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Abstract
Many higher education institutions in Canada are enrolling international graduate students as part
of their internationalization strategy. However, once international graduate students arrive at
their host institution, they often experience tensions in the classroom. There is a lack of critical
examination concerning how these students are treated once they are admitted (Lee, 2007b).
Much of the existing research frames international students as having to acclimate to their
institution rather than examining the institutional structures in place to support these students.
There is a paucity of studies that explores the relationship between international graduate
students, university administrators, and policymakers in the context of internationalization. This
qualitative study sought to extend the research on internationalization and the academic
experiences of international students in Canada by examining: (1) The classroom experiences of
international graduate students at a higher education institution in relation to internationalization;
(2) University administrators’ understandings of international graduate students’ classroom
experiences in relation to internationalization; (3) Existing university policies and initiatives that
address the classroom experiences of international graduate students in relation to
internationalization; and (4) The relationship between university policies, administrators’
understandings of international graduate students’ classroom experiences, and international
graduate students’ actual experiences in relation to internationalization. This study used a
grounded theory approach. An expanded critical race theory lens was used to illuminate students’
experiences. Overall, a disjunction was found between the policies and reports, university
administrators’ understanding of international graduate students’ experiences in the classroom
and international graduate students’ actual experiences. Four key findings emerged from the
interview data and document analysis, which were reflected across the data sets: (1) Lack of
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inclusive practices within the classroom environment; (2) Absence of international perspectives
and content within the curriculum and pedagogy; (3) Language and accent discrimination; and
(4) Lack of initiatives to create a welcoming and inclusive campus climate. This study will add
to the literature on international graduate students and extend existing theories on this
population. It will also expand future research on organizational factors that influence
international graduate students’ academic experiences.
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Chapter 1: Introduction
I began the first year of my doctoral journey in the United States (U.S.) with an interest in
researching internationalization within higher education institutions. Throughout that year,
before I returned to Canada, I witnessed tense situations in my doctoral courses between
domestic U.S. students and international graduate students and between professors and
international students. In particular, I witnessed an unpleasant moment in one of my courses. A
second year international student from the Middle East was being teased during a group activity
because of his accent, ethnicity, and physical appearance––while the professor ignored the
situation. After class, I spoke with the student about the incident. He explained that this was not
the first time he had experienced such discrimination in the classroom during his doctoral degree
and he knew it would not be the last. During this situation and others similar to it, international
graduate students were alienated from the nation-specific course content, excluded from class
discussions because of their lack of familiarity with U.S. history and the educational system,
ignored by the professor in class, and subjected to acts of racism–especially during group work.
Despite the fact that international graduate students are sought after for their talent, skills,
and labour, many of them are subjected to and endure numerous transgressions at their host
institution. They are often left to their own devices to acclimate and acculturate to their
institution, especially in the classroom environment (Beck, 2008; Crosby, 2009; 2010; Crose,
2011). There has been a lack of attention surrounding internationalization and international
graduate students’ classroom experiences and the responsibility of the institution towards this
population. Based on my work, academic experience, and study of the literature, I have
concluded that this is a time in higher education where internationalization, global mindedness,
and cultural diversity are touted as valuable and beneficial to the learning experience.
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Unfortunately, there appears to be a lack of commitment by institutions of higher education to
international graduate students so that these students are genuinely supported.
Having been an international graduate student and having worked in the area of
instructional design/educational development for over twelve years developing curriculum,
training programs, and workshops to serve diverse populations, my background allows me to
situate myself within the research study. As a qualitative researcher, I am aware that I bring my
“brought self” (e.g., historical, social, and personal standpoints) into the field and that I “create
the self in the field” (Reinharz, 1997, p. 5). Therefore, it is important to interrogate and reflect
upon how the researcher is shaped (Lincoln, Lynham, & Guba, 2011). With a background in
qualitative research, I seek to explore the classroom experiences of international graduate
students and elicit deep insight through in-depth interviews with students and administrators as
well as through a document analysis of institutional policies and reports.
Problem Statement
The intense competition for universities around the world to internationalize due to
globalization has served as a catalyst for Canada to engage in internationalization strategies and
initiatives, which are designed to attract and recruit international graduate students. Recruiting
these students fulfills several key purposes. For instance, there is an urgent need for highly
skilled labour since there is a concern that once baby boomers retire there will be severe labour
shortages (Department of Foreign Affairs and International Trade [DFAIT], 2012; de Wit &
Ripmeester, 2013). As a response to these shortages, a new immigration category was created
enabling PhD or Master’s students attending publicly funded universities to apply for permanent
residence and work in Canada. In Ontario, international students can apply to Opportunities
Ontario for residence under the International Student Category’s PhD Graduate Stream or under

	
  

2	
  

the Pilot International Masters Graduate Stream (www.ontarioimmigration.ca)––provided they
meet the minimum criteria (e.g., personal financial support, degree completion, minimum
residency). These immigration programs are consistent with Canada’s desire to attract
international students. Programs such as these are in line with de Wit and Ripmeester’s (2013)
observations that countries around the world “increasingly understand that the immigration of
skilled people is not always effective, and for that reason international students have become an
attractive group of prospective skilled immigrants” (p. 1).
Canada is also interested in gaining its ‘market share’ of the best and brightest
international students by acquiring a competitive advantage over countries such as Australia,
New Zealand, the U.S., and the United Kingdom, which are major destination countries for
international students (DFAIT, 2012). Moreover, international students generate a substantial
amount of revenue to Canada (DFAIT, 2012; Beck, 2008). According to a report conducted by
the Department of Foreign Affairs and International Trade, in 2010, international students in
Canada spent in excess of “$7.7 billion on tuition, accommodation and discretionary spending
(up from $6.5 billion in 2008). More than $6.9 billion of this revenue was generated by the 218,
200 long-term international students in Canada” such as international graduate students (DFAIT,
2012, p. 4). The report also indicted that the revenue from international student spending in
Canada is greater than the Canadian export value of “unwrought aluminum (6 billion), or
helicopters, airplanes and spacecraft (6.9 billion)” (DFAIT, 2012, p. 10).
As part of Canada’s internationalization strategy, higher education institutions are
recruiting international graduate students because they fulfill the university’s internationalization
mandate (Beck, 2008), which Knight (2004) describes as “the process of integrating an
international and intercultural dimension into the teaching, research, and service functions of the
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institution” (p. 12). It also has caused the student population in institutions of higher education in
Canada to become more ethno-culturally diverse than ever before (Guo & Jamal, 2007). One of
the main goals and side effects of the internationalization of higher education (depending on the
region) is to help students, especially domestic students, develop into interculturally competent
global citizens. Therefore, having a diverse learning environment, including international
graduate students, exposes domestic students to other cultures, heightens cultural understanding
and sensitivity between groups, and enriches the educational environment (Beck, 2008; Guo &
Jamal, 2007). However, after international graduate students arrive at their host institution, they
often experience problems, such as unequal status and tensions in the classroom (Hanassab,
2006; Sato & Hodge, 2009), particularly in their interactions with host national students, faculty
members, and administrators (Hellsten & Prescott, 2004; Rampersad, 2007). International
graduate students are often stereotyped by their domestic peers and professors (Hanassab, 2006).
Thus, they are set within a problematic framework that “presents them as having a set of
identifiable and correctable problems rather than focusing on the inadequacies within the host
community” (Lee & Rice, 2007, p. 388).
Studies conducted on international students tend to be quantitative and have largely
focused on international students’ ability to acculturate and adjust to the host institution or how
their level of homesickness affects their academic ability (Crosby, 2009; Hanassab, 2006; Jung,
Hecht, & Wadsworth, 2007; Lobnibe, 2009; Poyrazli & Lopez, 2007). They also typically
discuss how their language skills are linked to their intellectual ability (Benzie, 2010; Harrison &
Peacock, 2010), capacity to interact with domestic students (Chapdelaine & Alexitch, 2004;
Rampersad, 2007; Trice, 2004; Zhao, Kuh, & Carini, 2005) and level of academic success
(Galloway & Jenkins, 2005; Perucci & Hu, 1995). Another popular topic within the literature is
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how international students’ multicultural perspectives are valuable to teaching and learning and
that the structural diversity of students contributes to increased learning for domestic Canadian
students (Guo & Jamal, 2007; Lobnibe, 2009).
In addition to the popular trend for researchers to conduct studies on topics such as
acculturation, language and the benefit of students’ diversity in relation to teaching and learning,
many of the existing studies on international students portray them as intellectually deficient
foreigners who must simply adapt to the culture of the host institution (Crosby, 2009; Crosby,
2010; Ee, 2013). The way in which international students are discussed in much of the literature
seems to signal that the host institution has something to procure from these students such as
providing Canadian students with a global perspective, bringing diversity to the classroom, and
facilitating a sense of intercultural competence. For instance, this notion of procurement is
underscored in a statement by Barton (as cited in DFAIT, 2012) in which she stresses the
necessity to ensure that “Canadian university students have access, not only to the best education
in the world but also the best international students in the world” (p. 6) to secure the
competitiveness of universities. Very little research addresses how institutions of higher
education can support international graduate students. Moreover, the literature is saturated with
studies concerning international undergraduate students and pays very little attention to the
experiences of international graduate students, who are different demographically and have more
responsibilities (Beytont & Daiute, 2002; Chapdelaine & Alexitch, 2004; Eland, 2001; Kim,
2006; Poyrazli & Lopez, 2007; Rampersad, 2007; Trice, 2004; Trice, 2005; Trice, 2007; Zhao et
al., 2005). For instance, international graduate students: (a) are older and more mature, (b) have
already had a career in most cases, (c) often bring their family to the host country and must
support them during their studies, or (d) have left their family behind in their home country in
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order to pursue their graduate work in the host country. Consequently, much more is at stake for
this population.
Frequently, in the research on international students, there is a failure to address the many
challenges that international students encounter continually in the classroom. For instance,
students often feel ignored and that their unique perspectives are undervalued or unaccepted by
faculty members (Beck, 2008; Hanassab, 2006; Sato & Hodge, 2009; Trice, 2005; Trice, 2007).
Also, many experience racism and discrimination in the educational environment (Crosby, 2009;
Crosby, 2010; Ee, 2013; Hanassab, 2006). Merely injecting international graduate students into
universities without considering their unique backgrounds is a precursor for an imbalance of
power and privilege, inequality and tensions in the classroom, isolation and cultural alienation
among international students, and problematic interactions with domestic students and faculty
members (Ku, Lahman, Yeh, & Cheng, 2008; Rampersad, 2007; Trice, 2004). Also, research has
not discussed the tensions between positioning ethno-culturally diverse international students in
between the codes and identity of a nation’s culture and higher education system (Armstrong &
Ng; Lee & Cantwell, 2012; Lee & Lutz, 2005; Yon, 2000). Additionally, there is a dearth of
studies that examines the relationship between international graduate students, university
administrators, and policymakers. For instance, despite the fact that universities have increased
their international graduate student population, typically, university administrators do not involve
these students in the policymaking process or the development of internationalization plans, and
as a result, they are disconnected from this population.
A tension seems to exist, then, between universities’ desire to attract international
graduate students and the actual experience that they are being provided with. For instance, many
university policies in Canada seem to welcome international graduate students, when in reality
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international graduate students are constructed as outsiders (Crosby, 2009). The resulting
educational climate for international graduate students appears to present significant challenges.
Therefore, there is a need to critically examine the classroom experiences of international
students pursuing their master’s and doctoral degrees. This study seeks to extend the literature on
international graduate students by the provision of much needed qualitative research on
international graduate students, university administrators, and policymakers. Also, there is a need
to contribute to the research in the context of internationalization in Canada since much of the
research in this area has been conducted in the U.S., Australia, or the U.K. In addition, the
findings from this study may extend and/or modify the existing theories on international
students’ and internationalization. Most importantly, it will provide a voice for the international
graduate student population with respect to their classroom experiences.
Purpose Statement and Research Questions
The purpose of this qualitative research study is to explore the classroom experiences of
10 international graduate students at a higher education institution in Canada using a grounded
theory approach. Grounded theory is defined as a theory generated from data that is
systematically collected and analyzed using the constant comparative method (Bryant &
Charmaz, 2007; Creswell, 2007). In order to illuminate students’ experiences, this study also
examines four university administrators’ understanding of their experiences, and analyzes seven
institutional policies and reports related to equity, diversity, and internationalization. This
dissertation is guided by four research questions:
1. What are the classroom experiences of international graduate students at a higher education
institution in relation to internationalization?
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2. What are university administrators’ understandings of international graduate students’
classroom experiences in relation to internationalization?
3. How do existing university policies and initiatives address the classroom experiences of
international graduate students in relation to internationalization?
4. What is the relationship between university policies, administrators’ understandings of
international graduate students’ classroom experiences, and international graduate students’
actual experiences in relation to internationalization?
Research Approach
This research was conducted in a higher education institution in Ontario and employed a
qualitative methodology. The participants of this study included a purposefully selected group of
10 international graduate students and four university administrators, as well as seven
institutional policy documents.
In depth interviews were conducted with international students to explore their classroom
experiences such as the educational climate, interactions with domestic peers, and whether
pedagogical and curriculum practices incorporate international perspectives. Interviews were
also conducted with university administrators, whose roles relate to international activities on
campus, to explore their understanding of international students’ classroom experience and
educational policies. A document analysis was also conducted involving publically available
policies and reports related to equity, diversity, and internationalization at the university.
Interviews and documents were analyzed using a grounded theory approach. The findings from
the study were interpreted using critical race theory (CRT), which serves as the lens for this
research study.
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Rationale and Significance
Many institutions of higher education are actively enrolling international graduate students
because they fulfill a university’s internationalization mandate, create a diverse learning
environment, and bring financial benefits to the institution. However, there is a disconnection
between the institution’s policy to attract highly skilled international graduate students and the
students’ actual lived experiences at the host university. Students frequently encounter
discrimination in their graduate classrooms but current research based in Canada has not
sufficiently examined these issues or the institutional structures that perpetuate them.
Additionally, there is a shortage of literature in Canada that explores the perspectives of
international graduate students in the context of internationalization. This discrepancy is
particularly obvious when compared to the U.S., where not only is there more literature on this
topic, but significantly more research is being conducted on internationalization, teaching and
learning, diversity, and organizational factors. Moreover, the U.S. has taken steps to increase the
representation of racialized faculty at higher education institutions to support diverse students
(Henry & Tator, 2009; James, 2009), to train faculty to teach diverse populations (Gordon,
2007), and to create a democratic teaching and learning environment that leverages the strengths
that all students bring to graduate classrooms, especially international graduate students (Ku et
al., 2008). As universities become increasingly ethno-culturally diverse, it is imperative to
examine the experiences of international graduate students and the support offered from their
host institution. Thus, this study aims to redress this gap in scholarship by giving international
graduate students a voice in order to improve curriculum and pedagogical practices as well as
organizational structures.
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Furthermore, this study can help researchers to interrupt the traditional discourse on
international graduate students, to improve international graduate students’ classroom experience
and develop pedagogical practices by bridging the divide between theory, practice, policy
making, and research in regard to the internationalization of higher education institutions. It is
hoped that the outcome of the study will inform student affairs professionals, administrators, and
faculty about strategies for creating inclusive pedagogical and curriculum practices that embrace
the needs of all students. Finally, this study could lead to identifying factors that may help to
improve international graduate students’ educational experiences and to prepare higher
educational institutions in the context of internationalization.
Definition of Key Terms
In this section, I outline the definitions of key terms that are central to this study and used
throughout. In defining each term, I intend to communicate the context in which the term is used
in this study.
Critical Race Theory (CRT) is defined as an intellectual movement in which race and
racism are placed at the centre of inquiry to address the hegemonic white supremacy inherent in
society (Crenshaw et al., 1995; DeCuir & Dixson, 2004). The focus of CRT is to study and
transform “the relationship between race, racism, and power” (Delgado & Stafancic, 2001, p. 3).
It also challenges the way that race and racism are constructed and normalized in society
(Crenshaw et al., 1995; Delgado & Stefancic, 2001; Roithmayr, 1999).
Globalization has been understood in many ways and is often confused with the term
internationalization. For the purpose of this study it is defined as “the “flow of technology,
economy, knowledge, people, values [and] ideas…across borders. Globalization affects each
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country in a different way due to a nation’s individual history, traditions, culture, and priorities”
(Knight & de Wit, 1995, p. 6).
Internationalization is defined in this research study as “the process of integrating an
international/intercultural dimension into the teaching, research and service functions of the
institution” (Knight, 1999, p. 16).
Institutional racism is defined as “established laws, customs, and practices, which
systematically reflect and produce racial inequalities” (Henry & Tator, 2009b, p. 29-30). It is
manifested in the “policies, practices, and procedures of various institutions that may directly or
indirectly, consciously or unwittingly, promote, sustain, or entrench differential advantage or
privilege for people of certain races” (Henry & Tator, 2009b, p. 29). Skillings and Dobbins
(1991) indicate that institutional racism is used to “maintain social control and the status quo in
favour of the dominant group” (p. 42). Haas (1992) explains that there are two forms of
institutional racism: (1) “Race conscious policies, practices, and procedures [that] are designed to
prevent subordinate groups from overcoming their lower status” and (2) “Race neutral policies,
practices that adversely impact subordinate groups are more insidious forms of institutional
racism” (p. 2).
International Students in Canada are defined as:
those who, for the specific purpose of pursuing their education, go to a country other than
their country of residence or the country in which they were previously educated. These
students may be defined on the basis of either the country of which they were permanent
residents or the country in which they were previously educated (regardless of their
nationality). In Canada, this concept includes students who are not Canadian citizens and
who do not hold a permanent residency permit in Canada (Canadian Education Statistics
Council [CESC], 2011, p. 86).
For the purposes of this dissertation research, I will use the definition outlined by the CESC.
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International Graduate Students is a term I use throughout the dissertation to refer to
those who, for the specific purpose of pursuing graduate degrees (master’s and doctoral), are in a
country other than their country of residence.
Interpersonal Racism is when “a person of a dominant race does something to maintain
the subordination of a person of another race, such as deprecating the values of that person’s
accent, culture, physical attributes, or role in society” (Haas, 1992, p. 2).
Policy is a term that has many meanings and is not a succinctly defined concept. It is a
flexible and complex term that is “fraught with a multitude of values and principles (Delaney,
2002, p. 19). The nature of policy is rooted in “both [broad] text and action, words, and deeds”
and “it is what is enacted as well as intended” (Ball, 1994, p. 10). Policy is an instrument used to
govern, standardize, and guide behavior and priorities within an organization. Although
educational policy researchers have their own definition of policy, policy definitions have the
following common elements: Policy (a) is a “formalized act”; (b) has a “pre-agreed objective”;
and (c) is approved by appropriate authority figures with the organization (Delaney, 2002, p. 15).
Race is defined as an “ideological or social construction produced with historical and
geopolitical specificity” (McLaren, 2003, p. 260). According to Omi and Winant (2002), race is
a “concept that signifies and symbolizes social conflicts and interests by referring to different
types of human bodies” (p. 123). They also point out that the concept of race not only “invokes
biological based human characteristics”, but it also encompasses the “selection of these
particular human features for racial signification” and is always a part of a social and historical
process (p. 123).
Racial Formation is the “sociohistorical process by which racial categories are created
inhabited, transformed and destroyed” (Omi & Winant, 2002, p. 124). Omi and Winant (2002)
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point out that racial formation is: (a) “a process of historically situated projects in which human
bodies and social structures are represented and organized” and is (b) “linked to the evolutions of
hegemony, the way in which society is ruled” (p. 124).
Racism is defined as “the belief in the inherent superiority of one race over all others and
thereby has the right to dominance” (Lorde, 1984 as cited in Solorzano, 1998, p. 124).
Armstrong and Ng (2005) explain that racism also includes the process of “inferiorization,
exclusion, and marginalization of the other” (p. 42). At the heart of this ideology is the “practice
of inferiorizing and excluding groups of people” based on their “race”, keeping in mind that
racial differences are socially constructed (Armstrong & Ng, 2005, p. 43).
Racialization is defined as a “representational process whereby social significance is
attached to certain biological (usually phenotypical) human features, on the basis of which those
people possessing those characteristics are designated as a distinct collectivity” (Miles, 1989, p.
74, as cited in Lee & Lutz, 2005, p. 6). In other words, it is the process in which individuals are
categorized according to their ethnic group. They are then excluded from the dominant culture,
whose “members” subject them to unequal and differential treatment based on phenotypical
features such as skin colour (Goldberg, 1993). In recent years, the term racialization has been
extended from its biological construct to include the “broad social processes, including
colonialism and cultural privileging through which racialized ‘others’ are constructed,
differentiated, stigmatized, and excluded” (Henry & Tator, 2009b, p. 23). Henry and Tator
(2009b) add to the definition and indicate that society is racialized and is “systematically
arranged around beliefs about race, and the distribution of power, resources, images, and ideas
closely correspond with membership in racialized groups” (p. 22).
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University Administrators in this study are those who hold senior leadership positions
within institutions of higher education such as presidents, provosts, vice presidents, deans,
directors of academic units and centers (Chesler, Lewis, & Crowfoot, 2005; Wiengartner, 1999).
An Overview of Chapters
This dissertation is structured in six chapters. Chapter One introduced and framed my
research problem. I described my research study, which is intended to further the understanding
of international graduate students’ classroom experiences. First, I situated the research within the
context of internationalization. I outlined the problem statement in order to describe the need for
the study. I then identified the purpose statement and research questions. Following this section,
I described the research approach, the rationale and significance of the study, and provided a list
of definitions of key terminology.
Chapter Two explores the theoretical framework and the literature that informs this
research project. Specifically, the chapter outlines the framework of CRT, which is used to frame
this research study. This review of the literature serves to illustrate how neoliberal practices
induced by globalization influence internationalization initiatives, especially at higher education
institutions in Canada. Chapter Three outlines the steps taken to carry out this study. It discusses
how the data from the interviews and institutional documents were analyzed in order to shed
light on the classroom experiences of international graduate students with respect to
internationalization. Chapter Four outlines the findings from the interviews with international
graduate students and university administrators and presents the results from the document
analysis of institutional documents. Chapter Five analyzes, interprets, and synthesizes the key
findings from the interviews and document analysis. It explores the relationship between
international graduate students’ classroom experiences, university administrators’ understanding
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of international graduate students’ classroom experiences, and the university policies and
initiatives surrounding students’ classroom experiences. Chapter Six, the conclusion, weaves
together a discussion of the four major findings that echoed across data sets from the research. It
also describes the implications of this study for higher education research as well as
recommendations for students (international and domestic), university administrators,
policymakers, and student affairs professionals. The chapter also discusses the limitations and
directions for future research. The dissertation then concludes with the researcher’s concluding
remarks.
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Chapter 2: Theoretical Framework and Literature Review
Introduction and Overview
In the last 30 years there has been much research about the convergence of globalization
and internationalization. Many scholars have argued that globalization has created a demand for
skilled individuals in the global knowledge society. Through internationalization, universities are
under pressure to meet the needs of students in the “global sphere” and to produce
knowledgeable, skilled, and culturally competent individuals. However, the literature on
globalization is dominated by economics, marketization, commodification, and neoliberalism.
The majority of the research on internationalization discusses the benefits of increasing the
international student population. Unfortunately, it does not address the clash between positioning
ethno-culturally diverse international students between the codes and identity of a nation’s
culture and higher education system (Yon, 2000; Lee & Cantwell, 2012).
In turning to the research on international students, there is much discussion about how
international students must acculturate and adjust to the dominant norms of the university
(Crosby, 2009; Hanassab, 2006; Jung, Hecht, & Wadsworth, 2007; Lobnibe, 2009; Poyrazli &
Lopez, 2007), that they self-segregate from domestic students (Lewthwaite, 1996; Lobnibe,
2009; Ramburuth & McCormick, 2001; Trice, 2007), and that they often experience barriers with
the English language when they arrive at the host institution (Beck, 2008; Benzie, 2010; Crose,
2011; Ee, 2013; Peacock, 2010). International students are frequently positioned from a deficit
perspective and are subjected to racism and discrimination (Beck, 2008; Ee, 2013). Furthermore,
there is surprisingly little research on university administrators and policies in the context of
international students, considering that these are major organizational factors that impact
students’ academic experience. Internationalization has created a “new racism” which Winant
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(2004) theorizes as “the shift from crude forms of scientific racism based on biologically
determined social hierarchy to racism premised on the belief in immutable cultural differences”
(p. 11). For instance, new racists mask their negative attitudes towards people through carefully
coded language and actions such as claiming that they do not believe in racial superiority when
in fact they believe that not all cultural groups are equal (Henry & Tator, 2010). Cultural
“others” are viewed as not being the same as whites and are therefore not a part of the national
culture due to their difference. This concept will be elaborated on later in the chapter.
In this chapter, I will review critical race theory (CRT) as a theoretical framework for this
dissertation. Specifically, I will discuss the evolution of critical race theory from critical legal
studies, provide an overview of critical race theory and its tenets, and how it is applied to the
field of education. In the second half of this chapter, I will discuss the topic of globalization and
how it differs from internationalization. I will then define internationalization and its
manifestation in higher education. The research on international students and their classroom
experiences will be reviewed. I will then move into a discussion about university administrators
and their understandings of international graduate students’ classroom experiences. There have
been remarkably few studies on university administrations and the pivotal role they play in the
internationalization process. Therefore, I will also draw upon the literature on organization and
governance in higher education, such as research on institutional racism, in order to shed light on
the role of administrators within institutions of higher education. I will then discuss institutional
policies and how they relate to internationalization in higher education and the international
student experience. The chapter concludes with an interpretive summary, which illustrates how
the literature has informed my understanding of the material.
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The Evolution of Critical Race Theory From Critical Legal Studies
CRT cannot be fully understood without explaining its relationship to critical legal
studies (CLS). CLS was established as a political, philosophical, and methodological movement
within legal academia in the 1970s by a group of academics who wanted to understand the
“relationship between law and white supremacy” (Crenshaw et al., 1995, p. xxii). White
supremacy refers to the belief that white people are superior to all other races (Delgado &
Stefancic, 2001). However, some scholars became deeply dissatisfied with the ideologies of the
CLS movement due to its failure to take into account all the factors that contribute to American
meritocracy, class, and an unjust society (Crenshaw et al., 1995; Delgado & Stefancic, 2001;
Helm, 2005; Roithmayr, 1999; Stovall, 2009; Tate, 1997). Moreover, Ladson-Billings (1999a)
outlines that in a racialized society, whiteness is positioned as the normative, and everyone is
ranked and categorized in relation to these points of opposition. As a result, these scholars
identified three major criticisms of CLS: (a) formalism, (b) idealism, and (c) false consciousness.
Formalism, a legal positivist approach in philosophy, rests on the belief that decisions are
based on a mechanistic, “closed set of logically organized rules” (Belliotti, 1986, p. 69). This
approach ignored the impact of racism and discrimination and its effects on people of colour (a
term used in the U.S. to define any non-European or non-white person such as Latin Americans,
African Americans, and Native Americans), and fell short of grounding their realities (Crenshaw,
1988; Helms, 1995; Tate, 1997). Delgado (1987) and Williams (1987) pointed out that formalism
is based on inequality, which marginalizes people of colour because it does not take into account
their experiences. Idealism, the second major critique of CLS, is an abstract concept of
jurisprudence that focuses on moral concepts that have their basis in reason and “principles of
rightness”, thus disregarding people’s experiences (Brudner, 1995, p. 262-263). It placed too
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much faith on reason, ideology, and liberalism, all of which ignored issues of racism (Delgado,
1987). Racism is defined as “the belief in the inherent superiority of one race over all others and
thereby has the right to dominance” (Lorde, as cited in Solorzano, 1998, p. 124). Idealism allows
the law to operate in a nebulous space that does not account for power structures that alienate
people of colour and legitimate white elitism (Cook, 1995; Crenshaw, 1988). Therefore, people
of colour might think that the law promotes their interest, when it does not. False consciousness,
the third critique of CLS, arises in a failure to recognize the mechanisms of oppression or
exploitation that it creates among members of an oppressed class who unwittingly adopt views of
the oppressor class (Belliotti, 1986). False consciousness fails to discuss how people of colour
are devalued and oppressed by the legal system and gives a false impression that the law serves
everyone equally (Crenshaw et al., 1995; Tate, 1997). The reality is that CLS is merit-based and
colour-blind; it does not take race into consideration (Crenshaw et al., 1995; Delgado &
Stefancic, 2001; Roithmayr, 1999). Overall, CLS fails to include the experiences of people of
colour and how the law influences racial power. This set the stage for the emergence of CRT.
Overview of Critical Race Theory
In the 1980s, a group of scholars formed CRT out of their discontent with the CLS
movement. CRT became an intellectual movement in which race and racism are placed at the
centre of inquiry to address the hegemonic white supremacy inherent in society (Crenshaw et al.,
1995; DeCuir & Dixson, 2004). It challenges the way that race and racism are constructed and
normalized in society (Crenshaw et al., 1995; Delgado & Stefancic, 2001; Roithmayr, 1999) and
is unified by two interests: understanding how white supremacy subordinates people of colour as
well as challenging and changing racial power structures (Crenshaw et al., 1995; LadsonBillings; 1999a). CRT has three main goals: (1) present stories and narratives, (2) eradicate racial
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subjugation, and (3) expose the relation between racism and domination (Parker & Lynn, 2002).
It is thus a space where scholars can unmask, critically interrogate, and transform the relationship
among race, racism, and power (Crenshaw et al., 1995; Delgado & Stefancic, 2001).
Oppositional Literature
CRT is a form of oppositional literature on race and racism. Crenshaw et al. (1995),
Parker (1998), and Powers (2007) explain that CRT is a form of scholarship that challenges the
status quo regarding racial power and its construction in order to reshape it from the ground up.
Henry and Tator (2009b) argue that CRT is designed to promote “equity and democracy” since
dominant hegemonic structures dismiss racialized populations. Lynn and Parker (2006) indicate
that CRT challenges the historical constructs that often distort the experiences of racialized
people and serves as an intervention regarding the typical race discourse. Additionally, Calmore
(1995) and Tate (1997) view CRT scholarship as a means to promote social justice. This includes
debunking white authority and providing racialized people with a space to voice their experience
through counter-narratives.
Tenets of Critical Race Theory
According to Crenshaw et al. (1995), Ladson-Billings (1999a, 1999b), and Roithmayr
(1999), CRT is not bound by a set of doctrines or methodologies; however, there are five tenets
that loosely guide the theory. The first tenet stresses the centrality of race and racism in society
as a permanent component of life (Crenshaw et al., 1995). The second tenet, the challenge to
dominant ideology, interrogates the claims of neutrality, objectivity, colour-blindness, and
meritocracy in society (Ladson-Billings & Tate, 1995). The third tenet specifies a commitment to
social justice and seeks to eliminate all forms of subordination toward racialized people
(Delgado & Stefancic, 2001; Ladson-Billings, 1999a). The fourth tenet, the centrality of
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experiential knowledge, asserts that the knowledge of racialized people is legitimate, and an
important element in understanding social inequality (Bernal, 2002; DeCuir & Dixson, 2004;
Solorzano & Yosso, 2002b). For instance, counter-storytelling is often used as a method to
gather perspectives from racialized people who have been oppressed or silenced (Bonilla-Silva,
2010; Calmore, 1995; Delgado & Stefancic, 2001; DeCuir &Dixson, 2004). The final tenet
advocates for an interdisciplinary viewpoint that challenges ahistoricism. This principle insists
that race and racism be placed in both a contemporary and historical perspective using
interdisciplinary methods (Crenshaw et al., 2005; Lynn & Parker, 2006; Tate, 1997). These five
tenets provide an interesting and flexible framework in which to examine many areas of
scholarship using CRT. 	
  
