significance in spreading ideas of 

internationalisation of higher education, curriculum and student learning experience. 
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However, a number remained even I could do little during the data collection but rather 

empathize with participants' anxiety and ensure that the analysis acts as an instrument of 

progress. 

 

Although it took hard work to code and tackle findings, I demonstrated my skill in describing 

groups concisely and correctly and to still be conscious that, at these stages of data analysis, 

my perception is blurred. It showed me how to discriminate against those who did not need 

to pay due consideration to the information given by the participants by choosing key and 

essential knowledge. Listening to the stories and thoughts of participants about 

internationalisation of higher education, I realised that people would not clearly describe 

internationalisation of higher education. I respect the strength of the participants in their battle 

against understanding of internationalisation of higher education – how they can take pride 

in their challenges and see hope despite their difficulties. I have been through my own journey 

as an international student and have been more thankful for what I now have. 

 

A question I wanted to raise was everything to do with the technique of interdisciplinary 

research design. Although I understand the meaning, in the analysis process, I was more 

mindful of such obstacles. There were numerous academic, cultural histories and viewpoints 

that I felt questionable such that they would render the entire process complicated and 

unpredictable due to the diversity and composition of participants with knowledge, which 

provided broader and more detailed perspectives on the subject.  

 

During the interviews, the lecturers seemed not to understand the concept of 

internationalisation of the curriculum, but would have preferred the research to address 

“Africanisation” of the curriculum. This seemed to come from the fact that the mission 

statement of the university speaks about Africanising the university to be a university of 

choice, particularly within the African region/continent. This however did not affect the 

relations with the concerned individuals from different disciplines with my office (Research 

office), which is managing the research of the successful applicants for different grants. This 

is probably because my office only manages the research administratively, and does not have 

any decision-making powers rather than an advisory role on how to apply, utilisation of the 

funding and administering the publications emanating from the funded research.  

Despite the explicit statements on the importance of reflexivity, I implicitly thought to have 

captured the voices of respondents as they told their stories and gave more accurate accounts 
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on issues of internationalisation. This was in line with the study's epistemological and 

ontological assumptions of subjects I come to understand and interrogate. 

 

 

My analysis of publications before the study showed that internationalisation of higher 

education, curriculum and student learning experiences may not entail a total overhaul and 

redevelopment or redesigning of curriculum, teaching materials, staff or even practices but it 

is something that can relatively be achieved gradually through small but practical and realistic 

changes. The researcher was often challenged by different aspects of social thinking and 

needed some answers that could only be realised through this process. For instance, looking 

at UNISA as the largest ODeL institution on the continent and commanding the largest 

international population of students by far, questions of how language is used effectively to 

accommodate all students? How it addresses issues of qualifications and curriculum and its 

design with internationalisation in mind? How inclusive is the curriculum across all 

programmes as well as the teaching resources? What is the visibility of process supporting 

migration, graduate representation and ICT? and many more, just to mention a few have 

always been on the researchers’ mind. 

 

4.12 ETHICAL CONSIDERATIONS 

 

Ethical approval for the study was obtained from UNISA as well as from the University of 

Bath Research and Ethics Committee. A research information sheet was sent to all interview 

participants in advance of the interview. A day or two before each interview, interviewees 

were sent a set of questions along with an interview consent form. Interviewees were given 

the option of reading transcripts on request so that any identifiable or commercially sensitive 

information could be deleted if this was felt to be appropriate. 

 

There are two main ethical concerns that the research strategy considered. Firstly, the 

researcher was a member of staff at a university used for the case study. This could have 

concerned some of the research participants, in particular, because of the potential use of the 

analysis to advantage an otherwise competing organisation. Secondly, the use of a diagonal 

slice meant that individual interviewees would have been potentially identifiable by their 

position or role in their employing institution. Also, the individual participants were not 
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identified by name, and each is instead identified by number so that they be distinguished 

between respondents but not recognise them personally. 

 

The promise of anonymity is intended to help eliminate some concerns about the publication 

of confident information referred to above. Research information sheets were provided to all 

interviewees before the interview and they were asked to sign an interview consent form 

before the interview. All interviewees complied with this request except where the telephone 

interviewees who gave verbal consent to the interview. 

 

4.12 EVIDENCE OF TRUSTWORTHINESS 

 

Yin (2011) suggests that qualitative studies are inductive and supported theory development. 

Developing a theory incorporates concepts that require construct, internal and external 

validity, and reliability. The researcher ensured the credibility and dependability of this study. 

For the accuracy of the data, member checking and proper documentation were observed. 

Member checking was conducted by allowing the participants to review the transcripts and 

the write-up. Furthermore, proper documentation was achieved through storage and 

organisation of data and keeping an audit trail. To avoid researcher bias, the researcher 

observed reflexivity throughout the study. Literature and the interviews were familiarised by 

the researcher before data collection, and notes were taken during the data collection process. 

Constant self-reflection on how the data related to the researcher problems were also done by 

the researcher during data analysis. Finally, the researcher observed data saturation to ensure 

that no new information emerged from the data through repeated immersion (Creswell & 

Miller, 2000; Lincoln & Guba, 1986, Merriam, 2002; Yin, 2009). 

 

4.13 LIMITATIONS 

 

The methodology and research strategy undoubtedly suffer from some limitations—the most 

obvious ones being generalisability, sample size and locations, the period over which the 

research was to take place, and the objectivity of the researcher. The strengths of the 

University sample have already been identified. However, one case study, whatever the level 

of detail derived, cannot be indicative of the whole higher education sector in South Africa. 

As a result, the findings of the study can only be indicative rather than conclusive and are for 

the most part relevant to only South Africa. 
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The views of the researcher have a significant influence on the direction of this study and the 

opinions contained in it. No attempt was made to hide these views from the reader. What 

emerged was a personal interpretation of the subject material and the data collected. No 

doubt, the views of the researcher also impacted to some extent on the interview process, for 

example, the choices of follow up questions reflect the researcher’s interest and prior 

knowledge. Therefore, all the findings are accompanied by four main aspects relating to the 

subjectivity of the researcher, the small sample size, and the time-specific and country-

specific nature of the data. 

 

4.14 CONCLUSION 

 

There are many ways of conducting empirical research in the social sciences. Examples of 

research strategies are experiments, surveys and case studies (Yin, 2009) and combinations 

of these strategies are possible. The choice of one or more of these strategies should be based 

on the nature and subject of the research (Creswell, 2010). The same applies to the choice in 

the units of analysis and the units of observation, which are linked to the choice for the data 

collection method. This chapter has provided an analysis of the study method that was utilised 

in the study, framed in the interpretive paradigm and utilising a qualitative research method. 

Data collection decisions and instruments have been detailed and data analysis procedures 

have been explained. The next chapter will discuss the key findings of the study. 
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CHAPTER 5 - STUDY RESULTS 

 

5.1 INTRODUCTION 

 

The purpose of this study was to examine the components, dimensions, and/or factors that 

would contribute to best practices on the internationalisation of higher education curriculum 

and student learning experiences in South Africa. This chapter presents the findings organised 

according to themes generated from data analysis to address the research questions. It also 

includes the presentation of the findings and a summary is provided to conclude the chapter. 

 

5.2 DESCRIPTIVE DATA 

 

The University (UNISA) was selected for the ability to reflect the diversity of profile, size 

and geographical location across the higher education sector of South Africa as shown in the 

table below. 

 

Table 5.1: Home and International Student Enrolment Figure at UNISA for the years: 

2014, 2015, 2016, & 2017 

 
Home and International Student Enrolment Statistics at UNISA for the Years: 2014, 2015, 2016 & 2017   

Name of Countries 2014 2015 2016 2017 Grand totals for 

the 4 years 

1. Algeria 3 5 3 3 14 

2. Angola 132 110 74 43 359 

3. Benin 2 1 1 1 5 

4. Botswana 1782 1413 1106 784 5085 

6. Burkina Faso  1 1 0 0 2 

7. Burundi 6 2 10 4 22 

8. Cameroon 23 20 14 11 68 

9 Central African Republic 3 4 4 7 18 

10. Chad 1 0 0 0 1 

11. Comoros 3 1 0 0 4 

12. Congo 17 9 7 4 37 

13. DRC Congo 29 41 32 22 192 

14. Djibouti 1 0 0 0 1 

15. Egypt 7 6 4 4 21 

16. Equatorial Guinea 2 3 1 0 6 

17. Eritrea 19 20 17 1 57 
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18. Ethiopia 780 713 670 652 2 815 

19. Gabon 15 11 7 2 35 

20. Gambia 6 4 4 0 14 

21. Ghana 108 125 162 160 555 

22. Guinea 1 1 1 0 3 

23. Ivory Coast 5 7 6 2 20 

24. Kenya 374 340 238 162 1 114 

25. Lesotho 500 445 376 268 1 589 

26. Liberia 3 4 7 1 15 

27. Madagascar  2 2 3 0 7 

28. Malawi 101 83 71 47 302 

29. Mali 3 3 4 4 14 

30. Mauritius 328 294 199 141 962 

31. Mozambique 168 173 124 87 552 

32. Namibia 2294 2126 1935 1564 7 919 

33. Nigeria 332 268 216 140 956 

34 Rwanda 13 13 14 11 51 

35. Senegal 4 5 4 0 13 

36. Seychelles 19 11 6 5 41 

36. Sierra Lone 7 3 6 1 17 

37. Somalia Democratic Republic 1 1 0 0 2 

38. South African Students 373 254 374 158 322 065 316 062 1 385 539 

39. Sudan 6 3 3 2 14 

40. Swaziland 1632 1458 1199 920 5 209 

41. Tanzania 52 54 54 37 197 

42. Tunisia 2 1 0 0 3 

43. Uganda 69 55 48 36 208 

44. Zambia 449 417 348 242 1 456 

45. Zimbabwe 5112 4986 3972 3085 17 155 

Enrolment Grand Totals for 

Home & International Students 

386 666 387 400 333 014 324 520 1 431 600 

UNISA Student internationalisation Profile Data (2014-2017). 

 

The data presented above was derived from the UNISA learning management system (LMS) 

to access a variety of demographic data about the student that is captured at registration, 

including attributes such as gender, ethnicity, age and educational background. Such 

information is vital to show the degree of and the nature of multiculturalism as seen in section 

3.2 of this study. As one of the mega ODeL institution in the world and the continent, the 
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student social diversity and number of enrolments act as a catalyst for internationalisation 

and generates institutional appetite to international curricula and student learning experiences 

within the University. With such numbers, it is also important to examine the current 

approaches used by the University to manage all these huge student numbers from the 

teaching, curriculum and learning perspective. 

 

5.3 DEMOGRAPHIC SUMMARY OF RESPONDENTS  

 

Table 5.2 is the demographic presentation of the sample size of the study. 

 

Table 5.2: Distribution of Sample Size 

 

Distribution of Sample Size of 39 Participants into Sample Subgroups 

Face-To-Face Semi-Structured Interview Sample Subgroups:  Distribution of Student Participants 

(N=30) 

Name of sample subgroup  Undergraduate students Postgraduate students 

Home students 5 5 

English speaking international students 

from sub-Saharan Africa 

5 5 

Francophone and Lusophone international 

students from sub-Saharan Africa 

5 5 

Face-To-Face Semi-Structured Interviews: Distribution of Key Expert Participants (N=9) 

Name of sample subgroup  Number of participants 

Senior management participants 3 

Lecturer participants 5 

UNISA International Office Director 1 

 

The researcher used a descriptive single case study design with multiple layers of embedded 

units of analysis to generate multifaceted and multi-voiced datasets were collected from 39 

sample participants from UNISA. 
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5.4 FINDINGS 

 

This section presents the findings from the thematic analysis. The section is organised 

according to themes and categories in correspondence with the researcher questions. Each 

theme and category will be presented along with excerpts from interviews. 

 

RQ: What components, dimensions, and/or factors would contribute to the 

internationalisation of higher education curriculum and student learning experience in 

South Africa? 

 

The findings are presented in four main themes derived from the research questions as 

follows; 

 

i) Elements of an internationalised Higher Education; 

ii) Features of an internationalised curriculum;  

iii) Challenges and constraints to the internationalisation of the curriculum;  

iv) Challenges and constraints to the student learning experiences. 

 

5.4.1 Elements of internationalisation of Higher Education 

 

The interaction from teaching staff and management team had various views on what 

internationalisation means. Interestingly, the views became known and many argued that 

perhaps internationalisation should be viewed as a regional rather than a global phenomenon. 

The discussions also realised that perhaps internationalisation should not be regarded as the 

influx of outside students descending to African universities but rather an interaction of ideas 

by first the regional students, academics, support staff, then beyond the diaspora. One 

respondent contended that it is not only a South African who necessarily lacks knowledge 

about certain aspects of education. One respondent particularly argued as follows; 

 

The notion of people thinking that when you talk internationalisation you refer to a 

developing country, specifically African counties to get knowledge from their masters 

of colonialism is not correct. Internationalisation is a two-fold process in its nature. 

Why do African countries feel apologetic when they have to present their worldviews 

from their perspective and how they see the world? 
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The above views demonstrate the confusion between internationalisation and aspects of 

colonialism and post-colonialism. While the effects of colonialism, especially in education 

are undeniable, current efforts must not be viewed as part of the passing knowledge from 

the former colonial masters to their colonies. What is undeniable though is the effects of 

colonialism in spreading the British systems of education in their former colonies which are 

still being used today.   

 

Expanding on this notion, a respondent claimed that; 

 

Why do foreign nationals have confidence in their learning system as compared to a 

South African child? They get funding easier in South Africa as they go through 

university much quicker than a South African student. This is an attribute to numerous 

aspects and how they have been taught in their countries. I can count many but just a 

simple example, respecting their culture and their language. Those are the 

fundamentals if you have to stand with confidence confronting the outside world; 

hence they are all over Europe West and the North. International students are exposed 

to the international world at a very young age; this is the language that perhaps we 

need to teach the youth (interaction with the global world). 

 

The notion of language in internationalisation was raised by students and cannot be contested. 

Local students resented their foreign counterparts as they viewed them as more competent 

than them and therefore raising the proverbial bar beyond the reach of local students.  

 

An international student respondent agreed on the notion of language and pointed out that 

there tend to be racist overtones each time the issue of language was raised in a debate. The 

student noted that; 

 

Humanitarian work teaches a child like me coming from the West to interact freely 

and with independence and confidence with the world, and the African child to be 

dependent on a charity that is brought to him/her, (this brings pride to the counterpart 

which is in this instance an international student). The basic knowledge we have as 

different colours is not the same; this comes from different schooling. Locally, Black 

students have been consistently described as having a lack of confidence, cannot 

articulate concepts and at all levels (especially those from the disadvantaged mode of 
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schooling and public schools). Internationalisation means more than just travelling to 

a school abroad; it means meaningful conversations locally and otherwise. 

 

In contrast with these views, the respondent whose child attends an international school 

brought another perspective to the discussion and argued that; 

 

International schools prepare children better in terms of curriculum and content. 

Public school system from our experience does not prepare the students with adequate 

and relevant information to equip themselves in the global standing. As managers we 

feel this, as we converse with our white counterparts because of the system that has 

been taught at schools; it means that we are not confident with the knowledge that we 

have, even in a local context and content.  

 

Many scholars, especially in humanitarian studies, have raised this argument in many aspects. 

The argument resonates with the views of Shiv in, “Festival of humble knowledge,” 

 

As a people, we know that no community is complete without the other. No society 

is complete. The other opens us, enlarges us, without the otherness of the other, the 

self is incomplete and even vulnerable. What is true of society is true of knowledge. 

No knowledge is complete. No knowledge is complete without the dreams of the 

other. A humble knowledge is a fearless knowledge. It demands openness to the 

world. Hospitality, reciprocity, generosity, plurality- without these, no commons of 

knowledge is possible. (Shiv 2016: 4). 

 

Another very provocative debate in South Africa is the ideology of Indigenous Knowledge 

integrated into the curriculum, confirming and affirming the notion of Africanisation. The 

South African government has invested much towards this initiative, though all the efforts 

are nothing but policy documents that are not implementable (Hoppers, 2001). This is a total 

disconnect with the policy on the Transformation of Higher Education. The Department of 

Education White Paper 3 on Higher Education Transformation stipulates that the democratic 

transition requires that “all existing practices, institutions, and values be reviewed and 

rethought in terms of their fitness for the new era” (DoE 1997: 1.1). The goals and orientation 

of higher education and science and technology systems and policies need to change to 

support the new political project of a democratic society based on social justice. This implies 



113 

 

a concerted search for the best possible conceptualisations and institutional forms to 

discharge internationalisation of curriculum tasks. 

 

This means that the academic practices should be rooted in the university’s comparative 

advantage, to prospectively encourage and shape universities to engage with one another 

around the concept of internationalisation. Hoppers (2011) affirms this and underscores that 

the “Indigenous Knowledge Systems (IKS) Policy registers a commitment to the recognition, 

promotion, development, protection, and affirmation of IKS in South Africa. It provides an 

“enabling framework to stimulate and strengthen the contribution of indigenous knowledge 

to social and economic development” in the country, regionally and beyond”.  

 

It was also asserted by the discussion from an African student perspective, that; 

 

South African and African institutions need to publish IKS content vigorously to be 

taken seriously by the West and Europe. South African government has invested so 

much money in Knowledge management, though all the research has been not widely 

published and stays at a basic level as concept papers and no translation and 

incorporation to policy. 

 

Moll (2004) argues that Africanisation is nothing more than an integration of African studies 

into the university curriculum. This gets affirmation as an argument asserts that, “in line with 

Africanisation as an epistemological redirection, fundamental changes should start at 

knowledge production level by shifting from the monochrome logic of Western 

epistemology” (Hoppers, 2002). This should impact on the transformation of knowledge-

generating activities in higher education institutions (Crossman & Devisch, 2002). 

 

These arguments have confirmed the recent myriad of student protests in the South African 

Higher Education system in the past two years during the #feesmustfall campaigns all over 

the country. As one respondent clearly articulates this point; 

 

International funding, in general, comes with stipulations and expectations which in 

most instances do not cater to the local advancement of the South African child. It is 

a known fact that funding only advances the Western mentality agenda. The funding 

institutions in South Africa fall into this trap and blindly comply with stipulations that 

do not favour the integration of rationality of African aspect in education. The recent 

#feesmustfall initiative has in so many ways a result of these inequalities and rejection 
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of the inclusion of Africanisation discourse. This has adversely resulted in students 

looking at the private international and international universities which become a 

problem as not all students can afford this route and does not address the social 

injustices that need to be embedded in the internationalisation aspect. 

 

The students also shared views regarding key drivers of internationalisation of a curriculum. 

The sub-section below is a summary of the three themes. 

 

i) Training teaching staff  

 

As mentioned in the pedagogical challenges of the internationalised programme, the 

participants identified training the teaching staff as a critical success factor of the programme. 

Participants 1 and 6 said that training teaching staff and course coordinators in developing 

and executing international curricula has a critical contribution to the internationalisation 

programme. Participant 22 who was a lecturer similarly stated that; 

 

The programme is comprised of a coordinator and affiliated scholars who offer 

support to the coordinator. All support scholars are selected on their fundamental 

understanding of the cultural foundations of knowledge. 

 

Participant 24 who was also a male lecturer noted the symbiosis between business and 

internationalisation; 

 

Teaching and learning use courseware with more emphasis on international 

companies just to broaden the understanding of students on global trends in the 

business environment. The focus is not necessarily on trying to build on encouraging 

intercultural skills or knowledge. It is more broadly on how international businesses 

operate. There would be specific courses with diversity management, for instance. 

 

Participant 19 claimed that the school departments paid for professional associations 

membership fees to, “encourage teaching staff to better their teaching and research.” The 

respondent added; 

Teaching staff are supported to develop teaching strategies that will engage students 

from diverse cultural backgrounds. Whether this is always the effort on the part of 

the teaching staff or just the understanding by students, that active participation is 

a requirement for a good grade. 
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Participant 19 also believed that the students, “...are encouraged to participate in the 

programme and engage with other students and staff..., [which] occurs through group 

assignments and group discussions,” depicting training to handle multi-cultural groups of 

students.  

 

Another staff member, Participant 16 acknowledged the role played by exchange 

programmes in enhancing and enabling internationalisation and suggested; 

 

...staff exchange programmes should be at the centre of developing different 

perspectives..., [which] will help in opening different reaching experiences and how 

that teaching is imparted to the students.  

 

The same views were shared by another staff member, Participant 15 who added, “…with 

the introduction of online learning, the teaching staff has been encouraged, trained and 

assisted in inculcating new teaching methodologies”.  

 

These views imply that UNISA should prioritise exchange programmes and various training 

programmes which assist not only lecturers but all staff members to take ownership of 

internationalisation and stop resenting it.  

 

Students felt that UNISA was doing enough to assist all staff members to embrace 

internationalisation. Participant 14 expressed the view that it was the staff members who 

resented internationalisation and find excuses not to fully implement it for various reasons. 

