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Abstract 
 
This paper presents a Department level perspective on the impacts on academics and students 
of the complex and contradictory processes of globalisation in the context of Australia’s 
efforts to internationalise its university education. More specifically – and as a note of caution 
so you apply the appropriate degree of skepticism - this paper draws upon the insights gained 
from how RMIT Language and International Studies is managing to meet the challenges of 
responding to and engaging with both these processes of globalisation and the 
internationalisation of tertiary education. First, with respect to the implications for the work of 
academics in developing curricula and structuring learning environments to achieve graduate 
attributes this paper begins by locating globalisation within a historical framework, and 
argues that curriculum innovation must engage with the continuing presence of this legacy. 
Second, with respect to student learning (the need to provide graduates with a "global 
outlook" as well as an appreciation of international/cultural diversity), it is argued that the 
identification of key elements in the contemporary global flows provides an important focus 
for curriculum innovation. Third, it is argued that among the range of conflicting responses to 
the processes of globalising tertiary education that there are certain tactics and strategies that 
academics and their Departments might usefully reinvent, rework in order to facilitate – or 
manage – the above. 
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Globalising tertiary education: 

Interrupting planning with informed action 
 
 
A good few academics are exhausted from the intensification of their work (as administrators, 
managers, researchers, teachers, supervisors, entrepreneurs and auditors) and depressed by the 
cost ineffective use of their skills. Alienation among academics within universities affected by 
technological and economically-driven changes is a significant societal problem; the ‘brain-
drain’ associated is a sign of this. This disaffection is of greater concern where it is perceived 
that those responsible for governing universities seem to be keen on punishing academics 
through the inciting of fear, anxiety and depression. The media, unions and education 
authorities are aware of this threat to, and weakness in Australia’s positioning in the global 
multilingual knowledge economy. Under the heading “The less clever country,” an editorial in 
The Age of Melbourne stated, in part: 
 

According to [a] study, by the National Tertiary Education Union, our 
universities are becoming centres of stress rather than centres of excellence. … 
a recent study for the Department of Education, Training and Youth Affairs, 
which indicates that high levels of stress, low morale and low levels of job 
satisfaction are rife in Australian universities. … Many academics complain that 
administrative work is a serious distraction from their core activities of teaching 
and research. … any country that aspires to develop a competitive, knowledge-
based economy should put great store in education, especially advanced 
education. … the evidence indicates that the principle of user-pays and the cuts 
to higher education funding under the Howard Government have gone too far. 
When academics do not have time to spend on “cutting edge” research, this is 
detrimental … to national competitiveness. When those charged with imparting 
knowledge are under stress, this affects the quality of teaching and eventually 
the status of degrees. … Undermining morale and increasing stress levels is not 
the way to attract and retain the best minds we have (The Age, Wednesday, July 
19, 2000, p. 14). 

 
In the face of the uncertainties surrounding universities academics can play a productive role 
in informing university strategic planning through sharing the lessons they have learnt 
through their efforts to engage the globalisation of tertiary education – in all of its complexity 
and contradictions. Despite the challenges there are still academics who recognise the need 
for constructive and productive engagement with the globalisation of tertiary education. 
Increasingly there are those who are adopting an entrepreneurial orientation to their research 
and teaching; some even see the possibility of working with the market to deliver on a social 
justice agenda. The principle of putting first those who perform this king of work in 
universities is a defining attribute of worthwhile educational governance and key 
characteristic of the multilingual knowledge economy  (Lankshear, Snyder and Green, 2000). 
Here it is worth remembering that the fundamentals of good tertiary teaching – sound 
curriculum design, sound pedagogy and active convergent learning – are central to the project 
of globalising tertiary education.  
 
The failure to put the innovative work of teaching and research occurring in universities at the 
core of the project of globalising tertiary education unnecessarily adds to the particular 
challenges and problems this new policy emphasis presents. While in no way countenancing 
an exclusive focus on an exclusively bottom-up approach, there is a need to be cautious about 
purely top-down strategic planning approaches that rule out of the informed actions of those 
academics engaged in the innovative reworking and reshaping of the core business of research 
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and teaching. On the contrary worthwhile and effective University level strategic planning 
might be more successful if it was built out of the insights – the learnings - gained from the 
informed, innovative actions undertaken by academics engaged in research and teaching 
related to the globalisation of tertiary education. The ideas presented in this paper do not 
provide a blueprint for this project, but rather are intended as fodder to assist university 
deliberations over the difficult tasks and uncertain future they now face. 
 
The argument advanced in this paper is that successful university strategic plans can be 
enhanced with by drawing on the documentation and analysis of the small, but nonetheless 
significant actions that emanate from down at the operational level of universities, in the 
Departments where the core business of innovation in research and teaching is undertaken. To 
do so it is important to create the conditions for academics in Departments to engage in 
research and teaching about the processes of globalisation as well as enabling them to respond 
to and engage with managerial project of globalising tertiary education itself. This argument, 
which is informed by experience from RMIT Language and International Studies, is 
structured around three interrelated propositions: 
• The first proposition begins by locating globalisation within a historical framework, and 

argues that curriculum innovation can usefully engage with the continuing presence of 
this legacy. It then draws out the “implications” – or more accurately insights from the 
work of academics to indicate what they have done to develop curricula and structure 
students’ learning experiences to achieve graduate attributes.  

• The second proposition argues that the identification of key elements in the contemporary 
global flows provides an important focus for curriculum innovation. The focus here is 
upon what academics are doing to create student learning experiences that provide 
graduates with a "global outlook" as well as an appreciation of international/cultural 
diversity.  

• The third proposition argues the need to identify the range of conflicting responses to the 
processes of globalising tertiary education. It is shown that among these there are certain 
tactics that academics and their Departments might reinvent or rework in order to 
facilitate – or manage – curriculum innovation in the context of efforts to internationalise 
universities. 

 
 

1. Histories of globalisation and curriculum innovation 
 
My first proposition is that the historical legacies of different periods of globalisation need to 
be engaged in the work of curriculum innovation. Two points are central to explaining this 
proposition. The first is that in order to develop curricula and structure students’ learning 
experiences to achieve graduate attributes their studies of the complex and contradictory 
processes of globalisation (and localisation) need to be located within an historical 
framework. Second, while certain periods of globalisation may now be passed but because the 
tensions associated with them are still with us curriculum innovation can benefit from 
engaging with the continuing presence of their legacy. Drawing on insights from the work of 
academics at RMIT engaged in the globalisation of students learning experiences this section 
addresses two interrelated questions. How then do might we usefully conceptualise the 
different and overlapping eras of globalisation? How can the legacies of earlier periods of 
globalisation be engaged in the work of curriculum innovation? 
 