New Knowledge
CRT can contribute to new knowledge regarding the construction of racism in society by
illuminating areas such as globalization, internationalization, higher education, and social
science research (Crenshaw et al., 1995; Ladson-Billings, 1999a, 1999b; Scheurich & Young,
1997; Solorzano, & Yosso, 2002b). This versatile theory has diversified into subgroups such as
Asian critical theory, Latino critical theory, critical White studies and critical theory in
education, the latter of which focuses on race and racism in institutions of higher education
(Delgado & Stefancic, 2001; Lynn & Parker, 2006; Roithmayr, 1999).
Overview of Critical Race Theory in Education
CRT in education is a nascent field of inquiry that was born from CRT in the 1990s.
Ladson-Billings and Tate (1995) argued that race and racism is under-theorized in education and
began demonstrating how the tenets of CRT could be applied to scholarship in higher education.
They critiqued the role of race and racism in education, cultural assimilation, as well as the
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liberal ideologies that influenced multicultural education (Ladson-Billings & Tate, 1995; Lynn &
Parker, 2006; Roithmayr, 1999; Yosso, 2002). Ladson-Billings and Tate also examined
racialized voices, equality, and colour-blindness (Bonilla-Silva, 2010; Dixson & Rousseau,
2005) and, most importantly, linked race and whiteness as property to education (Tate, 1997).
Within a decade, other scholars began applying their research to CRT in education. For instance,
Sleeter and Bernal (2004) extended CRT in education to multicultural and anti-racist education
research. Lynn and Parker (2006) drew historical links between the legal scholarship and
education, shed light on CRT scholarship for racialized people, “connected CRT to race-based
epistemologies,” and emphasized the belief that CRT in education was a “form of social activism
meant to resolve issues in education” (p. 70). Parker (1998), Solorzano (1997), and Solorzano
and Yosso (2001) used CRT in education as a theoretical tool to explore the role of race and
racism in pedagogy and curriculum in order to challenge the subordination of racialized people.
These examples demonstrate the wide use of CRT in education.
Tenets of Critical Race Theory in Education
The five tenets of CRT can be applied to the field of education in the following ways
(Solorzano, 1998; Yosso, 2002). The first tenet, the centrality of race and racism, is used to
analyze the experiences of racialized students in higher education classrooms (Hiraldo, 2010;
Solorzano & Yosso, 2001; Solorzano & Villalpando, 1998). The second tenet, the challenge to
dominant ideology, seeks to dismantle eurocentric epistemologies and traditional white
ideologies within the higher education system and to place racialized people’s values and
knowledge at the forefront (Bernal, 2002; Yosso, 2002). The commitment to social justice is the
third tenet, which emphasizes the use of pedagogical and curricular practices to empower and
represent racialized groups (Solorzano, 1998; Solorzano & Yosso, 2001). The fourth tenet, which
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focuses on experiential knowledge, recognizes that racialized knowledge is “legitimate,
appropriate and critical to understanding and analyzing racial subordination in the field of
education” (Solorzano, 1998, p. 122) and involves the use of counter-storytelling (Bell, 2003;
Solorzano & Yosso, 2001). The fifth tenet, the use of interdisciplinary approaches, places race in
a historical and contemporary context and challenges traditional teaching methods (Solorzano,
1998; Solorzano & Yosso, 2002a; Tate, 1997). This means that other fields such as ethnic
studies, sociology, and history can be used to understand race and racism (Solorzano & Yosso,
2001). In sum, the tenets are quite applicable to many areas of scholarship in higher education.
Much of the research on CRT has been conducted within the educational system in the
U.S. CRT has focused its attention on the injustices facing traditionally underrepresented
populations such as African Americans, Latin Americans, and Native Americans in both the K12 context and in higher education. Consequently, there is scant research and work in
internationalization, especially with regard to the experiences of international graduate students.
The application of CRT is relevant to “any people who are constructed outside and excluded
from the dominant paradigm” (Singh, 2010, p. 35)––this includes international students.
Internationalization has created a space in which international students’ experiences closely
parallel traditionally underrepresented populations in the U.S. in the sense that they are not fully
included within educational institutions and are treated within the margins of the dominant
culture. In theorizing about international graduate students’ educational experiences, it is
necessary to expand CRT beyond its five tenets and extend this framework to include elements
of institutional racism, structural racism, and racial formation. In the next section, I will discuss
the concept of globalization, explain its causes, as well as outline how it has affected higher
education institutions.
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Tracing Globalization
Globalization has been described in many ways. Knight and de Wit (1995) define
globalization as the “flow of technology, economy, knowledge, people, values [and]
ideas…across borders. Globalization affects each country in a different way due to a nation’s
individual history, traditions, culture, and priorities” (p. 6). Globalization is a complex
phenomenon that intersects with western modernity, “economic, technological, cultural, and
political change” (Yang, 2003). It is often confused with internationalization, which is an
outcome of globalization. Yang (2003) points out that globalization is induced by the markets
and “driven by market expansion” (p. 272). Although there are many definitions of globalization,
the common themes are the intersection of economic, political, structural and societal factors that
transcend borders for the purpose of economic activities between nation states and multinational
corporations. Globalization has economic, cultural, and social impacts on higher education.
Below I will discuss some of the economic and cultural aspects of globalization.
Many scholars have noted that globalization is caused and propelled by the market
(Altbach & Knight, 2007; Beck, 2008; Mok, 2007; Stromquist, 2007; Yang, 2003), which is
causing economic restructuring. Beck (2008) argues that this restructuring is linked to
neoliberalist policies and practices forming new relationships among nation states through trade
agreements, and other arrangements. These arrangements are largely “dominated by
multinational corporations” (p. 52).
The term “neoliberalism” is often used to describe the philosophy supporting the
entrepreneurial and competition-seeking behavior brought on by globalization; “neoliberalism”
also refers to the set of policies that this philosophy engenders. It is founded on the ideology of a
free market, restricted responsibility of the state, and the free individual (Teghe & Knight, 2004).
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According to Olssen, Codd, and O’Neill (2004), the goal of the state, within this philosophy, is
to create an enterprising individual that can compete in the market. This notion means that
individuals are empowered by the market because they have the freedom to enter or exit the
marketplace at any time to produce goods or services (Belfield & Levin, 2009), while operating
in their own interest. Therefore, in order to ensure a nation’s economic welfare, neoliberalism
necessitates shifts in policy that reduce government control while supporting the dominance of
market forces (Olssen et al., 2004).
Because one of the tenets of neoliberalist ideology is interests, which are the wants of
groups, institutions, individuals, organizations and governments (Stone, 2002), neoliberalism,
like capitalism, privileges certain types of interests over others, thus raising these interests to the
forefront when policy decisions are made (Stone, 2002; Ngo et al., 2006). As a result, policies
that are developed and mobilized are those in accordance with such interests and particular
interest groups. This trend is particularly evident in higher education since within neoliberalist
practices, education is seen as a commodity to be traded in the global market (Bok, 2004). This
market, in turn, presents a set of institutional choices from which an individual seeking to
become a skilled worker can choose; education is simply viewed as a vehicle for developing
these skills. Education, within this market, is also assumed to be responsive to its “clients” so
that they can develop the professional skills necessary to compete in the global marketplace
(Ogawa & Dutton, 1994). Since education is tightly correlated to the economic productivity of
the nation-state, it is in a nation’s best interest to cater to the educational needs of its citizens.
Globalization and Higher Education
The process of globalization has entered the higher education market and has caused
institutions of higher education to compete in this market (Yang, 2003). This competition has
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serious effects on education. Giroux (2002) argues that, when transposed to education,
neoliberalist models treat education as a service to be bought and sold on the market by those
privileged people who can afford it. In other words, individuals have the choice of picking and
choosing what they want from the market. In this light, education is “no longer a public good and
a means of social justice” (Yang, 2003, p. 276), but a commodity. In order to prosper,
universities must enter the marketplace.
Consequently, the university is changing from a “public good to a private good” and is
run like a business (Lynch, 2006, p. 1). These business values are being incorporated at the core
of the university through partnerships with other universities in the name of economic efficiency
without careful reflection (Giroux, 2002; Lynch, 2006; Porter & Vidovitch, 2000). Lynch (2006)
explains that when universities “openly and increasingly pursue marketization, it legitimizes and
reinforces the pursuit of economic self-interest by students and contributes to the widespread
sense among them that they are in university solely to gain career skills and credentials” (p. 7). If
the university focuses on the market-driven agenda then it undermines its purpose as providing
education as a public good.
In addition to economic consequences, globalization has also “accelerated the
homogenization of cultures” creating social tensions (Yang, 2003, p. 270). Lingard and Rizvi
(1998) and Knight and de Wit (1997) explain that globalization in Asian Pacific countries has led
to the homogenization of national identities and cultures. Moreover, Altbach and Knight (2007)
point out that “English has become the lingua franca of globalization” (p. 291). Globalization has
also created inequality in higher education. Gaps are created between the rich and the poor,
between developed and underdeveloped countries, not to mention the issue of brain drain and
brain gain. Yang (2003) argues that globalization in higher education has created cultural
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imperialism between the global North and the global South. Altbach and Knight (2007) state that
the global North owns knowledge, which is spread unequally and inequitably–concentrating
power and wealth within a select group of people, and nations, while marginalizing the others.
Globalization has radically changed higher education and the way we think about education. In
the next section, I will focus on the concept of internationalization.
An Overview of Internationalization
Given the forces of globalization as discussed above, many universities have adopted a
strategy of internationalization as a response to the pressure of globalization and to compete in
the global economy (Mok, 2007). Universities are now competing against each other in the
higher education marketplace. “Internationalization” in the context of higher education is
understood in a variety of ways. It can be interpreted differently depending on various
stakeholders, such as governments, educational institutions, governing boards, faculty members,
and academic units (Zolfaghari, Sabran, & Zolfaghari, 2009). For instance, Ellingboe (1998)
explains that internationalization is a complex process of integrating an international perspective
into a higher education institution “that involves many stakeholders working to change the
internal dynamics of an institution to respond and adapt appropriately to an increasingly diverse,
globally focused, ever-changing external environment” (p. 199). In the same vein, Zolfaghari,
Sabran, and Zolfaghari (2009) describe the internationalization of higher education as the
“integration and infusion of an international dimension as a central part of a university’s
programs” (p. 5). This process may include twinning programs, branch campuses, off-shoring
students, recruiting international students, reforming the curriculum in order to reflect an
international scope, or it may encompass international research activities (Gopal, 2011). This
dissertation utilizes Knight’s (1999) definition of the internationalization of higher education as
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“the process of integrating an international/intercultural dimension into the teaching, research
and service functions of the institution” (p. 16).
It is important to understand why institutions of higher education have adopted
internationalization. These motivations depend on the institution, department, and student
population—each has their own rationale for internationalization (Iuspa, 2010). Knight (1999)
points out that the most common reason to internationalize is to prepare university graduates to
be internationally and interculturally knowledgeable global citizens. For instance, in a survey
report conducted by the Association of Universities and Colleges of Canada (AUCC) in 2000 on
internationalization at Canadian universities, the foremost reason to internationalize was to
“prepare graduates who are internationally knowledgeable and interculturally competent”
(Knight, 2000). Other reasons included a belief that educational systems should be more
international; generating income sources for the institutions; addressing the fact that scholarship
is interdependent on world systems; and reflecting the increasing cultural and ethnic diversity of
Canadian populations (Knight, 2000).
The processes and strategies of internationalization vary according to country, education
systems, and institution. Therefore, many approaches have been taken to implement
internationalization of higher education (Beck, 2008; Guo & Chase, 2011; Knight, 2004; Iuspa,
2010). For instance, the manner in which internationalization is implemented depends on a
variety of factors such as the geographic location (e.g., country, city), history, politics, culture,
identity, values, beliefs, and priorities (Knight, 2004; Shubert et al. 2009). Moreover, it is
important to note that internationalization is not a static process and is subject to change
depending on the institution, the initiative itself, the organizational and governance structure, and
their policies and interests.
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Internationalization of the Curriculum
Internationalization of the curriculum is a central theme within the internationalization
discourse. Some scholars argue that internationalizing the curriculum is the single most critical
factor and that without it, internationalization cannot occur (Bond, 2003; Freeman, 1998). Much
of the literature discusses the centrality of internationalization of the curriculum because it can
support global understanding, knowledge, and skills (Beck, 2008; Iuspa, 2010; Knight, 1994;
Mestenhauser, 1998; van der Wende, 1995). Despite the recognition that curriculum is critical to
internationalization, there is very little understanding of what this actually means. According to
Knight (2000; 2004), the most common understanding of internationalizing the curriculum is
fostering an international and intercultural perspective into the curriculum. Likewise, Green and
Olson (2003) indicate that internationalizing the curriculum provides students with the
opportunity to learn about other cultures using a “learner centered approach that fosters
intercultural, interdisciplinary comparative and global learning, international relations, foreign
languages and cultures” (p. 57).
Within the broad definition of internationalization, many scholars have discussed the
elements that should be included in the internationalization of curricula. For instance, Knight
(1994) points out that curriculum should include interdisciplinary content, international studies,
intercultural studies, and comparative approaches to different issues. Van der Wende (1995)
considers internationalized curriculum as a way to prepare students for working in a
multicultural context designed for domestic and international students. Mestenhauer (1998)
opines that curricula should broaden the students’ knowledge about other countries and cultures
in order to achieve a broader understanding of the world and to be prepared to work in a global
work force. While it is easy to see that this could apply to fields such as education, international
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studies or business, it is unclear as to how to apply this to fields such as physics, engineering,
and math.
Shubert et al. (2009) point out that “much of the literature on internationalization is based
on a series of assumptions about the benefits of introducing particular student and curriculum
initiatives, but there has been surprisingly little research on whether these initiatives are
successful” (p. 14). Part of the reason for its lack of success is because the discourse of
integrating internationalization into the curriculum is repeated throughout the literature but has
little specificity on the subject. Beck (2008) points out that the specifics of how to
internationalize the curriculum are particularly lacking in the literature and the existing
suggestions are unstudied. Moreover, the AUCC survey report on internationalization at
Canadian universities indicates that, “very few institutions are emphasizing and supporting
th[ese] methods of internationalizing the teaching/learning process” (Knight, 2000, p. 45). While
students would like an international dimension to be incorporated in their curriculum, faculty are
indifferent to this since it is too labour intensive (Knight, 2000) and there is also the matter of
faculty intellectual property rights. Curriculum issues seem to be a high priority in Canada as
part of the internationalization processes but there appears to be a gap between the discourse of
internationalization and practice (Shubert et al., 2009). This leaves open the question of what
internationalization means for curriculum, pedagogy, and the classroom experiences of
international students. Therefore, I will now turn to the literature of international student
experience and shed light on this population.
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International Students
International student enrollment has continued to rise around the world, especially in
Canada. The definition of international student varies according to each country, educational
system or individual institution. In Canada, international students are defined as:
those who, for the specific purpose of pursuing their education, go to a country other than
their country of residence or the country in which they were previously educated. These
students may be defined on the basis of either the country of which they were permanent
residents or the country in which they were previously educated (regardless of their
nationality). In Canada, this concept includes students who are not Canadian citizens and
who do not hold a permanent residency permit in Canada (CESC, 2011, p. 86).
It is important to note that the term “international students” differs from that of “foreign
students” because it includes “permanent resident status” (CESC, 2011, p. 86). This dissertation
will use CESC’s definition of international students. I will also use the term international
graduate students to refer to those who, for the specific purpose of pursuing graduate degrees
(master’s and doctoral), undertake those studies in a country other than their country of
residence. Recruiting international students plays a pivotal role in promoting cross-border
relationships, fulfills a university’s internationalization mandate, provides a source of revenue to
the institution through high tuition fees, and promotes a diverse learning experience (Altbach &
Knight, 2007; Beck, 2008; Crose, 2011).
Overall Trends of International Students in Canada
According to the Statistics Canada Postsecondary Student Information System (PSIS)
(http://odesi2.scholarsportal.info), a total of 87,798 international students were enrolled in
Canadian universities in 2008/2009, compared to 35,556 in 1998/1999. However, the percentage
of international students fell to 36.5% in 1999 and rose to 52.7% in 2008. In 2008/2009, there
were 22,884 international students in Quebec, 16,662 in British Columbia, 6,285 in Alberta, and
3,804 in Nova Scotia. According to the Statistics Canada PSIS, a total of 13,449 university
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degrees, diplomas, and certificates were granted to international students in 2008. The top five
granting provinces were Quebec with 5,529 students, British Columbia with 3,738 students,
Nova Scotia with 999 students, Alberta with 957 students, and New Brunswick with 717
students.
	