The student noted that; 

 

...all programmes have a broad aim of ‘building’ an adaptable and fully or globally 

engaged citizen,” explaining that “learning outcomes are therefore in sync with each 

other in respect to this goal. 

 

The same views were supported by another student, Participant 14 who added that UNISA 

staff members who already implementing elements of internationalisation as part of their 

work with the hosting and attendance of international conferences, workshops and symposia 

being identified as a way in which UNISA staff were already and effectively participating in 

the internationalisation of education and the curriculum. The participant noted that; 
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Not only do staff attend international conferences but where possible they interact 

with academics who serve as moderators from other countries although at a very 

limited scale. 

 

These findings are in line with the UNISA policy of staff training and development. As a 

reflection, “UNISA prides itself on being a learning institution committed to life-long 

learning” (UNISA, 2017).  This commitment is demonstrated through subsidising various 

learning and development opportunities for all staff members in the institution.  These 

initiatives include; 

 

• Providing study assistance benefits for formal qualifications not only at UNISA but 

also at any other recognised local or international institutions; 

• Providing study leave once registered for a formal qualification; 

• Providing financial study assistance for dependents of staff members registered for 

formal qualifications at UNISA or any other institution; 

• Encouraging continuous staff development by providing adequate financial assistance 

for external course attendance” (UNISA, 2017). 

 

While there is no contention to this, there is evidence that such programmes are deliberately 

linked to the internationalisation of curriculum in specific terms. 

ii) Cross-cultural group  

 

Asking the same participants about their views on cross-cultural participation, both students 

and teaching staff perceived that working in cross-cultural groups was encouraged, especially 

in post-graduate programmes. Participant 15 believed that an internationalised higher 

education experience, “... assisted the students to be responsive to globalisation, to be aware 

of their constitutional imperatives, and to be responsive to social justice”. 

 

A female staff member, Participant 15 offered examples; 

In the curriculum, there was an introduction of a signature module which was meant 

to teach the prospective advocates/ lawyers to be responsive to issues of social 

justice. The name of the module is “Social Dimensions of Justice”. This module 

allows the student to work effectively in a cross-cultural group and teams. 
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The student agreed with the views of the lecturer stated above, noting that as students, they 

were taught to work in intercultural settings with international resources. Participant 1 further 

explained; 

 

We work in an international cross-cultural group. Content is developed along the way 

based on the input of a wide variety of people (fellows of the chair as well as master 

and PhD students). 

 

The way UNISA treated the issue of cross cultures in teaching and learning was 

received positively by both lecturers and students who agreed that putting 

students from different cultures and of different identities aided not only 

internationalisation but also assist in building social cohesion and tolerance. 

Participant 4 explained; 

 

Students are put together in cross-cultural groups of 7 – 8 people per group and only 

group assignments are accepted. Individual assignments are not accepted and this 

somehow ‘forces’ people to work together. This applies to all courses, in the first 

and second year. Only third-year courses have individual assignments. 

 

It was generally agreed by students that learning in cross-cultural and at time cross-racial 

setting prepares them for internationalisation. In her opinion, Participant 16 believed that 

having the students work in cross-cultural groups was not a course requirement, but was 

welcomed and even looked forward to by the students. She noted; 

 

The classes are in normality through tutorials, technological media and one on one 

depending on the need of the students. There is also prescribed material available 

for students. It is therefore up to the student to find a group that suits her needs, not 

necessarily given any options for cross-cultural groups. 

 

The findings indicate that that the students across the board in the differing cohorts tend to 

support one another because of relations. If a student gets a list of other students to choose 

from a list from the course, they will identify all those who seem to be from a similar 

background either by name, surname, gender or most probably by probable language. This 

criterion stems from the fact that students look for similar traits from other students to either 

fit in terms of their probable ideologies, backgrounds and outlook towards life.  Yet again, 

such culture interaction would result in hidden internationalisation. 
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iii) Awareness and cultural sensitivity  

 

The participants believed that higher education typically involved globalised and 

internationalised views. Awareness of international policies, issues, and events, along with 

cultural sensitivity, was considered a critical success factor of an internationalised higher 

education experience.  Participant 14 explained; 

 

Recognition of international practices, a different era associated with different 

practices, different dynasties and by implication different countries and cultures. 

Culture is not the focus of the study but practices which may fall outside the scope of 

and not necessarily informed by cultural practices. 

 

Young lecturers brought an interesting dimension to the discussion; that of diversity in the 

development and delivery of content. They generally expressed the view that when 

developing teaching content, especially study guides, lecturers must be encouraged to 

include diversity in the teaching material. Participant 13 believed that; 

 

Following a diverse approach in the programme will allow effective teaching and 

learning activities. Drawing on multiple perspectives will enable educational 

excellence. 

 

The issue of cross cultures and cross races turned out to be a big issue with students noting 

that while the issues were a sore point for the whole country, universities had to take the lead 

in confronting these matters. Participant 11 perceived that cultural sensitivity was “part of 

being conscious about the cultural significance of other fellow human beings”.  

 

Issues with the use of cross cultures as a tool of building social cohesion and preparing 

students for internationalisation were bought up by students who felt that it was not plain 

sailing. Participant 11 noted the challenges which sometimes erupt in racial and culturally 

mixed groups and how UNISA is not institutionally equipped to address these challenges. 

The student noted, “… creating culturally balanced assessment tasks facilitates a better 

understanding of cultural differences and obstacles that curtain cultural tolerance.” 

 

In terms of using student assessments as an instrument of internationalisation, Participant 15 

suggested that “...responsiveness to social justice, responsiveness to the ever-changing 

Information Technology and responsive to globalisation” must be part of the appraisal.” This 
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way, both formative and summative assessments can be used as tools to foster and enhance 

internationalisation, more so given the availability of technologies which enables such 

developments to be actualised.  

 

Participant 15 agreed, elaborating; 

 

These aspects will ensure that students develop skills and knowledge that will allow 

them to fit in, in the international world and be accommodated inter-culturally. 

Students who may be analysed as unfit to sit for assessments of any kind are usually 

identified during the registration period. It has never occurred that assessments are 

packaged in a way that will seem insensitive towards a particular group of students. 

 

The findings, in this case, revealed the fundamental differences that exist in the global south 

in general and in South Africa in particular.  In this context, students were left to their own 

devices, sort themselves out and find their feet with little or no institutional support. The 

office of which used to coordinate the affairs of international students was closed in 2013 

with very little explanation from UNISA.  

 

However, the discourse in underdeveloped countries like South Africa is not necessarily 

identical to those of the developed world. These became apparent in the interviews. Again, 

for the research presented, the researcher was guided by the urgent necessity to develop an 

enabling conceptual framework that could address contextual challenges facing the South 

African internationalisation strategy for its formulation and implementation which has been 

a major problem in policy-making and practice since the dawn of a democratic South Africa 

in 1994. 

 

It is at this point fair to mention that in its UNISA strategy document; the vision is stated as, 

“The African University shaping futures in the service of humanity”. While bringing this to 

the fore, its mission is also embedded on principles of “contributing to the knowledge and 

information society, advance development, nurture(ing) a critical citizenry and ensure(ing) 

global sustainability”. In the strategy document, the issues of values are very elaborative. 

Also, against the backdrop of the mission and vision statement, innovation and excellence 

are critical characteristics that enact principles of culture and attitude required to innovate 

new knowledge, processes, systems and structures leading to a sustainable and high 
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performing institution to approach students interests and experiences and promoting their 

views across the globe with novel solutions in an ODeL context.  

 

In summary, the findings demonstrate that internationalisation of higher education 

curriculum and capturing of the student learning experience provides difficulties and 

opportunities to the students and academic staff later - on management. Owing to the 

internationalisation pressure to which higher education is subjected, amidst the shrinking 

government grants, opportunities for transformational intercultural commitment with socially 

diverse groups in learning, teaching and development are abundant and inexhaustible in 

South African higher education. Yet the findings indicate that the difficulties are extremely 

crosscutting, varied and complex. For the difficulties to be met, deliberate and strategic 

planned professional development and student administrations for all understudies and staff 

are required. Management needs to assess the service, curriculum design and teaching and of 

students and staff from different backgrounds working in various settings and the 

complexities, related to moving into a 'third place' – a meeting place between societies, 

cultures will relevantly be a testing place yet with opportunities for higher education. 

 

5.4.2 Characteristics of an internationalised curriculum 

 

Staff and management teams viewed the notion of the curriculum concerning 

internationalisation strongly in the discussion. The issue of the apartheid era and what it 

afforded the disadvantaged majority in prior learning and institutions of higher learning 

formed part of curriculum, social and cultural displacement. As such, most universities in 

South Africa lacked significant teaching and learning, research and academic links with the 

rest of the continent. This was due to South Africa being the last on the list of African nations 

to get independence. 

 

The respondents discussing these issues came up with descriptive meanings in describing 

what the curriculum meant to them as follows; 

 

People generally define curriculum in different ways in South Africa and the meaning 

becomes different depending on where you come from and what type of education 

you have experienced or experiencing. This is determined by the social class, 

economic means, your background and opportunities you got depending as well on 

the geographic location, meaning your residence as a citizen. We as African people, 
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our education has been defined and still defined by these factors whether you want to 

call them internal or external, it is up to you. All Black people are the products of 

these social ills, except those whose parents maybe were in high rankings of the 

struggle, which I doubt. It is and was about one’s determination and whether your 

parents afforded you that opportunity. 

 

The other respondent affirmed this point and further argued that; 

 

70% of the South African curriculum content tells one what happens in the world and 

outside the South African context, this means that most of the curriculum learnt by 

most if not all African students and scholars at present is much westernised, both 

teachers and students learn about theories outside SA context. You draw all your 

theories from the external contexts. This becomes an issue when one wants to 

understand the African contexts. How do you apply this for instance in our African 

situation at hand? The South African curriculum has created a situation where blacks 

are to be servants, even post the democratic era; the majority are still marginalised 

because of the existing curriculum. 

 

According to Makgoba (1999), this contrasts with common practice in the use of the titles 

“University”, while maintaining the universal concept of the university. He argues that 

African universities in each country should have features of originality and uniqueness rather 

than emulating others. The question; What constitutes an internationalised curriculum and 

student learning experiences explore possibilities that will enable institutions of higher 

education in South Africa to be part of the international community rather than isolating 

themselves but being able to have its voice and break the bondage of colonialism and western 

ideologies imposed on African contexts. This problem was addressed to by respondent who 

emphasised that; 

 

The curriculum itself is not futuristic; it seems historical rather innovative; the focus 

of the curriculum does not have content for the future. Students have got into the 

notion of idealism, of course using different media and technology, but they do not 

understand that the curriculum they have been exposed never really equipped them to 

be globally savvy if that is the correct word to use. 

 

The other respondent affirmed and further explained that; 
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Both teachers and current curriculum mentor students just enough. How does a 

teacher who learnt the same curriculum teach students coming from all walks of life? 

What are the expectations of that individual? Generation Y is getting the exposure 

that the previous generation X did not get, they have connected with the world faster; 

this should be the same mind with how we formulate and design the curriculum, 

therefore, shaping innovative minds, the curriculum in South Africa is rigid. 

 

It is to be pointed out that the discussion on the curriculum did not anyway seek to undermine 

or underestimate the advantages of Eurocentric views in which all the participants agreed in 

one voice that it should form part of knowledge in the education environment, but it should 

recognise different pieces of knowledge that exist and be aware of the relevance. 

 

Students’ responses formed their perceptions of the status of the current internationalisation 

program at the University. Three themes emerged as the majority’s perceptions, including 

that the internationalisation programme (i) is supported and encouraged, (ii) is course-

specific, and/or (iii) is not fully developed yet. Key issues arising from these are presented 

below: 

 

i) Supported and encouraged internationalisation programming  

 

The participants believed that University administrators encouraged internationalised 

teaching. The students were encouraged to utilise internationalised material for research. 

Several of the literature and research involved in the courses were internationalised. This 

subtle way of internationalisation was noted by a student respondent, Participant 1 who 

asserted that; 

 

Research fellows, literature, lectures, and research are coming from all continents, 

different disciplines to interweave them. Since the point of this course is to contribute 

to intercultural societal development, engagement is conditional as is 

interregional/cultural or international experience (depending on the subject). 

 

The same participant added, “…My PhD studies engage with intercultural interaction. This 

is strongly encouraged and facilitated by the chair/course...”. Similarly, a member of the 

teaching staff, Participant 17 claimed that; “...students are encouraged to participate through 

research and practically engaging others. This then allows for a broader understanding of 
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why internationalisation is almost non-negotiable”. Such responses indicated that lecturers 

were aware that issues of the internationalisation of education and the curriculum were non-

negotiable if UNISA is to produce globally competitive graduates.  

 

Students shared the same view on the need to encompass internationalisation at whatever 

cost. A student respondent, Participant 19 said; 

 

Students are encouraged to seek an expanded worldview during their degree 

programme.  This takes form in international short programmes (at PhD level 2-3 

months abroad), conference attendance and student exchange programmes. By doing 

this, students then have knowledge that will enhance their employability in the global 

sphere. 

 

Participant 22 explained that the university has programmes and activities that promote 

internationalisation among the students; 

 

All students are strongly encouraged to participate in intercultural interactions and this 

is facilitated by various types of meetings, seminars or retreats. Specifically, at these 

engagements, the indigenous knowledge holders (from Africa and beyond) are 

encouraged to impart their cultural knowledge to students. 

 

This was viewed as helping broaden students’ views. Student Participant 2 explained;  

 

I believe that it is appropriate in that it allows students to broaden and expand their 

cognition and outlook. In that way, they can understand their research topics in a 

global context – and able to identify issues that are specific to a particular cultural 

setting or more cross-cutting and general. 

 

Another student, Participant 24 similarly stated that students were encouraged to work with 

students from different cultural backgrounds. The participant noted that;  

 

Students are grouped according to the proximity of their residential areas to allow for 

ease of study group meetings; this grouping does not take into consideration the 

cultural orientation of students. This somehow encourages students to be able to work 

together regardless of their culture or background. 
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As an ODeL institution, UNISA encourages students to work in groups as supervised by 

academic staff. There is evidence of tutorial groups, syndicate classrooms, student forums 

including online group interactions. It is not surprising that all these platforms provide 

adequate interaction even for international students.  Whereas the outcome of this may be 

hidden, it is important to note that such interaction promotes intercultural development 

internationally. 

 

ii) Course-specific internationalisation programming  

 

Despite having the internationalisation programme encouraged, the participants perceived 

that the programme was often considered optional in several of the courses. The participation 

of the academic staff in internationalisation also appeared optional. Cultural sensitivity was 

not required in student assessment, and non-dominant international viewpoints were often 

not discussed in class. Participant 24 said that internationalisation was “sometimes required,” 

depending on the task at hand. Participant 24 elaborated, saying;  

 

As indicated above, part of studying international companies would include 

understanding cultural perspectives of nationals where businesses operate, and this 

includes their cultural values, background etc. 

 

Participant 23 also believed that internationalised material was “sometimes required” in some 

courses. Participant 23 explained; 

 

While intercultural issues are not specifically assessed as part of the programme, 

those whose research interests focus on intercultural aspects are assessed on that, 

either through peer reviews or examination of theses/dissertations. 

 

Participant 9 stated that students were guided to integrate internationalised material in their 

learning. However, guidance was often limited. Participant 3 elaborated, saying, “… The 

course is about the relations between different knowledge systems, but to what extent is up 

to the student...” Participant 3 agreed and further pointed out that;  

 

… all meetings, lectures and dialogues and subjects were highlighted from a different 

cultural perspective. African Elders were always part of the program and actively 

involved to share their content from an IKS perspective and played a role in the design 
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of the learning process bringing in the metaphysical aspects of learning through 

music, rituals and reflections. 

 

Commenting on the importance of cross-cutting modules and courses, Participant 10 added;  

 

Yes, this is appropriate as Industrial Sociology requires that the student is grounded 

in context but still be able to locate knowledge within [a] broader international 

political – economic and cultural milieu. Students interact across the programme 

through the Research Methodology Programme which combines all the students at 

both Honours and Masters’ Levels. 

 

Although some courses do not require internationalisation, some courses were believed to be 

inappropriate for internationalisation. Participants 4 and 6 believed that some 

internationalised requirements were course-specific. In terms of research, Participant 2 

believed that the focus was mainly on the local setting. However, Participant 2 also believed; 

 

The extent to which students apply knowledge and skills in different national and 

cultural contexts depends on their research focus.”  As for the teaching staff, the 

perception of the course-specific structure of the current internationalised programme 

was like the students’ perceptions. 

 

Commenting on the courses being offered at UNISA, Participant 11 noted that there were 

cases of alignment between students’ cultures and the curriculum. The participant noted that 

“...the course allows students to navigate cross-cultural barriers through curriculum-aligned 

teachings and learning.” This was viewed as the theoretical aspect of orienting students 

towards internationalisation with the working in cross-racial and cross-cultural groups being 

the practical aspect.  

 

iii) No developed internationalisation programming  

 

Many of the participants perceived that the internationalised program does exist; however, 

several actions needed to be undertaken to fully develop the program. Participant 20 said that 

the programme was a “work in progress”. Participant 23 said, “...the programme is currently 

in its development phase, but the learning outcomes are clearly defined.”  

 

Participant 23 added that while the content was appropriate, there were some modules which 

needed to be updated while others needed to be completely phased out. The student noted 
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that “...the content in some programme needs to be reworked to fully include students from 

different backgrounds. Besides some of the content is too old and must be updated to include 

new and current developments”. Student Participant 17 agreed, adding that some of the 

modules and study guides at UNISA were 20 years old and were in urgent need to be updated. 

She said; 

 

I am afraid some programmes still have a long way to go in terms of meeting not only 

internationalisation standards but also their intercultural/international outlook in a 

manner that is satisfactory as long it seeks to be served to certain racial groups to the 

exclusion of others. There are modules and study guides in English Studies that were 

developed more than 17 years ago and are still being used. These must be revised to 

keep pace with current development. Then there is the problematic issue of racial 

polarisation which is the elephant in the room at UNISA. This system does not have 

a place in higher education, especially in programmes that seem to be outward-

looking. 

 

Participant 8 mentioned the use of non-conventional teaching methods such as e-learning to 

help develop the programme, suggesting that; 

 

The appropriate balance would be teaching about what is relevant in our recent times 

and how that can be applied universally to assist the student to not feel that his/her 

knowledge is superior or less significant than the other critical phases and success. 

 

Although some courses did not require internationalisation, some courses were believed to 

be inappropriate for internationalisation. The findings also show that some internationalised 

requirements were course-specific. Whereas in terms of research, it was believed that the 

focus was mainly on a local setting.  

 

 

5.4.3 Current challenges and constraints to the internationalisation of the curriculum  

 

This sub-section discusses the findings, which address the research question and one of its 

supporting questions. Generally, the teaching staff perceived that the internationalisation 

programme in UNISA was successful. However, the students generally perceived otherwise. 

Nonetheless, both groups of participants identified pedagogical challenges in, for example, 

implementing an internationalised curriculum as well as in higher education 
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internationalisation practices and strategies in general. Six themes emerged in the analysis; 

these were:  

 

(i) course context,  

(ii) discretionary concerns,  

(iii) bias,  

(iv) unidentified goals, aims, and outcomes,  

(v) programme execution, and  

(vi) teaching expertise and turnover.  

A summary of these findings is presented below. 

 

i) Course context 

Most of the participants in the interviews believed that the success of internationalised higher 

education and internationalised curriculum was specific to the context of the course. 

Internationalising the curriculum was believed to be not applicable or appropriate to all 

courses. Participant 5, a student of a physical science course, believed that the course focused 

only on the application of knowledge and skills within local contexts in ways that do not 

require engagement with the perspectives of those from other national and/or cultural 

backgrounds, and said, “Knowledge will always impact on humanity in different locations 

and under different conditions. Physical Science is the knowledge that is held in high esteem 

all over the world”. 

 

Teaching staff Participant 15 believed that “only to the extent of curriculum text engages 

international content,” and claimed;  

 

Except for the MBA programme where international experts from industries and 

academic institutions across the world engage and impart knowledge as well as 

international study tours – mostly, other programmes are highly localised. 

International experience sharing, exchanges and teaching arrangements are highly 

important. However, there are limitations brought about by limited funding 

arrangements and the availability of international scholars always. 

 

Participant 14 added, “…rather than cultural sensitive – talk in the programme is about 

sensitivity towards context-specific and context-relevant examples, case studies and 

content.”  
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The modules in the College of Law were discussed at length by the students. Participant 15 

expressed the following; 

 

The LLB Programme offered in South Africa is premised on the South African Law, 

legal systems and is associated with values and the historical background. The 

curriculum taught is based on the legislative principles that relate to the environment 

within which the students are living in and will, upon completion of the programme, 

be practising in those environments. Any legal scholar must know the laws and legal 

systems of their country for them to effectively operate in the different courts within 

the country. In South Africa, aspects such as introducing curriculum transformation 

within the LLB programme [are] something that has been spoken about for some 

time. Therefore, it has become extremely important to introduce aspects of African 

Jurisprudence and heighten the level of courses such as Customary Law, to the level 

which will influence the entire curriculum to be more localised than be more 

internationalised. 

