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52 Imagining new possibilities
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Chapter 5

Graduate capabilities, global
citizenship and intercultural
competency

In this chapter, we explore three concepts connected with internationalization of
the curriculum: graduate capabilities, global citizenship, and intercultural com-
petence. All are contested to some degree and all may play an important role
in internationalization of the curriculum. The discussion in this chapter is an
important precursor to the discussion in Chapter 6 on learning, teaching, and
assessment in the internationalized curriculum.

Graduate capabilities

What is it that makes a university graduate of any university unique and different?
What are the core outcomes of a university education? Apart from advanced
knowledge of a field of study do they have a different skillset? A particular set of
values and attitudes? How do these values complement and relate to the discipli-
nary and professional knowledge they have developed?. k
Graduate capabilities, also referred to as key skills, graduate attributes, gradu-
ate qualities, graduate capabilities, graduate capacities, graduate competencies,
professional skills, and employability skills, are one way in which universities
have attempted to not only define what a university graduate looks like but what
distinguishes graduates of one university from graduates of another university.
Graduate capabilities have been defined as: ’

the qualities, skills and understandings a university community agrees its
students should develop during their time with the institution. These attrib-
utes include, but go beyond, the disciplinary expertise or technical knowl-
edge that has traditionally formed the core of most university courses,

(Bowden et al. 2002, p. 1)

Certainly prospective students, employers, and society more generally expect
that university graduates will have developed a set of capabilities that distinguish
them from those who have not completed at least an undergraduate degree.
Exactly what these capabilities might be has been the subject of much discussion
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accidentally, rather than critical and reflexive agents of change are not appropriate
for a university education. Tomorrow’s world will be a better world if the stu-
dents of today are educated to become graduates who have the knowledge, skills,
and attitudes required to actively participate in creating a better future for others
as well as themselves. A focus on students’ various “beings” within international,
intercultural, and global contexts offers rich potential for internationalization of
the curriculum (see for example Jones & Killick 2013; Leask 2010) but requires
careful attention to identifying appropriate skills, knowledge, and attitudes and
balancing and prioritizing their development.,

Fallows and Steven (2000) noted both commonality and divergence in the
approach to the description and development of graduate attributes in students,
Different institutions have differing areas of focus and emphasis, depending on
a range of local factors. While many institutions across the world state cross-
cultural communication and international perspectives as intended outcomes for
graduating students, the focus and importance attributed to these generic skills
varies considerably. In some institutions, they are separated out; in others they
are subsumed under more general headings such as social understanding or skills
for globalization. The following statements are representative of the range of

graduate capabilities linked to internationalization of the curriculum found on
University websites all over the world:

knowledge of other cultures and times and an appreciation of cultural
diversity

responsiveness to national and international communities

the ability to work effectively in settings of social and cultural diversity

* acapacity to work effectively in diverse settin
from diverse backgrounds

global perspectives—the ability to understand and respect interdependence
of life in a globalized world

international perspectives and competence in a global environment
international perspectives as a professional and as a citizen

gs and to relate well to people

Graduate capabilities linked to internationalization assume different levels of
importance in different universities. Some institutions highlight them as key
areas while others present them as subsidiary skills, contributing to the devel-
opment of higher order skills such as the development of ethical and social
understanding,

There is also a range of approaches taken to the implementation of graduate
attributes—some institutions teaching and assessing them separately from the
degree program (“adding them on”), others integrating their development and
assessment into the teaching and learning activities of the program (“embed-
ding” them), and others combining the two approaches by integrating as well as

providing optional additional opportunities to develop graduate capabilities in
extracurricular programs.
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My ititroduction to internationalization of tf‘lf.t .curriculum re.late(?l directly to
the implementation of a set of graduate capabilities at the U.n'lversuy of .Soth
Australia, where T was employed in the late 1990s. The Qualities of n Um‘v?mty
of South Anstralin Gradunte (commonly referred to as the “Gra.duate Qualmes"’)
were introduced to assist curriculum planning, to facilitate curriculum change in
all undergraduate programs, and to differentiate graduates of the University of
South Australia from those of other universities. They were an effective means
of directing staff attention to the development of skills and attitudes as well
as knowledge in degree programs. Seven Graduate Qualities were introduced
in 1996 and I was employed in 1998 to interpret and implement Graduate
Quality #7 across the University. The Graduate Qualities were that a graduate of
the University of South Australia will:

1 operate effectively with and upon a body of knowledge of sufficient depth to
begin professional practice

2 be prepared for life-long learning in pursuit of personal development and
excellence in professional practice

3 be an effective problem solver, capable of applying logical, critical and creative
thinking to a range of problems

4 be able to work both autonomously and collaboratively as a professional

5 be committed to ethical action and social responsibility as a professional and
a citizen

6 communicate effectively in professional practice and as a member of the
community

7 demonstrate international perspectives as a professional and as a citizen.

As part of the program planning and approval process the balance of Graduate
Qualities to be developed in courses within a program had to described and these
“generic” qualities had to be interpreted at the discipline and program level, The
intention was to ensure that there was a correlation between the specific needs of
the workplace and the skills balance demonstrated by graduates of the program.
Very early on in the implementation process it became clear that while Graduate
Quality #7 related specifically to internationalization, there were also “interna-
tional perspectives” relevant to other Graduate Attributes. For example, to be
able to work autonomously and collaboratively in any profession you would more
than likely have to be able to work in diverse teams (Graduate Quality 4 and
Graduate Quality 7); to communicate effectively in professional practice and as a
citizen you would need to be interculturally and internationally aware (Graduate
Quality 6 and Graduate Quality 7); and to be an effective problem solver in an
international or intercultural context you would require international /intercul-
tural perspectives (Graduate Quality 3 and Graduate Quality 7). Furthermore,
the specific international perspectives required in different professions are often
quite different. For example, the international perspectives required of a nurse
or a pharmacist focusing more on sociocultural understanding than those of an
engineer, where the focus might be more on the understanding of the global
and environmental responsibilities of the professional engineer and the need
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for sustainable development. And while practicing nurses, pharmacists, and
engineers should all be able to recognize intercultural issues relevant to their pro-
fessional practice and have a broad understanding of social, cultural, and global
issues affecting their profession, the strategies they will need to use to deal with
them will be different in some ways even though they may be similar in others.
Comparable differences exist between the international perspectives required of,
for example, accountants and teachers. The nature, importance, and application
of the graduate quality will therefore be subtly different in different professions.
My role was to explore the possibilities for embedding the development of all
seven Graduate Qualities in different degree programs, but with a particular focus
on Graduate Quality 7.

Nine indicators were provided to academic staff as a guide to the general sorts
of characteristics that graduates who have achieved Graduate Quality 7 might
exhibit as professionals and as citizens. As part of the program planning pro-
cess, program and course writers developed more elaborated or different indica-
tors that related specifically to their discipline area. The development of this and
other graduate qualities in students was then embedded into the regular teaching,
learning, and assessment tasks occurring within the program. The generic indica-
tors for Graduate Quality 7 are detailed in Table 5.1.

Table 5.1 Indicators of Graduate Quality 7

Indicator A graduate who demonstrates international perspectives as a professional
and a citizen will ...

7.1 display an ability to think globally and consider issues from a variety of
perspectives
7.2 demonstrate an awareness of their own culture and its perspectives

and other cultures and their perspectives

7.3 appreciate the relation between their field of study locally and
professional traditions elsewhere

74 recognize intercultural issues relevant to their professional practice

7.5 appreciate the importance of multicultural diversity to professional
practice and citizenship

7.6 appreciate the complex and interacting factors that contribute to
notions of culture and cultural relationships

77 value diversity of language and culture

7.8 appreciate and demonstrate the capacity to apply international
standards and practices within the discipline or professional area