  

The Pan-Canadian Standard Classification of Education (PCSCE) of Public Post-

Secondary Enrollments by International Students indicated that in 2009, 3,531 students were
enrolled in a Master’s program in Architecture and Engineering; 3,306 were enrolled in Business
Management and Public Administration; 1,473 were enrolled in Social and Behavioral Science
and Law; 1,413 were enrolled in Math, Computer, and Information Systems; and 1,401 were
enrolled in Physical Life Science and Technology. PhD program enrollments were 2,712 in
Architecture and Engineering; 2,274 in Physical and Life Sciences; 1,194 in Social and
Behavioural Science and Law; 957 in Math, Computer, and Information Systems; and 849
enrolled in Humanities. International graduate student enrollments are concentrated in the
sciences. It is also worth noting that, “international students make up 20% of the total graduate
student enrollment in Canada (Guo & Chase, 2011, p. 306).
In a Statistics Canada report, McMullen and Elias (2011) report that “Asian students have
consistently accounted for the largest ‘share’ of international students”, though this share dipped
in the late 1990s. (p. 7). In 1992, “students from Asia accounted for 49.8% of international
students” (McMullen & Elias, 2011, p. 7). This information is consistent with Guo and Chase’s
(2011) study, which revealed that 49% of students are Asian and come from “China followed by
Iran, India, Japan, and South Korea” (p. 312). The next largest group of students was from
Europe with 16.3% in 1992, rising to 25% in 1998, and then falling to 18% in 2008 (McMullen
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& Elias, 2011, p. 7). Interestingly, the percentage of students from Africa fell from 17.1% in
1992 to 12% in 2008 (McMullen & Elias, 2011, p. 5).	
  