 

The literature review indicates that just as internationalised courses are the building blocks 

of an internationalised curriculum; courses themselves are composed of components – 

content, materials, activities, and student learning outcomes – all of which play a role in 

overall internationalisation. The findings from the respondents indicate that the solid content 

considered by teachers and students to speak to internationalisation does not take or follow 

any distinctive partner, example or objective. Internationalisation of content according to 

responses is thought to be spoken to by some form of general knowledge, without thinking 

about social contrasts. Systematised curriculum thinking, particularly regarding content as a 

reason for creating internationalisation is deficient. Much of the reasoning around content is 

specially confined to hierarchical and managerial viewpoints, and contemplations concerning 

content taught and learning results tended to be communicated in general terms, instead of 

valuable details supported by curriculum theory. There is also a disconnect in the content 

taught and the international benchmarked curriculum, especially in disciplines such as Law. 

This undermines the role of content in the curriculum, especially where there is a need to not 

only generate new knowledge but further produce global students who can be relevant in any 

part of the world (Leask, 2010). 

 

ii) Discretionary application of internationalisation at UNISA 
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Most of the participants shared that internationalisation, although encouraged, was typically 

not required from them. As a student, Participant 7 asserted;  

 

Students are encouraged to participate in the intercultural interactions, but the onus is 

on them as to whether to take up intercultural interactive opportunities in the 

classroom environment or not. 

 

Participant 4 said, “…Tasks are the same for all groups/students regardless of cultural 

differences...” In contrast, Participant 6 stated, “…Culture is never a matter of discussion...”  

 

Student Participant 2 shared the opinion based on cultural perspectives, stating; 

 

There are no specific assessment tasks requiring different cultural perspectives. 

Students engage in different cultural perspectives depending on their research 

interests. They are then assessed on their whole research output. 

 

Student Participant 5 believed that the course Physical Science did not require 

internationalisation, as follows; 

 

...knowledge will always impact on humanity in different locations and under 

different conditions. Physical Science as the knowledge that is held in high esteem 

around the world. 

 

Participant 16, a member of the teaching staff, believed that; 

This [internationalised curriculum] is not a requirement at all, especially 

undergraduate students, but in an informal education setting it becomes a very 

unspoken practice which needs ones’ conscience to recognise this issue. 

 

The student added;  

The curriculum might have a strategic intent but barely that it does affect...tasks 

completion or any results. Therefore, you might feel a sense of this sensitivity perhaps 

in discussions/ workshops/ seminars solely because of the South African history, but 

it is becoming a norm with students to not give sensitivity towards the diversity as 

the democracy is gained over years. This you find within the regional context than 

the international context. 
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“Only as far as actual interaction with other students and academics from other settings 

beyond our shores is limited.” Nonetheless, Participant 22 added; 

 

The programme has international sections and aspects of its curriculum construction. 

There is a need to learn the history of public administration which is also highly 

international than local but there is a contemporary local government which is equally 

non-South African but only and mainly complemented by contextual policies and 

materials from the continent and the country. Internationalisation is therefore inbuilt 

into the programme and cannot be avoided. Because models of governance are not 

local; rather local models are copied from somewhere else, it is important to 

understand the evolution of contemporary governance models. It is equally important 

that graduates from this programme can operate in governance systems outside of 

their own country – so learning has to be “global” in nature and scope than too 

contextual to their country of training. 

 

In line with the view of Participant 14, a student, Participant 10, also believed that 

internationalisation is required in some aspects of the course. Participant 9 explained as 

follows;  

 

The assessment tasks require a student to apply knowledge and skills within a range 

of different national and cultural context, especially through a comparative analysis 

between local (national), regional and international practices and therefore engage 

with multiple perspectives and points of view. 

 

The hidden presence of internationalised curriculum is evident according to the findings. 

Although it is conceivable that the daily experiences in the university in our sample are at 

discrepancy with those foregrounded within the internationalised curriculum, most of the 

internationalism is celebrated but hidden in day-to-day interactions. The evidence tends to 

support Rizvi & Lingard’s (2010) contention that economic motives are deeply implicated in 

the university’s engagement with global programmes. Undeniably, they argue that cultural 

meanings are reduced to the benefit of students that are unable to accrue within the global 

marketplace. In the process, it converts students into economic units, only those aspects of 

other cultures, as well as a commercially fruitful curriculum, is worthy of attention.  
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iii)  Bias in the application of internationalisation 

Despite being encouraged to apply an internationalised perspective in teaching and learning, 

the participants identified that bias is not completely eradicated. The bias generally referred 

to the preference for dominant views, typically Eurocentric or just localised South African 

views. Bias also exists in the students’ ethnicity. Participant 7 said;  

 

...through and expert knowledge is required, but it must be a dominant view from the 

West. The programme does not offer enough support for non-European students, 

especially black South African students who may be having problems acclimatising 

to a learning environment that excludes or/and turns a blind eye to their existence. It 

seems to be that black students, South African black students are very much at the 

mercy of course coordinators while white students –both local and exchange students 

– tend to be given the highest priority. 

 

Participant 8 was more concerned with the issue of indigenous laws when used in litigation 

and stated that “... the application of the indigenous law is important in litigation and court 

application. The coordinators are supposed to be well vested in the application of such law.” 

 

The importance of South African law in setting legal; and jurisprudential precedents were 

also elaborated on by Participant 9; 

 

Only South African nationals may participate in the legal programme. Although 

legal precedent in international law is often referred to, South African law is of 

paramount importance. Only South African aspects of the law are emphasised. 

International law is only referred on instances where the SA law is silent on a legal 

issue. 

 

The issue of history, value and norms were raised by one of the participants who were 

concerned about how the curriculum was taught in relation to these aspects. Participant 15 

stated the case as follows;  

 

The Programme offered in South Africa is premised on the South African Law and 

legal systems and associated with values and the historical background. The 

curriculum taught is based on the legislative principles that relate to the environment 

within which the students are living in and will, upon completion of the program, be 
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practising in those environments. The programme focuses mainly on the application 

of knowledge and skills within local contexts. 

 

Upon reflection, there were many inconsistencies and shortcomings in the responses given 

by the respondents which made the data somehow unreliable. This demonstrated the 

challenges with key informants’ interviews and some key informants may have 

misrepresented the facts for various reasons. The evidence contradicts some of the views by 

the respondents in that the South African curriculum is embedded not only in local contexts 

but also embedded in Eurocentric-based curricula, which has a minimum bearing in applying 

knowledge and skills in different national and cultural contexts. This is due to the South 

African history, Bantu education and apartheid laws that only perpetuate Eurocentric 

knowledge as superior. 

 

However, some responses indicate that some international students have issues with the 

cultural bias or "mono-cultural focus” as is observed by Samuel & Burney, (2003: 95) that is 

manifested in Eurocentric knowledge and curricula and the absence of curiosity that some 

instructors show towards their prior knowledge. Course content, as mentioned above, which 

some international students believe to fundamentally disarray and the examples and texts 

utilised in their classes are problematic for them. Yet, some international students do not react 

negatively to the content of their courses because they acquire Eurocentric knowledge. 

 

iv) Curriculum goals, aims and outcomes  

The participants generally believed that if policies and guidelines in internationalised higher 

education and curriculum existed, they were not implemented. The participants believed that 

although the university supported internationalisation, several aspects of pedagogy remains 

localised. Participant 18 said that the course curriculum, rather than the university leaders, 

hindered the development of an internationalised curriculum. Participant 22 pointed out the 

following;  

 

The course gives no mention of any international goals, aims and learning outcomes. 

The contents of the course are based on the “public sector in South Africa.” Even the 

prescribed book is South African Human Resource Management for the Public 

Sector. 
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Participant 2 noted that goals, aims, and outcomes did not come to his awareness and shared 

the following, “While I am not aware of other programmes in the faculty that have explicit 

international or intercultural goals, aims and outcomes, they may exist.” 

   

In contrast, among the teaching staff, Participant 16 was the only participant to perceive a 

problematic implementation of the internationalised program. Participant 16 claimed;  

 

Not so much is highlighted in the curriculum but for sure, the broader strategy of the 

institution talks to the issues of international and intercultural learning, nothing on 

aims and outcomes per se. 

 

From the teaching staff, Participant 17 claimed that there was a “lack of conceptual clarity 

about ‘internationalisation’ of student learning experiences”, Participant 16 thought, “reasons 

for internationalisation of the curriculum in the programme are never discussed.”  

 

Similarly, Participant 15 elaborated with the following; 

 

There are no goals, or outcomes that focus on internationalisation within the whole 

curriculum. There would be specific outcomes that focus on internationalisation in 

courses such as international law, however for the basic law curriculum, that focuses 

on, private, public, mercantile and criminal and procedural law-dynamic influences 

that create a relationship between law and politics, law and economics; and law social 

and cultural issues will always emerge. 

 

Student Participant 17 stated the belief that “the goals are articulated, but the conscious effort 

to make it even more definitive is lacking severely,” which, Participant 20 added, “...is 

reflected in the lack of assessments.”   

 

Participant 24 suggested as follows; 

 

The teaching and learning across the programme minimally support students. 

Students enter a programme to complete. Most of the time biases will not surface as 

there is an expectation for students to work together to achieve a goal. Minimum 

cross-cultural differences will surface in a postgraduate academic setting. Therefore, 

teaching and learning support will not be severely tested. 
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The findings are contrary to the universal views that curriculum in general terms and purposes 

should be expressed easily without criteria of accomplishment and mastery. As observed by 

Leask (2010), curriculum aims and objectives should identify specific courses or specific 

items of content and rationality. Commonly, curriculum alludes to the achievement of groups 

(e.g. all students or students broad-spectrum) as opposed to the accomplishment of individual 

students. They should be sufficiently wide and broad to lead to specific curriculum objectives. 

It would be justifiable to clarify as observed from the literature that particular set of 

measurable outcomes of what students should know and have the capacity to do, depicted 

either as far as learning results (what the students are relied upon to learn), substances or 

performance (what students will deliver because of a learning action) or procedures 

(portraying the focal point of learning exercises) is complex at UNISA bearing in mind that 

it’s a global institution.   

 

Curriculum and its aims and objectives should be clear and internationally relevant. 

Moreover, they can be viewed as modifications of educational programmes objectives that, 

for instance, indicate; performance benchmarks or those skills, knowledge and information 

the students are trusted to have the capacity to illustrate; induced or exact level of dominance; 

and the conditions under which the execution will occur.  

 

v) Teaching expertise and turnover  

 

While the university encourages the internationalisation of the higher education experience, 

the participants mentioned that there were a few lecturers who were knowledgeable or 

available for the students. In some cases, the students were not aware of the 

internationalisation programme owing to the lack of mentoring from internationalised 

lecturers. Teaching staff either lacked training in internationalisation, or there is a lack of 

teaching staff in general. Participant 23 identified, “human resources (professional expertise) 

and physical infrastructure” as one of the problems in the internationalisation programme. 

Participant 16 elaborated; 

 

There is no specific teaching staff for the programme. It is a full research-based 

programme. However, as previously mentioned, all affiliated scholars who provide 

support to the coordinator are expected to have a good international understanding of 

their discipline and profession. 
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Furthermore, “the current teaching staff develops a curriculum based on the context of the 

course, and most of the courses did not require an internationalised curriculum.” Participant 

15 shared his opinion; 

 

The Physical Science curriculum is prescribed as a contextual curriculum and only 

teachers can give it contexts. It has over the years been taught without the necessary 

contexts.  The context is however mainly applicable in the western epistemological 

framework but a few of the concepts might find an overlapping with the local 

interpretation of nature. The subject has unfortunately only been taught as abstract 

knowledge. 

 

Participant 15 further added that the current curriculum, “...does not support students to work 

effectively in cross-cultural groups and teams... [and] represents the Western culture only as 

of the framework from which Western Science was developed.” 

 

While Participant 18 believed that, “course coordinators are not necessarily required to 

understand the cultural foundation of the curriculum”. Lecturer Participant 19 claimed;  

 

As much as the coordinators are expected to apply their understanding of the cultural 

foundation of knowledge, there seems to be a gap in terms of what they understand 

as knowledge and what should be applied as practice. My observations are that there 

is more comfort towards theory. 

 

Participant 16 agreed and added that; 

All teaching staff are encouraged and required to continually develop their 

understanding of the discipline and related professions internationally. As much as 

this is a required standard of teaching, my experience and engagements with 

colleagues show a different picture. 

 

The interviews yielded that teaching, research and publications, and course coordination were 

the three core duties perceived by the participants. Two participants ranked administration as 

the third core duty. The participants expressed that the number of hours spent at the university 

was not enough to accomplish duties other than teaching and thus reducing the teaching load 

may help further improve the internationalisation of the higher education experience. 

Therefore, these results indicate that the challenge may lie on work priorities more than the 

participants’ lack of knowledge. 
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There is no doubt that the role of expert staff is at the centre of the success of any 

internationalisation initiative. In Africa, as is noted in Chapter 2 of this study is often faced 

with brain drain and therefore loss of a significant number of skilled experts to well 

established international universities (Singh et al., 2005).  Therefore, this shows that there is 

also a problem regarding teaching and learning. 

 

These findings are in line with some researchers who recommended a straight relationship 

between staff who are 'internationalised' and their interest in and capability to restructuring 

and delivering an internationalised curriculum (Knight, 1994; Andrade, 2006). Nevertheless, 

other studies show that such international engrossment and experience does not necessarily 

result in these academic staff members transferring their experiences into internationalising 

their classes and courses (Ellingboe, 2008; Banks, 2004).  In Ellingboe’s (2008) study, some 

academic staff members, despite having international experience, "had not made the 

cognitive move to internationalise their curriculum. To the author, the few who had 

international experiences had not associated them with their teaching and ways of permeating 

their disciplines with international viewpoints that were unknown to them" (Ellingboe 2008: 

211). These findings underline the importance of providing professional development 

opportunities to assist faculties with deciphering their international expertise and knowledge 

into the content and pedagogy of their courses. 

 

5.4.4 Student learning experiences 

 

In its preamble in the Charter Policy, UNISA is committed to embracing Teaching and 

Learning, and pride itself as, “the African university shaping futures in the service of 

humanity”.  The Teaching and Learning Charter, in support of the UNISA Service Charter, 

is meant to make explicit mutual commitments in creating a teaching and learning 

environment that will promote success and excellence. As such, the key principle 

underpinning the Teaching and Learning Charter is the aspiration to improve teaching and 

learning as a core business of UNISA. Besides, UNISA also commits to a social agreement 

between UNISA and its students, meaning that it promises to provide effective and quality 

teaching to enhance learning for its students to become responsible citizens through their 

learning and in pursuit of knowledge, truth, and excellence. It promises all this and states that 

for a student to become excellent, there should be channels of free inquiry, creativity and 

open exchange of ideas, with accountability and obligations to one another, therefore 
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underpinning the UNISA statement on Graduations (UNISA Teaching and Learning Charter, 

2013). 

 

The findings here mainly focus on the nature and the implications of international students at 

UNISA. Ramphele (1999: 5) asserts that the university by its nature cannot be an isolated 

island. It has an international responsibility as a generator of new knowledge for the 

international community. For students to be attracted to the university, it should have 

characterised its activities and prescribed the nature of its mission, vision and strategies. 

 

Active participation to drive this notion home was very rigorous in most of the interview 

discussion. Both students and teachers felt that there is a lack of implementation in terms of 

describing and transcribing how a student is prepared to be a global citizen through the 

curriculum that currently exists. The key reflections in this regard are captured as follows; 

 

South Africa teaches basic curriculum and content compared to international 

institutions where research is all about future stem cells research; for instance, there 

is a lack of innovation and progressive ideas. Study around development in disciplines 

is always based on theories to the entirety of the student body. This hinders 

appropriate application. Both teachers and students are not tapping into innovative 

and progressive thinking. Studying politics, for instance, in South Africa is not about 

advancing the political arena in terms of the future but rather regression about 

communism, Marxism, etc. and so forth. Customer service, basic services should be 

a driver for political sciences is very important (progressive thinking). Progressive 

teaching will propel the student’s voice at a global standing.  Countries like Japan (in 

Macau) uses their political environment to advance the needs of the society, therefore, 

creating a massive and vibrant tourism business), the curriculum is aligned to respond 

to their customers’ expectations at a local and international level using the tourism 

sector as their countries economic stimulus. 

 

The comment resonates quite neatly with the area of literature, which pays attention to new 

trends in knowledge production and distribution with an emphasis on the position of 

developing countries argued in (Anderson & Maharosoa, 2002, Knight 2004a, 2007, Kraak, 

2004, Turpin, et. al., 2002). Ramphele (1999) also argues that “although universities are 

international, they are also integrated into a given society and region, and social, political and 

economic system.” Therefore, the challenge of being an international university was 
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instituting a balance in provision, strategies, processes and outcomes for preparing students 

to become global citizens.  

 

The challenge was also about instituting a balance among various actors and characteristics 

in the university that will influence the quality and exposure of students and their positioning 

as active agents of change in their context and the international world as put by many of the 

respondents, for example, one argued that the; 

 

 Curriculum needed to understand its citizenry. An example is the Middle East and how 

they have shifted their focus as much as they are in the desert, but they have understood 

their environment in terms of progressive thinking into the most powerful country in the 

world in a very short space of time. They have shifted their thoughts to accommodate 

their customers, how they have repositioned their focus as politicians, (goes back to what 

is being taught at school curriculum, context and content). 

 

Bernstein’s (1990; 2000) introduction to exploring student and staff constructs refers to three 

main conceptual domains and analysis of “intellectual fields” and “pedagogical identities.” 

The first intellectual field is the official field; it encompasses aspects that have some bearing 

on the shaping or reproduction of the dominant institutional culture (e.g., institutional vision 

or mission, policies, rules, and guidelines that regulate academic and social life on campus).  

 

The second intellectual field is the pedagogic field, referred to as the pedagogic domain. It 

includes discourses, strategies, inputs, and processes connected to the university’s 

curriculum, teaching, and learning activities (i.e., academic culture and practices). This 

distinction is useful in that it provides a framework for mapping out the key institutional 

domains of practice where the interplay of mediating factors in student experience takes 

place, namely, the official domain, the domain of pedagogy, and, in addition, the social 

domain or the domain of everyday life on campus. It is the dialect between global and 

local/contextual pressures in these domains and the experience that define the 

internationalisation character of an academic (Cross, Mhlanga & Ojo, 2009). Regarding the 

conceptual lenses, another respondent highlighted these issues; 

 

Knowledge has been distorted by the current curriculum and that hinders progression. 

The education system and the curriculum should include social justice, compassion as 

this is needed by the whole world now (this should be the focus of the curriculum). As a 
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country, we need a shared vision, coupled with resources, refer to the Americans (about 

making the USA great again), which automatically brings a sense of pride (it’s a cliché 

everyone knows but because of the vision it will be great again). This application is non-

existent in South Africa. Closing [teachers training] colleges was a bad move; no vision 

towards skills development of citizenship. 

 

General discussion on the issue of being a student at UNISA and sharing the experience with 

the outside world yielded questions of doubt among both the students and the teachers. The 

debate raised questions about opportunities beyond being a student who graduated from the 

institution. The argument also revolved around the descriptors of being an international 

student at UNISA based on what it offers and what reputational status one gets once 

graduated. Questions arising included issues around “intellectual capacity and orientation, 

qualification quality, curriculum provisions, context-sensitivity, leadership skills, access to 

social networks, social environment and the combination of teaching and learning inputs and 

processes that would support an international student” (UNISA respondents, 2017).  

 

As Cross (2004) puts it, “being an international student can only be achieved if the knowledge 

basis, the curriculum provision, the intellectual orientation, the social environment, and the 

combination of teaching and learning inputs and processes provide students with a suitable 

combination of national and international perspectives for gaining and exercising citizenship 

in an increasingly globalised world”. With this in mind, students regarded the current 

challenges to the student learning experiences as presented below. 

 

i) Language 

The entry point into the language aspects of the internationalisation of the curriculum and 

education is the South African constitution. Section 6 of the Constitution of the Republic of 

South Africa 1996 provides the backdrop to UNISA language policy and lists the official 

languages of South Africa to be Sepedi, Sesotho, Setswana, Siswati, Tshivenda, Xitsonga, 

Afrikaans, English, isiNdebele, isiXhosa, and isiZulu. Section 6 of the Constitution endorses 

the notion of functional multilingualism. Section 6(2) provides that the state, and by extension 

public institutions, must take practical and positive measures to elevate the status and advance 

the use of indigenous languages.  
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The policy will be made visible by its implementation, but also by its visible 

placement on the web, with summaries in offices of the university. The policy and its 

summary will be available in all eleven official languages of South Africa.  