7.9 demonstrate awareness of the implications of local decisions and
actions for international communities and of international decisions
and actions for local communities
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has no intellectual substance primarily because citizenship is connected with the
notion of the nation state and related rights and responsibilities. Furthermore,
large numbers of the world’s population do not have access to ecither citizenship
or, if they have citizenship, they are denied even the most basic rights associ-
ated with it. So for example, Bates (2012) argues that by definition citizenship
requires that an individual is accepted by a state as a member and that this calls
into question “the viability of the very notion of global citizenship which implies
something that is inclusive of all” (p- 266). In reality, however, many in the world
are “stateless” and have no access at all to the privileges the term “global citizen”
implies. Furthermore, pursuing global citizenship as an outcome of higher edu-
cation will exaggerate and exacerbate existing inequalities, excluding some and
creating a global transnational elite. For those who are already members of that
latter group, global citizenship education will extend and deepen their status and
guarantee them ongoing prominence in managing global affairs, However, those
. who have no access to secure state citizenship are completely excluded from the
possibility of global citizenship. The danger is that in pursuing “global citizen-
ship” we will increase the negative impacts of globalization by further increasing
the privilege and power of some groups compared with others and ensuring that
the privileges some enjoy are even more unattainable than ever for others.
Rizvi (2007) argues that modern expressions of globalizatio
citizenship, are founded on global inequalities produced by
Hence there is the danger that narrow notions of global citize
on the development of students as economic beings, consistent with instrumental
and commercial education agendas, will exacerbate rather than ease the tensions
and inequalities produced by colonialism. He argues that there is a need to focus
on cosmopolitan learning—learning which understands local issues within the
“broader context of the global shifts that are reshaping the ways in which locali-
ties, and even social identities, are now becoming re-constituted” (Rizvi 2009,
P 254) as an instrument of “critical understanding and moral improvement?”
(p: 263). Rizvi and Lingard (2010) call for “a new imaginary” which recognizes
that all human beings need to think locally, nationally, and globally—a form of
cosmopolitan citizenship that emphasizes collective well-being connected across
local, national, and “global dimensions” (p. 202),

An alternative view is that global citizenship is complementary to national citi-
zenship (Schattle 2009). Global citizenship is entirely cultivated through educa-
tion and experience, whereas national citizenship is bestowed upon individuals by
an authority. Given the increasingly porous nature of the social environment in
which we live, it seems neither tenable nor logical to consider citizenship as solely
connected to the local geographic and national context. Globalization has blurred

in these generic indicators is a dual one——th.ere is emphasis on bo;h
o fOFP? n tf k 'Ilgs and knowledge related to professional arcas as wc.ll as the
e aent of :J(l and cross-cultural awareness. Intercultural learning (th'e
e ot uci{ersmnding and valuing of their own and other cultures) is
chClOPmCHF Of‘ o ur'l 7.2 ‘7 4.7.6, and 7.7, the development of knowledge and
o o Oflnqlciﬁ?i"oc‘us, o'f 7’.3 azld 7.5; and the application of wf}at _has been
undersmndn?gf ” ional practice is the focus of 7.1, 7.8, and 79 The 1%1d1caltors' of
— toguc;l?tssf 7 were a public statement of the focus of 1ntemat.10nahzatuon
Glaguat:irriculul}n level—they constituted policy in relation to the lnt.eu.mleI:[l
zztwtciojl of teaching, learning, and assessment arrangements of undergraduate
e PrOg;f“lfn's atcglwc::lrlz:irzi;lglr:ovide a logical framework and institutional
C'h'adu?te C aP? Llngivelo ment and assessment of international, intercultural,
bl 3 f'Ol t te' /es as pirt of an internationalized curriculum 2 framework
:Edt igslzlc):isiiel;lsf iflc?rclcvant to academic staff developing and teaching programs
a