Major findings from a 2009 report on the Economic Impact of International Education in
Canada revealed that in 2008, “international students in Canada spent in excess of $6.5 billion on
tuition, accommodation and discretionary spending; created over 83,000 jobs; and generated
more than $291 million in government revenue” (Roslyn Kunin & Associates, Inc., 2009, p. iii).
The report also pointed out that the total amount that international students spent in Canada ($6.5
billion) was greater than Canada’s export of coniferous lumber ($5.1 billion) and coal ($6.07
billion) (Roslyn Kunin & Associates, Inc., 2009).
Though international students enhance the competitiveness of Canada’s economy, the view
of international students as “revenue generators challenges strongly the view about access and
the social role of universities” (Shubert et al., 2009, p. 12). As mentioned previously, earning
revenue is a central motive in institutional internationalization initiatives and “many countries
recruit international students to earn profits by charging high fees––including Australia, Canada,
the United Kingdom, and the U.S.” (Altbach & Knight, 2007, p. 292). Altbach and Knight
(2007) indicate that international students spend approximately $12 billion in the U.S., which is a
significant amount of revenue. In an AUCC survey report, Jane Knight (2000) indicates that one
of the three main reasons for enrolling international students was to “generate revenue for the
institution” (p. 53). Other reasons included integrating international and domestic students in the
classroom and raising the institution’s profile in target countries (Knight, 2000). The opportunity
to study abroad has traditionally been reserved for the privileged and wealthy (Williams, 2005).
However, it is important to note that most international students are from developing countries
and are often self-funded or financially supported by their family members. Due to the
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competitiveness of the education market, studying abroad in Western institutions is seen as a
competitive advantage for students to gain the skills required to compete in the global economy.
Since the demand for higher education has expanded dramatically worldwide, especially
for graduate degrees, more international students are studying abroad. Students decide to study
abroad for several key reasons: (1) Countries such as India, China, and Africa lack the domestic
capacity to meet the demand of higher education, forcing students to pursue other alternatives
(Altbach & Knight, 2007, p. 293); (2) Students leave their home countries due to limited
opportunities (Beck, 2008); (3) Students lack the access and opportunity to attend top tier
universities in their home country due to poor test scores, such as in China; (4) There are a lack
of graduate programs in the students’ home country; and (5) Students are trying to obtain access
to Western culture and its tools, as this is valued in the global job market. Beck (2008) and
Crosby (2010) point out that during the arrival process, the host institution provides students
with information to help them adjust, acculturate, and cope with culture shock. However, they
are often left to their own devices with the expectation that they will conform to the norms of the
dominant culture, including their classroom environment.
A wide variety of studies have been conducted on international students, which often
present them from a deficit perspective. In the next section, I will review the literature on
international students, including graduate students, and outline the major themes found in the
literature.
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An Exploration of the International Student Literature
Acculturation and Adjustment
Many studies have been conducted regarding international students and acculturation and
adjustment. Most of these conclude that it is the responsibility of students to acculturate when
they arrive at the host institution. For instance, Jung, Hecht, and Wadsworth (2007) point out that
many international students have difficulty acculturating to their host institution because they
often experience “homesickness” and a “lack of support” (p. 606). Due to these challenges,
international students experience higher levels of stress and depression, and have problems
forming social relationships with domestic students (Hanassab, 2006; Lobnibe, 2009). Lee and
Rice (2007) also indicate that international students have trouble fitting into their host institution
and reported feelings of discomfort and a lack of hospitality, which often affects their ability to
socialize with other students. International students require a certain amount of institutional
support, but they are frequently marginalized and left with the responsibility to acculturate on
their own (Crosby, 2009; Poyrazli & Lopez, 2007). From the perspective of CRT, international
students are constructed as racialized foreigners similar to immigrants, are excluded from the
dominant group (Dei, 1996), and treated as “aliens” and “strangers” (Thobani, 2007, p. 69). The
belief that it is the outsider’s responsibility to assimilate to the host culture is based on
institutional racism and white hegemony (Hall, 2002; Omi & Winant, 2002; Thobani, 2007).
Under hegemonic conditions, “others can be bleached out via assimilation and integration to
overcome racial differences” (Goldberg, 1993, p. 7). The issue of acculturation and adjustment
demonstrates that whiteness and nationhood confer a sense of belonging to the institution and
that non-whites do not belong, unless they assimilate.
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Language
Another common theme within the international student literature is language, which is
one of the main hindrances to international students’ success. Beck (2008), Crose (2011), and
Galloway and Jenkins (2005) explain that English language skills are a major factor in shaping
students’ experience since it affects their ability to learn as well as their confidence. Benzie
(2010) and Harrison and Peacock (2010) point out that poor English language skills are often
correlated with students’ intellectual ability, affect domestic students’ desire to interact with
international students, and have been blamed for causing declining standards in some higher
education programs. In a quantitative study conducted by Galloway and Jenkins (2005), faculty
and administrators identified poor English-language skills as one of the top five problems
affecting international students. In another quantitative study, Perucci and Hu (1995) indicated
that limited English proficiency hinders international students’ ability to interact with domestic
students. Either international students are left to “correct their inadequacies” (Lee & Rice, 2007,
p. 388) or they are marginalized due to their inability to acclimate to the host culture (Crosby,
2010). From a CRT perspective, Goldberg (1993), Okolie (2005), and Scheurich and Young
(1997) argue that social science strategies that rely on quantitative methods have historically
been used to erase the realities of racialized people. This approach allows institutions to make
biased universal claims about the experiences of racialized students, which exclude their lived
experiences. It also discourages any critique of institutional practices and absolves institutions of
responsibility (Baez, 2004). This form of institutional racism, allows white citizens to preserve
their identity by forcing others to adjust to their ways (Thobani, 2007). Moreover, host nationals
are enacting a form of hegemony that allows them to assert their power over racialized
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populations (Hall, 2002). Thus, international students’ issues of language are articulated
according to how society is structured—in terms of dominance and racism.
Another important issue within the theme of language is the use of slang, anecdotes, and
cultural references in the classroom. In a study conducted by Kim (2011), international students
did not know the vernacular, jokes, and cultural references made by the professor. As a
consequence, international students felt excluded from the classroom conversation. Kim (2011)
also points out that cultural references are automatically embedded within the classroom culture
and that professors do not think it is necessary to explain references to students, who are then
forced to learn the cultural references on their own. Rizvi (2005) and Ramburuth and Tani (2009)
recommend avoiding the use of slang and culturally specific metaphors so that international
students are not left out of the conversation in the classroom. DeVita (2000) points out that
professors should take the opportunity to explain slang, cultural references, foreign words, and
vernacular to avoid being ethnocentric. Compounding these problems, Ramachandran (2011)
comments that international students have difficulty understanding the accent, dialect, and
metaphors in certain regions such as Australia, Scotland, Ireland, and England as they are not
taught English by native speakers from these regions. The reality is that these issues remain
unchallenged and create further inequality, and ultimately privilege the language and cultural
knowledge of the host countries, and impede learning (Ippolito, 2007). Moreover, Omi and
Winant (2002) explain that the dominant beliefs, values, and customs are reflected in the host
institution’s culture, which represents white, Western, and eurocentric norms. Those who do not
fit within these norms are excluded from the dominant culture.
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Silence
International students are often criticized for remaining silent in the classroom (Hanassab,
2006). For instance, Hanassab (2006), Hellsten and Prescott (2004), Hsieh (2007), and Marlina
(2009) indicate that students are often judged based on how actively they participate in
classroom discussions. Hsieh (2007) argues that domestic students tend to be more talkative and
assertive in the classroom as this is valued in North American society. In comparison,
international students are labelled as passive rote learners, who are incompetent or deficient since
they do not speak much in class (Benzie, 2010; Hellsten & Prescott, 2004). However, Benzie
(2010) and Marlina (2009) posit that many international students are silent for a variety of
reasons and not because they lack intelligence. For instance, they may feel uncomfortable talking
since they are second-language learners, they may be processing the lecture, or they are afraid of
giving the wrong answer (Hanassab, 2006; Lewthwaite, 1996; Sato & Hodge, 2009).
Interestingly, when students do try to contribute to the discussion, they are ignored (Hanassab,
2006; Hsieh, 2007). For example, a narrative study conducted by Hsieh (2007) revealed that
Chinese females kept silent in an American classroom because their host national classmates
ignored them when they attempted to speak. Incorporating a CRT lens, Goldberg (1993) and Hall
(2002) explain that Western culture is considered to be superior to all other cultures and is
representative of the dominant norms. Those who do not act according to the dominant norms are
simply excluded. Goldberg (1993) indicates that race often serves as a mode of exclusion and
power, which is fabricated in the history of nation building. It has been articulated and
normalized throughout modernity and serves as a marker to alienate groups (Goldberg, 1993,
2002). This problem of racialization may explain why international students are evaluated
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according to the dominant norms of American society, and labelled as deficient based on their
silence.
The international student literature also points to how faculty view silence among this
population. Similar to how host national classmates view international students, faculty often
think that they are a homogenous group of passive learners (Hanassab, 2006; Hellsten &
Prescott, 2004). Faculty often attribute international students’ silence to their lack of critical
thinking skills (Hellsten & Prescott, 2002; Otten, 2003). Faculty tend to reward host nationals for
being forthcoming in the classroom, while international students are viewed from a deficit
perspective (Marlina, 2009). In an Australian study, Marlina (2009) indicated that the professor
called upon local Australian students (who were described as making an active oral
contribution), but ignored international students, who kept silent since the topics were nationspecific. In a study conducted in the U.S. Southwest, Lee and Rice (2007) point out that the
professor ignored comments from international students and excluded them from the discussion.
Ladson-Billings (2005), who is an expert in CRT scholarship in education, argues that the
classroom environment is a form of white property and is mediated by the rules of the dominant
class. Therefore, professors feel they have the right to exclude racialized others as they see fit
(DeCuir & Dixson, 2004; Ladson-Billings & Tate, 1995). Moreover, James (2009) contends that
the “Ivory Tower” has a deep resistance to difference and that higher education tends to function
within a white middle-class normative culture, which excludes racialized students. It seems that
faculty have very little understanding of international students and why they remain silent in the
classroom.
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Self-segregation
Self-segregation is another major theme within the research on international students. The
research indicates that international students tend to originate from collectivist cultures (e.g.,
Chinese, Indian, Korean), which value strong, cohesive in-group relations (Lewthwaite, 1996;
Lobnibe, 2009). Conversely, Western cultures (e.g., Canadian, American, and Australian) are
individualistic, and value independence, self-interest, and competitiveness (Lewthwaite, 1996;
Lobnibe, 2009; Ramburuth & McCormick, 2001). Therefore, international students tend to selfsegregate within their cultural group (Lewthwaite, 1996). As a result, faculty think that
international students are not autonomous learners (Lobnibe, 2009) and that they are not making
an effort to assimilate with host nationals (Trice, 2007). However, Sato and Hodge (2009) point
out that international students “often feel marginalized by their White cohorts” (p. 145) and are
hesitant to interact with them. For instance, a study in New Zealand revealed that locals kept to
themselves in the classroom and did not interact with international students (Lewthwaite, 1996).
Thus, international students stay within their own in-group as a form of strength, solidarity, and
resistance (Choi, 2006; Lewthwaite, 1996). Noted CRT scholars, Goldberg (1993), Thobani
(2007), and Smith (2010) point out that individualism is valued in Western society as opposed to
collectivism. Having to conform to the ways and practices of the host university maintains a
national selfhood (Crosby, 2009). Moreover, Solorzano and Villalpando (1998) indicate that if
racialized students do not conform to the dominant cultural norms of the university, “they are
ascribed a marginal status” (p. 216). Faculty thus need to understand that international students
seek support from their in-group because it is culturally natural, especially when they receive
little support from their host institution.
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Group Work
Higher education institutions often tout the rhetoric of internationalization and how it
contributes to positive intercultural interaction between domestic and international students—
especially through group work. Group work allows students with different perspectives to work
together and promotes critical thinking skills. In reality, professors poorly manage this type of
activity and domestic students tend to resist working with international students due to language
barriers (Crose, 2011). Domestic students often perceive international students to be
academically weak and do not want their grades to suffer by working with them. Moreover,
international students tend to endure stereotyping and discrimination. Kim (2011) explains that
domestic students often do not understand the opinions of international graduate students and do
not see the need to include them in the group discussions. From a cultural standpoint,
Ramachadran (2011) indicates that some international students are hesitant to work in groups
because students whose strengths are in math or technology may find it challenging to problemsolve, and that female students who are not used to working with male students may feel
embarrassed. Overall, monocultural groups tend to dominate in the classroom and it is very
challenging to bring domestic and international students together (Harrison & Peacock, 2010).
Chesler and Crowfoot (1989), Chesler, Lewis, and Crowfoot (2005), and Omi and Winant (2002)
indicate that organizations, such as universities, transmit the values of Western society through
its faculty. Hooks (2003) stresses that academic practices are culturally situated activities and are
framed by the dominant culture, which is encoded in classroom practices. Those who are from
different cultural systems and have different ways of learning are excluded from the dominant
norms and practices.
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Discrimination Against International Students Based on Their Ethnic Group
Another major feature of the international student literature highlights how students from
different ethnic groups experience varying levels of discrimination. According to Baez (2004),
Goldberg (1993), and Hall (2002), discrimination is defined as categorizing people according to
their race, group, or class. In a study conducted on international students, Hanassab (2006)
reported that students who answered “yes” to experiencing discrimination in the classroom were
from the Middle East (22%), Asia (21%), and Africa (20%), whereas white students from Europe
experienced the least amount of discrimination (8%). Lee (2007b) and Lee and Rice (2007) also
concur that international students from the Middle East experience the most discrimination,
while international students from Europe, Canada, and Australia experience the least amount.
Hall (2002), writing from a CRT perspective, contends that it is inadequate to quantify
discrimination. One must also work from a historical standpoint in order to understand the roots
of racism and discrimination. Goldberg (1993) and Hall (2002) explain that throughout history,
race relations have been structured around economic processes such as the conquest of nations,
colonization and commerce, which are all linked to notions of racial hierarchy. Thus, according
to Goldberg (1993), certain races, such as the Chinese, are preferred because they are perceived
to be high achievers and have similar ideologies to whites. Therefore, many universities tend to
recruit from this specific population for their graduate programs, but after these students arrive at
the host institution, they are racialized, essentialized, and discriminated against based on their
country of origin (Hall, 2002; Thobani, 2007). They are then identified as the other, and denied
an equitable right to education, which solidifies the superiority of the dominant race (Omi &
Winant, 2002; Thobani, 2007). The issue of discrimination among international students clearly
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outlines and exemplifies how certain groups are more accepted than others, despite their right to
an equitable education.
Another theme within the international students literature regarding discrimination is that
students experience micro-aggressions. According to Delgado and Stefancic (2001), Solorzano
(1998), and Solorzano, Ceja, and Yosso (2000), micro-aggressions are forms of racism that
include daily intentional or unintentional verbal and non-verbal discrimination directed toward
racialized individuals. This may include derogatory language and racial slurs. Micro-aggressions
tend to cause international students to feel alienated and out of place in the host institution (Lee
& Rice, 2007; Sato & Hodge, 2009; Solorzano et al., 2000). Moreover, these subtle forms of
abuse have a negative impact on students’ psychological well-being (Boler, 2004; Solorzano et
al., 2000). Nonetheless, international students are left with the task of resisting the negative
feelings and thoughts that habitual racism brings about (Essed, 2002; Henry & Tator, 2009b).
Employing a CRT perspective, acts of racism are meant to legitimate the dominant group’s
position and ideological beliefs. Since race is an irrational, socially constructed category, acts of
micro-aggression allow one group to exercise dominance over another group (Goldberg, 1993).
Essed (2002) indicates that racism is infused and generalized within our everyday practices,
especially in academic environments, and is situated within complex systems of power.
Furthermore, society is infused with racial projects at both the macro and micro levels to which
racialized people are subjugated; these projects ultimately give rise to unequal and unjust
institutional structures (Omi & Winant, 2002). As more higher education institutions become
ethnoculturally diverse, universities may find it increasingly difficult to circumvent the issue of
discrimination (Crosby, 2009). The reality is that international students must learn to deal with
subtle acts of discrimination and develop ways of countering micro-aggressions.
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Multiculturalism and Diversity
Multiculturalism and diversity is another theme discussed within the literature involving
international students. Many higher education institutions are seeking to attract international
students as a method to increase multiculturalism and diversity on their campuses. Lobnibe
(2009) points out that many universities in the U.S. are recruiting international students because
they bring a multicultural perspective to the university and to teaching and learning. They also
bring their language and culture to higher education campuses, thereby enriching the educational
environment (Guo & Jamal, 2007). However, as noted earlier, much of the literature points out
how international students must acculturate to their host institution and adjust to a Western style
of learning (Lee & Rice, 2007; Lobnibe, 2009; Sato & Hodge, 2009). Furthermore, Baez (2004)
indicates that the literature concerning diversity mainly focuses on domestic students’
educational outcomes of interacting with racialized populations. From a CRT standpoint,
multiculturalism and diversity are designed to maintain a racialized framework (Gordon, 2007;
Smith, 2010) and give the appearance that immigrants are welcomed into white society
(Thobani, 2007). Dei (1999) argues that “pluralistic, multicultural talk celebrating ‘cultural
diversity’ and/or ‘cultural difference’ fails to affirm the context of power in which differences
are produced, and the significance of dislodging those power relations” (p. 18). Cobham and
Parker (2007) and Dei (2001) point out that those in power who have implemented diversity
projects have created a politically correct campus that homogenizes racialized students, reducing
them to their race, and ignoring their history and lived experiences. Moreover, Ladson-Billings
(1999a) and Tate (1997) explain that multicultural and diversity initiatives promote interest
convergence. For instance, the interests of racialized populations are furthered only when these
interests converge with those of whites (Bell, 2003; Crenshaw et al. 1995; DeCuir & Dixson,
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2004; Delgado & Stefancic, 2001; Harris, 1995). Therefore, when universities recruit
international students, they can claim that their campus is culturally diverse. As a result, diversity
and multicultural initiatives promote colour-blindness, a mechanism that allows people to ignore
racist policies that perpetuate social inequality (Bonilla-Silva, 2010; Ladson-Billings, 2004).
This issue demonstrates how international students are being used strategically to promote
superficial multiculturalism and diversity plans.
Pedagogy and Curriculum
Many studies have been conducted on pedagogical practices with respect to international
students. Dei (1996), Guo and Jamal (2007), and Otten (2003) point out that institutions of
higher education need to embrace pedagogical practices that incorporate diverse international
perspectives due to the increased enrollment of international students in Western universities.
However, the reality is that pedagogical practices with respect to international students remain
monocultural (Beck, 2008; Hanassab, 2006; Hsieh, 2007; Lobnibe, 2009; Madge, Raghuram, &
Noxolo, 2009; Marlina, 2009; Trice 2003). For instance, Guo and Jamal (2007) explain that
teaching practices in Canada remain eurocentric and exclude racialized populations. Meanwhile,
Dei (2001) argues that, “pedagogical practices must reflect the diverse bodies, histories and
experiences of the students who enter today’s classrooms” (p. 147). However, Powers (2007)
warns that being exposed only to eurocentric official knowledge is damaging to racialized
populations, ignores their historical context, and promotes monocultural pedagogical practices.
The issue of pedagogy is of central importance to critical race theorists in education because they
believe that it is connected to whiteness as a traditional form of property, which is rooted in race
and racism (Harris, 1995; Powers, 2007). Harris (1995), a noted CRT scholar, explains that
whites have the right to enjoy or absolutely exclude racialized populations from their “deployed
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resources” (p. 282). Since pedagogy is a form of white property, in which professors have
ownership, whites can dictate how knowledge is taught (Ladson-Billings, 1999b, 2005).
Therefore, faculty can continue to enact monocultural practices in the classroom in order to
maintain the eurocentric status quo of teaching, thus excluding international students.
Another common theme within the literature on pedagogy and curriculum is the issue of
how multiple truths and ways of knowing are often ignored. Ladson-Billings (1999b) explains
that pedagogical practices are “disconnected between how White faculty teach White students
and how they teach diverse students” (p. 225-226). McIntosh (as cited in Yosso, 2002), states
that white eurocentric discourses are considered standard and natural. Thus, pedagogical
practices are “congruent with the culture of White students,” but not with the culture of
racialized students (Scheurich & Young, 1997, p. 5). However, Boler (2004), Hanassab (2006),
and Martinez-Aleman (1999) contend that pedagogy should challenge dominant discourses and
unsettle the normalized ways of learning in order to include the knowledge and lived experiences
of racialized students. Madge et al. (2009) explain that professors must realize that international
students are not only the products of their culture, but that they produce their own pedagogical
cultures. Therefore, it is harmful for international students to merely conform to one
epistemological truth (Madge et al., 2009). From the viewpoint of CRT, white epistemologies
tend to dominate the education system while subordinating the knowledge and experiences of
racialized students (Bernal, 2002; Sleeter & Bernal, 2004). Scheurich and Young (1997) consider
this to be a covert form of racism since the institution is basing what is considered to be valid
knowledge on white ideologies. However, throughout history, white eurocentric knowledge has
always been privileged over racialized groups in order to maintain its system of dominance in
society (Dei, 1999; Goldberg, 1993). Clearly this continues to be true because what constitutes
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valid teaching, knowledge and truth is played out in the learning experience of international
students. It is thus unfortunate that international students’ unique ways of knowing are covered
up instead of being harnessed in order to learn about other cultures.
The importance of internationalizing the curriculum is another recurring theme within the
literature on pedagogy and curriculum as it pertains to international students. Many scholars
indicate that internationalizing the curriculum within institutions of higher education is necessary
in order to cultivate global citizens with an international perspective (Beck, 2008; Crosby 2009,
2010; Otten, 2003). Trice (2003) points out that a small number of faculty do adapt their
curriculum to the needs of international students, while others think that their curriculum
materials are “universal and not culturally bound” (p. 382). For instance, in a study conducted by
Trice (2005) with faculty members who teach graduate courses in a mechanical engineering
department in the U.S., faculty pointed out that it is not viable to internationalize their courses
because “domestic students want domestic courses” (p. 69). One faculty member stated that
since international students constitute only a small percentage of the student population, it is
inappropriate to adapt the curriculum to them because the field of engineering is universal (Trice,
2005). Using a CRT perspective, curriculum documents are a specific artifact of whiteness as
property, which serves to exclude and work against racialized students (Ladson-Billings, 1999a).
Since professors are considered the owners of the curriculum they produce, they have the
absolute right to design their materials as they see fit, which often discounts the experiences of
international graduate students (Patton et al. as cited in Hiraldo, 2010). Whiteness as property
perpetuates colour-blindness and camouflages the self-interests of the dominant group (BonillaSilva, 2010; Ladson-Billings & Tate, 1995). Thus, a selective curriculum that embodies the
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prevailing notions of Western culture—and does not adopt racialized perspectives—continues to
be offered to students.
University administrators also influence and shape the classroom experience of
international students. However, the area of administrators and international students is poorly
understood. In the next section, I will review the existing literature and highlight the salient
issues.
University Administrators and International Students
There is surprisingly little literature on university administrators and international
students’ academic experiences, as it pertains to the classroom experience. The articles and
major themes that were found in the literature are discussed below.
Economic Factors
Much of the literature found emphasizes economic factors and how it has influenced the
internationalization of higher education institutions. Many universities have incorporated the
recruitment of students in their strategic plan. Weber (2007) notes that Canadian universities are
increasingly recruiting international students who reportedly “contribute $4 billion a year to
Canada’s economy” (p. 40). Frolich and Stensaker (2010) explain that institutions of higher
education position themselves in relation to the market and competition with other universities.
Bolsmann and Miller (2008) argue that university administrators’ rationale for international
student recruitment strategies is because of their significant economic contributions. Ross et al.
(2007) and Soo and Elliott (2010) indicate that while international students contribute to the
university financially, they also add cultural diversity to the campus. Unfortunately, once these
students arrive, they face many challenges such as accent discrimination, language barriers,
financial issues, and problems interacting with domestic students. Stromquist (2007) and
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Ramachandran (2011) point out that administrators are oblivious to the problems that
international students face because they are only responding to economic drivers. The focus on
administrators recruiting international students for economic purposes and not supporting these
students can be attributed to institutional racism. The fact is that real change threatens an
organization’s mission, vision, values, and goals (Kezar, 2011). The main goal of administrators
is to maintain the status quo of the institution and remain monocultural (Pope & Thomas, 2000).
As such, universities can claim that they are internationalizing while maintaining the dominant
culture of the institution.
Minimalist Strategies to Internationalize
Minimalist strategies to internationalize such as securing external funding for study
abroad programs, promoting international exchanges of students, and conducting research
internationally are other issues found in the literature. Bartell (2003) argues that
internationalization conveys a variety of understandings, interpretations, and applications. He
views “internationalization as a complex, all encompassing and policy-driven process, integral to
and permeating the life, culture, curriculum, and instruction as well as research activities of the
university and its members” (Bartell, 2003, p. 46). Unfortunately, institutions of higher education
usually enact superficial internationalization strategies. According to Grimshaw (2011) “many
universities generate an institutional rhetoric that pays lip service to inclusivity” (p. 705).
Grimshaw further explains that the diversity of the international student body is essentialized
through superficial activities such as ethnic food festivals and multicultural days where people
dress up in their traditional clothing. Ren et al. (2007) assert that superficial internationalization
projects are enacted because administrators and policymakers “may not understand the
complexities that international students face”, particularly in their classroom environment,
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because they do not work with them due to the nature of their profession (p. 21). Furthermore,
Gacel-Avila (2007) notes that internationalization strategies are not comprehensive or central to
the university, and do not embrace all levels of the university. This includes administrative and
decision-making processes and teaching and curriculum processes, which limits their effect on
change of higher education. Internationalization as practiced is a one-way process from the
institution to the students.
According to Chesler et al. (2005), the governance and administration of universities are
enacting a form of racism. They point out that students are typically seen as a subordinate group
within the power structure of the university because administrators perceive them to be marginal
and temporary members. Moreover, Pope and Thomas (2000, p. 121) state that universities are
“well-oiled, rationalized, inherently racist system[s]” that are resistant to change, which
privileges the white dominant group; therefore, “why would anyone who benefits from this
system want to change it?” As such, administrators can apply minimalist strategies to
internationalization and relegate international students’ needs to the sidelines. Meanwhile,
international students must fend for themselves in dealing with these inequities.
Organizational Adaptation to Internationalization
Another theme found in the literature is organizational adaptation to internationalization.
Bartell (2003) explains that organizational adaptation requires strong leadership but needs
support from within its own organization. According to Pope and Thomas (2000), adaptation
refers to the process of change within the organization, openness, and responsiveness to external
environmental forces—motivated by the external environment. The key agents who drive change
are stakeholders (who influence administrative goals), and administrators (who enforce, carry
out, and maintain the values, visions, and goals of the university). Bartell (2003) asserts that the
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degree to which universities react to change depends on their culture and the reconciliation of
their heritage versus modern imperatives. Stromquist (2007) comments that administrators are
powerful decision makers in the internationalization process who have the power to set strategic
priorities with respect to how to internationalize and who will benefit from them. Another barrier
to organizational adaptation of internationalization is that decisions are made according to
administrator’s values, beliefs, power, and level of authority (Bartell, 2003; Kezar, 2001;
Stromquist, 2007). Tator and Henry (2010) explain that white university administrators do not
realize how their intentions discriminate against, and deny equity and equality to racialized
students. McIntyre (2000) states that the “laws, rules, and norms” that are woven into the social
system of the university often result in unequal distribution of resources to racial populations; the
manifestations of this can be seen in internationalization processes and their effects on
international student constituents.
Role of Administrators
This review of the literature demonstrates that there are no studies on the influence of
university administrators on international students’ classroom experiences. A few scholars have
alluded to the relationship between administrators and international students, but not their
classroom experiences. For instance, Ramachandran (2011) discusses the fact that
administrators––who are in charge of internationalization processes––encourage the presence of
international students. Yet, they are oblivious to the issues that these students face and the
urgency of making a sincere effort to improve their academic experience. Grimshaw (2011) and
Weber (2007) aptly point out that international students are greatly affected by administrator
interpretations of internationalization. However, administrators need to have a better
understanding of international students. If international students are valuable to higher education
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institutions, why are university administrators not addressing their concerns? Why are the
classroom experiences of international students neglected by administrators, considering the
emphasis placed on enrolling these students? Why is there a lack of literature connecting
administrators to students’ academic experiences? Are administrators equipped with an
international mindset that can foster positive learning environments for international students? In
order to shed light on these questions, it is important to examine the role of administrators and
their membership within universities
Who are University Administrators?
University administrators are those who hold senior membership positions within
institutions of higher education such as presidents, provosts, vice presidents, deans, directors of
academic units and centres (Chesler et al., 2005; Wiengartner, 1999). Wiengartner (1999) argues
that administrators are “sui generis”, meaning of its own kind/category, because there is “no
single term” or clearly expressed definition that conveys what their main activities are (p. 33).
However, administrators carry out the interests and central functions of the institution that they
govern and are also in charge of the “institution’s academic mission” (Wiengartner, 1999, p. 33).
Most universities follow a bureaucratic model, which relies on “hierarchical authority and role
specialization” (Chesler et al., 2005; Wiengartner, 1999). Rosovsky (1990) states that this type of
governance model concerns power; “it is about who is in charge; who makes decisions; who has
a voice, and how loud is that voice” (p. 261). In this study, university administrators were
examined as opposed to faculty members who are teaching because it was important to obtain a
very different lens concerning the internationalization of higher education institutions.
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University Administrators’ Membership within the Academy
Administrators within Western higher education institutions have tended to be white
males (Tator & Henry, 2010; Chesler et al., 2005; Chesler & Crowfoot, 1989). Membership has
shifted in recent years to include racialized people and women, but the dominant white male
culture continues to prevail (Tator & Henry, 2010; Chesler et al., 2005). Tator and Henry (2010)
explain that traditionally, “Androcentric and Eurocentric values, supported by the power held by
an ‘old white boys’ network have kept racialized populations out of the academy” (p. 380). For
instance, boards of trustees in higher education institutions have ultimate authority and oversight
of policies and are protectors of the organization from non-Westerners (Chesler et al., 2005;
Ehrenberg, 2004). These trustees tend to be white, socially prominent members of society who
view their trusteeship as a “confirmation of their social position, and means to ensure that the
university remains true to its traditions” (Freedman, 2004, p. 11). Some of their responsibilities
include legislative restrictions, attracting prominent figures to the university, and regulating
internationalization initiatives. When the president and current board members seek new
members, “they typically call on people within their own social and academic networks”
(Chesler et al., 2005, p. 152). Chesler et al. (2005) indicate that in a study conducted in 1997 by
the Association of Governing Boards of Universities and Colleges in the U.S. 89.6% of board
members were white. Furthermore, there are no publications that specifically attest to the number
of racialized administrators in universities.
University presidents are the most powerful figures of authority within higher education
institutions. They are involved in setting goals for the university, devising policies, leading
decisions, and representing the institution (Chesler et al., 2005). Presidents are typically
appointed by governing boards and tend to be white males (Chesler et al., 2005; Freedman,
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2004). Tator and Henry (2010) and Chesler et al., (2005) point out that higher education
institutions have historically entrenched themselves within class structures that guard against
institutional change. According to Chesler et al. (2005) institutions of higher education have
been under pressure to make their environment more multicultural and to challenge “entrenched
patterns of exclusion, discrimination, and domination” (p. 151). However, Pope and Thomas
(2000) assert that universities continue to exist in a “vacuum devoid or race, ethnicity, and class”
(p. 118), which maintains inequities. Unfortunately, there is a lack of racialized people in senior
administrative positions who can enhance multicultural climates and act as mentors to racialized
constituents on campus––such as international students. As a result, there is a constant
perpetuation of a certain type of administrator who only pretends to welcome diverse
populations. James (2009) warns that “the pretense of being inclusive of difference is unlikely to
produce equitable, social, and economic outcomes in the context of unchanged and unaffected
racist, classist, and sexist structures; hence the status quo remains” (p. 133).
Gaps in the Literature on Administrators and International Students’
Classroom Experience
Administrators’ roles tend to emphasize operational efficiency and control, whereas
students’ roles focus on learning and social development. As a result, the values of these two
groups often clash and cause conflict. Also, these two groups generally do not interact with one
another. Many administrators have never been trained to interact with racialized or international
populations, let alone work with international students; therefore, they do not have the ability to
relate to or acknowledge the experiences of these students (Chesler & Crowfoot, 1989; Pope &
Thomas, 2000). This suggests that administrators are poorly informed and out of touch with, and
ignorant about, students’ experiences. Pope and Thomas (2000) make an important point that
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“this responsibility or expectation is often unspoken and rarely acknowledged” (p. 126). Chesler
and Crowfoot (1989) argue that the separation between administrators and students is not
accidental and is the result of “socially constructed ignorance, and is created by the separate
cultures, life experiences and responsibilities of whites and of people of color” (p. 439). It is
important to note that this separation goes for all administrators and all students, including white
students. This separation causes tensions in terms of internationalizing teaching and learning.
While there is external pressure for institutions to internationalize teaching and learning,
administrators are faced with pressure to maintain the status quo. Presidents and administrators
are “unwilling to undertake the personal and organizational risks” of organizational change since
this might cause turbulence and tension among the white constituents within the university
(Chesler et al., 2005, p. 157). Though there is much rhetoric about internationalizing curriculum
and pedagogy to create global citizens, they remain unchanged since it is a form of eurocentric
knowledge that is validated and valued by the institution (Tator & Henry, 2010). Moreover,
administrators tend to view multiculturalism, diversity, and internationalization activities from an
assimilationist perspective. Chesler et al. (2005) state that, “the administrative difficulties of
providing leadership for a multicultural agenda are compounded by the threat of political