 
Conceptualising the differing periods of globalisation 
 
To understand the social, cultural and economic contradictions captured by the catch-all term 
“globalisation” RMIT’s bachelor’s degree in international studies has found it especially 
useful to provide its students with a tool kit that is built around historical. In doing so it is 
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acknowledged that the task of establishing “periods” of globalisation is not without problems. 
For instance, using European colonialism and the Cold War as markers of earlier periods of 
globalisation reminds us of the limitations of Eurocentrism in marking off historical periods, 
when these could also be seen as period of anti-colonial resistance and national liberation. 
Having due regard for this problem there is another, namely the need to recognise the 
continuing effects and pervasive influence of these earlier eras of globalisation has on the 
world today (including contemporary efforts to globalise tertiary education). At the very least 
the residual and lingering negative effects of past ears of globalisation create the need to 
engage students with these histories.  
 
The claim that the “sun never set” on the British empire is a useful reminder of an earlier era 
of globalisation effected for several centuries under the rule of the north west European 
colonial powers.  From an Anglo-ethnic perspective, a first wave of globalisation came with 
English colonial expansion in the eighteenth century. For much of this time Britain was the 
leading creditor nation in the world. In the early twentieth century, Anglo-ethnics regarded 
Asia as an exotic threatening and erotic playground. This was a time when the Australian 
Labor Government could pass the Wartime Refugees Removal Act to deport these several 
thousand Asians who had been given temporary refuge during the war in the Pacific; then 
public opinion and the Liberal opposition protested against this lack of compassion and 
humanity. At the same time as it busily set about recruiting refugees displaced by the War in 
Europe, the Government did all it could to make sure these Asian 
 

refugees were not encouraged to ‘make Australia their home’ or to become 
equal members of the community… They remained under exemption, giving 
the Minister the power to deport them at any time, their naturalization was 
difficult, and they were not allowed to bring in their families (Palfreeman, 1967, 
p.25). 

 
In some respects this period of globalisation came to an “end” following World War II with 
the rise of bloody movements for the liberation of nations from colonialism; the winding back 
of the British Empire and the integration of multi-ethnic Britain into the European Union. The 
collapse of the multi-racial British Empire – a global Empire over which the pace of the 
setting sun quickened from the 1940s onwards - brought a first round of global restructuring 
to the Federation. In parts of rural Australia you can still see the dilapidated remnants of the 
many dairy farms that disappeared during the 1960s, these ruins stand as testimony to these 
global changes to preferential trade. The end of this period of globalisation was overlapped by 
the rise of another era of globalisation. That we once spoke of the existence of “three worlds” 
recalls for us the end of north west European colonialism; and ending frequently effected 
through quite bloody nationalist movements that often fell short of their promise of liberation. 
This period marked the Cold War between communism and capitalism, a struggle that the 
superpowers hotly contested over the body counts of Third World peoples. For much of this 
seventy-year period the United States assumed that role of creditor to the world. With the rise 
of the Soviet Union and US/American super-powers, Australia joined the latter in its military 
actions against anti-colonialist movements in Korea, Malaysia, Indonesia and Viet Nam. 
There was considerable convenience for the Federation and its White Australia politics in so 
many Asians turning to communism as a way out of European imperialism. Its anti-Asian 
racism was easily transformed into and conveniently passed off as anti-communist politics.  
 
By the end of the 1980s another period of global restructuring began to emerge with the 
collapse of the Soviet Empire and its satellites. This time Australian governments gave 
succour to the neo-liberal ideological project of globalism by contributing to the global 
expansion of market capitalism by rolling-back the regulatory barriers of nation-states to 
transnational production, consumption and competition. It provided huge subsidises to 
facilitate the privatisation of many public industries, the successful outcomes of decades of 
nation-building projects. Many Australians had assumed that these public utilities – water, 
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electricity, telecommunications – were the basis of an enduring common wealth and their 
public security. And yet again we saw the bloody birth of more new nations, especially in 
Eastern Europe and Central Asia, as well as aborted efforts to achieve nationhood. During this 
latest stage of contemporary globalisation the world’s centres of economic gravity have 
become dispersed across the north Atlantic rim and the north Pacific rim. From the mid-1980s 
onwards Japan became the world’s largest creditor and investor (Morley and Robins, 1995, p. 
153). Today, it is Asians who travel to Australia for exotic tourism, education and 
transnational mobility. 
 
Histories were once written to glorify the English empire and the longevity of a Whites-only 
Australia or even the inevitable dictatorship of the working class. Now histories have to be 
told in the light of these changed circumstances. We are all aware that the corporate vision for 
the Federation articulated in 1901 and pursued for nigh on seventy years was for a Whites-
only Australia cleansed of the admixture of all Indigenous and Other non-European races. 
Given the contemporary processes on global restructuring and de-structuring we now have to 
answer a different range of historical questions. For instance, how does this historical record 
explain the growing admixture of Anglo-ethnics and Australians of Other races, the rise of 
Australian cosmopolitics, and the potential for an as-yet unrealised post-colonialist 
relationship between Australia and Asia? What was it about the Federation’s failed social 
experiment of constructing a Whites-only Australia that made it possible for this country to 
resume the cosmopolitan trajectory set in train in the nineteenth century?  
 
 
Engaging the legacies of “globalisations past” in curriculum innovation 
 
Within RMIT Language and International Studies the process of curriculum innovation has 
required recognition of and engagement with the legacy of existing disciplinary orientations, 
along with our own investment in these as academics. This has also led us to engage with the 
social and historical challenges the confront fields such as “multicultural studies,” 
“international studies” and the “Teaching of English to Speakers of Othered Languages.” This 
has meant engaging with critiques of orientalist approaches by the West to the study of the 
Other as well as critiques of the project of globalising English and its role in language 
extinction and knowledge death. We continue to engage with issues about the 
commodification and technologisation of education generally. It is a consideration of the 
tensions between the legacy of existing disciplines and the mounting challenges to them in the 
context of the globalisation of tertiary education that has created the conditions of possibility 
for shaping curriculum innovations in RMIT Language and International Studies. We have 
been working to identify and create a “third space” (Bhabha, 1994, pp. 36-39, 217-219) which 
is the hybridised product of these social, historical and economic interactions. For instance, 
we are exploring the generation of a new orientation to the education of English language 
teachers in response to and as an expression of the challenges posed by the globalisation of 
the English (language) empire or super-power (see Table 1). 
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Table 1: From English-only pedagogy to sustaining linguistic diversity 
 