across a range of disciplines,

Global citizenship

The rationale for internationalization of the Curricuh'lm is of.tlzn Iasslogc;zgec;I :;1;}:
reparing graduates to live and work locally in a glot.)ahzed world. n. 2, fasai
o cted internationalization of the curriculum with the neeq to prepar ehg s
COnnf?or “the highly interdependent and multicultural world in which It eirg 91\56
::16; (will) have to function in the future” in the United States (p.OSE3()J,Dr; dcﬁni_’
the Organization for Economic Co-operation at{uil Dcvelgprlniﬁt‘f o oot
i i izati the curriculum w 2
i imilarly connected internationalization o feulum ¥ ¢ '
tlo'n'; in zional and multicultural contexts through an mtelpatlonal‘ouer}tat%on ;
.f01 ; Ctm rtla(OECD /CERI 1995). In 2005, Webb said that mternatxonahzafmin
n : : \
mf tck(l): cflrriculum in Australia “helps students to develop an undelstindmlgl(i )thel
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( internationalization of the curriculum in Sou
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C
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iversiti da suggested that a :
Universities and Colleges of Cana : nelized o
i relop global perspectives
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lktlmmles” (aAnLlIeéIéJ 2009, p. 5). Today, “this notion of global citizenship h;lls bec?;n,
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‘dorff & Jones 2012, p. 295). 5 , .
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of the “citizenship” part of “global citizenship” not in the legal, terriForial, and
formal sense of a status but in the sense of attitudes and values—mindset and
mindfulness—a way of thinking about ourselves and others, awareness of ho_w
our actions affect others, respect and concern for their well-being, and a commit-
ment to certain types of action to address world problems. This can be conceptu-
alized as responsible global citizenship.

Responsible global citizens will recognize that the problems we need. to solve—
economic, religious, and political—are global in their scope. There is n(.).hope
of these problems being solved unless people see themselves as wo.rl'd CltlZ.€:nS7
are able and willing cooperate in new ways, and willing to take positive action,
rather than simply avoiding negative action. Respomi'blz global citizens are not
only knowledgeable and skillful, but they also have pfn'tlcu.lar values ang attitudes.
Kubow et al. (2000) articulate these as “a set of civic ethics or vglues that. h.a.vc
been internalized and accepted as “part of our individual and social responsibility
to address” (pp. 133-134).

There is some convergence of thinking around the concept of global

citizenship that suggests the idea of responsible global citiz?m/?ip. A study con-
ducted by Lilley, Barker, and Harris (2015) found less ambllg‘ulty than expecFed
amongst a group of international and intersectoral part1c1pants'conc‘c.rmng
the disposition and mindset of “the ideal global graduate.’i The dlSPOSlUOH. is
“a process of ‘becoming’ an ethical thinking person?’——a view consmtent‘ with
the cosmopolitan learner (Rizvi 2009)—and the mindset is “tl,le capacity tfo
imagine difference, question assumptions, think as the ‘other’ and walk in
their shoes, and critical and ethical thinking” (p. xx). Others also see glob‘al
citizenship as founded on a personal ethic which is both local and glob?l.1n
scope and focused on accountability and social change (s'ee for example Killick
2013; Schattle 2009). Principled decision-making, 'sollldarlty across human-
ity (Schattle 2009), and the collective well-being (Rizvi & Lingard 2910) are
other characteristics consistent with the concept of responsible global citizenship.
Responsible global citizens will be committed to action locally a.'n.d glol.)aHy i1.1 the
interests of others and across social, environmental, and political dimensions.
Awareness of self and others, of one’s surroundings, and of the wider world
coupled with responsibility for one’s actions across these three dimensions char-
acterize responsible global citizsenship. . .

It may be useful to think of becoming a responsible global citizen as a
continuum along which individuals move, or not. At one end of the cor.mn-
uum, the individual is totally engrossed in life at the local level and believes

that globalization has smoothed out most differences. This is the equivalent of
Bennett and Bennett’s “Denial” stage of intercultural sensitivity (Bennett &

Bennett 2004). Interim stages include increasing awareness of self and others
in the world—“Defence,” “Minimisation,” and “Acceptance and Adaptation”
stages (Bennett & Bennett 2004)—and the relationships between local decisions

and actions and global impacts. These interim stages might include awareness of
the interdependent nature of our world, understanding of how local and global
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issues affect the well-being of different groups and individuals around the world,
and avoidance of actions that might have a negative impact. At the other end of
the global citizen continuum, an individual has a set of knowledge, skills, eth-
ics, values, and attitudes that result in action in the best interests of collective
humanity. This individual will be pro-actively engaged in creating and maintain-
ing a more humane and sustainable world locally, internationally, and globally.
The development of this sort of global citizen requires a holistic view of learning
and the development of students’ global sefves (Killick 2015) and institutional
approaches that recognize internationalization as a powerful force for change on
a personal and a global level,