resistance, whether such resistance is highly mobilized or quiescent” (p. 157). Administrators
harbour a preservationist stance towards the university’s culture rather than a transformational
one. If they do accept change, it is only incremental changes that reallocate minor resources but
maintain traditional authority and practices, thus sustaining affluent white male advantage
(Chesler et al, 2005; Delaney, 2002; Taylor, Rizvi, & Lindgard, 1997). Therefore, vague
commitments are made without specific plans or actionable items, and institutional racism is
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maintained. Surprisingly, some administrators are not aware of their inequitable actions,
intentions, and behaviours and how these affect constituents such as international students.
Another reason for the lack of research on the relationship between administrators and
international students’ classroom experience is the privileging of certain types of knowledge in
research. According to Parker and Lynn (2002), research is often used to implicitly present
stories about white privilege and its master narratives, which discriminates against racialized
populations. The issue of white supremacy and racism are often viewed as taboo topics,
especially in traditional higher education research (Chesler et al., 2005). Therefore, the use of a
CRT perspective challenges traditional research paradigms to explain the experience of
racialized populations, such as international students, and offers transformative solutions to
racial and class subordination within the institutional structures of universities (Creswell, 2007;
Parker & Lynn, 2002; Scheurich & Young, 1997).
In addition to administrators, university policies also shape the classroom experiences of
international students. Unfortunately, the area of policy and international students is insufficient
and poorly correlated. In the next section, I will review the existing literature and discuss some
of the issues.
University Policies and International Students
Although the literature on educational policy is abundant, there are few studies that
specifically investigate the relationship of policies and international students’ academic
experiences, especially in their classroom setting. The relevant articles and themes that did
emerge from the literature are outlined below.
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Economics
The first theme that emerged from the literature on policy and internationalization is
economics, which is cited as the core reason for developing internationalization policies and
initiatives. Ngo et al. (2006) argue that policy discourses in education are changing the way
higher education is framed in terms of the need to be competitive in the global knowledge
economy and labour market. As a result, universities have created internationalization policies—
uniquely tailored to their institution—as a way to be competitive. Cudmore (2005) states that
recruiting international students improves the “nation’s economic competitiveness” and builds an
understanding of “other cultures and nations” (p. 43).
Conversely, Mok (2007), Singh (2005), and Tuinamuana (2005) critique
internationalization initiatives by asserting that they favour economic policy drivers, privilege
Anglo-Saxon knowledge and promote colonialism, racism and classism. Thus, in their view,
internationalization is a form of Westernization in which economic purposes, policies, and tools
are merely new forms of colonial control (Knight & de Wit, 1995). Goldberg (2002) explains
that economics and internationalization create race relations that are historically linked to
processes such as colonialism and mercantile domination, and currently with the unequal
exchanges that characterize the economic relations between developed and underdeveloped
regions of the world. Therefore, policy promotes and rearticulates social formations of the past
(Goldberg, 2002; Taylor et al., 1997), designed to benefit Western nations; international students
are simply a conduit for this process.
Stakeholder Involvement and Policymaking
Stakeholder involvement in the policymaking process is the second theme that emerged
from the literature search on policy and internationalization. Internationalization polices and
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strategies influence three levels of higher education: (1) the macro level involves global/national
level institutional policies and strategies; (2) the meso level focuses on institutional level policies
created by administrators within the university; and (3) the micro level includes faculty and
student constituents (Bottery, 2006; Delaney, 2002; Gacel-Avila, 2005; Van der Wende, 1994).
Faculty and students are vital to the policymaking process since they play an important part in
carrying out the policies in the classroom. However, they are often left out of this process and are
excluded from understanding how policies help or hinder their role (Delaney, 2002).
The power to make decisions about internationalization strategies and outcomes is often
stalled at the meso level since administrators use their beliefs as “protective structures to encase
their decisions”, rather than involving all constituents (Bottery, 2006, p. 96). Hence, the interface
between the meso and micro level is a vulnerable space influenced by power and the cultural
norms of the institution. Nonetheless, Gacel-Avila (2005), Ngo et al. (2006), and Tuinamuana
(2005) call for a collaborative and integrated method for creating internationalization policy
documents as well as for planning and monitoring all levels of progress. Bottery (2006)
recommends that higher education institutions shift from their traditional hierarchical forms to
flattened organizations. Through an institutional racism lens, Chesler and Crowfoot (1989)
explain that universities have a tendency to “pass on and reinforce historic[al] patterns of
privilege and disadvantage and dominance” (p. 441). These patterns most notably occur through
the macro and meso institutional levels, thus solidifying their power structure and excluding
international student constituents. Excluding international students from policymaking is
counterproductive since they are the key constituents of internationalization strategies and can
positively impact policy change. Overall, the lack of connection between stakeholder
involvement (national institutional policies and university administrators) and international
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students will only articulate the university’s self-interest and create more disparities among
students, leaving their academic experiences unaddressed.
Hierarchical Approaches to Policy Implementation
A hierarchical approach to policy implementation is the third key theme that emerged
from the policy and internationalization research. Agnew and van Balkom (2009) and
Toyoshima (2007) point out that mainly hierarchical approaches are used to develop
internationalization strategies. Hierarchical organizational structures are generally bureaucratic
and invoke top-down approaches to policymaking (Delaney, 2002). The relationship between
policymakers and implementers is that of super-ordinate and subordinate (Delaney, 2002; Taylor
et al., 1997). In other words, policies are created by senior administrators and implemented by
their subordinates (Stensaker, 2008). Depending on the university, senior members such as the
vice-chancellor, president, or senior management form working groups with the aim of
developing and implementing policies and strategies (Toyoshima, 2007). Constituents then
adhere to the expressed intentions of the policies and power structures formed by senior
members (Ngo et al., 2006). From the perspective of institutional racism, Chesler and Crowfoot
(1989), Chesler et al. (2005), and Omi and Winant (2002) point out that within hierarchical
institutions, power is concentrated at the top through the white patriarchy of presidents. Since
international students are at the bottom of this system, they have little power to affect decisions
at this level and are left unheard.
Bottery (2006) disagrees with this top-down approach to policy and argues that if higher
education institutions want to be successful with respect to internationalization, it is better to
invoke multilevel collaboration and to take advantage of the intellectual capital provided by all
constituents. In the same vein, Bolman and Deal (2008) explain that “rules, policies, and
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standard operating procedures limit individual discretion and ensure that the behavior is
predictable and consistent” and “reduces individual decision-making and political pressures that
are outside of the organizational goals” (p. 54). Standard operating procedures also reinforce
traditional policymaking and exclude the voices and perspectives of international students; they
do not give students an opportunity to help improve policies about their educational experiences.
As a result, students remain in a subordinate position.
Weak Implementation of Internationalization Policies
The last major theme found in the literature on policy and internationalization is the issue
of weak implementation of internationalization policies. In a study conducted by Jones and
Oleksiyenko (2011), they pointed out how poor policy and decision-making processes prevented
a centralized internationalization initiative from taking place at a higher education institution in
Canada. They explained that a department within the institution created its own
internationalization projects since other departments did not interact with one another. For
instance, Jones and Oleksiyenko (2011) state that, “there have been embarrassing instances
where researchers in the same division carry out projects in the same country without talking to
each other and coordinating the efforts” (p. 49). Although there are “a variety of
internationalization initiatives championed at the individual level, the university is doing nothing
to build the capacity” (Jones & Oleksiyenko, 2011, p. 49). This is caused by weak
implementation of internationalization policies. Similar to the issues in Canada, Gacel-Avila
(2005) contends that institutions of higher education in Latin America and Mexico incorporate
short-term approaches to internationalize and disregard long-term policymaking strategies.
Additionally, Gacel-Avila (2005), Jowi (2009), Stensaker et al. (2008), and Stier (2003) note that
there are major problems with internationalization policies such as: (1) gaps between national
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policymaking and institutional interpretation of internationalization, which is endemic within
weak institutional structures; (2) poor institutional planning; (3) a lack of literature on how to
successfully implement internationalization; and (4) the fact that internationalization policies are
not a popular area to examine for higher education researchers and institutions. Interestingly, the
AUCC 2000 report cited a few of these issues, which are still unresolved. From an institutional
racism standpoint, if the culture of the institution promotes unfair and discriminatory treatment
of the international student population, it not likely that it will articulate a concern for diverse
populations (Chesler & Crowfoot, 1989; Pope & Thomas, 2000). As a result, resources will not
be allocated towards this agenda. Also, if institutional structures are weak and there are no
specifically articulated resources, structures, or power systems, policies will not operate in ways
that support internationalization or international students (Chesler et al., 2005; Pope & Thomas,
2000).
As articulated in the literature, there is little information that directly discusses policies
and international students’ classroom experience. Instead, the literature emphasizes stakeholder
involvement, top-down institutional structures, weak policy implementation, and most
importantly, the creation of policies to recruit students for economic benefits. If students are so
vital why is there no discussion of the creation of policies that promote international students’
classroom success? On whose terms and interests have policies been promoted? Who loses as a
result of policies? In order to gain insight into these questions, it is necessary to explore the
nature of policies, how they are formulated, and the way in which they are carried out.
What is Policy?
There are many definitions of policy. Downey (1988) as cited in Delaney (2002) views
policy as an instrument of governance intended to guide behavior and allocation of resources.
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Ball (1994) states that, “policy is both text and action, words, and deeds, it is what is enacted as
well as intended. Policies are always incomplete insofar as they relate to or map to the ‘wild
profusion’ of practice” (p. 10). Taylor et al. (1997) describe “policy as a process” and refer to the
“politics involved in the recognition of a ‘problem’ which requires a policy response” through
the formulation and implementation of policy stages (p. 24). Policy is also a contested space
during all stages of its formation because of complex and multi-layered competing interests,
values, as well as the concern of whose values will be reflected in the policies.
Taylor et al. (1997) outlines several key observations about the nature of policy, which
are paraphrased as follows: (1) Policy is more than text. It has meaning and overtones, which
should not be overlooked. Policy is also a dynamic and interactive process that reflects the
political views of the organization; (2) Policy is multidimensional since it is developed by
various stakeholders who may not have equal influence over the policymaking process. Conflict
and contradictions often arise during the process since various interests are involved; (3) Policy
is value-laden. Values and beliefs are suffused throughout the policy process and are affected by
individual perceptions of policy and interests. This is especially apparent in the field of higher
education; (4) Policy exists in context. It is situated within historical, social, political, economic
and ideological climates and important events (e.g., internationalization, diversity initiatives).
Together, these factors influence the outcome of the policy; (5) Education policies interact with
policies in other fields. This means that educational policymaking is connected to other broad
disciplines such as internationalization, anti-racism, and diversity; and (6) Policies result in
unintended and intended consequences. Policymaking is precarious and has a certain degree of
unpredictability given its complex inter-relationships with factors such as opposing interests,
language use, and various stakeholders involved in the policymaking process. As such, policy
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implementation is never straightforward. Fundamentally, educational policy is about
bureaucracy, political power and the language used to legitimate certain interests, which are
developed by older white males or females.
Gaps in the Literature on Policymaking and International Students’ Classroom Experience
One important gap in the literature on policymaking and international students’
classroom experiences is that internationalization appears to be lax and unregulated because each
university has developed its own value-laden initiatives, which are not monitored (Jowi 2009;
Mok, 2007). As a result, policy is unregulated as well. This may explain why the classroom
experiences of international students are not addressed. Moreover, racist policies tend to protect
white property because they condition the university to function in a standardized way, which is
ill equipped to deal with international students. It is important to note that racism in relation to
policy must be understood not as individual acts, but as a complex system of oppression in which
the dominant white society enforces policies (Chesler et al., 2005; Pope Thomas, 2000; Rosen,
2009). Those who develop policy are heavily influenced by their “political commitments, social
position or identity (such as gender, race, or class) and source of funding” (Rosen, 2009, p. 279).
Moreover, internationalization policies are developed in ways that reflect the country’s history,
culture, and values. Stakeholders have the absolute authority to create policies that serve their
interest and priority and exclude the classroom experiences of international students.
Another significant gap in the literature is that many universities have incorporated
superficial language within their mission and vision statements as a response to internationalize.
According to Chesler and Crowfoot (1989), mission and vision statements are an articulation of
policy and outline in abstract terms and “vague statements” the goals and values of the university
(p. 446). These are not typically discussed with student constituents. Within policy formation,
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there is a tendency to protect the university’s white eurocentric tradition. This formation creates
and preserves a system of dominance that is constantly “communicated and reproduced” through
universities (Henry et al., 1999, p. 17). Gilborn (2005) argues that more often than not,
policymakers “do not recognize the routine privileging of white interests, and the patterning of
racial advantage and inequity that is structured in domination and its continuation represents a
form of tacit intentionality on the part of white power holders” (p. 485). He asserts that in this
sense, education policy is an act of white supremacy as policymakers “assure us, with the best of
intentions for all”, that it is a “rationale process of change” (p. 486). In fact, such an approach
works against the reality of racialized populations within higher education institutions, thus
preserving their “deeply rooted exercise of power” (hooks, 1989, p. 113). Consequently, cursory
mission statements allows universities to respond to internationalization in a way that that serves
their best interest, while continuing to neglect international students’ classroom experiences.
Conclusion
Globalization, which is heavily centered in economics and neoliberalist practices, has
created a demand for skilled individuals to compete in the global market. Universities are trying
to compete in this market through internationalization strategies such as enrolling international
students. Though international students bring many benefits to the university such as revenue,
cultural diversity, and international perspectives, they are viewed from a deficit perspective. The
research on international students points to the fact that university administrators and
policymakers have paid very little attention to their academic experiences, let alone their
classroom environment. Instead, issues such as economics, minimalist strategies to
internationalize, poor organizational adaptation to internationalization, stakeholder involvement
and policymaking, hierarchical approaches to policymaking, and weak implementation of
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internationalization polices have dominated the literature; all of which overlook the international
students’ classroom experiences. A paradox exists between attracting international students, how
the university actually treats international students, and the way these students are positioned
within higher education research.
It is apparent that there are many gaps in the research on international students as well as
a failure to discuss the deep-seated issues that affect this population. Most notable is how
international students are expected to act in accordance with the host nation’s dominant culture,
if they expect to “fit in”. For instance, Stromquist (2007) points out that Western institutions
prefer international students who share the same ideology, culture, beliefs, and values because
“Western institutions generally do not have time to preprogram students to think like Americans”
(p. 91). It is obvious that international students straddle a delicate line of tension between the
nation’s interest, the university’ interest, their racial identity, and the pursuit of higher education.
Added to this issue is the fact that students are also “positioned within the academy with varying
rights and access” to higher education (Lee & Cantwell, 2012, p. 47). However, it is important to
understand the implications of what type of students are deemed as “preferable” by higher
education institutions, the ramifications this has on the country attracting these students, and the
mode in which institutions are internationalizing.
Administrators are pivotal actors within higher education institutions who could play an
important role in promoting a positive academic experience for international students.
Unfortunately, the research shows that administrators are disconnected from international
students’ experiences, and the student population in general, because of hierarchical institutional
structures and the type of position of power they hold. This overshadows and exacerbates the
void in discussion about the systematic institutional racism, discrimination, and the overall
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exclusion that international students continually face. As such, there is a pressing need for
skillful institutional leadership at all levels from the university president, the vice-president,
academic deans, and department chairs in order to manage the increasing diversity of students.
Most importantly, there is a call for leadership that values and understands racialized
populations, which could be accomplished by educating existing administrators on how to
respect, value, and interact with diverse populations. Unfortunately, much of the literature
discusses superficial barriers to change such as hiring racialized administrators, which tokenizes
them. There needs to be strong leadership from the top that has a comprehensive approach to
transforming the climate of the institution. Each university administrator needs to be committed
to change through ongoing monitoring of action plans, accountability and monitoring within the
institution (Tator, 2005). Moreover, there needs to be a critical mass of people at all levels within
the institution who are dedicated to achieving an equitable, diverse, and inclusive campus
climate.
International students are being intertwined with the values, assumptions, history, and
overall culture of the university. However, there is a lack of literature that sheds light on these
issues and a failure to discuss how institutional culture relates to “race, ethnicity, gender, class,
and existing cultural values (Pope & Thomas, 2000, p. 128). As noted previously, organizational
and structural dynamics dominate the existing literature. Attention needs to be paid to the
interpersonal dynamics within institutions of higher education such as beliefs, stories, norms, and
rituals that form institutional culture as a whole (Pope & Thomas, 2000). Also, missing from the
literature is the fact that institutional culture does not function in a vacuum. Culture ultimately
affects the organizational and governance structures of the university, including the individuals
within the university.
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In reviewing the research on international students, their experiences closely parallel
those of historically underrepresented population in the U.S. Similar to the experiences of
African Americans, Latin Americans, and Native Americans, international students are viewed
from a deficit perspective and positioned as the other within higher education institutions.
Internationalization has created a new space for racism to operate in which international students
are being discriminated based on their cultural differences. Rattansi (1995) states that the notion
of cultural differences has replaced scientific theorizations about race, which is based on
biological human characteristics and phenotypes. Internationalization also rearticulates forms of
racism based on colonialism, trade, and commerce between the developed and developing
nations. It is used to mark “whiteness as a location of privilege and power” (Kobayashi & Peake,
2000, p. 393). Furthermore, a form of neo-racism, “a system of national hierarchy that is attached
to individuals as a sorting mechanism” (Lee & Cantwell, 2012, p. 48), is being enacted through
internationalization, which “extends racism to include stereotypes about one’s country of origin”
(Lee & Cantwell, 2012, p. 52). Lee and Cantwell (2012) argue that these stereotypes are based
on the “perception of superiority of cultures and national order” in an effort to “maintain racism
hierarchies and oppression”, and to “preserve one’s national identity”, justifying the
marginalization of international students (p. 52).
Is it clear that there needs to be a deeper examination of the issues pertaining to
globalization, internationalization, international students, as well as university administrators and
educational policies. The research points to an obvious and growing disconnection between
international students, university administrators, and university policies. Moreover, there is a
continued separation of national policy interests and international student recruitment. For
instance, in a recent article by Millar (2012) entitled “Call to Double Foreign Students Signals a
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Fundamental Policy Shift”, Canadian universities are being urged by the federal government to
double student enrollment from 240,000 in 2011 to 450,000 by the year 2022. Considering the
issues reviewed in this chapter, including the lack of support for existing international students,
this ambitious policy will have a strong impact on Canadian higher education institutions and
their preparedness to support the future influx of these students. In looking towards the future,
how will universities navigate such policies considering they have a long-standing history of
being resistant to any cultural shifts? How will organizational structures and cultures be altered
to accommodate these changes? What will universities do to alleviate the clash between the
presence of ethno-culturally diverse populations in relation to their codes and dominant
eurocentric culture? What are the implications for international students’ classroom experiences?
In this chapter, critical race theory was reviewed as a theoretical framework for this
dissertation. Additionally, a review of the literature was conducted to illuminate the issues at the
heart of internationalization, international students’ classroom experience, the work of university
administrators and educational policies. The next chapter will discuss the research methodology
for this research study.
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Chapter 3: Methods
Introduction and Overview
The purpose of this qualitative study was to explore international graduate students’
experiences in their classroom in relation to internationalization at a Canadian university in the
province of Ontario. A qualitative design was used to gather information from current
international graduate students about their experiences in their classroom environment, to
explore university administrators’ understandings of international graduate students’ classroom
experiences, and to investigate the relationship between existing institutional policies and reports
with respect to international students’ classroom experiences. By drawing on a qualitative
approach, I was able to acquire an in-depth understanding of the research problem. It also
provided me with a rich understanding of the resources and support available for international
graduate students in order to improve their educational experiences within one higher education
institutional context.
In seeking to understand the classroom experiences of international graduate students, the
study addressed four research questions: (1) What are the classroom experiences of international
graduate students at a higher education institution in relation to internationalization?; (2) What
are university administrators’ understandings of international graduate students’ classroom
experiences in relation to internationalization?; (3) How do existing university policies and
initiatives address the classroom experiences of international graduate students in relation to
internationalization?; and (4) What is the relationship between university policies,
administrator’s understandings of international graduate students’ graduate classroom
experiences, and international graduate students’ actual experiences in relation to
internationalization?
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This chapter describes the study’s research methodology and includes discussions around
the following areas: (1) Methodological Framework; (2) Participants and Research Setting; (3)
Overview of the Research Design; (4) Methods of Data Collection; (5) Coding and Analysis
Procedures; (6) Trustworthiness; and (7) Limitations of the Study Methodology. The chapter
concludes with a brief summary.
Methodological Framework
Qualitative research has undergone many changes during the past century. Its history has
been fractured and characterized as having an unsteady path, leading in different directions
(Denzin & Lincoln, 1998). Denzin and Lincoln (2005) divide the history of qualitative research
into eight moments: (1) Traditional (1900’s-World War II); (2) Modernist (1970’s); (3) Blurred
Genres (1970-1986); (4) Crisis of Representation (mid 1980’s); (5) Post Modernist (1990-1995);
(6) Post Experimental (1995-2000); (7) Methodologically Contested (2000-2004); and (8)
Methodological Backlash (2005-?). It is important to understand that remnants of each historical
moment in qualitative inquiry are still being carried out in the present, either as a legacy or as a
set of practices that qualitative researchers still follow or widely contest (Denzin & Lincoln,
1998; 2005). Quantitative characteristics were often valued within qualitative inquiry and heavily
influenced this paradigm during its initial stages. It is also widely valued in the research on
international students. A qualitative approach is important to this study because it allows
international students’ voices to be heard and enables them to share their lived experiences.
During the Traditional Moment (1900’s-World War II), qualitative research was
characterized by the positivist paradigm. Researchers were “committed to objectivism” and
“wrote colonizing accounts of field experience” (Denzin & Lincoln, 1998, p. 13). Those being
studied were considered as “the other”–“alien, foreign, and strange” (Denzin & Lincoln, 2005, p.
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15). The “other” was generalized and glorified in the language of science through the
researcher’s interpretation. As a consequence, people were treated as objects to be studied and
their perspectives were ignored. By the end of the 19th century, researchers moved to an
interpretive methodology giving the researcher the authority to represent people under study
through “simple musings” and “classic morality tales”, which provided superficial snapshots of
people’s experience, thereby subjugating their culture (Denzin & Lincoln, 2005, p. 16).
In the Modernist Moment (1970’s), qualitative researchers sought to cloak themselves in
positivist discourses by formalizing qualitative methods (Denzin & Lincoln, 2005). For instance,
this period valued quantitative, objective, and statistical approaches to research (Denzin &
Lincoln, 1998). Researchers adopted prescriptive data collection methods (e.g., interviewing,
statistical analysis) in addition to stringent methods of internal and external validity in an effort
to make qualitative research as rigorous as possible (Denzin & Lincoln, 1998; 2005).
In the Blurred Genres Moment (1970-1986), there existed a range of qualitative
methodologies such as positivism, post-positivism, critical theory, and feminism (Denzin &
Lincoln, 1998). Various research strategies (e.g., grounded theory, biographical) and diverse
ways of collecting data (e.g., interviews, documents) and analyzing data (e.g., hermeneutics,
grounded theory) appeared, emphasizing thick description (Denzin & Lincoln, 2005). Moreover,
advances in computer technology began to influence how data were analyzed. Though
qualitative research was gaining wider acceptance during this period, the social sciences field
itself became blurred (Denzin & Lincoln, 2005).
During the Crisis of Representation Moment, it became clear to scholars in the social
sciences field that qualitative research could not represent a “singular reality” (Denzin &
Lincoln, 2005, p. 18). At the same time, critical and feminist theories along with epistemologies
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of “people of colour” were competing for a place at the proverbial qualitative table (Denzin &
Lincoln, 2005). A crisis of representation thus emerged in terms of how to represent the
researcher’s consciousness and the experiences of people under study. These concerns seeped
into the fifth period––a Triple Crisis.
The Triple Crisis Moment involved a crisis of “representation, legitimation and praxis in
research” (Denzin & Lincoln, 2005, p. 19). Researchers were unable to represent the lived
experiences of people under study in their written research reports because they were the ones
who constructed these experiences. Furthermore, the idea of “validity, generalizibility [sic] and
reliability” became problematic since they were concepts influenced by post-positivism and
positivism (Denzin & Lincoln, 1998, p. 21). As a result, the question of whether text could incite
change in the world became a tenuous issue. Previously silenced groups sought to tackle this
question, which led to an “abandonment of grand narratives, and the search for solutions to
specific situations” (Denzin & Lincoln, 2005, p. 19).
The Post Experiential Inquiry Moment (1995-2000) was characterized by new ways of
expressing lived experiences. Denzin and Lincoln (2003) describe this moment as being “in flux”
because new methods of communicating and constructing research emerged such as
performative, visual, and critical modes (p. 2). This movement was a period of conflict and
tension surrounding the construction of methodology, and ultimately changed the way qualitative
research was conducted.
The Eighth Moment, Methodological Backlash, (2005-onwards) is now and the future
(Denzin & Lincoln, 2005). It marks a turning point in qualitative research, which seeks to
confront the “methodological backlash associated with the evidence-based movement” (Denzin
& Lincoln, 2005, p. 20). This period is also concerned with critical discourses surrounding
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“democracy, gender, race, class, nation states, globalization, freedom, and community” (Denzin
& Lincoln, 2005, p. 20). In looking towards the future of qualitative research, the eighth moment
is a period of “discovery and rediscovery, as new ways of looking, interpreting, arguing, and
writing are debated and discussed” (Denzin & Lincoln, 1994, p. 11). Therefore, it is a politically
charged space in which “class, race, gender, and ethnicity shape inquiry, making research a
multicultural process” (Denzin & Lincoln, 2005, p. 20). It is within this movement that I have
chosen to situate my research in examining the classroom experiences of international graduate
students.
Grounding my study within a qualitative paradigm within the eighth moment, I have
sought to develop an in-depth understanding of the experiences of international graduate students
within a predominantly white institution. Using a qualitative approach enabled me to explore the
participants’ experiences in their specific context––where they experience the issue––in order to
understand the phenomena under study. For instance, Denzin and Lincoln (2005) explain that
“qualitative research is a situated activity” in which the researcher collects data in a natural
setting, while being sensitive to the people and places under study “in an attempt to make sense
of, or interpret phenomena in terms of the meaning they bring” (p. 3). Creswell (2007)
emphasizes that “qualitative research today involves closer attention to the interpretive nature of
inquiry and situating the study within a social, political, and cultural context”, rather than
bringing participants into a lab to be studied (p. 37).
In general, the intent of qualitative research is to examine a social situation by allowing the
researcher to enter into the participants’ world, to talk with them directly, and to allow them to
tell their stories (Creswell, 2007; Bloomberg & Volpe, 2009). This method empowers
participants and “minimize[s] the power relationships that often exist between the researcher and
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the participant”, which is a remnant of early qualitative research (Creswell, 2007, p. 40).
Creswell (2007) suggests that the best way to gather data is for the researcher to interview
participants, observe behaviour, and to collect and examine documents. I sought to employ
multiple methods of data collection by conducting in-depth interviews with international
graduate students and university administrators as well as collecting documents such as
institutional policies and reports in order to shed light on the research problem. The in-depth
interviews enabled me to explore multiple meanings and perspectives by directly collaborating
with participants. Also, collecting publically available institutional documents provided a rich
source of information about the organization and its history. These documents also provided
behind-the-scenes look at the institutional vision, how programs come into being, and
perspectives behind the university’s governance approach.
Overall, a qualitative paradigm rooted in the eighth moment allowed me to give meaning to
my research study in a way that quantitative research fails to conceive (Okolie, 2005, p. 250).
Also, it was my belief that using a quantitative approach would not have been as effective as
qualitative research in eliciting rich descriptive data necessary to explore the research problem.
For example, I was able to directly interact with participants, gain their perspective within a
situated context, adopt an interpretive perspective, and develop an understanding of the problem
under study (Creswell, 2007). Moreover, the topic of international graduate students has been
saturated with quantitative studies, neglecting the lived experience of the international student
population as well as issues of discrimination and racism. In sum, the qualitative research design
served as an appropriate and necessary method of exploring the experiences of international
students. As previously discussed, the eighth moment has allowed me to focus specifically on
issues of racism, discrimination, and internationalization.	
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Participants and Research Setting
Research Site
The study took place at a university campus located in the province of Ontario. Both the
university and the city where the study took place are predominantly white and have a low level
of racial diversity (Statistics Canada, 2006). According to the Statistics Canada Census, the
percentage of visual minorities in the city was 5% (Statistics Canada, 2006). All of the in-depth
interviews took place on the university campus at a mutually agreed upon private location. Data
from the research did not identify the university or the city in which the research took place due
to the small size of the city.
The university itself is a research-intensive university that emphasizes teaching and
research. It is also actively expanding its partnerships nationally and internationally in order to
increase its visibility and linkages with other countries in order to attract more international
students to its university. Moreover, in its institutional planning document the university has
expressed a commitment to internationalization, improving the international dimension in the
curriculum as well as fostering a sense of racial diversity and inclusivity. For these
aforementioned reasons, this site was selected for the research study.
Sampling Strategy
A purposive sampling strategy was used to select participants for this study. The logic of
this type of sampling strategy is to purposely select individuals and informationally rich cases in
order to gain a deeper understanding of the phenomenon under investigation and to illuminate
the research questions (Creswell, 2007; Patton, 2002; Ritchie & Lewis, 2003). In other words,
the researcher chooses the sample, the type of people to be sampled, and the setting in which the
research is to be carried out. Purposeful sampling contrasts with a random sampling procedure
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used in quantitative research, which involves statistical probability (Volpe & Bloomberg, 2008,
p. 69). Bloomberg and Volpe (2008) explain that random sampling “controls for selection and
bias and enables generalization from the sample to a larger population”––a key feature of
quantitative research. However, one of the basic tenets of qualitative research is to describe a
particular context in detail (Bloomberg & Volpe, 2008; Creswell, 2007; Patton, 2002). The goal
of this qualitative research study is to focus on describing the research setting in depth, the
context, and people involved, instead of generalizing to a particular context and population.
Criterion sampling, a form of purposive sampling, was considered the most appropriate
method to select participants for this study. This means that the sample was chosen based on
predetermined criteria of importance. Ritchie and Lewis (2003) explain, “sample units are
chosen because they have particular features or characteristics which enable detailed exploration
and understanding” of the phenomenon under study (p. 78). Patton (2002) points out that the
goal of criterion sampling is to understand cases that are “information rich” because they may be
able to reveal “weaknesses in a system or program”, which could point to improvement (p. 238).
International graduate students and university administrators from across various
departments were purposively chosen to participate in the study. The criteria for recruiting
international graduate students to participate is that they had to: (1) be enrolled in a full time
master’s or doctoral program; (2) be enrolled in their second year of their respective program or
later as it was important for these students to have acquired a comprehensive understanding of
their program; and (3) have taken more than two courses in their respective program so that they
have acquired sufficient experience with their course work. The criterion for recruiting university
administrators is that they had to either work with international students or be involved in
international programs across the university campus.
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The Research Participants
International Graduate Students. The recruitment process began in July 2011.
International graduate students from across various departments and programs at the university
were invited to participate in the study. The recruitment process occurred in two stages. In the
first stage, I sent my recruitment letter to the graduate student society and asked if the letter
could be included in their newsletter (see Appendix B). The letter was featured in the newsletter
from July 2011-November 2011. In the second stage, I contacted the university’s International
Centre and asked permission to send my recruitment letter to their list serve (see Appendix B).
Once permission was gained, I sent the letter to my contact person at the centre who posted the
letter on the list serve at the end of July 2011 and at the beginning of October 2011. It was
important to recruit international graduate students before the fall term began in September
because this busy time of year would affect students’ willingness to participate in my study.
A total of 16 international graduate students contacted me via e-mail expressing interest in
participating in the study. However, six students changed their minds about participating and
cancelled their interviews. Therefore, a total of 10 international graduate students participated in
the study. The average age of the students was 29.5, although two students were not comfortable
revealing their age. Of the 10 students who participated, three were female and seven were male.
Nine out of the 10 participants were racialized: One participant was from East Asia, two were
from South Asia, two were from West Asia, two were from West Africa, and two were from
South America. Only one participant was non-racialized and was from Northern Europe. Of
these 10 students, four were studying in the field of socials sciences, while six were in the field
of sciences. Out of the 10 students, three were enrolled in master’s programs while seven were
enrolled in doctoral programs. All of the international graduate students were enrolled in their
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second year of their program or higher. Courses taken in their graduate program ranged from two
to 10. A detailed description of the students’ demographics is outlined in Table 1 and their
reason for studying in Canada is outlined in Table 2. In order to maintain the confidentiality of
the participants, pseudonyms were used.
Table 1
International Graduate Student Demographics
Participants