English-only 
pedagogy and 
politics 

Social and historical 
challenges driving 
innovation 

Sustaining linguistic 
diversity 

Second language 
acquisition 
• English language 

skills for teachers 
• oral and written 

discourses 
• second language 

learning 

Technology 
• hypertextual 

reading and 
writing 

• as teaching 
support 
mechanism 

Language acquisition 
in multilingual 
contexts 
• bilingual or 

immersion 
education 

• vernacular 
language 
education 

• multiliteracies 
• new technologies 

of interaction, 
knowledge 
production and 
reflection 

Teaching 
methodology 
• theory and 

practice of 
English language 
teaching 

• second language 
pedagogy 

• classroom 
management 
principles 

Commodification 
• heritage and 

enterprise 
Englishes 

• English teaching 
business 

New pedagogies 
• real world action 

learning 
• relational 

pedagogies 
• 3D teaching 

Curriculum materials 
• evaluating 

teaching resources 
• practical use of 

technology 

Globalisation 
• global/local 

Englishes 
• reproduction of 

colonialist and 
colonising English 

• multi-vocal 
English 
dictionaries 

• popular cultural 
studies 

Language planning 
and policy 
• curriculum 

principles and 
program design 

• project 
implementation 
and formative 
evaluation 

• international 
language 
communication 
and reflective 
practice 

Risky opportunities 
• containing 

language death  
• redressing 

knowledge 
extinction 

Sustaining 
biolinguistic diversity 
• ethics of teaching 

Englsih 
• negotiating 

cultural affinities 
and hybridities 

• language 
extinction and 
knowledge death 
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Prevailing orientation 
 
The first generation of digital technologies reinforced the global dominance of English for 
several reasons: 
• First, most of the initial users of the technologies were North American speakers of 

standardised US/American English; they took this opportunity to privilege their language 
over all others through the creation of the Internet host computers and Homepages.  

• Second, those who designed and developed the new digital technologies did so using the 
American Standard Code for Information Exchange (ASCII) “which made computing in 
other alphabets or character sets inconvenient or impossible” (Warschauer, 1999). 

• Combined these factors then increased the need for people world-wide to communicate in 
a common language, thereby reinforcing the dominance of English in cyberspace. 

 
To this we should add those whose political commitment is for an English-only world or at 
least a world wherein English is the common language, as well as those concerned about the 
global marketing of English language products and services. They see the new technologies 
as the flagship for delivering on their project of globalising English. The 
 

effects of the globalisation of English seem remote to many Australians. If 
anything, monolingual English-speaking Australians greet the news of the 
spread of English around the globe with some degree of secret relief, grateful 
that the arduous task of learning another, ‘international’ language does not fall 
to them (Farrell, 1999, 49). 

 
Challenges to the project of globalising English 
 
There are a range of challenges to the project of globalising English, two of which are noted 
here (Singh, Kell and Pandian, 2002/in press). The first concerns the colonisation of the space 
of other languages, histories, identities and knowledges by English (Crystal, 2000; Nettle and 
Romaine 2000). It is in this context that bell hooks (1994, 168) reminds us that standardised 
English is “the language of conquest and domination…it is the mask which hides the loss of 
so many tongues.” For instance, like so many other languages, ka ‘olelo Hawai’i was forcibly 
suppressed by US/American colonisers before active Hawaiian citizens succeeded in their 
seventy year struggle to overturn the ban on teaching their language and it became an official 
language of the State of Hawaii (Warschauer, 1999). The project of globalising English is 
cause for concern among those involved in the contemporary transnational tertiary education 
industry because of its threats to the sustainability of humanity’s linguistic diversity. 
Humanity is now – this century - confronted with the dangerous possibility that the 
globalisation of English is contributing to the homogenisation of the world’s cultures, the 
extinction of some 5,000 of its languages, and the death of all the knowledge they contain - at 
the very moment when people knowledge is essential for the new global economy. 
 
The second concern relates to the role of English in reproducing colonialist constructions of 
speakers of languages othered through English. The English language is imbued with 
orientalist views, words, images, about the speakers of other languages who now pay for the 
opportunity to learn it. Those who study English to access its knowledge base find that the 
language has already produced racist and sexist constructions of them, and continues to do so 
even in cyberspace. For instance, the very act of learning of English is constructed as a sign 
conferring civilised status, or putting an end to imaginings about “rote learning." Cyberpsace 
reveals a global English which is fraught with colonialist overtones, tellingly revealed in 
popular descriptions of the internet as a new electronic frontier over which Anglo-American 
nations, along with Japan, are rapidly advancing. To have fun Anglo-Americans find 
enjoyment in fleeing White, middle class urbanity to exotic Asia where digital skin disguises 
their Whiteness to become virtual, digitised Yellow-faced cyborg’s engaging in colonialism, 
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tourism and rape (Ow 2000). Once again English is tied to the primary goals of colonialism 
and tourism; conquest and exploration are the grand narratives of cyberspace. The 
reinscription of the White master’s narratives of racism in cyber-English is evident: when the 
students searcher English-language websites for information they all too often found racist 
stereotypes about Hawaiians (Warschauer, 1999). 

 
Risks as opportunities for innovation 
 
The dilemmas created for global tertiary education providers by the risks created by the 
project of globalising English can be pessimistically understood as threats representing 
dangerous socially explosive hazards. Nevertheless out of this analysis of the socio-cultural 
impact of the project of globalising English, and the despair that this may engender, we must 
mine the resources of hope. An optimistic understanding of these risks recognises in them 
opportunities for curriculum innovation. The opening up of Australian tertiary education, its 
products and services to scrutiny by those concerned about the risks wrought by the project of 
globalising English makes this realm available for innovative decisions. As noted above, it is 
also important to recognise and investigate the ways in which innovation in around English 
language education is constrained by the dominating epistemology and regulatory regime 
within which it operates. However, global restructuring does create possibilities for 
reconstructing the definition of English as a global risk and this may just open up possibilities 
for innovative ways of framing the management of the risks it creates for other languages – 
other peoples. This is made possible through the work of organisations of global civil society 
raising people’s consciousness of this endangered and dangerous world, and in particular the 
civic courage and vigilance of the transnational human, language and ecological rights 
movement. In responding to and giving effect to the globalisation English RMIT Language 
and International Studies is exploring the transnational legal, ethical and epistemological risks 
it raises, and in doing so reshaping its course for the preparation of teaching of English in 
bilingual contexts. Such responses to these risks are not an optional extension to current work, 
but necessary innovations created by the ethical dilemmas and investment risks globally 
oriented tertiary education providers now face.  
 