The social impact of universities on a global scale is a key feature in the evolution
of higher education (Escrigas et al. 2014). In the last 10-15 years there has been
an increasing focus in universities on the creation ani use of knowledge in society
through increased and closer engagement with their communities. An explicit
focus on the development of responsible global citizens as part of a university
education is one way in which universities can have an impact on local communi-
ties and global society. I suggest that developing responsible global citizens who
are deeply committed to solving the world’s problems and well equipped with the
knowledge and skills required to create new and exciting possible worlds requires
careful planning and curriculum design with an explicit focus on:

o the whole world as a global community with a shared destiny

¢ developing students social consciousness through their program of study

o the long-term benefits of a university education for world society rather than
short-term instrumental benefits for individuals within the socioeconomic
system

cognitive justice through broadening the scope of whose knowledge counts
in the curriculum.

Escrigas, Sancez, Hall, and Tando (2014) argue that the latter requires moving
beyond dominant approaches to knowledge as being linked to the market and the
economy. These approaches simply reproduce and reinforce existing society from
generation to generation. A more inclusive understanding of knowledge in uni-
versities offers new possibilities, including the capacity to find solutions to com-
plex problems in the local and global context through transnational knowledge
societies and networks. Webb (2005) argues similarly that it is important that
curriculum content engages with multiple and global sources of knowledge and
that students explore how knowledge is produced, distributed, exchanged, and
utilized globally. This suggests the need to critically examine the way in which we
approach not only knowledge dissemination in higher education but also knowl-
edge production. Researchers, curriculum designers, and teachers need to be
aware of and avoid the distortions that will inevitably result if the knowledge on
which programs of study are based is solely the result of narrowly based research
motivated by commercial gain, rather than not-for-profit research focused on
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improving human well-being on a global scale. Some argue that .in areas such as
medicine, physics, nutrition, and geology, a focus on commercial research has
resulted in the common good of humanity and a critical assessment of ideas being
replaced by competition and economic self-interest. Furthermore, they argue
that the open sharing of ideas and the possibilities afforded by new knowledge
have been replaced with secrecy and restricted access. McArthur (2013) argues
that if commercial research is allowed to dominate it will result in an “enormous
distortion” to the whole community of knowledge (p. 75) and social injustice on
a global scale.

The term global citizenship is variously interpreted and is not necessarily
benign. An approach to the development of global citizens within a cognitively
unjust curriculum may lead to graduates focused more on increasing their own
economic and social power through the intentional or unintentional exploita-
tion of others. A curriculum that develops responsible global citizens must address
the complex, contested, and dynamic nature of knowledge and ensure that the
scope of whose knowledge counts in the curriculum is broad. The development
of responsible global citizens requires that we take action within the curriculum. It
can be a useful driver for internationalization of the curriculum.

Intercultural competence

Intercultural competence is frequently described as a graduate attribute, an out-
come of internationalization (and in particular international activities such as
study abroad and exchange), a requirement for effective global citizenship, and a
professional competency.

Studies of intercultural competence have been undertaken by researchers in

fields such as linguistics, cultural studies, and communication studies over many

years and more recently there have been specific studies focused on intercul-

tural competence in higher education. The latter is to some degree a response

to Knight’s call to address “the intersection of international and intercultural”
(Knight 2004, p. 49) as well as the practicalities associated with the internation-

alization of higher education. The result is many different ways of defining and

understanding the term “intercultural competence.”