Age

East Asia

Social Science

Master’s

2

Courses
Taken
4

West Asia

Science

Doctoral

4

10

West Africa

Science

Doctoral

3

7

X

West Asia

Science

Doctoral

2

2

28

X

South America

Science

Doctoral

2

4

Kees

28

X

North West Europe

Social Science

Doctoral

4

6

Kevin

24

X

South Asia

Science

Master’s

2

2

Moses

32

X

West Africa

Social Science

Doctoral

4

6

Ray

39

X

South Asia

Science

Doctoral

2

3

Sara

-

South America

Social Science

Master’s

2

4

Fiona

27

Frank

29

Gloria

-

Greg

29

Hugo

	
  

Male

Female
X

X
X

X

Region

Field
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Program

Year

Race
East
Asian
Middle
Eastern
Black
Middle
Eastern
Latin
American
White
South
Asian
Black
South
Asian
Latin
American

Table 2
International Graduate Students’ Reasons for Studying in Canada
Participants
Fiona

Reasons for Studying in Canada


Kevin

Decided to accept admission for a master’s program since she was not admitted to
a PhD program.
 A professor gave a presentation in his home country and agreed to be his PhD
supervisor.
 Master’s supervisor recommended joining the PhD program because the research
group is prestigious.
 Had friends in Canada who obtained their degrees.
 Believed there were fewer problems to move to Canada.
 Did not get into the doctoral program in Europe.
 Decided to move to Canada because of the quality of education and it was the best
option for his research area.
 The application process was straightforward and was accepted before the other
universities gave the acceptances.
 The supervisor offered him research projects to work on
 Was very adamant about pursuing a PhD Abroad and applied to schools in Europe
and Canada.
 The selection of schools was based on supervisors and looked for experts in his
field. The supervisor was enthusiastic about his research.
*Did not share reasons for studying in Canada.

Moses



Ray





Frank
Gloria
Greg
Hugo

Kees

Sara

The supervisor shared the same interest. The decision at his institution was solely
based on the supervisor and not geographic region.
Master’s supervisor recommended the program.
Has friends in the city
Chose the program because it is well known for its social science programs.

University Administrators. The process of recruiting university administrators began in
August 2011 and ended in October 2011. Administrators who were either involved with
international students or international programs were selected to participate in the research study.
I created a list of potential participants by researching the university website and faculty
newsletters. Once my list was generated, I sent individual e-mail invitations to the university
administrators inviting them to participate in the study (see Appendix F). I indicated in the e-mail

	
  

79	
  

that I am a PhD candidate who was conducting research into the experiences of international
students as part of my dissertation research. I enclosed my letter of information to participate in
the study for their perusal (see Appendix G). A total of seven people were contacted but only
four agreed to take part in the study. Of these four participants, two were female, and two were
male. A brief demographic description of the participants is outlined in Table 3 below. It is
important to note that the purpose of this study was to focus on the depth of participants’
experiences rather than focusing on breadth by obtaining a large number of people with more
experiences. In-depth information from a small number of people can be valuable especially
when exploring a particular phenomenon.
Table 3
University Administrator Demographics
Participants

Male

Beth

X

Normand

X

Theresa
Mike

Female

X
X

Ethical Considerations
Research Ethics Board (REB) approval was granted on July 25th, 2011 (ethics clearance
GEDUC-565-11; see Appendix A). Shortly thereafter, I began conducting interviews with
international graduate students and university administrators. Interviews were scheduled at a
time and location convenient to the participants. At the start of each interview, I provided each
participant with a hard copy of the Letter of Information (see Appendix C and G) and the
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Consent Form (see Appendix D and H). I explained the purpose of the study, what would happen
during the study, the risks and benefits of participating, how confidentiality of participants would
be protected, and that participants could withdraw at anytime (Rubin & Rubin, 1995). I also
indicated when the results of the study would become available, in case they were interested in
obtaining a copy. I then asked if the participants had any questions, concerns or points of
clarification. The participants read the Letter of Information and signed the Consent Form. Each
of us retained a signed copy of the consent form for our files.
Before proceeding with the interview, I asked permission from the participants to record
the interview and to take notes. Rubin and Rubin (1995) state that it is “courteous to ask
participants permission to tape record an interview or take notes” because it builds a trustful
relationship (p. 102). Participants’ rights and interests were considered of primary importance.
Therefore, I was committed to keeping the names of the participants confidential. Pseudonyms
were chosen by the participants and were used throughout the research process, especially in the
raw notes. In a further effort to protect the confidentiality of the participants and to abide by the
ethical standards of the university, I did not report any characteristics that could identify them.
For example, I did not identify international graduate students’ home country; instead names of
continents were used. I was also committed to keeping the name of the university confidential
and chose the pseudonym Creek Side University. Cautionary measures were undertaken to
secure the storage of the interview data and research related records. For instance, a hard copy
master list of participant names and pseudonyms were kept separate from all transcripts in a
protected computer file. Raw transcripts from individual interviews remained in electronic form
and were kept in an encrypted file on a computer and back-up storage drive with password
protection. Nobody other than myself has access to this data.	
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Overview of the Research Design
This section provides an overview of the research design. Following this section is a more
in-depth discussion of each of these steps. This study addressed four research questions: (1)
What are the classroom experiences of international graduate students at a higher education
institution in relation to internationalization?; (2) What are university administrators’
understandings of international graduate students’ classroom experiences in relation to
internationalization?; (3) How do existing university policies and initiatives address the
classroom experiences of international graduate students in relation to internationalization?; and
(4) What is the relationship between university policies, administrators’ understandings of
international graduate students’ graduate classroom experiences, and international graduate
students’ actual experiences in relation to internationalization? Table 4 outlines each research
question and its corresponding research method.
Table 4
Research Questions and Research Method
Research Questions

Research Method

(1) What are the classroom experiences of international
graduate students at a higher education institution in
relation to internationalization?

Semi-structured individual interviews with students

(2) What are university administrators’ understandings
of international graduate students’ classroom
experiences in relation to internationalization?

Semi-structured individual interviews with
university administrators

(3) How do existing university policies and initiatives
address the classroom experiences of international
graduate students in relation to internationalization?