 

2. Students learning about disjointed global/local flows 
 
New pedagogies are needed to engage with the major elements of contemporary global flows. 
What are the major global flows? What are the key elements of the new peadagogies? For 
each of the key flows associated with the distinctive feature of contemporary globalisation 
people, nation-states and international organisations can and do take different and often 
disjointed positions (Appadurai, 1996). Students engaged in RMIT’s International Studies 
program are developing a language that helps them understand the contemporary world in 
terms of the: 
• contested meanings of the key ideas and ideologies such as globalisation, globalism and 

global society;  
• cross-border flows of new technologies – hardware and software; 
• restless movements of people - tourists, immigrants, refugees, exiles, students, workers 

and others - which are changing politics within and between nations; 
• production, distribution and dissemination of media images worldwide; 
• speed with which money now moves around the world; 
• risks to the world and the opportunities this creates for global citizenship and 

transnational governance. 
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Ideas 

There is no monopoly on the ideas of or knowledge about globalisation. The idea of 
globalisation does not have a single meaning; indeed it is a contested concept with 
contradictory meanings. For some globalisation “denotes the processes through which 
sovereign national states are cris-crossed and undermined by transnational actors with varying 
prospects of power, orientations, identities and networks” (Beck, 2000, p. 11). For other 
globalisation is a multi-dimensional phenomenon of ecology, culture, economic, politics and 
civil society which cannot be reduced or collapsed into one another. One key idea in theories 
of globalisation is that of globalism. This is the term used to describe the neo-liberal 
ideological commitment to a “world market [that] eliminates or supplants political action – 
that is, the ideology of rule by the world market … reducing the multidimensionality of 
globalization to a single, economic dimension” (Beck, 2000, p. 9). The neoliberal ideology of 
globalism insists on running the state – universities, schools, colleges, hospitals - in the same 
way as a private corporation. Many Australians have experienced neoliberal globalism, or 
“globalisation from above” (Falk, 1999), as being largely associated with cutbacks in jobs; the 
rise in unemployment and part-time work; increasing insecurity in their employment 
conditions and to a lesser degree the relocation of jobs and industries to low-wage countries: 
“More and more people … are now profoundly disturbed by the fact that the sources of 
affluence have begun to dry up or are bubbling forth in an extremely unequal pattern” (Beck, 
2000, p. 143). The nation-state’s claims to prosperity no longer coincide with the prosperity 
of the nation’s citizens.  
 

Technology 

The revolution in the new technologies of human interaction, knowledge and cultural 
production, and reflection are having a dramatic impact on people’s lives. For instance, they 
have now broken the need to have people to work together in a given place (Beck, 2000, 18). 
While once there may have been a competitive advantage in the concentration of knowledge – 
intellectual resources - in the English language, second generation multilingual digital 
technology now make it much easier for many different languages to enter the global 
marketplace and to establish distributed and networked markets. 
 

People 

The global landscape is now shaped by immigrants are accepted into the nation’s popular 
culture so much so they become representatives of the nation at the same time as acting 
against their xenophobia. People are less and less tied to a particular geographical space and 
cultural identities. More and more people are linked into the symbolic circuits of global 
culture industries. 
 

If experience of world society is an essential feature of world society, then 
multicultural society is not a phantom of the brain but a global reality. One can 
neither choose it nor opt out of it.  It does not automatically lead to tolerance, 
but can also trigger seclusion and xenophobia. If the ambivalences of world 
society burst into conflict at certain places, this does not mean the collapse of 
‘multicultural social experiments’ and may even mark the beginning of a new 
epoch in which transnational and transcultural ways of living will be the norm. 
A people that blots out these realities and continues to think of itself and other 
in terms of monolithic national cultures will find it difficult to cope with the 
quite normal confusion of world society (Beck, 2000, 89-90). 
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Media 

The nation-state’s political sovereignty over the global information network has all but 
ceased. The stream of media images produced by the global culture industries is producing a 
symbolic world which is canceling the equation of the nation-state with society and identity. 
Cultural globalisation, the market governed production of worldwide cultural symbols, is 
producing transcultural lifestyles, symbols and behaviours such as watching television 
programs, wearing similar clothes, listening and dancing to similar music, smoking common 
drugs and identifying with converging cultural symbols. In short “Satellites make it possible 
to overcome all national and class boundaries, to plant the carefully devised glitter of white 
America in the hearts of people around the world” (Beck, 2000, p. 43). This cultural 
globalisation does not mean that the world is becoming culturally homogeneous; the 
consequences of the processes of globalisation are multiple and contradictory. The media is 
however achieving a consciousness globalisation whereby people are increasingly aware of 
the world as being a single place needing conscious attention to global fragilities. 
 

Money 
The economic framing of globalisation is the prevailing perspective used to debate its 
processes. The density of international trade and the global networking of finance and the 
money flows now escapes the control of national states. In the emerging multilingual 
knowledge economy it is the knowledge available in the world’s many different languages 
which are now the focus of struggles over intellectual property rights and wealth creation. 
Languages as the repository for knowledge of technology, art, music and much more are what 
makes it possible for human beings to achieve such much across the generations. There is 
much knowledge that has been learnt, and still has to be learnt about the Arctic climate from 
the Inuit people and about the management of marine resources from Pacific Islanders (Nettle 
and Romaine, 2000, p. 16). If for no other reason, the problem of language extinction raises 
key concerns about the death of knowledge that is important to the emerging knowledge 
economy. For instance, the extinction of a local language means the death of an intimate 
knowledge of that habitat – its land, water, plants, animals - and therefore a loss to science 
and industry of knowledge that could be really useful for learning how to manage ecosystems 
more effectively. Based on Crystal’s (2000, p. 44) account it is reasonable to argue that a 
monolingual knowledge economy is at a disadvantage which deprives business of a range of 
niche (linguistically diverse) markets. One way of increasing the resource base of the 
knowledge economy is to access the knowledge resources of other languages. In the supply 
chain the work of globalising business has now taken on processes of localisation whereby 
products and services are adapted to suit target languages and cultures. 
 

Risks 

Issues of world poverty, global environmental destruction, language death, transcultural 
conflicts have yet to deliver on recent ideas about sustainable development, not in the least 
because of the interactive, spiraling effects of these threats and differing interpretations of 
what sustainability might mean in practice. Broadly speaking Beck (2000, pp. 38-41) argues 
that there are three kinds of global risks that now concern humanity as a whole, namely the: 
• Ecological destruction and technological-industrial dangers caused by affluence (e.g. the 

ozone hole and greenhouse effect; the extinction of other language and associated 
knowledge death; the unpredictable and incalculable consequences of genetic engineering 
and reproductive medicine) 

• Ecological destruction and technological-industrial dangers evident in the poverty caused 
by globally structured inequalities. (e.g. the interrelated and interdependent issues of 
population; nutrition; loss of linguistic/knowledge, species and genetic resources; energy; 
industry and human settlement). 
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• Dangers posed by terroristic use of nuclear, chemical and biological weapons of mass 
regional or global self-destruction. 