 

The language clauses of the Constitution are furthermore supported by the Bill of Rights, 

which recognises language as a basic human right. Since the Constitution requires all 

languages to enjoy parity of esteem and be treated equitably, UNISA should take cognisance 

of the provisions of the Use of Official Languages Act 12 of 2012 and align its Language 

Policy and practices with this Act. 

 

Mother-tongue based multilingual education (MLE) is to support all South African students 

studying at UNISA is an ideal that must be the goal, even if the period to achieve that goal 

may only be for future generations. First practicable steps should, however, be taken now to 

start on this road. Mother-tongue based MLE is not simply an ideological goal but is 

supported by research in educational linguistics, all over the world, as well as in African 

multilingual settings. Students learning in their language are generally more successful in 

their studies than students studying in a foreign language. UNISA’s movement towards an 

ODeL model, therefore, creates a window of opportunity for the cost-effective use of 

indigenous languages in education using technology. MLE should put the student at the 

centre of this initiative and should, therefore, focus on student support and success. Students, 

in turn, should be actively encouraged to participate in the development and use of all the 

official languages of South Africa in higher education. 

 

In its entirety, the policy in language usage at UNISA is very straightforward. Most 

importantly, it sought to incorporate all students enrolled at UNISA, if at least students were 

expected to be able to communicate in the language of record, which is English. Moreover, 

the policy made provision with communicating with people of restricted sight and hearing by 

using South African Sign Language, Braille, tapes and other functional means to promote 

communication. 

 

It pronounces almost everything about the quality of the educational process within 

institutions or the degree of student engagement with their studies through different language 

usage as a distant education forum. This initiative might be argued that there are educational 

benefits to a student being surrounded by other able student and being able to interact in many 

different languages, which promotes intercultural vibrancy and cross-cultural dependency. 
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Gibbs, (2010), argues that “this could raise students’ expectations of themselves (it is known 

that in group work it is the educational tool” that unites the South African nation to attain the 

notion of Ubuntu and knowing and learning from one another’s cultures). Expanding on his 

assertions, Gibbs (2010) expresses the need for diverse language usage to look at the extent 

to which the educational process maximises how students could gain from each other; for 

example, through collaborative learning. 

 

The responses around language issues were very positive and participants showed acceptance 

of another and respecting other languages other than their own. A participant pointed out that; 

 

As a nation, we have come to understand the diversity of our cultures, beliefs, 

sexuality, and so forth. I think we have embraced the notion of “Ubuntu” and “I am 

because you are”. Yes, we have our different opinions to as far as how we perceive 

things happening around the world, and the painful past of a Black person, being 

degraded irrespective of where you are in the world. This is a universal problem; it is 

not unique to South Africans. This is what our dear Tata (Nelson Mandela and people 

like Luther Martin King Jnr) left behind.  We need to decolonise our minds from slave 

mentality both Black and Whites, language is how we translate our Africanism and 

pride and for Whites should be the same. This resonates with how we embrace 

humility concept, and this should be incorporated into the curriculum so we 

understand what social justice entails. 

 

The issue of cultural diversity was also raised with a participant noting that; 

 

In all my three years at UNISA, my study groups have always been different language 

speaking students. I do not remember the point where we had not been able to discuss 

the content of the course. Instead, I have come to like and understand other cultures 

and embrace diversity. South Africa is called a Rainbow nation; maybe that is why 

we do not have these issues. I have also assisted so many foreign neighbours in the 

fall of xenophobic attacks in my community. Yes, sometimes you find yourself 

compromising a lot for non-English speaking but it is part of the Ubuntu that we have 

been taught from a young age. 

 

The views on these aspects were not convergent, as some students offered a very different 

view from those above. This demonstrates how the notion of culture remains a contested one. 
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These divergences and contestations were evident in the following views from one 

participant; 

 

I am from South Africa, and I have been studying at UNISA for more than 10 years, 

I have peers who write their exams in their languages at UNISA, depending on the 

course and the department. Recently, in Cape Town an English institution, a PhD 

thesis has been written and published in isiXhosa (one of the indigenous languages). 

I have never experienced any language barrier and have not been affected by using 

English in my courses. It is, of course, a different story when you leave the institution 

and experience discrimination and perceptions in restaurants and other places which 

are not the institution. 

 

Cross et al., (2009) are of the view that an important part of internationalisation must be the 

university’s engagement with Africa and beyond if it is shaping its unique identity around 

the internationalisation concept. This is done through its language preferences, knowledge 

production, privileging Indigenous Knowledge in learning and teaching and having enough 

representation of African students and academic staff. 

 

One of the methods into enquiring the full picture into the student learning experiences at 

UNISA was through interviewing the senior management to delve deeper into some of the 

processes that the institution has taken into consideration to see the internationalisation 

agenda realised and becoming effective. The reason for the interviews was also to understand 

if UNISA has appropriate strategies in place to promote internationalisation and what informs 

the internationalisation processes at UNISA. Drawing from the interviews with the senior 

management on the quality of teaching and learning at UNISA, and how this relates to the 

student learning experiences, this section reports on discourses policy alignments with the 

institutional guide towards an internationalised institution, appropriate strategies and 

adequate measures to promote internationalisation and satisfactory outcomes informing the 

acceptance of UNISA graduate levels.  

 

ii) Policy and institutional guide to an internationalised institution 

 

As informed by its Teaching and Learning Charter (2013), as an institution, UNISA strives 

to provide policies on quality assurance, teaching, learning and assessment. This should 

create an environment conducive to quality interaction, the engagement between staff and 
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students and promote effective teaching and learning. Moreover, this also facilitates an 

integrated educational experience for students, enough and appropriate developmental 

opportunities and support for staff to effectively undertake their responsibilities, enough and 

appropriate student advice and counselling, student support environments. The latter include 

the library, access to myUNISA and other online support (e.g. e-tutors, Tutoring Assistants), 

computing facilities, study spaces (where possible) in line with the institution’s ODeL 

character and guidelines on service standards that govern teaching and learning, with their 

associated norms and standards. 

 

Amid post-1994, the publication of the White Paper on higher education provided the first 

detailed iteration of the principles, values and objectives that would drive the transformation 

of higher education in the post-apartheid South Africa. The National Plan for Higher 

Education (NPHE) also elaborated upon how the policy objectives would be translated into 

practical outcomes. In the NPHE, one of the declared resolutions in its declaration is to 

establish a single dedicated distance education institution, responding to the Council of 

Higher Education recommendation. The motivation for this recommendation is that “the 

country needs an institution that would provide innovative and quality programmes” (CHE, 

2017). 

 

As seen on the response from the high officials responsible for the operation of the university, 

the response to the quality issue and reaching out to students in Africa and abroad in terms 

of expanding the numbers and maintaining them, which is the primary goal in his words, 

articulates this point; 

 

You will remember that the main advantage of the new UNISA through the merger 

was to develop a clear focus and strategy for the role of distance education in 

contributing to national and regional goals; developing a network of centres of 

innovation, enabling the development of courses and learning materials for use 

nationally, developing a national network of learning centres which would facilitate 

access and coordinate student support. It was also established on the notion of 

enhancing access and contributing to human resource development within the SADC 

region and the African continent and finally enabling economies of scale and scope. 

(PVC, 2016) 
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This response though reiterates what the UNISA Charter articulates, in its formation does not 

reflect the “emerging concept of internationalisation as the foundation for a balanced and 

integrated university experience at the interface of global and local exposure” (Cross et al., 

2008). It is rather perceived within the narrow framework that exists on international 

education which (Sehoole, 2006,) views as “old as the advent of colonialism”. 

Internationalisation of higher education is a complex, multidimensional and often fragmented 

process (Frolich & Veiga, 2005) and a response to globalisation (Allen & Ogilvie, 2004, 

Huisman 2007, Rouhani 2007, Sehoole, 2006, Seidel, 1991; van der Wende, 2001).  

 

The literature on internationalisation concentrates on three major focal points regarding 

university practices; the first focal area generally concerns cross-cultural and adaptation 

issues of staff and students (Altbach, 2002, 2004a, 2005; Altbach & Knight, 2007; Altbach 

& Teichler, 2001; Brown, 2008). The second focal area involves the nature and the 

implications of international students and staff mobility for national and institutional policies 

and national economies (Altbach, 2004; Altbach & Knight, 2006; Knight, 2004b; Lee & Rice, 

2007; Maiworm & Teichler, 1995; Nyborg, 1996). The third focal area comprises of 

evaluation studies, that is, the evaluation and appraisal of international programmes, 

including international office activities (Healey, 2008; Maiworm & Teichler, 1995; Teichler, 

1999; van der Wende, 2001). 

 

iii) Content responses 

This argument is articulated clearly with the responses from the various participants ranging 

from content and context aspect of what UNISA has to offer. One participant noted that; 

 

The major issue with most of the content is still relevant to what has happened in 

South Africa in contrast to where South Africa should be in the future. It is outdated, 

compressed and the delivery of the curriculum is old school, which is the teacher-

student type of a scenario, content does not fit into the mainstream education, content 

is irrelevant to the innovation idealistic views as envisaged by the international 

standards (curriculum as a whole). 

 

Despite labelling the university as an open education institution, many students 

coming from here have degrees but cannot apply the content of the curriculum to their 

daily lives and workspaces. Delivery of content is very important; it needs different 
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mediums/platforms. It also needs to be able to withdraw from different aspects, 

international trend, cultures and past outcomes. 

 

Content needs to be realistic and intrigue the mind for future innovations. Content is 

designed not to be applied for future applications, the content design is seen as content 

but not an application, there is absolutely no background given to the content in many 

instances. 

 

Let us look at the IT space; it will never tell you anything beyond what Steve Jobs/Alli 

Baba has done. The content needs to tap into different cultures, spaces, how to learn 

and respond to the needs of the business; [the] content needs to give a different 

perspective on what the world is all about. If the content is geared for the future, 

everybody can relate and apply (e.g. students not able to deliver in workspaces and 

lack articulation because they do not understand who their customers are. Harvard 

and Yale's Universities are geared for the future in their teaching and learning 

environments, in comparing with many universities that exist today (I am referring to 

the outputs of the research and publications). The progressive curriculum is very 

important (research outputs should be future-focused). 

 

iv) Context 

The context within which internationalisation occurs was also discussed by the respondents. 

University managers and lecturers noted that without creating the correct and enabling 

context, the implementation of internationalisation will always be problematic. Some of their 

views were as follows;  

 

The context is important as well; refer to the study of Japan and India, South Africa 

is consistently looking to the West and Europe for innovative teaching and learning. 

Policymakers and both teachers and students need to understand and have value in 

our context. South Africa lacks the inward aspect of the content and context. 

 

One needs to understand and have value for our content/context, then look global, use 

that to make our content and context bigger. There are so many mismatches of what 

the students want as citizens and what they are offered by the universities and higher 

education system. Lack of context in our curriculum policies continue to fail to cater 
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for different skills that the country possesses; the country needs to advance innovation 

in the context they understand better. 

 

Besides being worried about the absence of an enabling context, university managers and 

lecturers also noted the disconnection in quality between the primary and secondary 

education on one hand and tertiary education on the other. Other managers bemoaned the 

deteriorating standards of learning at UNISA which then renders efforts at 

internationalisation difficult. The view articulates the disjuncture of how the quality of 

education seems to be lacking in South African universities even within the institution itself; 

 

Indicators of dimensions of quality often vary widely between departments within the 

same institution for a variety of reasons. Prospective students need quality 

information about the specific degree programme they wish to study at an institution 

rather than about institutional averages or clusters of degree programmes aggregated 

into ‘subjects’ as at present.  

 

It is without a doubt that South African institutions have come a long way from the post-

democratic era to the present times. South Africa supports 26 higher education institutions 

because of the manifestation of the social engineering of apartheid with the infamous 

extension of Universities Act of 1959, which enforced racial segregation on university 

admissions and staffing. Between 2001and 2005 though, there was a shift in the remaking of 

the institutional design and the restructuring of the South African higher education was 

implemented. This was done under the premise of accommodating specific racial and 

language groups enforced during the apartheid era. As a common knowledge to the South 

African history, there were White and Black universities and admitted students as such, 

though others were primarily bilingual between Afrikaans and English languages. After the 

mergers, universities assumed different missions within the educational spaces between 

teaching and research practices, with historically white universities assuming research and 

historically black universities concentrating on purely teaching. Even to date the assumption 

of the merger, when one compares quality standards, the product dimension of quality 

comparatively leads to the conclusion of quality value even within the institution itself. 

The way UNISA recruits was also flagged as a problematic area. The systems of preferring 

applicants from certain universities ahead of others have historical roots in the apartheid 

system yet is still being utilised, ironically, by black university managers. An executive in 

one of the departments articulated the following view;  
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It goes without saying that when you attend an interview, you are judged on different 

things, but one of the sad things 23 years after the democratic elections, employers 

tick you off their list pending your degree and the university you qualified from. With 

all the policies that the government have come up with, there was no proper 

assessment on what the future holds and mostly what the marginalised lacked (e.g. 

RDP, ASgISA etc.) just mention a few. That is exactly what happened in the South 

African education policies. 

 

The country is still realising the inequalities manifested in many ways, not least is the dearth 

of black professionals and scholars, as many individual studies and the National Commission 

on Higher Education (NCHE) have articulated (CHE 2003, Moja & Cloete, 2006). 

 

It can be assumed that from different articulations regarding what an ideal internationalisation 

should look like in a developed world; it is a very different game in developing countries. It 

also appears that many universities lack the managerial skills and knowledge needed to 

implement and operationalise their internationalisation strategies (Jowi, 2012). One senior 

management official of the university under study concluded as follows; 

 

It is observed that higher education internationalisation is shaped, communicated and 

understood in very different ways by stakeholders in different universities and at 

times even by stakeholders within the same organisation.   

 

As a result, it is difficult to judge or measure the success of internationalisation strategies 

because there is little shared understanding of what the concept entails.  Furthermore, the 

absence of a national policy for the internationalisation of higher education in South Africa 

has led to frustration on the part of leading international education administrators and 

practitioners driving this process within their institutions pertaining curriculum benchmarks 

and teaching and learning practices.” Finally, there is also a growing realisation of a lack of 

comprehensive information and theoretical frameworks for research in internationalised 

student learning experiences within the increasing internationalisation of higher education 

systems. 
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5.5 CONSOLIDATED FINDINGS 

 

This section lists a summary of the findings from the key internationalisation interviews 

carried out between 2016 and 2018. The findings are classified into four broad categories; 

the views of the students, lecturers, university management, and then there is a list of what 

the three categories of respondents viewed as the most pertinent inhibitors to the 

internationalisation of education and the curriculum.  

 

5.5.1 VIEWS FROM THE STUDENTS  

 

Many of the students noted that; 

 

i) Western universities in Africa and not African universities 

The student criticised UNISA for its ‘botched and haphazard’ internationalisation, labelling 

it a western university in Africa, instead of being an African university. According to the 

students, the university mostly adopted western models of both the curriculum and the 

internationalisation of education. These included issues such as change management and the 

structure of the university. These were viewed to be not organic as they were informed by 

imported models and systems. 

 

ii) Students as spectators of internationalisation and not key stakeholders 

Additionally, students noted that the processes of internationalisation excluded students who 

noted that they needed to be part of curriculum design as they were the consumers of the 

product. This contributed to the botched internationalisation as the students were turned into 

spectators where they were expected to be key stakeholders in determining how both 

education and the curriculum were to be internationalised.  

 

iii) Language and internationalisation 

The issue of language was raised several times with the need to Africanise the delivery of the 

content mentioned. Students expressed the views that there can be no Africanisation of the 

curriculum without resorting to local languages (other than English and Afrikaans) as the 

medium of delivering the content. The use of local languages as the language of instruction 

was also viewed by the students as being efficacious in creating relevance of the university. 

 

iv) On the need for localised curriculum and education 
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While acknowledging the imperative of internationalisation of education and the curriculum, 

students were of the view that the local content and context must be prioritised as a step in 

internationalisation. The localisation was viewed and presented not as contradictory to 

internationalisation but as preceding internationalisation. The recommendation from the 

students was that the curriculum should be localised based on the context and content without 

excluding international spaces. This way, the local and the international would mediate in the 

service of humanity and can co-exist.  

 

v) The need for a holistic approach to internationalisation 

The university was challenged to take a holistic approach to internationalisation wherein 

other aspects of life were also addressed. These included the university spearheading 

solutions to national challenges such as xenophobia, racism and lack of social cohesion. The 

students were worried that UNISA was contributing minimally to solving national problems. 

For them, the purpose of a university is to solve problems, starting with local ones and then 

moving on international ones.  In a way, they struggled to locate the relevance of the 

university. Some even accused the University of creating unemployable graduates instead of 

nurturing entrepreneurs and problem solvers.  

 

vi) Internationalisation and Indigenous Knowledge Systems 

The place and role of Indigenous Knowledge Systems (IKS) in the internationalisation of the 

curriculum and education was also raised. Students noted that internationalisation of 

curriculum was not used to promote, develop and protect Indigenous Knowledge Systems, 

stating that internationalisation was presented as a threat to Indigenous Knowledge Systems. 

For them, internationalisation should be used to promote Indigenous Knowledge Systems, 

presenting it to the world as a viable solution and knowledge systems. For the students, IKS 

is a compliment and not competition to their Western counterparts, both are valid and must 

be taught with equal prominence.  

 

vii)  The absence of collaborative research  

As part of the internationalisation of education, students noted the absence of collaborative 

research with other institutions. If collaborative research was evident, it was ‘owned’ by 

international funders who dictated to the institutions what must be researched, when and how. 

In some cases, the students noted, such collaborative researches came with preconceived 

outcomes which just needed local validation and endorsement. Thus, is a form of research 
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tokenism where local researchers are turned into informers in the employment of western 

capital and its local collaborators. 

 

viii) The North as the centre of knowledge 

One aspect which was strongly put across was that there was a need to challenge the 

presentation of Euro-North American epistemologies as only forms and sources of 

knowledge and knowing. As part of internationalisation, the demand was a deconstruction 

and de-Europeanisation of the curriculum.  

 

ix) The politics of the University 

The issue of institutional politics was discussed under the theme of bias. Students expressed 

the view that there were so many biases within the University, not only in terms of 

internationalisation of education and the curriculum but also in terms of how to 

internationalise. Labour unions and student movements were identified as the main culprits 

in perpetuating biases at the University. Students felt that when it comes to language issues 

certain local languages, especially Afrikaans were preferred ahead of the other nine local 

languages. This case will not be explored beyond this point, suffice to state that the role of 

language in the internationalisation of the curriculum and education deserves to be probed 

further and is here flagged as an area for possible further study.  

 

5.5.2 VIEWS FROM THE LECTURERS 

The views of the lecturers were organised into the following categories, some of which did 

not necessarily match those of the students. 

(i) Course context,  

(ii) Discretionary concerns,  

(iii) Bias,  

(iv)      Unidentified goals, aims, and outcomes,  

(v) Programme execution, and  

(vi)   Teaching expertise and turnover. 

 

(i) Course context 

The overarching finding here was that UNISA needs to reimagine its epistemology and also 

the delivery mode. Lecturers expressed the view that the course content across the Colleges, 

schools and departments was heavily internationalised, meaning Euro-North American 
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centric, with little local relevance and applicability. The worry among the lecturers was that 

the syllabi were heavily westernised and misaligned with local lived realities of South 

Africans. Similarly, in terms of Africanisation of the curriculum, lecturers noted that 

Africanisation was implemented haphazardly, with no centralised conceptualisation of both 

what Africanisation is/is not, and how it will be implemented. Individual lecturers took the 

liberty of revising their respective modules, in the process, infusing elements of decoloniality, 

Africanisation and in some cases African Renaissance. The lecturers recommended that there 

be a University office that coordinates the three aspects of Internationalisation, Africanisation 

and Decoloniality. 

 

(ii) Discretionary concerns 

The lecturers also highlighted discretionary concerns. These are concerns that were specific 

to their disciplines and subject areas. Overall, they expressed that most of their modules were 

heavily influenced by Western literature, philosophy and thought processes. According to 

them, African epistemologies must be prioritised and taught side-by-side with their Western 

counterparts. 

 

The other aspect of the discretionary concern was that there was too much discretion given 

to lecturers as to how much content to infuse into their lectures. All programmes and modules 

are based on what is referred to as the module form. It is the view of the lecturers that the 

module form was too wide and gave too much discretion to the lecturers hence the current 

situation where most of their courses are heavily westernized. Internationalisation was 

preferred to Westernisation.  

 

(iii)Bias 

Bias was also raised by students, both undergraduate and postgraduate and lecturers. They 

reported that there was bias in the allocation of scholarships and bursaries. The allocation of 

financial resources to fund education in South Africa is a much-contested terrain. 