Document data collection

(4) What is the relationship between university policies,
administrators’ understandings of international
graduate students’ graduate classroom experiences, and
international graduate students’ actual experiences in
relation to internationalization?
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Comparative analysis of all data
collected for the study

Data collection was carried out in three stages. The first stage involved in-depth semistructured interviews with 10 international graduate students to examine their classroom
experiences, including pedagogical and curriculum practices. Nine out of the 10 participants are
racialized, while only one participant is non-racialized. Of these 10 students, four are studying in
the field of socials sciences, while six are in the field of sciences. The second stage involved indepth semi-structured interviews with four university administrators to explore policies and
initiatives that support the educational experiences of international students. The third phase
involved document data collection of publicly available policies and reports in order to
understand the stated equity and diversity vision of the university and its governing body. The
documents included policy responses to equity and diversity practices, major institutional
planning documents, and educational equity policies. The actual names of the documents were
kept private in order to ensure the university’s confidentiality. Both the interviews and the
documents were coded and analyzed using a grounded theory approach. The table below outlines
the process in which data were collected during the study.
Table 5
Research Process
Phase 1- In-Depth Semi-Structured Interviews
International Graduate Student Interviews (10)

University Administrator Interviews (4)

Phase 2- Document Data Collection
Institutional Policies and Reports (7)
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Methods of Data Collection
Phase 1- Interviews
During the first phase of data collection, in-depth semi-structured interviews were
conducted between August-October 2011 with 10 international graduate students to examine
their classroom experiences and with four university administrators to obtain their perception of
international graduate students’ experiences. The length of the in-depth semi-structured
interviews with the students ranged from 60-90 minutes, while the interviews with the
administrators ranged from 50-80 minutes. The interview guide for university administrators (see
Appendix I) mirrored the international graduate student interview guide (see Appendix E).
Interviews are the most widely used method of data collection in the field of social
science (Holstein & Gubrium, 2003; Robson, 2011). The purpose of in-depth interviewing is to
allow researchers to enter the participants’ world and to seek out deep information and
knowledge about their experiences (Johnson, 2002; Patton, 2002). Patton (2002) explains that the
interview begins with the assumption that “the perspective of others is meaningful, knowable,
and able to be made explicit” (p. 341). He goes on to explain that as qualitative researchers, we
conduct interviews to find out what people are thinking and to obtain their stories. Johnson
(2002) and Patton (2002) contend that the researcher and participant mutually construct the
interview because responses and questions are developed through their shared interaction;
together, the researcher and participant construct meaning.
In-depth interviews have emerged as one of the main ways to explore multiple meanings
and perspectives, especially in critical race scholarship, because of its ability to yield thick
description about a phenomenon (Dunbar, Rodriguez, & Parker, 2002; Johnson, 2002). The
advantage of the in-depth interview is that it is designed to “combine structure with flexibility”
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(Ritchie & Lewis, 2003). In other words, topics are covered in a comprehensive manner,
questions are asked in an order that is suitable to the researcher, and the researcher is able to ask
probing questions. Moreover, using a semi-structured format enables the researcher to interact
with participants and allows the interview to be focused. The researcher is also able to ask the
same questions across participants, provided that each participant is understood as a “unique
informant with a unique perspective” (Patton, 2002, p. 351). The drawback of using the in-depth
interview and semi-structured format is that it is time intensive and requires advanced
interviewing skills on the part of the researcher (Poland, 2002; Rubin & Rubin, 1995; Seidman,
1998). Otherwise, it is a valuable method in obtaining detailed information about a participant’s
thoughts or context.
In order for in-depth interviews to be effective the researcher must establish a sense of
trust and respect with the participant (Johnson, 2002; Patton, 2002). This means that it is the
responsibility of the researcher to create an environment that is conducive to eliciting
participants’ perspectives (Patton, 2002). At the beginning of each interview, I chatted with the
participants in order to build a rapport. I then explained the purpose of my research, asked the
participants to provide consent (see Appendix D and Appendix H) in order to proceed with the
interview, asked permission to record the interview, and shared with them the interview protocol.
Johnson (2002) argues that it is important for the researcher to build a rapport and trust at the
beginning of in-depth interviews, which may involve disclosure of personal information. For
example, many of the participants inquired as to why I was conducting research on international
students. Therefore, I disclosed that I was once an international graduate student and explained
why it was an important topic.
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The semi-structured nature of the interview allowed me to respond to comments made by
the participants. However, I limited my responses to probing and clarification questions. I also
paid attention to the pauses in speech and silences so that I did not interrupt them. Moreover, I
took brief notes in order to ask follow-up questions and to record key words that might assist in
the analysis of the data. At the end of each interview, I invited participants to add additional
comments by asking the following questions: “Is there anything else that you would like to add?
Is there something that I could have asked that you would like to share?” By asking these
questions, I wanted the participants to have the opportunity to share additional thoughts apart
from the scope of the interview. After the interviews were completed, each interview recording
was converted to .mp3s, and given to a hired transcriber on a USB stick to transcribe verbatim.
The Transcription Process. I transcribed four transcripts during October 2011. I then
hired a transcriber to professionally transcribe the remaining 10 transcripts, which was
completed between October and November 2011. I hired a transcriber because I wanted to focus
on coding and analyzing the data in Atlas.ti, given the length and importance of this step in the
dissertation process.
After receiving the 10 transcripts from the transcriber, I reviewed each file while listening
to the audio recordings (Seidman, 1998; Patton, 2002; Poland, 2002). I noticed that there was
improper use of punctuation marks, sentence structure, “omissions, and mistaking words or
phrases for others” (Poland, 2002, p. 632), particularly within the international graduate student
transcripts where English was not the participants’ mother tongue or if they spoke with an
“accent”. Furthermore, the transcriber made suggestions and notes within the transcript ranging
from correcting the participants’ grammar to their response to a question. Seidman (1998)
iterates “that decisions about where to punctuate the transcripts are significant” because it can
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alter the context and meaning of an utterance (p. 101). Therefore, I reviewed the audio files and
made the corrections to punctuation marks and the words and phrases that the transcriber failed
to comprehend. I also corrected the sentences and phrases that the transcriber omitted and did not
understand. For example, the transcriber wrote: “It was very difficult” which should have read:
“It is very difficult for you to read somebody’s mind”. The omission of the rest of the sentence
altered the meaning of what the participant actually said and provided very little context.
I realized that the transcriber did not speak any language other than English and was not
accustomed to listening to different kinds of “accents”. Poland (2003) points out that the “accent
of speech used by interviewees” is a challenge to doing research (p. 272). Poland (2002) further
explains that a verbatim transcript should be problematized because it is often seen as an
incontestable record of the interview. Verbatim transcripts may cause participants to appear
inarticulate due to verbatim transcription of nuances of communication such as pauses, broken
sentences, interruptions, and idiosyncrasies of speech (Poland, 2002; 2003; Sandelowski, 1993).
Also, non-verbal communication such as body language, posture, facial expression, eye contact,
smiles and nods are often not captured in the interview (Seidman, 1998; Patton, 2002; Poland,
2003). Poland (2003) explains that features of oral communication such as rhythm, intonation,
and stress are often not included in the transcript. Therefore, the interview can be viewed as a
social construct:
The socially constructed nature of the research interview as a co-authored conversation-incontext must be acknowledged, instead of a quasi-positivist reification of the transcript as
data about the interviewee, frozen in time (and space) (Kvale, 1988; Richardson, 1993). As
text, the transcript is also open to multiple alternative readings, as well as reinterpretation,
with every fresh reading (Poland, 2003, p. 274).
In fact, some of the above issues occurred. Consequently, it took longer than anticipated to
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complete the transcription process.
In order to correct the mistakes made by the transcriber, I listened to all of the transcripts
that the transcriber transcribed and corrected the errors made. For instance, as mentioned
previously, there were discrepancies between what was recorded in the transcript and what the
participant had actually said. The transcriber corrected the students’ English so that it was
grammatically correct. For instance, she wrote: “There is not much time to discuss those sorts of
things” which should have read: “There is not much time to discuss and those kinds thing”. She
also made commentaries within the transcript with regard to the participants’ answers, which had
to be deleted. For example, one of the administrators commented that he answered in 500 words,
which were more words than necessary. The transcriber wrote the following note:
“[Transcriptionist’s note: It’s 383 words including interviewer’s interjection]”. Also, sentences
and phrases were missing in the text, which were not transcribed. For instance, the transcriber
wrote: “We also had to make like a of that book”, which should have read: “We also had to make
like a critical review of that book. It was like a mid-term assignment”.	
  This caused a disruption
in the coherence of the context (Poland, 2002). Therefore, I sought to confirm the utterance and
phrasing by listening to the recordings again.
In order to correct for these mistakes in the future, I would converse with the transcriber
and ask if she or he has experience transcribing people who have different “accents”. I would
also ask to see samples of previous transcription work. Of note, I noticed that there is a lack of
literature that discusses strategies for improving transcription quality. It is my belief that
practices for improving transcription quality should be routine practice when conducting
qualitative interviews.
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Once the university administrator transcripts were lightly edited, I began the data masking
process. The masking process entailed removing identifying information such as country of
origin, names, titles, department names, program names, the names of degrees and courses. I was
careful not to remove too much information in order to avoid compromising the context of the
interview. Once I completed this phase, I began the coding and analysis process.
Role of the Researcher.	
  When conducting research, the researcher brings with them
underlying assumptions, values, and beliefs (Charmaz, 2003; Patton, 2002; Mills et al., 2006b).
With this in mind, it is important for researchers to reflect upon their role as a researcher,
including their beliefs, and assumptions. For instance, during the interviews with international
graduate students and university administrators, I found myself thinking about ensuring a
respectful relationship with the participants. I thought about the importance of actively listening
to my participants, asking the interview questions in a way that was not leading or coercive, and
only interjecting to ask clarifying questions since I did not want to interrupt the flow of their
ideas. Moreover, I tried to create an equal relationship with participants in order to prevent a
hierarchical relationship that has characterized early qualitative research (Mills et al., 2006b).
Therefore, when I was asked questions about my study, such as why I was conducting this type
of research, I was frank with my answers rather than concealing my reasons with academic
rhetoric. This approach only creates a power imbalance between the researcher and participant.
Additionally, I was aware that my role as a researcher was to ask questions and to listen.
This meant listening to participants with a non-judgmental stance and to “resist the urge to assign
value to a participants’ response” (Mills et al., 2006b, p. 10). It was important to engage with
participants during the interview with a willingness to understand their experiences and to ask
questions that either clarified or elaborated on their experience (Johnson, 2002; Seidman, 1998).
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This type of exchange helped to create a relationship of reciprocity and mutual respect. Overall, I
realized that conducting research with participants is often an unequal relationship and that it is
important to be reflective about the research process and to be cognizant of the role that
researchers play in qualitative interviewing.
Phase 2- Document Data Collection
In addition to conducting in-depth semi-structured interviews, publicly available
institutional documents located on the university’s website were accessed, retrieved, and
downloaded to my computer for file storage. These documents included institutional policies and
reports related to diversity and equity and internationalization mandates at the university.
Examining the documents helped me to gain an understanding of the university’s history, its
trajectory over the years, and the context of the institutional policies and reports.
McMillan and Schumacher (2005) explain that reviewing documents that have captured
people’s experience, knowledge, action, and beliefs is the most useful way to gain an
understanding of the context under study. Likewise, Merriam (1998) explains, “documents are
useful in seeking out a paper trail of records as well as formal policy statements” and can “track
cultural changes and trends” (p. 114-115). Merriam (1998) also points out that it is important to
determine the conditions under which the documents were produced, including the authenticity,
accuracy, and the context in which they were written. The strength of document data collection is
that it can contribute relevant information related to the research question (McMillan &
Schumacher, 2005; Patton, 2002). Documents are a good source of data because they are easily
accessible, free, and may be the only way of studying research problems. Documents are also
crucial in circumstances where “events can no longer be recalled” (Merriam, 1998, p. 126).
Patton (2002) argues that documents can constitute “rich sources of information about many
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organizations and programs” (p. 293). He goes on to say that they can provide the behind-thescenes glimpse into programs, processes, and policies and how they come into being (Patton,
2002). They are also an “objective” source of data that can ground the research problem being
investigated. Analysis of this type of data can “lend contextual richness” to the study (Merriam,
1998, p. 126). On the other hand, the downfall of document data collection is that it might not fit
the “contextual framework of the research, and their authenticity may be hard to determine”
(Merriam, 1998, p. 126). Nonetheless, documents are easy to obtain and are rooted in real world
contexts and can help the researcher develop insight into the research problems.
Coding and Analysis Procedures
Grounded theory is one of the most influential approaches in qualitative research. It is a
methodology that seeks “to construct theory about issues of importance in people’s lives” (Mills
et al., 2006b, p. 2). It assists researchers in collecting, coding and analyzing data in addition to
providing “standardization and rigor to the analytical process” (Patton, 2002, p. 487). According
to Charmaz (2003), there are two types of grounded theory: objectivist and constructivist.
The objectivist notion of grounded theory “assumes that data represent objective facts
about a knowable world” and that the researcher must find these facts. Once the researcher has
acquired these facts, he or she gathers the findings and treats the results as objective (Charmaz,
2003). In this case, the researcher is merely a “conduit” during the research process (Charmaz,
2003, p. 313). From this perspective, objectivist grounded theorists share many commonalities
with positivists in the sense that they distance themselves from the participants’ realities and
experiences. Researchers then represent participants’ experiences in a written research report,
and offer the participants and interpretation of their experience. Overall, objectivist grounded
theorists do not co-construct the research process since they solely rely on the data for meaning.
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On the other hand, constructivist grounded theorists are interested in studying how
participants construct meaning and actions, and they do so by trying to get as close to the
participants’ experience as possible. They place an emphasis on the phenomena studied and
“regard both data and analysis as being created from the shared experiences of researchers and
participants and the researcher’s relationship with the participants” (Charmaz, 2003, p. 313).
Constructivist grounded theorists also view data analysis as a “construction that not only locates
the data in time, space, culture, and context, but also reflects on the researcher’s thinking”
(Charmaz, 2003, p. 313). They believe that multiple realities exist and that it is the researcher’s
duty to examine participants’ beliefs and feelings regarding their experience in order to build a
conceptual analysis of their reality (Charmaz, 2003).
My approach to grounded theory is situated within a constructivist approach because I
seek to understand participants’ realities and understand how both the researcher and participant
assign meaning to the data. Constructivist grounded theorists also place priority on situating the
research problem within its particular setting, social, or historical timeframe (Charmaz, 2003).
The goal of my research is to focus on the participants’ experience while reflecting upon my
assumptions while I keep an open mind about their experience (Mills et al., 2006a). Taking a
constructivist approach means that the researcher commits to a relationship of reciprocity instead
of a traditional hierarchical relationship.
The advantage of adopting constructivist grounded theory approach to coding and
analyzing data is that its techniques “can be used with a degree of flexibility and creativity––an
approach that is reflective of their constructivist intent” (Mills et al., 2006a, p. 30). Mills et al.
(2006a) argue that the techniques of grounded theory serve only as a guide, as opposed to a
prescription for research. For instance, Strauss and Corbin (1998) used the metaphor of a
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“smorgasbord table” to describe grounded theory techniques in which grounded theory
researchers can pick what they like from a range of choices. Therefore, constructivist grounded
theorists can “choose techniques to use in their reconstruction of participants’ stories into theory”
(Mills et al., 2006a, p. 30). The grounded theory approach adopted in this study will follow this
flexible philosophy. In the next section I will describe the steps taken to code and analyze my
data sets using constructivist grounded theory.
Step 1- Organizing the Data
In order to prepare for the coding and analysis phase, I first began by organizing my data.
LeCompte (2000) compares the process of organizing data for analysis to constructing a jigsaw
puzzle portrait. LeCompte (2000) explains that the researcher’s task is to determine how to
organize all of the pieces of the data, how to construct the pieces in a way that maintains its
integrity and the phenomenon under study, and thus convey to the reader what the data means. I
first began organizing my data by creating three electronic folders. The first contained the
finalized international graduate student interview transcripts, the second, the finalized university
administrator interview transcripts, and the third, the institutional documents (policies and
reports). LeCompte (2000) refers to data organization as a “tidying up” process––a necessary
task before coding and analyzing data (p. 148). Within this process, Robson (2011) recommends
organizing the data so that they are clearly labeled, stored, edited, and cleaned up “so that they
are retrievable and understandable” when the researcher carries out the analysis (p. 470).
Interviews. All the finalized participant interviews were converted into rich text format
files (.rtf) so that they could be imported into Atlas.ti. (a qualitative analysis software). A
hermeneutic project unit, which provides the data structure for each project in Atlas.ti, was
created for the international graduate student data and for the university administrator data. The
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interview files were ordered chronologically and each was assigned a document number within
Atlas.ti. According to Burnard et al. (2008), “computer packages can help to manage, sort, and
organize large volumes of qualitative data, store, annotate and retrieve text, locate words, phrases
and segments of data, prepare diagrams and extract quotes” (p. 430). Robson (2011) explains
that using qualitative software programs “can greatly help with the analyses and reduction of
large amounts of data, making the process easier”, but computers, which are merely instruments,
are contingent upon how the researcher uses them and cannot substitute the researcher’s ability
(p. 472).
Documents. The institutional documents (policies and reports) were coded manually since
they constituted less data than the interviews. Atlas.ti is often used with large volumes of data,
and since there were only seven documents in total, it was deemed more efficient to hand code
this small amount of data. Manually coding the documents provided me with an opportunity to
become close to the data and experience a different method of coding data. As indicated earlier
in this section, the institutional documents were organized, labeled, and stored in an electronic
folder. I created a table in Microsoft Word as a way of summarizing the document information
(see Table 6). The table contained the document number, the code used to represent the
document (since the actual name cannot be used), the document type (policy or report), year of
publication, and the reason for including the document in the analysis.
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Table 6
Institutional Documents Analyzed in this Study
#

Code

Document
Type
Senate
Policy

Year of
Publication
April 2001
November
26, 2009
February
1991

1

POL1

2

POL2

Policy

3

REP1

Report

4

REP2

Report

2003

5

REP3

Report

May 2009

6

REP4

Report

April 2010

7

REP5

Academic
Plan

November,
2011
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Brief Content
This policy was included in the document analysis
since it is the only document that discusses
educational equity policies apart from POL2.
POL2 is the only relatively in-depth policy that
discusses educational equity.
REP1 is a historical document that examines issues
of racism, discrimination, and equity at the
university. This report was used as a spring-board to
launch other reports in the area of anti-racism,
discrimination, and diversity.
REP2 was included in the analysis because it
discusses the concern of poor retention of visible
minorities and Aboriginal faculty at the university. It
provides a summary of focus group survey results
and an assessment of the climate for these
populations.
This report discusses the successes, failures, and
unresolved issues of the university’s approaches to
diversity, anti-racism, and equity. The
recommendations from this report mirror REP1 and
REP2. This document was also included in the
analysis because it attempts to look at the
university’s climate, intergroup programs and
curriculum, resources, support and the effectiveness
of diversity issues on campus.
REP 4 discusses the topic of enhancing inclusivity,
anti-racism, and equity practices at the higher
education institution in order to improve the climate,
particularly for racialized individuals. It provides
insight into the policies and programs at the
university in order to address racism and
discrimination. The report is important to
contextualize the lack of diversity policies on
campus
REP5 was included in the document analysis
because it discusses the university’s vision
concerning internationalization, diversity, and
inclusion. It also provides context about where the
university should focus its efforts in the long-term.