There are a number of definitions of intercultural competence that have been
used by scholars and practitioners in universities to inform policy and practice
in internationalization, including the intersection of “the international and the
intercultural.” One definition that has been frequently used is “knowledge of
others; knowledge of self; skills to interpret and relate; skills to discover and/or
to interact; valuing others’ values, beliefs, and behaviors; and relativizing one’s
self” (Byram 1997, p. 34). Heyward (2002) describes intercultural competence
as the “understandings, competencies, attitudes, language proficiencies, partici-
pation and identities necessary for successful cross-cultural engagement” (p. 10).
Paige, Jorstad, Siaya, Klein, and Colby (2003) describe it as “the culture-spe-
cific and culture general knowledge, skills, and attitudes required for effective
communication and interaction with individuals from other cultures” (p. 177).
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These definitions are complementary rather than contradictory, and offer
university policy-makers, administrators, course designers, and teachers some
guidance. Nevertheless, there have been calls for greater definitional clarity from
some working in higher education.

Following such calls, in 2006 Deardorff published a “consensus” definition of
intercultural competence: “the ability to communicate effectively and appropri-
ately in intercultural situations based on one’s intercultural knowledge, skills and
attitudes” (Deardorff 2006, p. 247). This definition was developed following a
study involving administrators from 24 universities in the U.S. and 23 intercul-
tural scholars, 21 from the U.S., 1 from Canada, and 1 from the UK, Hence the
definition represents U. S. consensus on the definition of intercultural compe-
tence, rather than a world view. As Deardorff (2006) points out, this definition
sees intercultural competence as residing “largely within the individual” (p. 245),
reflecting the focus of U.S. and Western culture more generally on the individual,
rather than the group, in contrast to many Asian cultures.

However, these definitions pose as many questions as answers. By what criteria
do we judge effectiveness and appropriateness in relation to intercultural compe-
tence: in instrumental terms (e.g. it achieved the desired result for both parties at
the time) or affective terms (e.g. it felt good for everyone)? Does an interaction
have to be both effective and appropriate? What if it is a social interaction with
no intended outcome? What constitutes effectiveness in this situation? Is it ever
possible to be “interculturally competent” in every situation? I may, for example,
develop linguistic, cultural, and social skills and attitudes that make me “intercul-
turally competent” in China, but will those skills mean I am interculturally com-
petent in Spain? I may have acquired a number of culture-general skills such as
an understanding of some of the reasons for cultural difference, but I will surely
have to learn some very different culture-specific skills in Spain. If every interac-
tion I have in China 4s both effective and appropriate (by what criteria?) but none
of my interactions are either effective or appropriate in Spain am I interculturally
competent? Must every interaction I have in Spain and China (and indeed in
other very different cultural contexts) be effective and appropriate in order for
me to be deemed interculturally competent? Is language proficiency required
for intercultural competence? How much proficiency do I need? To what extent
is intercultural competence a disposition or mindset, to what extent is it a set
of skills, and to what extent is it dependent on cultural knowledge? Is there an
cthical dimension to intercultural competence? How important is cultural knowl-
edge compared with knowledge of self? These questions not only highlight the
complexity of defining intercultural competence but the complexity of measuring
intercultural competence—if indeed it can be measured.

Intercultural competence is clearly a complex construct. There is agreement
that it includes skills, knowledge, and attitudes and that its development is an
ongoing process. In this regard, intercultural competence is a state of becoming,
rather than a destination. Hence it is particularly important to explore peda-
gogies that will assist students to enter this state of becoming interculturally
competent.
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Pedagogies to develop intercultural competence "Eh‘flt have been t.ested in
discipline-specific contexts are, however, linntcd.’Thls is in part because mte.:rcul-
tural learning is often assumed to be an automatic outcome and befleﬁt of inter-
cultural contact on campus, intercultural contact in class, and periods O,f study
abroad in which students are immersed in another culture. The l.attcr is ofte}l
claimed to be “transformative.” However, it is increasingly recogmzed.that this
is not always the case and a growing body of evidence that some sort of mtervstn-
tion is required at home and abroad if students are to enter a state of becoming
interculturally competent in a program of study (Weber-Bosley 2019).