 
 
New cyber-pedagogies 
 
The forgoing section has located the globalisation of tertiary education in its historical context 
and in reference to the major global flows. This section canvasses several features of the 
pedagogies being developed in RMIT Language and International Studies with the aim of 
mediating student interactions, producing knowledge and critical reflection so as to improve 
their learning outcomes. The four key dimensions of these productive pedagogies involve 
recognising difference; providing intellectually demanding learning experiences; building real 
world knowledge connectivities; and providing a supportive teaching/learning environment. 
 
 
How can tertiary education add value to global cultural differences and linguistic diversity? 
 
A curriculum framed to support productive linguistic diversity adds value to students’ cultural 
and linguistic knowledge-base, and actively seeks to increase the participation of students 
from different cultural and linguistic backgrounds in the multilingual knowledge economy. In 
doing so such a curriculum explicitly and deliberately adds value to the transnational cultural 
and linguistic communities of which students are a part and from which students can draws 
funds of knowledge to contribute the re-positioning of industry and workers within the 
changing global marketplace (Lingard, Mills and Hayes, 2000). This “adding of value to 
students’ cultural and linguistic knowledge-base” calls for the acknowledgement of unequal 
power relations rather than flattening out and making structured differences of class, gender, 
race and ethnicity appear equal. It means recognising that some students have more choices 
because they have more resources than others, because the range of resources and choices 
available varies according to factors of class, gender, race and ethnicity. Even people’s 
identities cannot be freely chosen. Recognition that we all speak from a particular place, 
history, experience and culture, but that none or us are forever contained by that positioning.  
 
Rather than eliminating students’ diverse cultural and linguistic knowledge-base these are 
made to count in the enhancing their higher order learning outcomes. This challenge the 
perspective that are take English-only pedagogy as “natural,” it disrupts taken for granted 
assumptions and disturbs the complacency of English-only politics. This recognition and 
incorporation of difference into consideration of productive pedagogies needs to be allied to 
higher order thinking and critical analysis of wider relations of power. However, even in 
cyberspace making these difference productive faces several significant challenges because 
hyperspace does not make difference invisible or irrelevant, and the globalisation of English 
threatens the sustainability of the world’s linguistic diversity. 
 
 
What intellectually challenging learning experiences support the preparation of workers 
for the global multilingual knowledge economy? 
 
There are four important features of the intellectual quality of a curriculum framed to support 
productive linguistic diversity. These are the promotion of higher order critical thinking; 
acquiring a depth of knowledge and understanding; treating knowledge claims as problematic 
and open to question, and learning the meta-language framing any given operation (Lingard, 
Mills and Hayes, 2000). These features have been long associated with student-directed 
learning, interactive teaching and multidisciplinary real-world project work. Students need the 
“know-how” to be able to evaluate the pace of technological and economic change in relation 
to people’s capacities to engage it; to undertake socio-political and cultural impact analyses; 
and to monitor differential levels of anxiety, alienation and disaffection. Students also need to 
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develop the operational capacities required to program manage people’s engagement with 
fast moving, radical change; and to build scenarios for the development and maintenance of a 
global civil society. They need the technical skills to enable them to critically reflect on 
government interventions, the opening of the nation to world competition, the morality and 
politics of an ethic of efficiency, and the political incitation of fear and instability.  
 
If the Australian industry is to re-position itself within the global multilingual marketplace 
then it would be useful if its prospective employers appreciated the social and cultural impact 
of the globalisation of English. It is important for industry workers to know that in potential 
markets English is regarded as a “cultural nerve gas” (Crystal, 2000, p. 78) which is 
infiltrating everywhere with reinforcement from Anglophone governments and mass media. 
That the production of English-only products and services creates antagonism among 
speakers of other languages, and so produces opportunities for innovative tertiary education 
institutions to make decisions which favour language development and rejuvenation. Further, 
as second-generation multilingual digital technologies represent the major dynamic in the 
global multilingual knowledge economy. This being so, then it is likely that innovation and 
growth in the Australian tertiary education might be found in efforts to offer its customers 
throughout the world all the possibilities for studying in their own languages. For most people 
throughout the world, the ability to speak at least two languages is taken for granted. It is only 
the nation-building projects of the last two centuries that have equated cultural and linguistic 
homogenisation with modernisation. This project failed; there are only several hundred 
countries in the world but there are still (for the moment at least) some 6000 languages. 
Increasingly classificatory schema constructed to organise accounts of online use by 
languages also recognise the failure of this project, in so far as they acknowledge that people 
speaking the same language can do so from whatever country they happen to live in. A 
multilingual tertiary education industry using second generation multilingual digital 
technologies could make for more cost-effective and widespread distribution of knowledge 
than is possible by first-generation, English-only technologies.  
 
 
What real world knowledge connectivities can be built between students’ learning 
experiences and their future career trajectories? 
 
Integral features of a curriculum framed to support productive diversity include enabling 
students to integrate knowledge from across diverse fields; connecting what they are learning 
with their own experiential knowledge and their life trajectories; connecting their learning to 
real-life contexts, and real-world problem solving (Lingard, Mills and Hayes, 2000). Efforts 
to frame a curriculum that builds in these attributes of knowledge connectedness include 
maximising opportunities for authentic ‘real world’ learning (Lankshear, Snyder and Green, 
2000, p. 118). We are finding that students’ learning can be connected to real-life contexts 
through the use of second generation, multlilingual digital technology to facilitate the 
production of reports in a range of written languages. Students learning to become interpreters 
and translators are being connected to the emerging possibilities related to their future career 
trajectory through case studies, field projects and internships with businesses which 
incorporate “going abroad” into their strategic planning and those which already have 
established international operations.  
 
Students learn about multinational companies actively engaged in contemporary processes of 
globalisation and the strategic means for translating company documents and localising them 
for niche markets around the world. In recognition of the fact that international business 
constantly requires good translation, major investors in  on-line translation businesses include 
the General Electric Co., the Goldman Sachs group and Bain Capital. Translators now require 
skills to work as part of internet-based global networks operating across multiple countries. 
Second generation digital technology designed for the multilingual knowledge economy has 
produced many innovative products, including software to automate selected tasks involved 
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in managing web content in multiple languages. After appropriate training, which includes 
studying the risks of doing business in a given country, the translators render web pages into 
different languages. No company, except maybe a funeral parlour, wants their web page 
colours, symbols or numbers to be read as signifiers of death in another language, another 
culture. 
 