Understandably, many of the recipients for bursaries and scholarships be local citizens, 

preferably those from previously marginalised populations. The lecturers did not find a 

problem with this policy position as it advocates for redistributive justice. What they had 

issues with was the haphazard way the policy was implemented. 
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According to the lecturers, deserving students according to the criteria were not funded. Also, 

the quota reserved for qualifying local students was also contested with some of the recipients 

not fitting their criteria. The implementers of the bursary and scholarship schemes are the 

National Department of Higher Education and Training (DHET) through a division known 

as the National Student Financial Aid Scheme (NSFAS South Africa). NSFAS is an 

organisation which has been in the news for wrong reasons, namely the mismanagement of 

student grants and scholarships. Lecturers recommended that the administration of 

scholarships and grants be decentralized to the University and be implemented using a 

national template with the national office performing only the coordination and oversight 

roles. 

 

(iv) Unidentified goals, aims, and outcomes 

The university generally needs to be responsive to prevailing societal needs. This was not 

certainly the case at UNISA according to the lecturers interviewed. Lecturers felt that they 

were made to pursue goals which do not align with societal needs. Together with the 

politicisation and unionisation of the University, the notion of unidentified goals as the white 

elephant in the University was flagged by lecturers. They noted that there were directives 

from the university management which were not backed by institutional goals, aims or agreed 

upon performance outcomes. This confused both the lecturers and the students because it 

tends to render agreed-upon performance standards and targets redundancies in the pursuance 

of undocumented and unspecified goals which are meant to serve University politics.  

(v) Programme execution 

The University also has to promote an institutional culture of critical reflection and 

summative evaluation of programmes and projects. Without agreed-upon criteria for 

evaluation, the internationalisation of education and the curriculum would be very difficult 

to evaluate the programmes.  

 

(vi) Teaching expertise and staff turnover 

The main view was that the University has to renew its pedagogical practices. The lecturers’ 

spoke about the institution being mainly Western-oriented in its curriculum. The view was 

that UNISA is an ODeL institution in the service of humanity, therefore UNISA has created 

an institution distinguishable by its flagship, which must then endeavour to uphold and teach 

relevant content. This would reduce frustration among staff and will lead to a reduction in 

staff turnover. It also has to be able to unearth unstated but intended goals of the University. 
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UNISA curriculum must not be a place of disqualification. The country (South Africa) has 

just emerged from apartheid, how is it possible then that it associates itself with neo-liberal 

ideologies in its reform policies despite its Mission and Value statements. 

 

5.5.3 VIEWS FROM SENIOR MANAGEMENT 

  

(i) Transformational holism 

Unlike the lecturers and the students, UNISA management was more concerned with the 

notion of the University transformation agenda which they placed as a prerequisite for 

internationalisation of higher education. For them, internationalisation before the 

transformation was not feasible as UNISA has to internationalise from a transformed 

position. They defined transformation as a holistic change in the content, the delivery 

methods and the overall University ethos away from apartheid, and more towards servicing 

the formerly disadvantaged populations. Employment equity, affirmative action and 

Africanisation were identified as some of the policies which must be implemented for UNISA 

to be fully transformed. Once transformed, then internationalisation can occur. What was not 

clear was what would happen if transformation takes longer than anticipated and 

internationalisation becomes inevitable due to among others, the availability of new 

technologies which ODeL community ought to embrace.   

 

(ii) Strategic focus 

The issue of change in policy was identified by the managers as a great threat to 

internationalisation. University Vice Chancellors in South Africa are changed when their 

terms of office expire. This is the norm elsewhere, however, at UNISA, the challenge is that 

the Vice-Chancellors normally have divergent views on key issues such as 

internationalisation.  Different Vice-Chancellors come with their strategic views which 

normally differs with those of their predecessors. This does not only create a policy 

disjuncture but also disorients staff and other stakeholders. A key example of this policy and 

strategic disjuncture is the now-shelved Draft Paper on internationalisation. Under the 

previous dispensation, there were movements towards the full implementation of the 

recommendations of the draft paper. However, when the current VC took over, there was a 

radical shift from the draft paper towards University transformation. Managers felt that this 

shift from the draft paper towards internationalisation was a front for undoing the track record 



154 

 

of the previous VC. All these innuendos point to the centrality of politics in the University 

management.  

 

(iii)The ineffective Change Management Unit 

One of the issues which were raised by management was the Change Management office 

which they viewed as ineffective and only created to appease those clamouring to change. 

Students did not view the ineffectiveness of the unit as a contributor to internationalisation 

instead referring to the lack of finance as the greatest challenge to internationalisation as the 

University needed money to implement the various stages of internationalisation starting with 

benchmarking. UNISA created the Change Management office which is in the office of the 

Vice-Chancellor.  The Change Management Unit is inadequately staffed which reduces its 

effectiveness. Since its creation five years ago, the unit had three staff members.   

 

5.5.4 INHIBITORS 

 

This section of the findings discusses what three classes of respondents (students, lecturers 

and University management) viewed as the inhibitors of internationalisation of education and 

the curriculum.  

 

(i) Resistance to internationalisation 

University management, lecturers and students ranked the resistance to internationalisation 

across these three constituencies very high. It was noted especially by students that without 

the support from stakeholders such as University managers, student movements and 

organised labour, internationalisation of education will continue to be resisted by 

conservative elements of the University. The various reasons for resisting internationalisation 

were not probed as it was deemed that they were not part of the objectives of the study. 

Suffice to mention that the general undertone was that internationalisation of education and 

the curriculum threatened what is termed curriculum sovereignty. This phenomenon is 

defined as the ability to teach what you want when you want without international standards 

to distress about. Of course, this is a misplaced concern because as of now education is highly 

regulated locally, regionally and internationally. There are regulatory frameworks in South 

Africa from the Southern Africa Development Community (SADC), the African Union (AU), 

also at the United Nations (UN). Therefore, this is a misplaced concern as the 

internationalisation of the curriculum will not lead to the loss of academic sovereignty to 

South Africa or any other country. 
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(ii) Infrastructural issues 

In terms of Africa, there are inevitably infrastructural challenges and incapacities, hence 

lecturers and University management were flagging this as a key inhibitor to 

internationalisation. The South African educational infrastructure, while it is advanced 

relative to other African countries, it still needs to be improved so that it is at par with other 

economically developed countries. Of key concern was the problem of internet connectivity 

without which the open distance e-learning can never take place. Stated differently, if Africa 

does not invest in its satellite, connectivity and related services, it would remain unaffordable, 

thereby rendering efforts at internationalisation of both their curriculum and education very 

difficult to attain. 

 

(iii)Unimplemented polices 

Besides the White Paper on internationalisation, there are many policies, not only on 

internationalisation that were not implemented. The Life-Long Learning policy is one of such 

policies. As a policy, it is meant to make sure that there is access to education to all those 

who wished to learn regardless of their age, education background or any other 

considerations. These are what can be termed orphaned polices in South Africa. It can be 

argued that policies are passed to appease certain stakeholders only to have them at the initial 

stage without implementation.    

 

(iv) Preoccupation with racism 

The preoccupation with universities at addressing racial imbalances was identified as a major 

stumbling block to internationalisation. While addressing historical imbalances is an 

uncontested policy option, the challenge is the overemphasis on addressing racial imbalances 

at the expense of everything else. Addressing historical apartheid imbalances and wrongs 

could be pursued simultaneously with internationalisation as the two are not mutually 

exclusive. 

 

(v) Financial challenges 

South Africa’s economy has not been growing at a sustainable rate. This puts the University’s 

budget on the spot with allocations from the state dwindling annually. The reduction in state 

funding to the University implies what is considered not core business receives even less 

funding. Lack of finances also leads to high staff turnover with the most experienced and 



156 

 

staff who also happens to be the most marketable, leaving for the proverbial greener pastures 

further stalling internationalisation. 

 

These views reflect the social structure, which shows injustices and imbalances. Therefore, 

the students accept at this point that the critical theory referred to in chapter 3.2 of this 

research will most likely no longer exist in its current structures. In other words, teaching, 

knowledge and understanding are culturally bound, ever-changing and ethically saturated. 

This variability is demonstrated by current antagonistic conversations over critical theories, 

teaching, learning and knowledge (Zeleza, 2012). 

 

Critical thinking should also be of significance because individuals are exposed to and seek 

to consider inequality and social processes systematically in this regard. The critical theory 

opens up higher education to tackle issues of self-reliance, the character of knowledge, 

democracy and environmental sustainability dramatically. 

 

5.6 CONCLUSION 

 

This chapter presents the findings of the thematic data analysis guided by Yin (2009). The 

participants of this study were students and teaching staff and management from UNISA. An 

interview guide was used to gather the data. The gathered data were triangulated with 

validated documents from UNISA about the internationalised higher education policies and 

procedures. To address the research question and sub-questions, the researcher categorised 

the findings into four themes namely; elements of an internationalised higher education; 

features of an internationalised curriculum; challenges and constraints in the 

internationalisation of the curriculum; and challenges and constraints to student and learning 

experiences. 

 

For the curriculum and pedagogical challenges, the teaching staff generally regarded the 

internationalised programme as successful, while the students did not. The teaching staff 

generally spoke of being understaffed, the process of curriculum development and how 

internationalisation is integrated into the courses, while the students generally spoke of 

assessments, cross-cultural student groups, and course requirements. Nonetheless, both 

groups of participants perceived that the success of an internationalised higher education 

experience is dependent on the content and context of the course. Not all courses require 

internationalisation, and internationalisation is not considered appropriate for all the courses. 
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Despite the existence of an internationalised programme in UNISA, the participants 

perceived that courses were generally biased towards the dominant view, which was either 

Eurocentric or localised.  
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CHAPTER 6-   DISCUSSION OF FINDINGS 
 
 

6.1 INTRODUCTION 

 

The purpose of this qualitative case study is to research and examine the components, 

dimensions, and/or factors that would contribute to best practices regarding the 

internationalisation of higher education institutions in South Africa. This chapter will present 

the findings organised according to themes generated in the data analysis procedure, to 

address the research question and its sub-questions.  

 

The overarching research question that supports the purpose of the study and acts as a focus 

for the research is as follows;  

 

 

RQ: What components, dimensions, and/or factors would contribute to the 

internationalisation of higher education curriculum and student learning experience in 

South Africa? 

 

The sub-questions supporting the primary research question are as follows; 

i) What constitutes an internationalised curriculum and student learning experience? 

ii) What are the current challenges and constraints in the internationalisation of the 

curriculum and the student learning experience? 

iii) What should be the characteristics of a model for an internationalised curriculum and 

student learning experience in South African universities? 

 

The goal of this qualitative case study research is to examine the components, dimensions, 

and/or factors that would contribute to the best practices of internationalisation in higher 

education institutions in South Africa. In addition, the study seeks to contribute to a better 

understanding of internationalisation in the region to assist in policymaking attitude towards 

internationalisation (Hoogendoorn & Visser, 2015). Furthermore, the desire to prepare 

students to live and work in a globalised world is a multi-dimensional issue and literature on 

higher education institutions should attempt to focus on local context instead of utilising the 

“one-size-fits-all” approach (Hoogendoorn & Visser, 2015). However, current thinking 

demonstrates slow and dawdling progress towards internationalised higher education as well 

as student learning experiences essentially due to little or no senior-level interest or 
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enthusiasm in the concept of internationalisation and weakness in institutional arrangements 

and management (Jowi, 2012). 

 

6.2 SELECTION OF UNISA FOR THIS STUDY 

 

The selection of UNISA for this study was done based on the grounds that it is a leading 

ODeL institution in Africa. In addition, UNISA also lacks a strategy for internationalisation 

of higher education and the curriculum. Given the complexity of the phenomenon, the lack 

of research on the internationalisation of higher education in South African universities is a 

significant research gap. The purpose of this study is to focus on filling this gap by examining 

the components, dimensions, and/or factors that would contribute to best practices 

internationalisation of higher education institutions in South Africa.  

 

According to Knight (2008), internationalisation is a term that means different things to 

different people and while it is encouraging to see the increased use and attention given to it, 

there is a great deal of confusion about what it means. As discussed in prior chapters of the 

thesis, internationalisation of curricula is connected to a myriad of distinct phenomena linked 

to, for example, international activities. The latter include academic mobility of students and 

staff, inter-institutional partnerships, academic programmes and research, delivery of 

education programmes to other countries in the case of UNISA through eLearning, and 

establishment of institutions in those countries and most importantly, integration of an 

international, intercultural or global dimension into the curricula, teaching and learning. Most 

importantly, this is done while embracing a “multitude of activities aimed at providing an 

educational experience within the environment that truly integrates a global perspective” (de 

Wit, 2002: 109). 

 

The findings of this study confirm the research found and reviewed in the literature on the 

internationalisation of higher education as well as curriculum and student learning 

experiences.  

 

This section presents the findings from the thematic analysis according to themes and 

categories in correspondence with the researcher questions. 
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6.3 DISCUSSION OF THEMATIC FINDINGS 

 

The following is the discussion of the key thematic findings as linked to the research 

questions that guided the study. 

 

6.3.1 Elements of an internationalised Higher Education 

 

Study findings indicate that the development in the scale, complexity, and demands for higher 

education internationalisation in late decades is frequently ascribed to the sweeping 

phenomena of globalisation. The findings are also in line with views in the literature that 

internationalisation of higher education is seen both as an outcome and an impetus of 

globalisation. A few researchers look to distinguish between globalisation as a procedure that 

eradicates national limits from internationalisation that perceives and describes them (Scott 

2000; Kreber 2009; Altbach 2007). Literature indicates that most qualifications today are 

drawn between the elements of globalisation and internationalisation as historical processes, 

globalism, and internationalism in ideological activities (Turpin et al., 2002).  

 

To reiterate, according to Knight (2013), the “original goal of internationalisation is helping 

developing country students to complete a degree in another country and then return home to 

contribute to national development, which is fading fast as nations compete in the 21st-

century brain race.” Furthermore, internationalisation is considered as the new method of 

dominion and imperialism because of the enlistment and recruitment of the best brains for 

“mental aptitude” and the infusion of frameworks, approaches, encounters and so forth. 

According to the 2013 IAU Survey Report on the Internationalisation of Higher Education, 

the most obvious danger is a loss of social character and cultural identity. 

 

The findings point to contentions in the meaning and definition of internationalisation 

because of the national, sectoral and institutional levels. The study identifies that different 

terms are utilised conversely with internationalisation, including transnational education, 

borderless training and instruction, and cross-border education.  However, the most concise 

and nuanced definition is that given by Knight (2003; 2004; 2005) as revealed in the 

literature. Knight considers internationalisation to be the "process of integrating an 

international, intercultural or global dimension into the purpose, functions or delivery of post-

secondary education." Equally challenged are the forces that have offered rise to the 

internationalisation of higher education. Attention is differently drawn to the labour 
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requirements of globalising and changing economies and the development of knowledge 

societies; the ascent of new information and communication technologies; and the 

massification of interest for higher education.  

 

The study shows that these powers have offered rise to the unprecedented mobility of 

students, academic staff as well as curriculum and projects, the more noteworthy growth of 

providers, the privatisation and marketisation and foundations of advanced education, and 

the rise of new types of transnational knowledge production. The same driving forces towards 

international are not unique to UNISA as well as the higher education environment in South 

Africa, given the rising student mobility within the region.  

 

Regarding the first theme, it was found that many of the participants in this study shared that 

internationalisation, although encouraged, was typically not required of them and from the 

students in terms of assessment. The participants agreed that the discussions of cultural 

perspectives are depended upon the project that the student would be engaged in and or their 

interests and not assessed overall in the class. However, one participant believed that the 

course such as Physical Science does not require internationalisation, as Physical Science 

affects all of humanity under different conditions and locations. These views collaborate with 

what is in the literature, with Elkin et. al. (2005) who uses the 11-dimension model to 

visualise internationalisation wherein they confirmed that some subjects already have an 

internationalisation angle, although this was done not as part of any internationalisation 

project but general curriculum development.    

 

All participants agreed that the University supported internationalisation. However, the 

curriculum course itself, and not the University leaders, hindered the complete development 

of the internationalisation of the curriculum. Furthermore, the participants agreed that the 

course gave no mention of the parameters of the second theme. Rather, course contents are 

arranged according to “public sector of South Africa.” One participant stated that, although 

they were not aware of intercultural or international goals, aims and outcomes at the 

university, they might still exist. Finally, the third theme regarding lack of knowledge 

amongst the teaching staff was proven to be true. The participants agreed that the 

internationalisation of knowledge amongst the teaching staff was limited. Furthermore, many 

students were not even aware that internationalisation programmes even existed at the 

University.  
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The study also reveals that although staff and lectures are expected to have a grasp on 

international understanding regarding the profession and discipline, there is no effort of 

educating staff for that programme. It is up to the educators themselves to develop the taught 

curriculum. Most of the required courses do not specifically require an internationalised 

approach to the curriculum itself, therefore, is not included. For example, the curriculum of 

Physical Science is prescribed as a contextual curriculum where the educators give their 

contexts. According to one participant, this context tends to lean toward a Western 

epistemological framework. Finally, the participant concluded that it does not help the 

students to work in cross-cultural teams and groups regarding Western culture since this 

framework was created from Western Science, nonetheless. 

 

6.3.2 Features of an internationalised curriculum 

 

Regarding this theme, the study observes that the University chairpersons and administrators 

push for internationalised teaching and for students to use a material that is internationally 

based on their research. What is common is that the teachings are interwoven with 

intercultural societal developments to engage students in the interregional/cultural and 

international experience. Another participant noted that the University offers activities and 

programmes that promote internationalisation among students. They also mentioned that 

through seminars, meetings and retreats, students are filled with intercultural interactions and 

engagements. This participant believes that spreading cultural knowledge to the students is 

vital and allows students to expand and broaden their outlook and reasoning. The participant 

noted that exposure to internationalisation also assists the students in their research and global 

context. Another participant agreed that students benefit when they work in groups 

comprising students from various cultural backgrounds.  

 

Consequently, even though internationalisation programmes are encouraged, the 

programmes are often considered optional in many of the courses. The cultural sensitivity is 

not a requirement in student assessments, therefore, is not discussed in class. However, 

internationalisation is “sometimes required”; it all depended upon what the task is. 

Internationalisation is often brought up if the topic involved international companies and how 

businesses operate. Another participant added that unless there was a need to bring up 

intercultural issues, those issues would be left out of the discussion.  

 



163 

 

Finally, students’ guidance in the integrated internationalised material is limited. The study 

observes that it is entirely left up to the student as to how far they want to take the topic of 

internationalisation. The final theme in this category is internationalisation programmes that 

are inappropriate for some courses. Some of the participants felt that internationalised 

requirements sometimes are more course-specific and should be a requirement for study. Not 

all coursework would benefit from having an internationalised theme. As one participant puts 

it, it all depends on what the student is studying as to how far the cultural context should form 

part of their research.  

 

In full support of internationalisation programme, one of the participants stated that the 

students are educated in an intercultural setting with resources that are internationally based. 

They continued by stating that the University itself has also developed an international cross-

cultural group system for which the students are taught. Another participant stated that the 

students are almost 'forced to work with people of other cultures' as they are placed in cross-

cultural groups containing seven to eight people. By only accepting 'group assignments' 

students get to learn to work with one another if they want to succeed. Another participant 

added that it is also vital that course coordinators and staff are trained in international 

curricula to further the internationalisation agenda. Consequently, the internationalisation 

programme itself is made up of scholars and coordinators who are selected based on their 

knowledge and understanding of cultural foundations. 

 

One participant mentioned that global trends in international companies usually open-up an 

opportunity to discuss internationalisation. The student continued by saying that the more the 

student knows about intercultural knowledge and skills, the more they will understand how 

the international business environment operates. The final theme in this last category is 

Identification and implementation of goals, aims, and outcomes. All the participants agreed 

that defining and implementing goals, aims, and outcomes were all critical elements in any 

internationalisation approach. However, the participants all agreed that they had run into 

many challenges while implementing the internationalisation of higher education.  

 

Most issues encountered are due to the student’s lack of awareness on the topic of 

internationalisation itself. Although University administrators encouraged educators to use 

and promote internationalisation curricula, many educators opt instead to use local curricula 

due to issues of implementing the internationalisation of curricula. One of the participants 

noted that the first two themes encouraged education across sub-cultures. However, the last 
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theme promotes a more cultural approach. Furthermore, they added that the coursework itself 

promotes inter-epistemological dialogue from around the world between cultures and sub-

cultures.  