One useful discipline-specific example of the development of 1ntcrcultu‘ral
competence through a program of study is that of Freeman et al. (2009), \‘vhlch
resulted in the development of a taxonomy of intercultural competence des.1gned
to assist academic staff to map existing opportunities, as well as design and incor-
porate new opportunities, for students to become intercultur?.tlly competent in
their study program. For the project team from across fO}lI‘ universities involved
in the development and use of the taxonomy, the foundation ‘for its development
was the recognition that intercultural competence was an 1mp01.'tant graduate
attribute in the context of a business degree. Following an extensive scan of the
extant literature on intercultural competence, it was defined as:

The taxonomy of intercultural competence (see Figure 5.1) provides a tool that
can be used to both map and embed intercultural competence in and across any
program of study. Although it was developed specifically for those involved in
teaching business degrees, and was developed and trialed with staff in business
faculties, the taxonomy is also adaptable to other disciplinary programs.

The taxonomy comprises three overlapping Domains (Knowledge, Attitudes,
and Skills) and three Levels (Awareness, Understanding, and Autonomy), No one
Domain is more important than another, nor is any one sufficient on its own. The
Domains were developed with reference to the intercultural literature from dif-
ferent disciplines (e.g. Crichton & Scarino 2007; Paige, M 1993; Seidel 1981).
The Levels were developed with reference to teaching and learning literature,
Specifically, the description of the three Levels (Awareness, Understanding,
and Autonomy) in the Knowledge Domain were developed with reference to
Bloom’s taxonomy (Bloom 1956). The description of the three Levels in the
Attitudes Domain were developed with reference to Bennett and Bennett (2004)
and the description of the three Levels in the Skills Domain were developed with
reference to Biggs (2003). Hence each Domain was aligned to widely recognized
sequences validated within different disciplinary contexts. These were incorpo-
rated into the descriptions of each level of each Domain.

Knowledge, values, and skills aligned across a developmental matrix enable
the practical location and mapping of content and teaching, learning, and assess-
ment opportunities and activities in intercultural competence. So, for example,

A dynamic, ongoing, interactive self-reflective learning process that trans-
forms attitudes, skills and knowledge for effective communication and inter-

action across cultures and contexts
(Freeman et al. 2009, p. 13).

Attitudes
This definition was developed by a team of academic leaders with responsi-

bility for leadership in curriculum design across a range of bus.iness programs.
Tt is widely recognized that the ability to work in culturally diverse teams, to
understand and relate to others, and to be able to negotiate and commun‘lcate
effectively and appropriately in a range of different cultural and nat}onal environ-
ments, are important for graduates given the demands of the business world. at
home and abroad (and the connections between them). The .task of supporting
staff to develop the necessary skills, knowledge, and attitudes in students is chal-
lenging. Many academic staff in the disciplines in Freeman et e}l.’s study (2009)
were not entirely convinced that it was their role to develop it and even those
who were committed were often uncertain of its meaning and how to go about
the process of developing it (including describing int‘endcd learn.ing outcomes),
teaching it, and assessing it. This situation is not unique to bu.smcss programs.
Engineers, archacologists, and physicists all over the world Wlll‘ at some stage
more than likely work in a multicultural, diverse team and they will need to exer-

Acknowledges
the practical significance of own
and others’ cultural identity
{beliefs, values, norms and biases)
and thelr impact on behavior and
Interactlons

Adapts
to differénces between oneself
and others in Interactions:in varying |
cultural contexts

p ts e
| 8ppropriate processes and behaviors )

Values g Selacts or cre:

Intercultural Interactions and : e skill sers 1 interactions D
\ . . . experiences with those from other [ under conditions of ncerminty, ris!
cise intercultural competence in other work and social situations—as profession- Gultires to further one's own . and change in professions)

als and citizens. The development of intercultural competence is‘ important in
all programs of study, even if the rationale is less obvious. Hence it is important
that both students and staff enter a state of becoming interculturally competent
and deliberate strategies and processes focused on staff and students are required.

understanding and Interactions N business siuations
Ridings, Simpson, Leask. 2008