 
What provisions are needed to create teaching/learning environments supportive of the 
inter-generational transmission of languages? 
 
Giving students an increasing measure of control over their learning; providing them with 
positive social support and ensuring they are engaged on task are three important 
characteristics of a teaching/learning environment that enhances student educational 
outcomes. So too is making explicit the criteria on which students’ work will be judged and 
the requirements for the self-regulation of their own behaviour (Lingard, Mills and Hayes, 
2000). A supportive teaching/learning environment for transnational students who speak a 
language other than English is one which enhances their language proficiency in both 
languages. In this context it is not a matter of choosing between promoting the sustainability 
of global multilingualism or advancing the project of globalising English. Second generation 
multilingual digital technologies are making such a choice redundant and now tertiary 
educators are exploring possibilities for creating teaching/learning environments that of 
supportive of the development of students’ vernacular.  
 
The shift to the use of second-generation, multilingual digital technologies (MDTs) will mean 
a shift away from the project of globalising English. This shift is giving rise to production of 
goods and services in “national” languages and increasingly in local languages. Recognising 
these trends some global tertiary education providers now acknowledge that productive 
engagement with linguistic diversity is integral to their positioning within the global 
multilingual knowledge economy. This shift to multilingualism has been pioneered in the 
strategy of “globalised localisation.” Corporations maximise their market share by 
“localising” their products. While CNN and MTV initially broadcast their programs world-
wide in English, they are produce programs in a range of other languages both to compete 
with international and regional media outlets, as well as to access local markets (Morley and 
Robbins, 1995; Warschauer, 1999). 
 
 

3. Strategies for managing the globalisation of tertiary education 
 
Of the range of responses and modes of engagement with the project of globalising tertiary 
education, there is a need for an approach which constructive – innovative. What are the 
range of responses? How do we engage constructively with the internationalisation of the 
university? Globalisation, and more particularly the imposition of “globalisation from above” 
(Falk, 1999) is not without tensions or problems. For instance, the project of globalising 
English is a challenge to local languages, identities, knowledges and histories, and is seen as a 
revival or extension of Anglo-American colonialist domination. Likewise there are also 
anxieties created over claims about the ownership of English that trigger the political backlash 
nurtured by regressive parochialism. Here we turn to a consideration of some of the language 
that is available to understand how tertiary education might be positioned and how we might 
position our work in tertiary education within the tensions over the contradictions in the 
processes of globalisation (see Figure 1[next page]). 
 
 



 14 

Neo-liberalism 
 
people 
technology 
money 
media 
ideas 
risks 

Regressive parochialism 
 
people 
technology 
money 
media 
ideas 
risks 

Critical rearticulation of 
local/global 
 
people 
technology 
money 
media 
ideas 
risks 

US cultural and economic imperialism 
 
people 
technology 
money 
media 
ideas 
risks 

 

Post-modernist neo-liberalism 

One response to the uncertainties of globalisation is to view the changes in tertiary education 
from an exclusively Anglophone perspective. This creates and perpetuates a “postmodernist  
Anglocentrism” (Morley and Robins 1995, pp. 206-208) that sees the English spoken by 
Others as “backward”, “less advanced”, “deficient” or “improper”. This form of 
Anglocentrism sees people from other social and cultural backgrounds as fragmented 
identities as having differential access to different forms and quantities of the cultural capital 
provided by the English language. This deep and powerfully Anglophone perception of the 
changes occurring to English is particularly evident in the demand that the “benefits” of 
English imperialism should be accounted for in any critique of colonialist and colonising 
English. However, Anglocentric constructions of nostalgic images of past glories are  
 

problematic because of the view of colonialism that it puts into play through a 
liberal apoliticism that seeks to see “both sides” of things. …[when] there is still 
a pressing need to write against the massive history that has extolled the 
benefits of [English] colonialism for so long, and, second, this history cannot be 
reduced to some even-handed balance sheet in which some things were lost and 
others gained. … Having myself watched — and in some sense participated in 
— the micro-politics of colonialism, the constant dismissals, inequalities, 
putdowns, racisms of everyday life in Hong Kong (Pennycook 1998, p. 25) 

 
But the real point is that the most dramatic impact of English colonialism was the 
destructuring of African, Asian and Australian societies, their languages and knowledges 
(Pennycook 1998, p. 25). The globalisation of the English empire and its language halted their 
development by excluding Indigenous peoples from participation in making decisions that 
controlled their lands, family ties, languages, knowledges, identities and histories. 
Postmodernist Anglocentrism assumes that the dislocation, hybridisation and displacement of 
English—the creation of postcolonial Englishes—are remarkably unique. For the peoples of 
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Malaysia and the Indigenous inhabitants of Australia—and many other countries colonised by 
English—these experiences have a long historical resonance that this perspective fails to take 
into account. This postmodernist Anglocentrism decontextualises the teaching of English, 
flattens the significant differences in English languages and ignores the multilingual needs of 
people in different situations. It assumes that everyone has access to English as a key tool of 
global interconnectedness, and that they are well served by the opportunities it claims to 
provide to enhance their life chances.  
 

US/American cultural and economic imperialism 

The networked villages of the globe are now subject to symbolic and linguistic domination by 
US/American culture that competes with, challenges and generally over powers all other 
cultures. The superhighway that tracks through these internet-linked global villages is 
signposted by US/American cultural logos. Furthering the USA’s cultural, linguistic and 
economic imperialism has been a deliberate and explicit strategy of US foreign policy 
(Morley and Robins, 1995). The heavily state subsidised motion-picture industry has provided 
a form of export-led advertising for US/American consumer products and media imaginings 
of the US/American way of life. US/American entertainment and media exports promote the 
USA’s political and cultural interests at home and abroad. The joining of its economic 
strength with the control of information technology to shape the public opinions of the world 
continues to be essential to maintaining the international power of the USA: 
 

the opportunity of the US/American mass media to disseminate their message 
throughout the world arena …. Free trade [costs as it] is the mechanism by 
which a powerful economy penetrates and dominates a weaker one, then the 
free flow of information is the channel through which the life-styles, and the 
values of [the USA] have been imposed on poor and vulnerable societies. 
(Morley and Robins 1995, p. 221) 

 

Regressive parochialism 

For some the politics of resentment have provided a false sanctuary against the uncertainties 
of globalisation from above. In the face of the neo-liberal project of globalism we have seen 
the emergence of racist, anti-immigration groups which have given rise to calls for a return to 
the mythic project of racist purification and regressive Anglo-fundamentalism. These 
manifestations of regressive parochialism seek to insulate Australia from the regulatory power 
of the global market forces and the de-structuring of lives created by Government mediated 
imposition of “globalisation from above”. In part regressive parochialism can be attributed to 
the erosion of the protectionist umbrella of the nation-state, the Cold War superpower 
alignments and the western European imperial infrastructure—legacies of previous eras of 
globalisation. As the state relinquishes its regulatory and institutional capacities for protecting 
its citizens’ economic and social security to global market forces there are heightened levels 
of desire to reproduce the attitudes, behaviours and practices which were once associated with 
the protectionist nation-state. While much of the tarnished culture of White Australia politics 
seem s to have long ceased to have symbolic relevance and meaning, they are all too 
frequently revived in a wave of nostalgic resentment politics.  
 