 

Based on the participants input in this research, internationalisation of curricula is important 

for cross-cultural studies, blended globalisation, international businesses studies, and 

research. It would benefit the students and the communities they live in if internationalisation 

of the curricula continued as well and was further implemented in the students’ studies and 

research. Cultural studies that expose students to working with other students from different 

cultures of their own can only be a good thing in a globalisation marketplace dealing with 

both business and education. These findings are the thematic data analysis approach and 

guided by Yin (2009). The developed research sub-questions are categorised according to the 

findings and synthesised into pedagogical challenges and constraints, perceived 

developmental strategies of the current internationalisation, and critical phases of 

internationalisation programmes.  

 

The general problems are that, although researchers have widely examined the movements 

of students towards other major host countries, such as United States, Canada, Australia, and 

the countries in Western Europe (Teferra, 2015; Vale, 2016), there has been a lack of attention 

towards South Africa in the context of examining the aspects of internationalisation of 

curricula. To reiterate, this study is developed to fill the gap that current research has on the 

internationalisation of curricula.  

 

The study is limited to just a single university which is the University of South Africa 

(UNISA) because it is the leading ODeL institution in the continent and therefore enrols more 

international students than any other higher education institution. UNISA is a unique 

institution that would provide some insights into internationalisation more generally. The 

University selected for this study is one of the oldest institutions of higher education in South 

Africa and is a long distant institution catering to the local, regional and international 

community. The knowledge gained from this study could result in preparing other South 

African institutions of higher education in the implementation of internationalisation 

activities, especially those of curricula.  

 

Pronouncing a need and desire to prepare students to live and work in a globalised world is 

a multi-dimensional issue and literature on higher education institutions should attempt to 
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focus on local context instead of utilising the “one-size-fits-all” approach. As a result, with 

no or little senior-level interest or enthusiasm in the concept of internationalisation, a 

weakness in institutional arrangement and management appears (Jowi, 2012). Consequently, 

without the successful implementation of the internationalisation strategy, it is difficult to 

measure what type of programmes would be required (Kuhn & Weidemann, 2015). Again, it 

is vital to do research that is critical to identify the gap that needs attention regarding the 

internationalisation of higher education in South Africa. Furthermore, the absence of a 

national policy for the internationalisation of higher education in South Africa has also added 

to the frustrations on the part of the practitioners and education administrators that drive the 

process within each institution in terms of higher education benchmarks and teaching and 

learning practices (Kuhn, 2010).  

 

As international trade is becoming increasingly globalised, the political map of the world is 

becoming increasingly divided (Yemini & Sagie, 2015). This fluidity, the state of nearly 

constant change, trends, and then counter-trends, has an impact on the movements of students. 

Therefore, policymakers and university administrators must realise the need for 

internationalised curricula in higher education institutions in South Africa. For example, in 

the last few years, UK universities have been admitting students from recently independent 

countries such as the Baltic States, Ukraine, Azerbaijan, and Kazakhstan (Tsuruta, 2013). 

Well into the 1990s, students from these countries would not have been able to study beyond 

the borders of the former Soviet Union. It should be noted here that this trend is very common 

in Africa (Tsuruta, 2013). At present, about 5 million students study outside of their home 

nations, a number that the latest study recommends that will increase to over 10 million by 

2025 (Altbach, 2014). With this knowledge at hand, it is more vital to implement 

internationalisation of curricula in South African universities and to provide educators and 

administrators with internationalisation skills and knowledge.   

 

Internationalisation is becoming an important dimension in higher education. The policy 

needs to be developed at the institutional and the national level and needs to be related to the 

challenges of globalisation, which increasingly affect the higher education sector (Takagi, 

2013). There is evidence of universities around the world aspiring to become globally 

recognised and be ranked as “top global universities”, partly due to the intense 

competitiveness in the higher education sector across the globe. It should be noted that 
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internationalisation is an on-going process and if successful, it could lead to the achievement 

of international business goals and administrative potentials.  

 

Currently, internationalisation is one of the major forces shaping Africa’s higher education 

sector in the 21st century (Jowi, 2012), and whose impacts include several opportunities for 

African universities and societies and some potential risks. Furthermore, while 

internationalisation in Africa may be as old as the continent’s higher education system, its 

new manifestations and impacts are unprecedented (King, 2014). 

 

Overall, institutionalised curriculum thinking as a foundation for emerging 

internationalisation is lacking. The tangible thinking considered is confined to organisational 

and administrative aspects, and judgements relating to content and learning outcomes inclined 

to be articulated in unrealistic and general terms, rather than developed into illustrative and 

useful provisions reinforced by curriculum theory. 

 

6.3.3 Challenges and constraints to the internationalisation of the curriculum  

 

The study explores current thinking about international curriculum and most of it depicts 

endeavours to initiate internationalisation of the curriculum and the improvement of 

adaptable learning materials that encourage it. In doing such, it becomes easy for direction to 

be given to HEIs as they participate in curriculum internationalisation.  

 

In addition to the literature review, academic staff are mostly positive although subject 

leaders are unwilling to dedicate their time in supporting curriculum initiatives. Even though 

the study may have needed objective attitudinal data from different academic staff, the 

study’s impression is that their perspectives are for the most part unbiased or positive, 

however not firmly held. There are several things in their minds, specifically, the need to 

produce more published research. In the meantime, UNISA has some scanty evidence of 

internationalisation but largely linked to student enrolment. For instance, an emerging 

number of students, take an interest in university-funded projects abroad and programmes to 

support short-term international staff exchanges. Although international possibilities of this 

nature are generally simple, curriculum change, including substantial quantities of staff and 

students, is a difficult procedure and process. It defies similar requirements of those 

presenting a change in an immense, complex organisation and, in this manner, must be 
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precisely arranged and carefully planned, around resources and have the contribution and 

support of the academic staff.  

 

Similar sentiments are echoed by Leask (2014) that, engaging academic staff from the hard-

pure disciplines to move far from attention on 'the science' to an emphasis on the 

comprehensive, individual and academic development of students. Students need to get a grip 

on the ideas of any field of study as it applies to the world regardless of subject and thus, will 

require some comprehension of international issues and have means for making moral 

judgements about their work. Students likewise should have the capacity to work in a 

multicultural domain wherever they are. Internationalisation entails moving towards 

programme teams and groups to investigate the foundations and the requirements of their 

students and to fundamentally and critically evaluate their curricula, in aggregation with staff 

from offshore campuses, at the same time setting up proper staff development, opportunities 

and resources internationally. Therefore, this may provide the essential benefit to urge new 

attitude to internationalisation within these learning communities and networks and 

thoughtfulness regarding the portrayal of international viewpoints, between social capacities 

and accountable citizenship in their curricula. 

 

6.3.4 Challenges and constraints to the student learning experiences 

 

Teaching students with various past learning experiences can be testing, a reality that is 

sometimes overlooked by higher education management teams who are more detached from 

the classroom environment. Staff, both instructing and regulatory, require support and 

preparing to enable them to give good teaching and learning knowledge to students. During 

the shrinking and contracting spending patterns in higher education, support at the start can 

spare time later, and may likewise expand energy and enthusiasm about the higher education 

curriculum internationally.   

 

The findings also agree to a phenomenon articulated by De Vita & Case (2003) that 

internationalisation of higher education and curriculum, in general, is an ‘ethnocentric 

western didacticism’. “…based on the principles of knowledge dissemination and an 

exclusively Western cognitive learning process” (De Vita & Case 2003: 64). This perspective 

is common in the growing trend of transnational programmes, where Western universities 

establish local campuses or build partnerships with locally-based universities in other 

countries, yet use the same processes, curriculum, assessment and pedagogical practices as 
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used in Western universities. In this way, it seeks to preserve traditional values and academic 

standards rather than appealing to the diversity of students, the pedagogical aspects and 

learning experience. 

 

Additionally, the findings also suggest that internationalisation of higher education and 

curriculum is staunched in an “exclusively commercial agenda” which, is rather embedded 

more on international perspectives within curriculum and pedagogy resulting in, “the 

legitimisation of a discourse that treats education as a marketable commodity” (De Vita & 

Case 2003: 162).  Yet, it appears unavoidable that if education is to be perceived as a 

commodity, the quality of the service provided will become a crucial factor in the student 

experience. For instance, it is contended in the findings that unaccustomed ‘Western-centric’ 

curriculum content and teaching approaches can constrain overseas students’ propensity to 

engross in lessons, possibly obstructing their ability to achieve success and gain the 

‘maximum return on their investment’. Hence, to fully meet the needs of the customer i.e. 

the increasingly diverse student population, a review and adaptation of institutional 

processes, formal and informal curricula and pedagogic practices would need to be 

conducted. 

 

6.4 CONCLUSION 

 

Internationalisation offers opportunities in the form of cross-border education, students and 

staff mobility, institutional partnerships, and collaboration, amongst other things. Such 

rationales for internationalisation are continuously evolving and vary from region-to-region 

and institution-to-institution. The view that students become more internationalised 

especially in South African universities and consider South Africa as the hub for higher 

education, not only in Southern Africa but also in the continent, due to several factors is good 

news.  

 

By filling the gap in current research regarding the internationalisation of curriculum and 

student learning experiences in South African universities, hopefully, more institutions will 

implement internationalisation of curricula concepts within their institutions. An 

internationalised higher education experience demands a move from a teacher-centred 

learning environment, in which the traditional lecture and discussion style of teaching 

dominate to a more inclusive, student-centred, interactive, and experiential learning 

environment (Khan, Hassan, and Atkins, 2014). This move is vital in the internationalisation 
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of curricula of South African universities. This study reveals willingness amongst educators 

in implementing internationalisation further in South African universities. 
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CHAPTER 7-   CONCLUSION AND RECOMMENDATIONS 

 

7.1 INTRODUCTION 

 

This chapter presents the conclusion and recommendations based on the findings and uses 

the analysis of Chapter 6 to relate to the literature review, theory and conceptual framework. 

The chapter also responds to the research questions and ultimately to the conclusions and 

recommendations. It also presents the major conclusions from the literature review as well as 

the empirical evidence is shared relating to the key themes of the thesis. 

 

7.2 CONCLUSIONS AND STUDY IMPLICATIONS 

 

This section will offer the concluding remarks and some implications regarding the findings. 

 

7.2.1 Internationalisation of Higher Education 

 

The study reveals fewer contentions on the signs and manifestations of internationalisation. 

Most evident is the exponential growth in cross-border student mobility as students look for 

prospects inaccessible at home, pursue the stature of overseas qualifications, and gain 

competitive employment advantage in the increasingly globalising knowledge economies.  

The findings within the literature show that international students have become a critical 

source of income as the financing of higher education shifts from state grants to cost-sharing 

and other private income streams (Sanyal & Martin, 2008). Revealed also in the study is that 

the providers of transnational education and the scope of exercises are more different from 

any other time in recent memory. The activities in internationalisation abroad and at home 

and the conveyance techniques currently incorporate e-learning from a hybrid course to fully 

online courses. UNISA as a global institute is not indeed unique to the trend, and it comes 

across with surprise that it has no fully developed internationalisation strategy, let alone the 

curriculum. 

 

Pointing to the crucial aspect that complex nature of world economics today and the rapidly 

changing elements of internationalisation are currently such that it is difficult for the single 

nation not to mention developing countries but even in the most developed countries to 

maintain control (van der Wende, 2007). This makes intra-and inter-regional and cooperation 

straightforward particularly for colleges and countries in the global South. Verifiably, 
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national and transnational educational frameworks have been solidly fastened to the uneven 

global division of labour in which the developed nations have commanded and dominated 

the provision of models, administrations services and knowledge. Therefore, students, 

academic personnel, institutional practices, scholarly ideal models, and ideological impacts 

have tended to spill out of the North toward the South. 

 

It is also agreeable from the findings that internationalisation opens new opportunities for 

many students as it serves to reinforce and reproduce globally acceptable students. However, 

institutions provoke intense pressures for institutional competition and collaboration, 

convergence and fragmentation, and homogenisation within and across national higher 

education systems. The literature shows that cross-border education (Internationalisation 

abroad) also advances questions about quality control, the development and enforcement of 

quality assurance mechanisms, and transferability and recognition of qualifications. UNISA 

as a large ODeL institution has not been immune to this as it has several corroborations at 

different international platforms and levels as well as extensive staff-student exchange 

programmes across the globe. 

 

7.2.2 Internationalised curriculum 

 

The findings show that the attention is put on the different measurements and dimensions of 

internationalisation of the curriculum reflected how the HEIs, advocates how individual 

academics and policymakers conceptualise internationalisation. Within the literature, there 

are numerous cases of integrating a worldwide or intercultural measurement into the contents 

of the study, from opportunities for outward mobility to the inclusion of international 

modules within programmes. For the non-versatile majority, internationalisation at home 

often includes virtual mobility and different methodologies to bring home and universal 

students together, inside and outside of the classroom. Again, internationalisation of the 

curriculum centres on inputs as opposed to results, when the institutional intention in 

internationalisation is to entice students to programmes (Leask, 2014). 

 

The findings also indicate that IoC offers prospects to a more radical audit of current higher 

education curriculum arrangements. More sweeping curriculum reform and inventive 

instructive methodologies might be required to encourage the qualities, abilities and aspects 

connected to worldwide citizenship. It was also found out that culturally and socially, 

responsive teaching guarantees that residential and universal students have chances to 
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associate with each other, to build up an awareness of other's expectations towards 

themselves as well as other people, and to build up the self-adequacy and strength they need 

to live and work in various social conditions (Clifford, 2013). This includes thoughts of 

whether modules or projects could be more coordinated, upgraded and shaped concerning the 

unique circumstances, qualities and understandings underpinning the content of the 

educational programme; the procedures of teaching and learning; how host nations welcome 

students to draw in with learning, and how they review the learning and other related 

experiences.  

 

It is further revealed that internationalisation of the educational programmes provides 

challenges and opportunities to the staff and students. Opportunities for transformational 

intercultural commitment with societies in South Africa are distinguished to be unlimited, 

yet the difficulties are diverse and complex. For the problems to be addressed, deliberately 

and strategically, pre-arranged professional development and student services and staff are 

required. Administration services providers need to assess the requirements of students and 

staff from diverse backgrounds working in various contexts and address the complexities 

related with moving into a 'third place' – a gathering place between cultures, a position of test 

and opportunity.  

 

It is clear therefore that the internationalisation of higher education curriculum cannot be 

generic but a platform for change and potentially act as a stimulus for transformative learning 

of staff and students to create more culturally and ethically aware global students living and 

working in an increasingly globalised world. 

 

7.2.3 Challenges to the internationalisation of the curriculum  

 

The findings indicate several challenges of internationalisation in the curriculum. Despite the 

difficulties posed by globalisation, the significance of international aptitudes, knowledge and 

information is broadly acknowledged. A guarantee to international issues, for example, 

human rights and environmental protection, the ability to understand, speak with individuals 

of various backgrounds, and the capacity to feel at home all over, are traits that will help the 

present age of higher education students as they advance on the global scene. Subsequently, 

it is observed that HEIs need to be relevant and amend their aims and objectives to consolidate 

universal abilities and information as core graduate attributes. Consequently, little work has 

been done to translate this new necessity into educational curriculum and instructing practice. 
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7.2.4 Student learning experience 

 

Regarding student’s learning experiences, it is found that to some extent, the internationalised 

educational programmes are concerned with student’s prerogative to value opportunities to 

work with staff and students from diverse backgrounds, dealing with distinctive world 

perspectives, experiences and learning. From students’ points of view, there is little proof of 

unequivocal appraisal of culturally diverse abilities and especially in incidences where 

students never see each other; worldwide viewpoints in the educational programmes stay 

discretionary. Culturally diverse capacity is viewed as a fundamental graduate property, 

which conceivably advances graduate employability, and students appear to be positively 

inclined to notions of global citizenship. Yet again, it is striking that a high extent of students 

associated with this study feel that there is practically no improvement in their abilities. In 

addition, they are undecided about how their learning background identified with either 

employability in the global work markets and socially differing working environments as 

well as to the advancement of emotional aptitudes in more extensive culturally diverse 

settings. 

 

7.3 THEORETICAL PERSPECTIVE. 

 

The central and focal component of critical theory is impervious to ‘equal and ethical higher 

education partnerships’ and is not something that theory and literature find very common, 

especially to discover approaches to accomplish in own particular work with staff in the HEIs. 

Although this was an objective that the theory recommends and in practice, the ‘equal’ part 

was very difficult indeed. 

 

The study concurs with critical theorists that staff had to reconstruct the subject through 

reimagining and reworking education to become receptive by constructing transformative 

policies, pedagogies and politics that enable intergenerational engagements with changing 

global/national imperatives (Singh et al., 2005:114). In this way, the curriculum was 

positioned around transformative activities through transformative education that enables 

public and private institutions, as well as citizens, to engage in a whole-of-society 

transformation, in continuity with values of community wellbeing enacted through 

global/national cultural flows of risks, power, knowledge, capital, people, technology, and 

information. In the process, the subject is freed from the power that subdued and subjected 

the prevailing power relations fuelled by the globalisation of higher education.  
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Such theory is crafted by reconsidering that internationalisation should start with a field like 

International Education, and this work includes both reflexivities about one’s social practices 

and those of HEIs. These should include schools and colleges in connection to the developing 

call for international exchange on the most proficient method to make training equal and 

moral. May & Sleeter (2010) observes that such requires "alternative cosmopolitanism" that 

is "mindful, critical of its positioning, a potential contract with global free enterprise", and 

approaches HEIs to assume a key part in growing such sensibilities, "Advanced education 

has a critical part to play in this regard. Colleges need to benefit from universal education in 

ways that are not only business but they also have a significant obligation to start and manage 

this discussion”. Basic discussions are starting to occur at colleges around the globe and in 

publications, and the test for basic researchers is to participate in these interactions and make 

a stride further to drive action. 

 

This is found to be fundamental if HEIs do not want to lose the focus on agents who embody 

educational practice and help constitute institutional policy (whilst being constrained and 

enabled by it). Whilst various other critical theoretical approaches to understanding the 

dynamics and practices of internationalisation and globalisation in higher education 

institutions have been developed. Leask’s (2010) concept remains a useful first step in 

theorising the complexities of local-global interactions within and between higher education 

institutions. However, the contention is that the existing studies privilege institutional level 

policy (structure) or an analysis of institutional actors (as representatives of agencies), and 

does not pay adequate attention to regular (mid-level and micro-level) on-screen characters 

who encapsulate and enculturate these new instructive inclinations or procedures in their 

everyday scholarly and administration work, subsequently empowering another institutional 

culture. 

 

7.3.1 Implication for the critical theory 

 

It can be concluded that the complex curriculum internationalisation models suggest that 

students should have a strong and thoughtful understanding of their awareness of intercultural 

and global perspectives. Critical theory addresses curriculum taxonomy (aspects of teaching 

and learning) which includes elements of good practice and appraisal techniques ranging 

from basic and essential technique "stop reinforcing cultural assumptions" to methodologies 

such as "problem-resolution in foreign and intercultural contexts," as pointed out by Jones 

and Brown (2007). 
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The project of education democracy as Jones and Brown (2007) is focused on realistic power 

operations (within and outside the lecture theatre) and on a painful yet inspiring knowledge 

process. This process involves a vital demystifying moment in which hierarchical structures 

are unmasked and political participation is required. This unusual mixture of social theory, 

moral indignation and political practice constitutes a kind of pedagogical discourse politics 

in which historical objects constitute active subjects of history ready to have a profound 

impact on the quality of life that they live individually and collectively. Jones and Brown 

(2007) explain the dynamics that make history in the way ordinary people think, feel, behave 

and love. 

 

For example, the usage of technology as the medium of communication, teaching and 

learning in an ODeL setting is difficult. HEIs are constantly assessing whether to utilise the 

methods that enable stakeholders that better grasp how all modes and social engagement 

interactions with higher education technologies, for instance, impact people's knowledge, 

decisions and freedoms and their societies. 

 

The basic philosophy above all increases consciousness of social engagement through 

educational developments and innovations. Halting this crucial dimension and coping equally 

with a disinterested and sometimes dismissive academic who says: "Why would we study 

this stuff anyway?" This is the same essential issue this critical theory elements sometimes 

find that universities have honest discussions with a student because that may be the best way 

to have a meaningful and appropriate education in every sense. 

 

From the beginning, the researcher understands that it is sometimes challenging to 

comprehend the vocabulary of critical thinking because it is presented with excessively laded 

words, abstract and jargon. Critical educational theories can, however, based on the 

information as well as the extrapolated literature on internationalising higher education, 

curricula and student learning experiences, remedy these types of problems with conventional 

positions towards ODeL. Summarised, are the key points of this study about the concepts of 

critical theory; 

 

• International education and instruction can use theoretical tools implemented by 

critical theorists, given they are driven by standards of non-coercive, inclusive social 

interaction. For example, action research in pedagogical technology can move into 
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HEIs where the primary task of students and teachers is to report/work related to 

research. 