Figure 5.1 Taxonomy of intercultural competence
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students who are at the Awareness level would know that cultural difference exists
(Knowledge Domain), that it is significant (Attitude Domain), and be able to
apply routine behaviors in new cultural situations (Skills) but they would not
know why the behavior is expected, or the values that it is founded upon. When
visiting China on a study tour, these students would know something about
Chinese culture, be interested to find out more, and be prepared to adapt their
own behavior to conform to common cultural conventions such as those sur-
rounding the exchange of business cards.
The taxonomy provides a guide to embedding learning experiences within the
curriculum in such a way that students achieve increasing autonomy as intercul-
tural learners, rather than achieving a finite state of intercultural competence.
The three levels of learning in the taxonomy, Awareness, Understanding, and
Auntonomy, are not progressive or sequential. They are recursive and iterative.
Students may for example demonstrate Understanding in the Knowledge and
Attitudes Domains and Awareness in the Skills Domain in one situation and a
completely different combination of levels across the Domains in another situa-
tion. The goal is that students are themselves seeking to attain the Autonomous
level across all three Domains in a variety of different professional and social
contexts. Students who are Autonomous will be able to reflect on and evaluate
their own capabilities in intercultural competence in different situations, recog-
nizing where an interaction has not been effective or appropriate and seeking
out additional information, challenging their own attitudes and responses to the
situation, and actively seeking to develop the skills required to be more success-
ful next time.
The taxonomy is consistent with the idea of intercultural competence as a stnte
of becoming rather than a finite destination and is relevant to both students and
staff. Tt enables staff to both plan how to embed the development of intercul-
tural competence as a state of becoming into their curriculum and to critically
reflect on teaching intercultural competence. Critical reflection, guided by the
taxonomy, has been useful in assisting some staff members to make informed
judgments about their own as well as their students’ intercultural competence. k
There are many ways to use the taxonomy. A teacher of a first year market-
ing course has, for example, used the taxonomy as a teaching resource to assist |
students to understand the concept of intercultural competence and reflect on
the levels they displayed in the different domains in different situations. This
teacher also linked the development of intercultural competence to a university k
graduate capability focused on “displaying international perspectives as a gradu-
ate and a citizen” and what this graduate capability actually meant in the context
of a marketing degree. The discussions included consideration of the value o
intercultural skills in students’ current and. future work and personal lives and
opportunities across the degree to become interculturally competent in differen
situations. This was linked to the need for professionals in the field of market:
ing to develop long-term, mutually supportive relationships with Australian and
international customers. The taxonomy was useful in raising students’ awarencs

and developing their understanding of how negotiating styles are infl db
culture and the importance of modifying marketing activity in r ponse o the
cultures of specific markets and customers, “sponse o the
Others have used the taxonomy to assist them to map existing opportuniti
across a degree program for students to develop their skills knowidppOI tunltl‘?S
tudes through the levels of awareness, understanding and’autonom z"%CIa a;lld o
been used. to develop learning outcomes using the \:erbs in the olif}f.ert a; iy
and domains and as a means of ensuring that students have opportunitei:é1 t CYCIS
the degree program to practice, get feedback from others, and also refl on
self-evaluate their level of intercultural autonomy. , seronand
Interr:ultural competence is a complex and contested set of knowledee. ski
ar‘ld a.ttltudes. While it is relatively easy to see the theoretical connecti ge,'sqlls
with internationalization of the curriculum, it is not as easy to identifyoel;fétcttilj:

vay. i i
ways to assm.t students to become interculturally autonomous as human. social
and economic beings. e

Summing up

Individually and collectively, graduate capabilities, global citizenship, and inter
cult'un‘ral competence require interpretation across disciplines ang’ r l'n Y
Ir%dlvlldually and collectively, they provide valuable foundations for inf ‘?g“}m&
ahzatpn of the curriculum in the disciplines. In the next chapter we ctmatlon—
att(‘:ntIOI.l to some of the details of teaching, learning, and assessment in aum'l for
nauone.ihzed curriculum. We look at some of the ways in which the concn o e
have discussed in this chapter can be used in the process of internationaliz?ifg,s t‘;z

c.umculurn, including in the development of learning outcomes, learning activi-
ties, and assessment tasks. ’ ¢