In Australia the emergence of the One Nation/ White Nation/ English-only movement in 1996 
was an effort to revivify images of a tarnished White Australia politics. Although necessarily 
responsive to the electoral pull of this regressive parochialism, Australian Governments have 
used this movement to mask the socio-cultural consequences of their radical commitment to 
neo-liberal economic globalism. This resentment politics is stimulated by the global 
restructuring of the world economy and its failure to address the miseries of the poor and 
marginalised. However, it strikes out against racialised others rather than those imposing 
“globalisation from above”. Regressive parochialism redefines the legitimacy and authenticity 
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of the nation-state around exclusionary criteria: racism, Anglo-fundamentalism, chauvinism, 
xenophobia, and “meanstream” politics: 
 

opportunistic politicians have tended to build on grass-roots discontent … Such 
backlash politics have become a structural feature of this period, present in 
virtually every advanced industrial society. It fosters chauvinistic and 
xenophobic types of nationalism that are essentially intolerant of differences, 
and hence radically inconsistent with the sort of juridical nationalism that is the 
ideological taproot of the modern secular state, including its stress on the citizen 
as an individual member, purged for political purposes of secondary identities 
and pledged to reconcile private concerns with the promotion of the public good 
for the whole of society.  (Falk 1999, pp. 161–162) 

 

A socially critical rearticulation of local/global connectivities 

Not all academics are convinced that we must abandon ourselves to alienation and 
disaffection, and thereby allow or succumb to the interests of regressive parochialism. There 
is another position for tertiary educators to take; namely a one that constructively engages 
with both the complex and contradictory processes of globalisation and loclaisation, as well 
as making a constructive contributing to helping universities address the uncertainties of the 
processes of globalising tertiary education. This socially critical orientation sees the local and 
global as mutually constituted and equally problematic and as equally offering opportunities. 
Within this perspective the local and the global are not seen as mutually exclusive, but rather 
the local is understood as an expression of and response to the global. On the one hand, 
globalisation draws upon or otherwise gathers, redefines and creams off local cultures for 
uses elsewhere (Beck, 2000, 48). By this means the reservoir of cultural ideas from anywhere 
around the world are drawn into transnational spaces and adapted to the cultural particularities 
of other localities. On the other hand, efforts to work ‘globally’ require the development of 
local connections. Even world capitalism needs local diversity as a resource for product 
innovation and ‘ethnic’ niche marketing. However, these global processes of delocation and 
relocation do not mean the salvation of the local let alone a renaissance of the local. The 
viability of the local is made possible and actual through relocating and renewing local 
cultural differences in relation to changing global connections. These the interdependent 
processes of globalisation and localisation  
 

cannot be equated with a ‘carry on as before’ traditionalism and practised in a 
blinkered provincial spirit. The framework in which the meaning of the local 
has to establish itself has changed … local cultures can no longer be justified, 
shaped and renewed in seclusion from the rest of the world … there is a 
compulsion to relocate detraditionalized traditions within a global context of 
exchange, dialogue and conflict (Beck, 2000, pp. 46–47). 

 
In other words tertiary education cannot “carry on” as if the British empire still ruled the 
Kyber pass and that Asian countries or their peoples are still colonial subjects. The 
provincial blinkers of White Australia politics which gave exclusive value to the primordial 
Anglo-ethnic kinship is no longer viable in a world of dramatically changed power relations. 
The global framework in which local tertiary education has changed as a result of 
government disinvestment in the provision of education for the public security of its citizens 
and its press for tertiary education institutions to generate their income from international 
students, most of whom come from Asia. This means that local provision of tertiary 
education can no longer be justified in terms of nation building and the formation of national 
citizens. Now global thinking and global action are needed to sustain the local viability of 
tertiary education. 
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Engaging constructively with the internationalisation of the university 
 
To respond to the evident uncertainties surrounding the effects of globalisation on universities 
and the efforts to manage the internationalise tertiary education RMIT Language and 
International Studies has tried to respond constructively. There is a recognition that the many 
conflicting management systems put in place to change universities cannot support in equal 
measure all the contested and even contradictory goals to which Australian higher education 
is now committed. There is also recognition that there is a need for a constructive input into 
university policies as managers at all levels struggle with the difficulties we face all together.  
 
The practice that has been developed for managing RMIT Language and International 
Studies’ academic “business” development might be characterised as a convergent learning 
strategy. True this is a cultural orientation to managing a Department and its external relations 
is seen as being quite effective, but not one that is politically sanctioned an audit driven 
managerial framework. The focus is on the opportunities present in the risks, threats or 
challenges that come with efforts to manager the internationalisation of higher education. 
Recognising the complexities of the problem of internationalising higher education, RMIT 
Language and International Studies does not reject out of hand any ‘quick fix’ managerial 
solution to the problems they face as teachers and/or researchers, but engages them with 
sceptical curiosity.  
 
A university plan for teaching and learning for example may have elements or even ideas that 
could prove valuable if prudently reworked or reinvented. The RMIT teaching and Learning 
Strategy provides a useful prism through which RMIT Language and International Studies 
has been able to examine its own practices and out of which it has been able to offer a new 
perspective on the problem of globalising tertiary education. By decoupling and 
disaggregating the RMIT Teaching and Learning Strategy into key components, RMIT 
Language and International Studies has been able to re-present ideas based on its practices 
which have usefully informed institutional debates and conversations. At the very least these 
provides senior university managers with knowledge – evidence or documentation - about 
what ideas may have some grounding in the organisation’s technology and culture, as well as 
a basis for investigating how it actually operates should it be seen merely as self-promoting 
advocacy. 
 
• Do university policies, strategic plans and so forth contain any progressive and hopeful 

possibilities?  
• What scope is there for Department’s to intervene in, or contribute to university policy 

(re)making?  
• What productive relationship can be developed between the global university the specific, 

concrete needs at the local, Departmental level?  
• How do Department’s position themselves within the university’s global cultural spaces?  
• Where can Department’s find a place of critical distance wherein they can imagine 

alternative projects of social existence capable of counteracting the paralysis which the 
alienating effects of technological and economically-driven changes induce in us?  