• Education should be actively engaged more in research on a large number of 

fundamental issues that are essentially unreasonably overlooked, which are 

fundamental, moral and provocative. These questions are aspects of teaching and 

education philosophies and epistemologies in general. Additional issues include 

social relations, feminism, popular culture, and critical relations between 

technological, linguistic, viewpoint, race, capitalism, politics, ethical and ecological 

education. The capacity for fostering the financial, economic, ecological and political 

obligations and interests of students relevant to their social and educational position, 

in general, is immense. 

• Education professionals must be more critical of pedagogies through the promotion 

of opportunities to engage students in meaningful education, regardless of their 

background. Such thoughts of critical pedagogies as McLaren's (1994) mentioned 

should be guided by:  

…knowledge is relevant only when it begins with the experiences that students 

bring with them from the surrounding culture; it is critical only when these 

experiences are shown to sometimes be problematic (i.e., racist, sexist); and 

it is transformative only when students begin to use the knowledge to help 

empower others, including individuals in the surrounding community (p. 197). 

 
 

7.4 IMPLICATIONS FOR POLICY AND PRACTICE 

 

Internationalisation of higher education curriculum has significant ramification to a policy of 

which many institutions are enshrined. The study underscores the instructional perimeter of 

teachers, as the communication between teachers, students and instructive materials. 

Certainly, educational policies and frameworks have not focused on each of the three 

components (teachers, students and instructive materials) effectively. The study demonstrates 

that most policies, if they exist, do not advise teachers or staff on how to translate standards 

or assessment into instruction, regularly prompting shallow, elementary and superficial 

enactment of the envisioned policy (McGill-Franzen, 2000). Fullan (1991) depicts an 

“implementation plunge”, that is, a dunk or a lessening in performance when another activity, 

requiring new learning, knowledge, abilities, and skills gets set up. As it is, UNISA must be 

more mindful of how schools, directors and teachers translate and execute new 
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internationalised curriculum policy. UNISA’s policy on internationalised curriculum is only 

one of the numerous factors that influence teaching and learning; teacher knowledge and 

basic leadership and besides situational content and setting is encrusted inside the execution 

of internationalised curriculum policy (McGill-Franzen 2000: 20) and these included the 

following; 

• Afford consistent and all-inclusive assistance to international students, intended to 

encourage students' social and academic achievement and concentrating especially on 

the progress forms and transition processes.  

• Advance exclusive reflection on the reasons for hosting international global students, 

perceiving that systems can extend from the wide instructive estimation of a 

cosmopolitan campus to academic targets related to the internationalisation of 

projects or academic programmes.  

• Mark joint or double degree programmes in regions of institutional quality, strength 

empowering the students’ mobility process to help bigger institutional strategies for 

academic brilliance. 

• Nurture associations amongst residential and international students and regard the 

contributions of global students.  

• Support staff in getting the educational rewards of having international students on 

grounds.  

• Reinforce quality assurance mechanisms for international students and gearing them 

to their desires when important. 

 

7.5 IMPLICATIONS FOR INSTITUTIONAL LEADERS AND ADMINISTRATORS 

 

The study implication to management regarding the internationalised curriculum 

incorporates practical proposals for intercultural teaching method to draw in with educational 

mobility. Section 2 of this thesis undertook the task of enquiring on the most recent expansion 

from UNISA which is largely considered to be a pioneer in the field of internationalisation 

on the educational programmes (Leask, 2015). This challenges the current observation, 

recommending that, rather than international students, our attention ought to be on subject 

discipline and ways which underpin all students to develop graduate capabilities, global 

citizenship and intercultural competence (Leask, 2015).  
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The findings share an assessment that proposes a course of action for an inquiry into the 

internationalisation of the educational programmes and recommends that HEIs should build 

up a more worldwide, comprehensive, and inclusive learning experience and knowledge that 

reacts to the requirements and desires of students. The other policy implication is that 

internationalisation opens numerous conceivable outcomes for HEIs and, if managed well, 

can yield scope of advantages for the organisation and its more extensive network, including, 

its students and workforce. A policy challenge is that HEIs confronted numerous difficulties 

concerning overseeing and administration of the internationalisation of both education and 

curriculum. It implies that a cost-benefit analysis of sort must be undertaken which will then 

inform how best to implement internationalisation.   

 

At the policy level, institutional leaders and administrators in HEIs need to manage 

internationalisation more effectively across four main areas (Leask, 2015), if they are to be 

effective and efficient in internationalisation. These four main areas are; 

 

(i) Understanding the environment 

• Recognise the objectives of governments (and related actors) for internationalisation, 

both in the home country and in other countries of interest to the institution. 

• Recognise which elements of government policies and regulatory environments – in 

both the home country and in other countries of interest to the institution – would 

impinge on internationalisation (and in what ways). 

• Reflect fully on the cultural context in both the home country and other countries of 

interest to identify the likely challenges that would be experienced. 

• Scrutinise other factors affecting the environment for internationalisation. 

 

(ii) Developing a strategic approach 

• Clarify the institution’s objectives for internationalisation and articulate how 

internationalisation is expected to enhance the institution’s main mission(s). 

• Select the most appropriate modes and forms of internationalisation for the institution, 

considering both the institution’s missions and objectives and the environment 

affecting internationalisation. 

• Involve key stakeholders actively in developing the internationalisation approach to 

gain valuable insights about the best approach and to strengthen engagement in, and 

support for the chosen approach. 
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• Advance a sustainable business model to support internationalisation. 

• Establish the partnerships and join the international networks that will be most 

relevant and effective in achieving the institution’s objectives for internationalisation. 

• Verify that the institution has the full set of capacities required to support the 

internationalisation strategy and take steps to fill gaps identified or adjust the strategy 

considering capacity constraints. 

• Incorporate monitoring and evaluation processes into the strategic plan. 

 

(iii) Optimising implementation 

• Learn from the experience of other institutions in implementing different 

internationalisation approaches. 

• Ensure that broader institution and department policies are well aligned with 

internationalisation objectives. 

• Communicate effectively the rationale for internationalisation to all stakeholders 

within and outside the university. 

• Establish an international office to provide support services to both students and 

faculties and promote the integration of international students into all the institution’s 

academic and social activities. 

• Build internationalisation considerations into all aspects of teaching and learning 

across the institution and support faculties in adapting to new challenges resulting 

from internationalisation. 

• Use internationalisation to stimulate a deeper reflection about the course content and 

effective pedagogy to promote better learning outcomes for all students. 

 

(iv)  Monitoring and evaluating 

In each of these areas, there are several measures that institutions can consider enhancing 

their internationalisation experience as set out below. Of course, there is no single process 

for internationalisation and each institution needs to choose its own best way forward. It is 

important to build monitoring and evaluation processes into the strategic plan for 

internationalisation to assess whether the approach is achieving its objectives and delivering 

the benefits expected of it. 

• Develop statistical indicators and surveys to support effective monitoring of 

internationalisation. 
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• Incorporate internationalisation objectives into the institution’s broader quality assurance 

processes for teaching and learning, care and student satisfaction. 

 

(v) Enabling the internationalised curriculum 

It is argued that internationalisation of educational programmes cannot occur in a mono-

social classroom which exists in the separation of the extensive world and where the student 

body, staff, educational programmes content, and supporting materials all mirror a solitary 

overwhelming society. As a result, 'enablers' should be available to provide the basic material 

and potential wealth of social experience, which can be deliberately mixed into instructing, 

learning and evaluation practices to give a worldwide/intercultural measurement.  

 

The illustration in Figure 7.1 summarises the key approaches towards the 

internationalised curriculum. 

 

 

An institutional approach to enabling the internationalised curriculum 
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7.6. CONTRIBUTION TO ACADEMIC AND PEDAGOGICAL KNOWLEDGE 

 

Curriculum internationalisation and experience of students in higher education require some 

change in higher education initiatives. Positive pedagogy provides several essential counter-

logics for positivist, historical and depoliticized research from both liberal and conservative 

school commentators-an argument that is all too clearly evident in preparation programs in 

our educational institutions. In general, the critical theorists have developed work based on 

the political economy of learning, the state and teaching, the interpretation of texts and the 

creation of subjectivity of students in our understanding of school process. To co-ordinate 

efficiently larger university and institutional divisions, their objectives must be identified to 

represent the unique priorities and characteristics of each entity. 

 

Teaching and learning can be a method of study, evaluation, creating a collective imagination 

that operates in a language of hope. Whether the instruction is cast as a. 'a language of 

opportunities' also has the capacity to make learning important, meaningful and transforming. 

Knowledge is only meaningful because it starts from the interaction students carry from the 

world; it is only useful if these interactions are often difficult to resolve (i.e. racial or sexist); 

and it is only transformative because students start using the information to motivate others 

like people in the setting. 

 

It is necessary to create forums for numerous disciplinary and interdisciplinary value-based 

discussions to promote inclusive institutional culture in promoting internationalisation. 

Therefore, the effective internationalisation of higher education strategies calls for think 

tanks, forums for career advancement, listening sessions and services that encourage and 

draw on other viewpoints and perspectives. Administrative agencies relating to community 

life and academia are, to list just a handful, areas where global learning can be facilitated, in 

addition to educational programs, multinational organisations, scholars, integration 

committees, administrative testing departments, curriculum and learning centres. 

 

7.7 CONTRIBUTION TO TEACHING, LEARNING AND RESEARCH 

COMMUNITY 

 

It can be argued that teaching from a critical multicultural point of view implies investigating 

the social framework from a basic and social equity stance. This implies giving pre-service 
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instructors a chance to scrutinise their social and philosophical points of view and characters 

so they may build up the nature of mind important to work with and strengthen the scholarly 

objectives of students from various racial, social, financial, gender, and dialect backgrounds. 

Such opportunities are very rare in an ODeL environment. For the educators to be productive 

in the teaching and learning support and online platforms or even classrooms, a careful 

endeavour to understand diversity and multicultural training is fundamental for them to wind 

up better prepared to address and meet challenges of teaching multicultural students. 

 

Furthermore, it is also found out there is a need for educators to familiarise themselves with 

the substance of the student’s learning experiences, such as concepts of the topic, originations 

of the point, illustrative abilities, and epistemological advancement. This is especially 

significant with international students from various disciplines since traditions greatly differ. 

Many staff members interviewed indicated that activities and exercises meant to facilitate the 

implementation of the internationalisation of both the curriculum and the learning process 

ought to be given support so that they can, in turn, empower students. This, in turn, will allow 

students to capture the structure of scholarly and academic discourse, decipher types of forms 

of representation, follow-up on representations of the world, apply criticisms and think about 

the objective activity in learning. 

 

Staff members at UNISA revealed that endeavours were made to handle internationalisation 

as an ethos for advancing international social equity as they grasp the basic instructional 

method. In addition, the purpose of these endeavours was to observe their positionality within 

their learning to set and roll out useful and comprehensive improvements to raise training 

from simply a financial and practical apparatus to a socially transformative lever attempting 

to give fairness of chance to all. All such is hard to contend within and ODeL environment, 

yet the way toward setting out upon such a social change is probably going to present both 

common sense and ideological restrictions. 

 

An asset for drawing in with these difficulties is to give research insights, pragmatic tools, 

knowledge, logical instruments and research and practice systems to help staff and 

institutions, bolster staff and teachers to comprehend and viably execute internationalisation 

within their processes and practice. Such assets may help staff as key partners in educating 

and learning processes, to reflect whether the conditions that we make, work in really 

addressing the requirements of an inexorably different student population. More 
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significantly, it will empower staff to assess the degree to which, as foundations and people, 

are meeting the equality standards by trying to provide learning experiences within which 

every one of members' commitments are valued and acknowledged. 

 

It is also observed that a more globalised way to deal with teaching methods and educational 

programmes was especially stressed by staff who referred to multifaceted commitment and 

systems administration as providing the way to challenge students’ taken for granted and 

restricted desires and limited expectations for higher education. Conversely, the development 

of the internationalisation process and development of methodology are not evident at 

UNISA whose staff cited non-formal reciprocal arrangements for peer observation and 

collaborative research. There is a remaining necessity for inclusion of informal arrangements 

in online delivery to accommodate collegial discussions regarding curriculum and students. 

 

Finally, staff respondents underlined the need to oversee student expectations in cross-

cultural learning environments and plan interventions, which – while recognising contrast – 

move in the direction of building up similarities and empowering students to distinguish the 

shared conviction in personal ODeL or classroom experiences. While perspectives varied in 

regard of the level of intervention required, there is a general assertion that the 

internationalised educational modules should assess students' experiences and earlier 

learning encounters while giving them space to examine and reflect on transitions. 

Developing levels of global students’ enlistment from specific places of the world to specific 

projects is probably going to fuel the issue of students from homogenous grounds. In this 

setting, opportunities for experiential mono-cultural cohorts learning abroad or at home to 

develop cross-cultural skills assume importance. 

 

7.8 CONTRIBUTION TO STUDENTS AND LEARNING COMMUNITY 

 

Students correspondingly recognise that UNISA reflects and encourages an outward, tolerant 

and multicultural environment. Students see internationalisation as a provocative feeling of 

network, intercultural correspondence and comprehension. Diversity is not only visible on 

campuses, but the intercultural atmosphere created prepares students for life and work. 

International students appreciate the inviting and integrative condition that their colleges 

attempt to make. While some students respect the 'singular methodology' in annihilating 

potential disparities. The assumption is that such potential inequalities are eliminated by the 

focus on ‘quality’. 
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Students maintain that the natural outcome of limited demographic mix off and on campuses, 

and the challenge of structural diversity barriers facilitate the free exchange of ideas, different 

worldviews, etc., to counter the stereotyped images so often exposed by the global media. 

Most UNISA practices reinforce this position because international student recruitment is 

expected to change how institutions conceptualises, operationalises and reflects on their 

practices. A key issue for both students and staff is that of the extent of considerable 

collaborations. Both communities anticipate that little synergy common within an ODeL 

environment could have a negative impact of concealing multiple identities, missing the 

cultural and ethnic priorities at the expense of other identities. All staff and students tend to 

view internationalisation as being essentially driven by learning outcomes, with a strong 

focus on graduate employability, although in the context of the global context of citizenship 

and employability it is more important than the local. 

 

The exploration of literature as well as empirical findings indicates the activities that HEIs 

need to explore that could appropriately be recognised as internationalising the student 

learning experience as illustrated below; 
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Figure 0.1: Internationalising the Student Learning Experiences 

 

 

Internationalising the Student Learning Experiences 

 

Whereas there is no singular and one-dimension approach to capture student learning 

experience. The figure above shows that whatever strategies a university may opt for, it is 

still fundamental for academic and management staff to support students understand 

international dimensions of curriculum, especially through sharing practices across the globe 

relevant to the subjects but to compel students to openly share their thoughts and best 

practices. In this chapter, a model in 7.3 relates to Knowledge Management, dispensation and 

across disciplines of learning. Beyond, there is a need to identify possible ways to determine 

and initiate appropriate internationalising processes and to extend on prior innovation. For 

any system to assess whether its intended goals have been achieved, it would be important to 

have a proper monitoring and evaluation framework.  
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7.9 AN ALTERNATIVE MODEL OF INTERNATIONALISATION OF 

CURRICULUM AND STUDENT LEARNING EXPERIENCES 

 

This section is the highlight of the study as it contributes to new scholarship by providing an 

alternative model for the internationalisation of curriculum and student learning experience.  

This suggested model is based on the comprehensive work of Leask (2010; 2013; Leask & 

Carroll, 2011) regarding the internationalisation of the curriculum. However, the study relates 

to issues of innovation, especially for institutions like UNISA, it would be important to 

understand the components of each aspect of the model.  These seven core components of 

the model are discussed below: 

 

FIGURE 0.2: AN ALTERNATIVE MODEL OF INTERNATIONALISATION OF 

CURRICULUM AND STUDENT LEARNING EXPERIENCES 

 
An Alternative Model of Internationalisation of Curriculum and Student Learning 

Experiences. 

 



187 

 

With reference to Table 3.1 of Chapter 3, it was used to inform the research design, 

development of the proposed model, and subsequent reflections in the conclusions. 

Benchmarked to the comprehensive work of Leask (2010; 2013; Leask & Carroll, 2011), the 

aspect of the model and their core attributes are briefly discussed below; 

 

(i) Emerging trends in internationalisation  

This aspect suggests that HEIs should be well acquainted with current international trends in 

developing ubiquity of scope of internationalisation systems. This should move beyond the 

conventional accentuation on international student recruitment and exhibited cases of 

branches or centres, global research joint efforts, and coordinated efforts amongst colleges 

and education industry. As institutional internationalisation has turned into an implanted and 

broadly acknowledged piece of the higher education, the improvement of practices to create 

and oversee international commitment should be progressively occurring at the national and 

local level and in addition at the level of the individual institution. 

 

(ii) The informal and formal curriculum 

HEIs should emphasise that enhanced communications and interactions between home and 

international students are reliant on the way institutions use both formal and informal 

curricula to inspire and reward intercultural engagement. It relies on the results of several 

research studies to present some strategies for facilitating meaningful interaction between 

students from different cultural and linguistic backgrounds in and out of the classroom. 

Principles and guidelines for structuring formal and informal curricular activities and services 

should be desired. The development of intercultural competencies in students is a key 

outcome of an internationalised curriculum, which entails a campus and culture environment 

that visibly stimulates, encourages and rewards the interface between international and home 

students in and out of the classroom. This implies that several people across institutions need 

to absorb the internationalisation programme overtime to advance interactions between home 

and international students. 

 

(iii) Knowledge Management, dispensation and across disciplines of learning 

This aspect asserts that each HEI adds to learning and contributes to knowledge. The 

produced information and learning are to be aggregated at the focal place and spread amongst 

the public to encourage development and growth within the community. It is also assumed 

that the produced knowledge in the HEIs is not put away or seized properly or legitimately. 

It is likewise viewed that information or knowledge in the HEIs is not distributed and 
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implemented by anyone, it stays as grey literature, which may be helpful if an appropriate 

recording is kept in the institutions. Indeed, the educational environment as the fortune of 

information is not composed legitimately and organised properly and consequently, the utility 

of knowledge is additionally missing and causes unnecessary repetitions of the activities.  

 

Besides, this aspect portrays a "performance plunge," that is, a steep in performance when 

another activity, requiring new learning, aptitudes, and skills gets set up. At the end of the 

day, HEIs must be more mindful of how staff, managers and educators decipher and actualise 

new pedagogical and instructive approach as well as policy. The policy is only one of the 

numerous factors that influence teaching and learning; teacher knowledge and information, 

and basic decision-making and additionally, understanding situational content and context or 

setting layered inside the implementation of educational policy. 

 

(iv)  Teaching, learning and the role of staff  

This aspect emphasises the role of learning and teaching resources and services for staff, 

including professional development opportunities, teaching resources, and learning 

technologies support. Literature found that in many institutions, academics are short of 

confidence and need trust in their capacity to implement their knowledge of international 

methodologies. Leask & Carroll (2011) recommend that their vulnerability may be one 

reason why they keep on using ineffective techniques in a multicultural classroom regardless 

of adequate confirmation that they have little effect on the students’ involvement. For staff 

to play and assume a crucial part in IoC, they need to comprehend what information, abilities 

and states of mind they require apply. This aspect emphasises that teachers look to seek after 

the facet internationalisation in their teaching practices, educational programme and 

conveyance of courses.   

 

This aspect re-echoes Teekens’ (2003) assertion, who emphasises the teacher requirements 

of knowledge of foreign education systems and the ability to realise the role of English as a 

medium of instruction. Sanderson (2011) has since limited Teekens' views on staff 

capabilities to seven measurements, which internationalised instructing practice ought to 

include. He recommends that the accompanying abilities and traits of lecturers should have 

some basic knowledge of educational theory, incorporate internationalised content into 

subject material, have a critical appreciation of their own culture and its assumptions, and 

have knowledge of other countries and cultures. However, a preference for being open to and 
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appreciating other worldviews, use universal teaching strategies to enhance the learning 

experiences of all students, understanding one’s academic discipline and related profession 

(e.g. physiotherapy), structured understanding in a range of countries and understanding the 

international labour market concerning one’s discipline. To address these skills, HEIs need 

to avail staff professional development opportunities, teaching resources, and learning 

technologies support, which is the basis of this aspect of the model. 

 

(v)  Student learning experience  

The basis of this model is that schools turn into an ethically developmental and morally 

formative culture, which creates harmony for various societal orders through instructing 

multicultural issues consciousness and respectful education training. This association starts 

when instructors feel the calling to produce well-adjusted, respectful, conscious, and humane 

residents of the world. This aspect contends that the excellence of schools as an ethically 

developmental and morally formative culture is to secure and cherish our universal 

neighbours. It is the view and solid conviction of this study that inability to provide relevant 

student learning experience could be unsafe for our consistently and ever-shrinking global 

existence. Lastly, the student learning experience is about building a solid good character to 

be presented to several societies. An unmistakable comprehension of these issues may fill in 

as the initial step for teachers to perceive and think about how educational programmes and 

practices in a school can affect global students in moral routes amid their new social 

encounters. It should be considered that a conscious and multicultural instruction can add to 

worldwide congruity and develop caring global citizens. 