 

Three dimensional teaching  

RMIT’s Teaching and Learning Strategy  (2000-2002) focuses on enhancing the attributes 
with which students graduate across three interdependent dimensions: the mechanical or 
procedural; the making of good sense of social, cultural and economic contexts; and the 
creation of innovations through critical reflection, analysis and evaluation. This is a well-
established holistic view for framing university education in democratic societies (see for 
example Lankshear, Snyder and Green, 2000). Students’ learning experiences should enable 
them to become proficient in the “technical” arts: 
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Governments continue to move toward the deregulation of every service area 
and to embrace competition as the means by which costs of delivery of public 
services are reduced and quality improvement and responsiveness to changing 
needs are enforced. …They seek therefore vocational education, fostering 
innovation and low tax rates. The Australian government continues as well to 
focus on opening Australia to world competition (Dunkin, 2000, p.5). 

 
From this statement we can see that one of the important dimensions of tertiary education is 
the transmission of the knowledge and skills students’ need for doing many different kinds of 
procedural tasks. This ‘technical’ dimension of tertiary teaching focuses on students learning 
functional abilities as well as knowing how to use different operations to engage in real-
world, work-related tasks. For instance, given the rise of the global multilingual knowledge 
economy it is important for students to gain the “how-to” knowledge concerning new 
governmental techniques for intervention and control: regulation by global market forces, 
open competition, cost reduction, quality assurance, client responsiveness and enforcement. 
 
A second interdependent dimension of students’ learning experiences to enable them to 
become proficient in the basic skills of “social and cultural” analysis and interpretation: 
 

we recognise that the pace of technological and economically-driven change 
that can be accommodated by people and groups is more limited. Alienation is a 
significant social phenomenon as groups within society are affected 
disproportionately and face mixed futures. Social problems and disaffection 
grow in many developed societies. The attractiveness of politicians who 
articulate the fears and anxieties of people facing such radical change has been 
clearly shown in elections recently in countries such as, Australia, UK, USA 
and Germany (Dunkin, 2000, p. 5). 

 
This second important dimension of teaching students for the real world of work focuses on 
the transmission of the knowledge and skills they need to contribute to the development and 
maintenance of a civil global society and the fulfilment of human life. Students need to learn 
to undertake analyses and make interpretations of the socio-political and cultural impact of 
“globalisation from above” and “globalisation from below” (Falk, 1999). In some instances 
the meaning given to the impact of “globalisation from above” has found expression in 
resentment politics which in Australia’s case has incited racist fears directed against 
Indigenous and Asian-Australians as well as asylum seekers. In some instances the social 
alienation and disaffection this has caused has created instability in Australia’s international 
trading relations. 
 
A third inter-related dimension of students’ learning experiences to enable them to become 
proficient in the basic skills of judgement, evaluation, reflection and critique: 
 

The picture of change that we acknowledge, then, is one in which some facets 
of our society are moving fast and challenging existing models and paradigms. 
At the same time, we accept that people’s capacity to adapt to such change is 
more limited. Our task is to help them bridge that gap. It is also the challenge 
for us as a community within RMIT University to ensure that, as an institution 
that wishes to continue its current role in developing and maintaining civil 
society, it adapts to an appropriate pace to these external challenges (Dunkin, 
2000, p. 5). 

 
This third important dimension of tertiary teaching involves developing in students the 
attributes needed for creating social, cultural and economic innovations; this is done by 
developing their critical understanding of the relationships between the cultural fabric of 
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global/local society and the world’s changing political economy. This “critical’ dimension of 
tertiary teaching focuses on engaging students in learning to assess, judge and evaluate the 
technical, political, economic and socio-cultural aspects of globalisation and localisation in 
order to create innovative products and transformative practices. This includes developing 
innovations in methods or technologies, as well as making innovative moves with respect to 
existing practices and changing the rules governing these practices. As indicated in the above 
statement, it is critical reflection on the gaps between hope and happenning, and critical 
analysis of the contradictions between the techniques of “globalisation from above” and its 
localised socio-cultural impacts that provides the scope for building innovations. 
 
 
Conclusion 
 
Any successes RMIT Language and International Studies has had in engaging with the project 
of globalising tertiary education have been very modest. We have also had major failures. For 
instance we have not always been able to recruit the staff we wanted, the defining feature of 
any worthwhile strategic plan. We have not been able to establish or capitalise on the 
transnational forums that we invested in as quickly as we would have liked; nor have we been 
able to make a number of courses available in the time frame we would have liked. So be 
warned there is nothing I have said here that guarantees that any of the ideas raised in this 
paper will necessary work any where else, or that they will even be sustained in RMIT 
Language and International Studies.  Any expectations you may have for success in following 
any of these ideas needs to be realistic; it is not my desire to promise you a solution to the 
problem of managing the internationalisation of education; failure can only lead to the erosion 
of confidence and cynicism. My point is rather there is a need to understand the culture of an 
organisation – a Department – and to understand that innovations associated with the 
globalisation of tertiary education are cultural projects that have to be altered and reinvented 
in different contexts. 
 
Given what has been learnt about the limitations of top-down educational reforms in past 
decades (Birnbaum, 2000) the use of a similar strategy for the project of globalising tertiary 
education is likely to be less than successful. To be effective it needs  
• to be thoroughly integrated into the day to day teaching and research of academics; 
• to start with the different kinds of learning that academics with different investments 

(and rewards)in this project want to foster; 
• to provide academics with peer-based professional development that demonstrates really 

useful and purposeful approaches to globalising tertiary education; 
• to recognise that the informed actions undertaken by academics doing in the core 

business of universities needs to have a key role in shaping plans to globalise tertiary 
education. 

 
The point here is that in the project of globalising tertiary education, teachers’ needs should 
come first. “Teachers first” is a principle that asserts the imperative to create the conditions 
for academics engaged in teaching and research in Departments/Schools for learning about 
the globalisation of tertiary education through their work to internationalise their curricula. 
For academics and teachers in tertiary education to make informed educational decisions 
about using the internationalisation of their research and teaching, they must first have the 
conditions created that enable them to learn what this means. They also need to able to learn 
of the benefits of doing so for their own educational purposes and that of their educational 
institution. I leave you with a number of questions this paper has raised for your 
consideration: 
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1. How might a better understanding of the histories of globalisation help us to recognise 
and question the place of legacies of these past in shaping current thinking, work and 
organisation of tertiary education? 

 
2. What do the key elements in contemporary globalisation mean for re-working tertiary 

education? 
 
3. What responses to the current phase of globalisation seem most appropriate for tertiary 

education in Australia? 
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