 

(vi)  International and intellectual knowledge, skills and attitude 

Encouraging students to apply information and abilities to profit others or serve the general 

population is one specific high effect strategy to cultivate these capacities across the 

disciplines. Students accomplish more prominent academic progression such as profound 

information of teaching, critical thinking limits, basic reasoning, and capacities to 

comprehend many-sided quality and vagueness. This is in addition to individual and social 

development through improved individual viability, moral thinking, relational aptitudes, 

intercultural abilities, responsibilities to social administration, and significantly vocation 

improvement. Staff likewise realises more noteworthy fulfilment with students adapting to 

new research lead-ins and joint efforts more grounded connections to their locale. Together, 

these results bolster a more unique open grant and city commitment for advanced education; 



190 

 

one that, underpins student improvement, as well as the communitarian learning and critical 

thinking important to enhance aggregate capacities concerning any respective knowledge 

system.  

 

7.10 RECOMMENDATIONS FOR FUTURE RESEARCH AND PRACTICE 

 

Through the substantive exploration of current thinking and empirical evidence regarding the 

internationalisation of higher education curriculum and student learning experiences, it is 

contended that further study is required on students who do not travel abroad as a major 

aspect of their programme yet are studying domestically through an internationalised 

educational curriculum. Keeping in mind the end goal to broaden the comprehension of the 

advantages and the methods for conveying educational curriculum internationalisation at 

home, more evidence is expected of the accomplishment of internationalised student learning 

outcome for all students, not just the individuals who have accomplished their studies, 

worked or volunteered abroad. Confirmation of how students take forward these academic 

gains into the work environment will additionally encourage a student-led, values-based way 

to deal with internationalisation through curriculum development. In that way, deep-rooted 

aspects of the curriculum and the students can be further explored. 

 

The researcher’s view is that from the data collected and discussions during this journey, the 

future is not as bleak as it seems. South Africa is still recovering from the past and has not 

made enough strides in shifting its thinking beyond reliance on Eurocentric and Western 

ideologies and discourses about human development. The trademark of the South African 

institutions should be to identify the root causes of societal malfunction and facilitate a safe 

space to re-examine ideas, norms and practices in the academy that reflects responses to 

issues of the social and cognitive justice system. Key research and intellectual point of the 

intervention of the institutions of higher learning should be how best the South African 

institutions could integrate indigenous disciplines in the South African higher education 

policies and tenets of human and social justice cross-cutting innovations.  

 

The National System of Innovation approach should not only be limited to how science can 

shape education but articulates rethinking of key areas of knowledge production in, 

curriculum transformation. This should expand the tenets of existing disciplinary areas that 

seek to develop and enhance an understanding of key policy implementation that would in 
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their conceptualisation strengthen the re-emergence of non-compliance towards previously 

marginalised societies, the need to strengthen policy and research networks and coalitions 

capable of framing emerging issues in policy around development, justice and the human 

condition for which there had not been established discourses.  

 

Further recommendations cannot agree more with McLellan (2006) who identifies the 

complexity of the process, which speaks volumes about the nature of internationalisation of 

higher education as a national policy issue for higher education. In advocating policy on the 

internationalisation of higher education, he argued as follows;  

 

There is a need for a comprehensive national policy concerning the 

internationalisation of higher education that will integrate policy objectives and 

strategies in all higher education institution sectors to meet them. It must provide for 

national programmes, administrative structures and resources to implement the 

strategies. This will contribute to enhancing our global positioning, coherence among 

different national stakeholders and strengthening our institutional initiatives around 

the internationalisation of higher education (2006: 188). 

 

From this study, there is a reasonable requirement for curriculum courses and projects 

intended for internationalisation to be founded on the critical theoretical models. These 

should utilise the effective environment and critically developed assignments, building 

learning networks, and intended to give learning components to significant, customary social 

contact and for learning through reflection upon that association.  

 

As opposed to imposing neo-liberal globalisation, responsive, training drive in the 

internationalisation of curriculum may, later, give the stage a universal instruction crosswise 

over learning institutions, be it ODeL or not. Such training may prompt improvement of 

graduates as cosmopolitan nationals who regard decent variety and acknowledge universal 

duties as shared. There is, notwithstanding, much that should be accomplished in college, 

administration, organisation, and training before this can happen. 

 

One other area of curiosity is understanding how most HEIs can manage to plan carefully 

and invest considerable resources in both teacher training and expertise and in student 

interactions. As is observed in the study and particularly refereeing to Harrison, 

“internationalised university experiences cannot be easily met by simply increasing casual 
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exposure between home and international students” (2007, p.22). Therefore, it is important 

for institutions that are striving to internationalise curriculum to design pedagogy that 

involves tasks and activities that require students to engage in intercultural interactions 

should have meaning and authenticity in the students’ personal and academic contexts. 

 

Further research on applying a dynamic systems approach to internationalisation would be of 

great significance to higher education, together with probing diverse levels of 

internationalisation of higher education or comparing internationalisation of curriculum at 

the same level, but in different contexts, such as nations, institutions, programmes, or 

individuals alike. 

 

The researcher hopes that this study may be used as a basis for future research on 

internationalisation framework, approaches, and models of pedagogy at institutions of higher 

learning in South Africa and other higher education institutions of the developing world. It is 

recommended that policymakers understand the vital importance of internationalisation 

institutions of higher education in South Africa at both state and institutional levels.  

 

 

7.11 CONCLUDING REMARKS 

 

In this research, internationalisation of curriculum in higher education is a core question that 

is addressed by studying how universities cooperate across borders and locally and what 

strategies are engaged in this process. By engaging in relationships with partners from other 

countries, universities start operating in an environment that is no longer only determined by 

their national actors and organisational routines. Instead, they must take other national 

traditions and different institutional heritages into account. With regards to the changes that 

have taken place in the field of internationalisation of higher education, current international 

collaborative activities must reach deeper at the heart of the university than the earlier (more 

marginal) activities. 

 

The study has been indeed inspiring and demonstrates that conversations around 

internationalisation as a major aspect of a formal curriculum, its teaching and learning or 

experiencing it within the casual operational setting of inter-disciplinary practice are similarly 

deficient with regards to understanding the many-sided aspects of the internationalised 

education and international citizenship. This likely mirrors the affirmation made towards the 
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beginning of this thesis in chapter one, which considers internationalisation, as a construct as 

opposed to an arrangement of 'best practices'.  

 

Strategies of internationalisation of curriculum in higher education are correct in foreseeing 

a long process of evolution and improvement. However, more imperative is the frame in 

which the process will take place. It is likely (especially considering UNISA) that rolling out 

curriculum development solely to singular schools will not convey the internationalised 

curriculum, which will profit all students. HEIs need to energise the wide-based cross-

workforce in moulding institutional system and expanding staff and students’ points of view 

past a customary standpoint considering times of study or position abroad. Progression is 

probably going to be iterative, if not incremental and midway co-ordinated and encouraged 

approach enveloping the bonding of university personnel and students at large. 
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9. APPENDICES 

 

This section presents the appendixes of the documents that were used in the research. These 

are: 

 

• Research Instrument 1: Semi-Structure Interview Questionnaire for Senior Management 

Participants 

o Section A: Questionnaire Questions Based on The Research Questions 

o Section B: Questionnaire Questions Based on Internationalisation Conceptual 

Definitions 

o Section C: General Questions on Internationalisation of Sa Universities 

• Research Instrument 2: Semi-Structure Interview Questionnaire for Lecturers 

o Section A: Academic & Pedagogic Related Themes 

o Section B: Questionnaire Questions Based on The Five Research Questions 

o Section C: Questionnaire Questions Based on Internationalisation Conceptual 

Definitions 

• Research Instrument 3: Semi-Structure Interview Questionnaire for Unisa International 

Officer 

• Research Instrument 4: Semi-Structure Interview Questionnaire for Undergraduate 

Students   

• Research Instrument 5: Semi-Structure Interview Questionnaire for Postgraduate 

Students 

• Ethical Clearance Certificate 

 

 

9.1 Data instruments  

 

1. RESEARCH INSTRUMENT 1: SEMI-STRUCTURE INTERVIEW 

QUESTIONNAIRE FOR SENIOR MANAGEMENT PARTICIPANTS 

 

SECTION A: QUESTIONNAIRE QUESTIONS BASED ON THE RESEARCH 

QUESTIONS 

 

What components, dimensions, and/or factors would contribute to the internationalisation 

of higher education curriculum and student learning experience in South Africa? 
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i) What constitutes an internationalised curriculum and student learning experience? 

ii) What are the current challenges and constraints in the internationalisation of the 

curriculum and the student learning experience? 

iii) What should be the characteristics of a model for an internationalised curriculum and 

student learning experience in SA universities? 

 

1. The literature indicates that SA universities (including UNISA) have experienced an 

increase in the number of international students studying in South Africa. Describe the 

factors, which, in your opinion, make SA universities (including UNISA) attractive for 

international students? 

 

2. Describe UNISA’s policy implementation strategies for internationalising the curriculum 

for both home and international students. 

 

3. What do the international student enrolment figures for 2014 (14 369), 2015 (13 198), 2016 

(10 919) and 2017 (8 443) indicating the number of international students studying at UNISA 

mean to you?  

 

4. What, in your opinion, does the term `internationalised curriculum’, mean? 

 

5. Describe how the enrolment of international students, particularly from non-English 

speaking African countries at UNISA has affected the content of programmes of study 

offered across different disciplines. 

 

6. Describe the forces that have created an interest in the internationalisation of the 

curriculum at UNISA. 

 

7. What, in your opinion, constitute an internationalised student learning experience at 

UNISA?  

 

8. Describe the current challenges and constraints that affect UNISA’s internationalisation of 

the student learning experience process. 
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9. What successful practices are being used by UNISA to enhance home and international 

students’ intercultural learning experience? 

 

10. Describe UNISA official policies, which are specifically aimed at encouraging local or 

home students and international students from non-English and English-speaking African 

countries to interact inter-culturally together to enhance their global intercultural competence. 

 

11. What English language skills or communication skills strategies are specially tailored to 

aid the transition of UNISA’s non-English speaking international students’ pedagogy to 

English language medium instructional practices? 

 

12. What challenges face international students from African countries? 

 

13. What critical curriculum internationalisation phases has UNISA experienced during its 

internationalisation of the curriculum process? 

 

14. How can you describe UNISA’s implementation strategy for internationalising student 

learning experience? 

 

15. Outline the critical success factors affecting the implementation of UNISA’s strategy 

aimed at internationalising student learning experience. 

 

16. What are the characteristics of a strategic framework UNISA used for internationalising 

its students’ learning experience? 

 

 

SECTION B: QUESTIONNAIRE QUESTIONS BASED ON 

INTERNATIONALISATION CONCEPTUAL DEFINITIONS 

 

17. “Internationalisation of the curriculum involves both home and international 

students learning about each other’s cultural and linguistic diversities”: Describe how 

UNISA stakeholders have incorporated intercultural and language skill differences of home 

students and international students into the content of the UNISA curriculum. 
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18. Describe the internationalisation at home strategies used to integrate intercultural 

differences of home and international students into the content of the teaching process. 

 

19. Describe the internationalisation at home strategies used to integrate intercultural 

differences of home and international students into the content of student learning process. 

 

20. Describe how UNISA policy makers incorporate intercultural differences of home 

students and international students into the content of the support services of programmes of 

study. 

 

21. How does UNISA combine its local students’ research skills and intercultural differences 

with those of international students in order to conduct internationally informed research 

projects? 

 

22. How does UNISA ensure that both home and international students learn about each 

other’s cultural and linguistic diversities? 

 

 

SECTION C: GENERAL QUESTIONS ON INTERNATIONALISATION OF SA 

UNIVERSITIES 

 

23. Why do international students come to study in South African universities? 

 

24. Why do many international students from non-English speaking African countries come 

to study in South African universities, particularly UNISA? 

 

25. What official policy strategies are in place to address non-English speaking international 

students’ challenges posed by UNISA’s English-language medium teaching and learning? 

 

26. Does UNISA offer any incentives to attract international students? 
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27. What major concerns have international students raised regarding their experiences as 

international students studying at SA universities, specifically at UNISA? 

 

28. What channels does UNISA follow in addressing these concerns? 

 

29. In your opinion, how do local students feel about the presence of international students 

in SA and at UNISA? 

 

 

 

2. RESEARCH INSTRUMENT 2: SEMI-STRUCTURE INTERVIEW 

QUESTIONNAIRE FOR LECTURERS 

 

SECTION A: ACADEMIC & PEDAGOGIC RELATED THEMES 

 

1. How do you perceive the presence of international students in your Colleges? 

 

2. What is the view of your faculty/department/section regarding international students? 

 

3. What special needs do the international students from outside have with regards to, for 

example, language skills? 

 

4. What measures has your College created to cater for their special needs of both English-

Speaking and non-English Speaking international students? 

 

5. What are the major programmes for study pursued by international students in your 

College? 

 

6. Is there any explanation for their choices? 

 

7. In general, how do international students perform as compared to local students? 
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8. What are the advantages and disadvantages of international students to your faculty or 

department and UNISA as a whole? 

 

9. How can local (home) students benefit from international students studying at SA 

universities and at UNISA? 

 

SECTION B: QUESTIONNAIRE QUESTIONS BASED ON THE FIVE RESEARCH 

QUESTIONS 

 

1. The extant literature indicates that SA universities including UNISA have experienced an 

increase in the number of international students studying in South Africa. Describe the 

factors, which, in your opinion, make SA universities including UNISA attractive for 

international students? 

 

2. Describe UNISA’s policy implementation strategies for internationalising the curriculum 

for all students. 

 

3. What do the international student enrolment figures for 2014 (14 369), 2015 (13 198), 2016 

(10 919) and 2017 (8 443) indicating the number of international students studying at UNISA 

mean to you? (Please, use extra paper for more comments of this issue, if you want). 

 

4. What, in your opinion, does the term `internationalised curriculum’, mean? 

 

5. Describe how the enrolment of international students, particularly from non-English 

speaking African countries, at UNISA has affected the content of programmes of study 

offered across different disciplines. 

 

6. Describe the forces that have created an interest in the internationalisation of the 

curriculum at UNISA. 

 

7. What, in your opinion, constitute an internationalised student learning experience at 

UNISA?  
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8. Describe the current challenges and constraints that affect UNISA’s internationalisation of 

the student learning experience process. 

 

9. What successful practices are being used by UNISA to enhance home and international 

students’ intercultural learning experience? 

 

10. Describe UNISA official policies, which are specifically aimed at encouraging home 

students and international students from non-English and English-speaking African countries 

to interact inter-culturally?  

 

11. What challenges face international students from English-speaking African countries? 

 

12. What critical phases has UNISA experienced during its internationalisation of the 

curriculum process? 

 

13. How can you describe UNISA’s implementation strategy for internationalising student 

learning experience? 

 

14. Outline the critical success factors affecting the implementation of UNISA’s strategy 

aimed at internationalising student learning experience. 

 

15. What are the characteristics of a strategic model UNISA used for internationalising its 

student experience? 

 

 

 

SECTION C: QUESTIONNAIRE QUESTIONS BASED ON 

INTERNATIONALISATION CONCEPTUAL DEFINITIONS 

 

1. “Internationalisation of the curriculum involves both home and international students 

learning about each other’s cultural and linguistic diversities”: Describe how UNISA 

stakeholders have incorporated intercultural and language skill differences of home students 

and international students into the content of the UNISA curriculum. 
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2. Describe the internationalisation at home strategies used to integrate intercultural 

differences of home and international students into the content of the teaching process. 

 

3. Describe the internationalisation at home strategies used to integrate intercultural 

differences of home and international students into the content of the student learning 

process. 

 

4. Describe how UNISA policymakers incorporate intercultural differences of home students 

and international students into the content of the support services of programmes of study. 

 

5. Describe how the intercultural differences of home and international students were 

incorporated into UNISA’s internationally informed research processes as required by the 

internationalisation pedagogy. 

 

6. Describe how UNISA ensured that both home and international students learn about each 

other’s cultural and linguistic diversities: namely how foreign language teaching and learning 

skills (for instance French and Portuguese) were incorporated into the content of UNISA’s 

English medium-instruction programmes of the study.  

 

 

 

3. RESEARCH INSTRUMENT 3: SEMI-STRUCTURE INTERVIEW 

QUESTIONNAIRE FOR UNISA INTERNATIONAL OFFICER 

 

1. Please, give a brief history and background of the UNISA’s International Office. 

2. Can you please provide statistical enrolment figures for international students from 2014 

to 2017, which include the following details? 

2.1. A number of international students for 2014, 2015, 2016 and 2017? 

2.2. A number of students and their nationalities for 2014, 2015, 2016 and 2017? 

3. How has the International Office grown and expanded since its inception? 

4. What is your view regarding international students coming to study in SA and at UNISA? 
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5. How do you relate national challenges in higher education to those posed by the presence 

of international students in South African universities and at UNISA? 

6. What is your vision and mission regarding attracting and enrolling international students 

at UNISA? 

7. What benefits can UNISA derive from attracting and enrolling international students to 

study at UNISA? 

8. What rationales and objectives drive UNISA’s internationalisation agenda? 

9. What institutional strategies and approaches have you adopted towards UNISA’s 

internationalisation agenda? 

10. Do you have any specific strategies to attract a greater number of international students 

into UNISA? 

11. Does UNISA or your Office have a specific policy relating to international students or 

internationalisation, and more specifically, regarding the following aspects: 

11.1 Specific programmes for international students? 

11.2 Support services for international students? 

12. Where do the majority of your international student population originate from? Can you 

explain this? 

13. What are the major fields of study of your international students studying at UNISA? 

14. Do you offer any Study Abroad Programmes or Summer Schools for incoming 

international students? What are the advantages of those programmes? 

15. Although UNISA is an ODeL institution, indicate whether you help international students 

to find accommodation? 

16. What is the view of academics regarding international students studying at UNISA? 

17. How do local students view international students?  

18. Do you have any strategies to integrate international and local students? 

 

 

 

4. RESEARCH INSTRUMENT 4: SEMI-STRUCTURE INTERVIEW 

QUESTIONNAIRE FOR UNDERGRADUATE STUDENTS   

1. What, in your opinion, does the term internationalisation of higher education curriculum 

mean? 
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2. Why has UNISA embarked upon an internationalisation agenda aimed at attracting 

international students, to come and study at SA universities, including UNISA? 

 

3. Describe any challenges local SA students at SA universities and UNISA are facing 

because of the presence of a large number of international students at SA universities 

(including UNISA). 

 

4. Developing a global intercultural competence that enhances global employment 

mobility requires local and international students interacting with each other: Describe 

activities local UNISA students and international students are doing together in order to learn 

about each other’s intercultural and language differences. 

 

5. Describe any UNISA support services policy, you aware of, which seeks to address any 

challenges facing international students. 

 

6. In your opinion, why do international students come to study at South African universities? 

 

7. Do you know any of the challenges facing non-English speaking international students, 

who have to do UNISA assignments and examinations in English? 

 

8. Are you aware of any major concerns raised by English-Speaking and non-English 

speaking international students regarding their experiences as international students studying 

at SA universities, specifically at UNISA? 

 

9. In your opinion, how do local students feel about the presence of international students in 

SA universities and at UNISA? 

 

 

5. RESEARCH INSTRUMENT 5: SEMI-STRUCTURE INTERVIEW 

QUESTIONNAIRE FOR POSTGRADUATE STUDENTS 

 

1. What, in your opinion, does the term internationalisation of higher education curriculum 

mean? 
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2. Why have SA universities including UNISA embarked upon an internationalisation agenda 

aimed at attracting international students, particularly from SADC and non-SADC African 

countries, to come and study at SA universities, including UNISA? 

 

3. Describe any challenges local SA students at SA universities and UNISA are facing 

because of the presence of a large number of international students at SA universities 

(including UNISA). 

 

4. Developing a global intercultural competence that enhances global employment 

mobility requires local and international students to interact with each other: Describe 

activities local UNISA students and international students are doing together in order to learn 

about each other’s intercultural and language differences. 

 

5. Describe any UNISA support services policy, you aware of, which seeks to address any 

challenges facing international students. 

 

6. In your opinion, why do international students come to study at South African universities? 

7. Why do many international students from non-English speaking African countries come 

to study in South African universities, including UNISA? 

 

8. Do you know any of the challenges facing non-English speaking international students, 

who have to do UNISA assignments English? 

 

9. Do you know whether any SA universities or UNISA offer any incentives to attract 

international students? 

 

10. Are you aware of any major concerns raised by English-Speaking and non-English 

speaking international students regarding their experiences as international students studying 

at SA universities, specifically at UNISA? 

 

11. In your opinion, how do local students feel about the presence of international students 

in SA universities and at UNISA? 
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9.2 Ethical clearance certificate 
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