Step 2- Open-coding the Data
Interviews. Once the interview transcripts were organized in Atlas.ti, I began reading the
international graduate student and university administrator interviews. I reread the interviews and
wrote down my initial thoughts, phrases, and code words on post-it notes in order to develop my
coding system. Saldaña (2009) recommends “initial and thorough readings of the data while
jotting down tentative ideas for codes” (p. 17). Charmaz (2003) explains that this form of initial
coding “helps grounded theory researchers to discover participants’ views” (p. 320). Once the
initial reading phase was completed, I began the open-coding process.
The open-coding process was carried out in Atlas.ti. It involved a line-by-line close reading
of the text while looking for patterns and themes that emerged from the data. For instance, I split
the data into “discrete parts such as a sentence, or an utterance, or a paragraph” (Robson, 2011,
p. 489) and these parts were assigned a code. Robson (2011) asserts that “using predetermined
categories and seeking to fit data into such categories is against the spirit of grounded theory
(Robson, 2011, p. 490). In essence, the purpose of open-coding is to tease out and interpret the
data rather than making analytic decisions about the data (Charmaz, 2003; Patton, 2002,
Charmaz, 2007). During the open-coding process, the researcher is grounded and implanted in
the data and the “resulting analysis grows out of that groundedness” (Patton, 2002, p. 454).
While open-coding the interviews, I constantly referred to my respective research question.
Saldaña (2009) recommends keeping a copy of the research question in front of the researcher in
order to keep him or her focused on the coding process and on coding decisions. Therefore,
while coding the international graduate student data, I referred to my first research question:
What are the classroom experiences of international graduate students at a higher education
institution in relation to internationalization? While coding the university administrator data, I
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referred to my second research question: What are university administrators’ understandings of
international graduate students’ classroom experiences in relation to internationalization?
Additionally, Creswell (2004) notes that it is important for the researcher to ask himself or
herself what stands out about the data during the coding cycle because “a code can emerge from
the data that is not only expected but even surprising, unusual, or conceptually interesting” (p.
153). For instance some of the codes seemed to be linked to other codes such as “peer
interaction” and “pedagogical practices” (see Appendix J and Appendix K). Moreover, Charmaz
(2003) suggests asking other sensitizing questions such as what the code illuminates in the data
and how it specifically applies to the analysis in order to see what is happening in the data.
Documents. Once the documents were organized in their respective electronic folder and
summarized in a chart in Microsoft Word, I printed each document and conducted an initial
reading. I reread the documents and wrote down my initial thoughts, notes, and ideas about the
data in the margin of the documents in order to develop a system of coding (Saldaña, 2009;
Miles & Huberman, 1994). Similar to the interviews, I then began the open-coding process by
conducting a grounded theory thematic content analysis, which involved “identifying, coding,
categorizing, classifying, and labeling the emergent patterns found in the data” (p. 463). Burnard
(2008) points out that whether data is analyzed by hand or using computer software, “the process
of thematic content analysis is the same”––that is, it involves identifying categories and themes
that emerge from the data (p. 430). I closely read the text line-by-line while searching for
emerging categories, patterns, and themes. In order to remain focused on the data and to make
informed coding decisions (Saldaña, 2009), I constantly referred to my third research question:
How do existing university policies and initiatives address the classroom experiences of
international graduate students in relation to internationalization?
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Step 3- Focused Coding
Interviews. Once the open-coding process was completed, focused coding was carried
out. In focused coding, “the researcher uses the most frequently appearing initial codes to sort,
synthesize and conceptualize large amounts of data”––a process that is iterative in nature
(Charmaz, 2003, p. 320). Once I reached a saturation point where the codes were classified and
categories and patterns emerged, the coding process ended (Miles & Huberman, 1994). I then
assigned code families to my data within Atlas.ti. Creating code families allow the data files that
share an attribute to be retrieved together and studied separately from other files that do not share
the attributes. In other words, code families provide a way to create clusters of codes in order to
sort and conceptualize the data.
After the interview data was assigned code families, I examined the data for outliers, such
as information that did not fall into the categories developed. Patton (2002) explains that the final
stage of analysis “may be deductive in testing and affirming the authenticity and appropriateness
of the inductive content analysis”––including examining data that do not fit the categories
developed and “postulating as to why they do not fit” (Patton, 2002, p. 454). At the heart of this
grounded theorizing process lies the “interplay of making inductions (deriving concepts, their
properties, and dimensions from the data) and deductions (hypothesizing about the relationship
between concepts)” (Strauss & Corbin, 1998, p. 22).
Documents. Once the open-coding process was completed, I began focus coding the
documents. During the focus coding process, I refined my codes to make them more succinct and
to affirm the categories and themes developed. For example, I clustered themes, clumped them
into broad categories, identified relationships between categories, and collapsed redundancies
(Miles & Huberman, 1994). To assist me in this process, I constructed diagrams on paper to
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explore the relationships between categories. I then recorded the themes, categories, and their
respective data sources in an Excel spreadsheet. Using Excel also helped to store, retrieve and
sort the data. Many researchers have indicated that computer programs can be useful in assisting
with the storage and retrieval of data (Patton, 2002; Miles & Huberman, 1994; Robson, 2011).
However, it is ultimately the researcher’s role to “make sense out of the data collected by
exploring and interpreting them” (Burnard et al., 2008, p. 429-430). Once the data was sorted, a
final list of categories and themes were developed (see Appendix L). I then looked across my
data sets for similarities and differences and made refinements to category and theme names.
Both the open and focused coding process for the interviews and documents were based
on the themes generated from the data. Charmaz (2003) explains that when using a constructivist
grounded theory approach, the researcher “studies the data before consulting with the research
literature, engages in line-by-line coding, uses active codes to describe what is happening in the
data, and uses leads generated from the open codes to gather more data” (p. 320). Therefore, I
allowed the data to guide me first and then I revisited the literature once the coding and analysis
phase was completed. However, having researched the literature on international graduate
students as part of my proposal for ethics clearance, it was challenging to put aside my prior
knowledge about the subject since the researcher is not a “tabula rasa” as often suggested in
grounded theory research.
Overall, I did my best to put the data into themes and categories, although this was a
challenging and messy process. For instance, coding the data using Atlas.ti and making sense of
what was coded according to my research questions while keeping my theoretical framework in
mind was not a straightforward process. I constantly had to go back and forth between the data,
research questions, and theoretical framework and compare the information. At the end of this
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lengthy and time consuming process I created themes and categories for each data set, which
were organized into tables, to provide clarity (see Appendix J, Appendix K, and Appendix L).
This was a useful strategy that helped prepare me for the writing process.
Step 4- Memos
During the coding process for the interviews and documents I wrote memos, which
encompassed my thoughts about the data and connections between the data. Memos are written
comments that document the researcher’s thoughts in terms of the data analysis process (Saldaña,
2009). The memo writing process was a useful way for me to capture ideas during the stages of
the data analysis process (Robson, 2011). It enabled me to record my thoughts about a code that
emerged, take notes of emerging ideas, record my insights about what the participant said and
the data itself, write down questions about the data, and identify gaps within and between the
data sets. Charmaz (2003) explains that memo writing helps grounded theorists to stop and
reflect upon the data and spark new ideas while amalgamating the researcher’s voice in the
analysis process. I revisited the memos during the analysis process and added to the notes
(Creswell, 2004; Morse & Richards, 2000). The merit of memos is that they link the initial
reading of the data to the data analysis (Charmaz, 2007). Maietta (2007) believes that memos
should be treated as if they were living and evolving and should be reviewed in an ongoing
manner to capture emerging ideas. Writing memos enabled me to be reflective of the analysis
process instead of thinking of my data from a static and linear perspective.
Trustworthiness
There are many terms used in qualitative research to describe rigor (Bloomberg & Volpe,
2008). Some researchers prefer to use terms that are positivistic in nature such as “reliability and
validity”. Meanwhile, other qualitative researchers feel that it is more important to adopt a
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constructivist approach to research and feel that the term “trustworthiness” is more appropriate
(Lincoln & Guba, 1985; Morse & Richards, 2002; Patton, 2002). According to Patton (2002) and
Morse and Richards (2002), constructivists prefer the term credibility to internal validity,
transferability to external validity, dependability to reliability, and confirmability to objectivity.
These items are viewed as criteria for trustworthiness. In the context of this study, the term
trustworthiness will be used. In order to address the trustworthiness of this study, four credibility
procedures were incorporated: (1) member checking, (2) audit trail, (3) triangulation, and (4)
researcher reflexivity. Merriam (1998) and Lincoln and Guba (1985) define credibility as the
congruency of the research findings with the research methods. In other words, credibility is
concerned with how accurately the research methods reflect participants’ realities and the
phenomena under study (Merriam, 1998; Morse & Richards, 2002). Moreover, ensuring
credibility is very important in order to establish trustworthiness of the study (Lincoln & Guba,
1985).
Member Checking
The first credibility procedure used in this study is member checking. Lincoln and Guba
(1995) describe member checks as “the most crucial technique for establishing credibility” in a
study (p. 314). By having participants read and react to the data, they add credibility to the study
(Creswell & Miller, 2000; Poland, 2002). According to Creswell and Miller (2000), member
checking involves participants reviewing their raw interview transcripts and commenting on their
accuracy. In this study, I sent the international graduate students and university administrators
their transcripts via e-mail in order for them to verify the accuracy of the transcripts. Robson
(2011) explains that member checking can literally involve e-mailing participants with their
transcripts, and is a “valuable means of guarding against researcher bias” (p. 158). It also
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demonstrates to the participants that the researcher “value[s] their perceptions and contributions”
(Robson, 2011, p. 158). Moreover, it allowed participants to have control of what they said in the
transcripts.
I e-mailed the international graduate students and asked them to verify their interview
transcripts and to ensure that they were an accurate reflection of our conversation during the
interview. I asked the students to use the track changes feature in Microsoft Word so that I could
keep track of the corrections that they made. The verification process occurred from NovemberDecember 2011. All of the participants verified the transcripts, except for one person. I received
edited transcripts from Fiona, Greg, Hugo, Moses, and Sara. The edits involved minor spelling
corrections, requests to delete specific information that could identify the participant (e.g., titles
of courses), and clarification of ambiguous sentences. Ray and Kees indicated via e-mail that
their transcripts reflected our conversation. Frank and Gloria requested that I remove the name of
their previous university from their transcripts as well as the name of the city in which they
previously studied. Lastly, Kevin indicated that due to his busy schedule, he was unable to
review his transcript. However, he gave permission to use his transcript for the study and
requested that I change his pseudonym to “Kevin”.
During the member checking process with the university administrators, I asked them via
e-mail to verify that their interview transcripts were an accurate reflection of our conversation. I
also asked the university administrators to use the “track changes” feature in Microsoft Word so
that I could keep track of their corrections. The verification process occurred from NovemberDecember 2011. All four of the university administrators verified their transcripts. Beth indicated
that no changes were needed to her transcript. Theresa indicated that there were very minor
spelling mistakes in her transcript. Normand used the track changes feature in Microsoft Word in
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order to correct minor spelling mistakes in his transcript. However, the fourth university
administrator requested that I review his entire transcript for “verb, object and subject
agreement”. I asked the participant to send me an e-mail indicating that he had verified his
transcript, has given me permission to use it in my study, and has requested that I modify his
transcript for grammar. Sandelowski (1993) hails member checking “as a way of enhancing the
rigor of qualitative work” (p. 4). However, Poland (2001) cautions the researcher in the member
checking process because often the act of reading the transcript may lead participants to revise
their views, modify, or revoke what was said (p. 644). Also, many of the participants,
particularly the university administrators, were surprised with the idiosyncrasies of their speech
on paper. This may have been the reason why Mike requested that his transcript be completely
edited for grammar.
Audit Trail
The second credibility procedure used in this study was the audit trail. In establishing the
audit trail, I recorded my research decisions and activities by documenting the research process
through “journaling and memos, keeping a research log of all the activities, developing data
collection chronology, and recording the data analysis procedures clearly” (Creswell & Miller,
2000, p. 128). Creating an audit trail is useful in “documenting the rigor of the research process”
and ruling out threats to credibility (Creswell & Miller, 2000, p. 129). Robson (2011) indicates
that keeping a trail of the researcher’s activities are an important process that includes keeping a
“full record of the raw data”, “journaling about the process of the study” as well as keeping
details of the data analysis process (p. 159). Creswell and Miller (2000) explain that the goal of
the audit trail is to “examine both processes and procedures for the inquiry and determine the
trustworthiness of the findings” (p. 128).
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Triangulation
Triangulation was the third credibility procedure used in this study. Specifically, I used
data triangulation, which entails collecting multiple types of data such as interviews and
documents (Robson, 2011). For instance, I conducted in-depth interviews with international
graduate students and university administrators as well as collected documents such as policies
and reports. Creswell and Miller (2000) point out that triangulation is a credibility procedure
where “researchers search for convergence among multiple and different sources of information
to form themes or categories in a study” (p. 126). According to Robson (2011), triangulation is
“a valuable and widely used strategy involving the use of multiple sources to enhance the rigor
of the research” (p. 158). Combining different sources of data for triangulation such as
interviews and documents “draws on the methods complementary strengths and offsets their
weaknesses” and maximizes the credibility of the study (Atkinson & Coffey, 2001, p. 806).
Ritchie and Lewis (2005) indicate that “triangulation assumes that the use of different sources of
information will help both to confirm and improve the clarity, or precision, of a research finding
and deepen the understanding of the research through the combination of multiple methods” (p.
275). Patton (2002) explains that “it is in data analysis that the strategy of triangulation really
pays off, not only in providing diverse ways of looking at the same phenomenon but in adding to
credibility by strengthening confidence in whatever conclusions are drawn” (p. 556).
Researcher Reflexivity
The last credibility procedure used in this study is researcher reflexivity. According to
Merriam (1998), researcher reflexivity is a procedure in which researchers discuss their
assumptions, beliefs, and biases (Merriam, 1998). In order to accomplish this, I created a section
called “role of the researcher” to discuss my thoughts and beliefs about the interview process.
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Coffey and Atkinson (1996) explain that researchers should recognize that they are a part of the
social events and processes that are a construction of reality. In other words, the process of
conducting research––especially interviews––means that the researcher is not the only one who
constructs reality. As such, researchers must examine their beliefs and assumptions and “suspend
potential biases as the study proceeds” (Creswell & Miller, 2000, p. 127). Atkinson and Coffey
(2002) indicate that as researchers, we must recognize that the process of undertaking research
means examining one’s identity by being reflexive as this is a significant in qualitative research.
Limitations of the Study Methodology
There were a few limitations of the study methodology, some of which are inherent in
qualitative research, while others were specific to the research design (Bloomberg & Volpe,
2008). In order to guard against and minimize the limitations of the study, I carefully reflected
upon them. Some of the overriding concerns of the study included: generalizability, sampling
procedures, student perception of their experiences, soliciting perceptions, recall reactivity
during the interviews, and accuracy of the documents, which are discussed below.
First, there is a limited possibility of generalizing this study to other institutions since it
was not a goal of the research. However, I did incorporate thick, rich, detailed description and
information about the context and background of the study. Although the sample is not
generalizable to a larger context or population of international graduate students due to its
purposive nature, it does provide a strong picture of the recurring issues that continue to affect
the international graduate student population. Therefore, the content of this study could be
“assessed for its applicability and applied appropriately in other contexts” (Bloomberg & Volpe,
2008, p. 88).
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Second, it may have been beneficial to incorporate a snowball sampling procedure in
addition to criterion sampling. Snowball sampling would have enabled me to approach
participants after the interview in order to ask them if they could identify other international
graduate students who would be willing to participate in the study––which may have generated a
larger sample size (Robson, 2011). However, in some instances the international graduate
student participants voluntarily recommended other students to participate in the study since they
recognized the importance of the study and its potential to improve their experiences. From this
perspective, informal snowball sampling was carried out. However, Patton (2002) contends that
the purpose of qualitative inquiry is to gather depth of experience rather than breadth, which is
largely reserved for quantitative random sampling strategies.
Third, the findings are based on student perceptions of their experiences and much of
their experience is based on tacit knowledge––a type of knowing that is unwritten, unspoken or
hidden based on a person’s emotion, insight, or other internalized information (Brooks, 2010).
Cheng (2008) explains that we tend to shape our experiences in relation to “the particular setting,
people, purpose, or event in which we are situated” (p. 237). Therefore, it is important to
interpret the results of the findings with careful consideration. Knowledge is not set in stone and
we are not subject to one interpretation of reality.
Fourth, responses could have been distorted due to bias, anxiety, politics or a lack of
awareness about the subject of the study. Since the topic of international students is a sensitive
subject at the university, the interview may have had an impact on the participants’ state of mind.
Patton (2002) points out that the emotional state of the participant at the time of the interview
could influence participants’ responses. In order to guard against this limitation, I made a
conscious effort to create an honest, respectful, and open environment during the interview.
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Fifth, interviews are subject to “recall error” and “reactivity of the interviewee to the
interviewer” (Patton, 2002, p. 306). In other words, participants could have had difficulty
answering questions because they may not have remembered specific information related to the
interview questions or they may have acted in a certain way based on what the interviewer said.
Also, a few of the participants knew me, and as a result, their responses could have been
affected. For instance, the participant could have told me what they thought I wanted to hear or
might have been less candid with their responses (Bloomberg & Volpe, 2008). In order to
compensate for this limitation, I removed all of the participants’ names when the interviews were
transcribed and coded. I also reflected upon my role as a researcher and how I could have
influenced participants. Furthermore, by using a combination of data sources, I tried to ensure
trustworthiness and cross check findings “as the strengths of one approach can compensate for
the weaknesses of another approach” (Patton, 2002, p. 306).
Finally, using documents as a data source was an important approach in obtaining a
behind the scenes understanding of the institution and its perspective on internationalization
efforts, diversity and equity; however, the documents obtained may have been incomplete.
Patton (2002) contends that documents can vary in “quality and accuracy” in the sense that they
can provide a lot of detail in some cases or a lack of detail in other cases (p. 306). Patton (2002)
goes on to explain that though documents provide a “behind the scenes look at the organization
or program” and provide “a diverse source of information” they are not “directly observable”,
unlike interviews (p. 307). Therefore, it is important to combine documents with other sources of
data, such as interviews.
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Conclusion
In this chapter, I outlined the methodology used for this research study. A qualitative
approach was employed since it allowed me to critically examine the classroom experiences of
international graduate students. The research took place at a university campus located in the
province of Ontario in Canada. A purposive sampling strategy was used to select participants for
this study. Criterion sampling, a form of purposive sampling, was considered the most
appropriate method to select participants. The research participants included international
graduate students and university administrators. Data collection was carried out in three stages:
(1) In-depth interviews with international students; (2) In-depth interviews with university
administrators; and (3) document data collection of institutional policies and reports. The coding
and analysis procedure employed a constructivist grounded theory approach. The data was opencoded and then focus coded, which revealed key themes and categories. Four credibility
procedures were used to ensure trustworthiness of the study. Lastly, I discussed the limitations of
the study methodology such as the ability to generalize to other studies, sampling procedures,
perceptions of students’ experiences, soliciting students’ perceptions, recall error, and the
accuracy of the institutional documents. In the next chapter, I will discuss the findings of the
study.
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Chapter 4: Findings
Introduction and Overview
This chapter presents the key findings from ten interviews with international graduate
students, four interviews with university administrators, and a document analysis of seven
institutional policies and reports. The chapter is divided into three sections. The first section,
international graduate student interviews, will discuss the two categories that emerged from the
findings: (1) Educational Climate and (2) Policies (see Appendix J). The second section,
university administrator interviews, will present themes from the same two categories: (1)
Educational Climate and (2) Policies (see Appendix K). The third section will present the
findings from the document analysis. The three categories that emerged from the analysis are: (1)
Curriculum and Courses; (2) Teaching and Classroom Practices; and (3) Diversity, Inclusion,
and Anti-racism (see Appendix L). The chapter will then conclude with a summary of all of the
findings that emerged from the interviews and document analysis.
International Student Interviews
This section presents the findings from the interviews with international graduate
students. The findings are divided into two categories: (1) Educational Climate and (2) Policies.
Within the category of Educational Climate, five themes emerged: (1) Classroom Environment;
(2) International Perspectives; (3) Language; (4) Peer Interaction; and (5) Pedagogical Practices.
Under the category of Policies, one theme emerged: Development of Future Educational
Policies.
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Educational Climate
Classroom Environment
	
  
Racism and discrimination. Within the theme of classroom environment, the topic of
racism and discrimination arose. International students spoke about their awareness of racism
and discrimination to varying degrees. Frank (who is from Western Asia) explained that he
personally has not seen any racism and that, “it’s been fine so far in the classroom.” However, he
is “aware of racism or discrimination outside of the class” and has read stories in the university
paper about a Jewish student: “The thing that I read in the paper, that was just one case about a
Jewish student. It’s not the only thing that I have heard. It’s the only thing that I can remember.”
Frank also indicated that his supervisor is a racist because he does not like Westerns Asians, but
Frank cannot prove it:	
  
This is a common thing among the students that he [his supervisor] is not fond of people
from Western Asia…It’s just a common belief. I can’t disprove it. I can’t prove it. So be
careful. If you’re planning [to be here] for four years, you don’t want to have a hard time
here.
Frank’s comments are complex. Though Frank has not personally experienced racism in his
classes, he has reason to believe it occurs in supervisory situations and based on what he has
heard from fellow students. He also appears to be conflicted in the sense that he prefers to see
things as just even though things are unjust.
Like Frank, Hugo (who is from South America) has not personally experienced racism or
discrimination within the classroom setting; however, reported that some of his friends from
India have had uncomfortable encounters on campus:
I am very happy about that [not experiencing racism or discrimination]. I did hear from a
couple of friends from India that sometimes they have to face uncomfortable situations
with some students on campus. And they said that they felt some discrimination because
of their race. But it’s not like something that I have lived.
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Hugo pointed out that it surprised him that something like that happened to his friends on
campus. Kees made similar comments about not personally encountering discrimination. Kees,
who is from North West Europe, indicated that he has not experienced any racism or
discrimination in the classroom and that the experiences of international students depends on
their cultural differences: “The experiences of an international student will be very different if
the cultural differences are larger. The step from North West Europe to Canada is not terribly
large. There’s some cultural difference, but they are not earth shattering.” Kees further
elaborated: “I lived in Italy for a while and I had more trouble fitting in there than in Canada.”
According to Frank, Hugo, and Kees’ comments, it appears that the degree of visible racial
difference influences the level of racism and discrimination students’ experience within and
outside of the classroom. While all international students might experience some lack of
acceptance, those who were visibly racialized were more likely to experience racism in the
university community. These observations seem to be supported by Moses’ experiences.
Moses (who is from West Africa) encountered instances of discrimination within the
classroom and while searching for housing. He mentioned an incident in the classroom, which
involved a discussion about Africa, the International Monetary Fund (IMF), and the World Bank:
There was a presentation in the classroom, the student was saying that he expects people
from the ‘civilized world’, when they go to Africa, to do the right thing. It was a
discussion about the IMF and the World Bank, and how the policies tend to undermine
Africa’s development, they develop all these policies from here [North America], and
then take it there [Africa], and they mess things up big time over there.
Moses understood the student’s statement to mean that people in Africa are not civilized: “In
trying to contribute in class, this nice guy unconsciously said that he expects people from the
civilized world to do better when they go to Africa.” Moses advised the student to not make
these comments in an international setting. Moses then talked about a racist incident that
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occurred outside of the classroom when he applied to rent a room from a woman in her
apartment:
There was this woman. I was going to rent a room, in her apartment, and as part of the
conditions, [she] indicated that she doesn’t tolerate drugs, hard drugs in her apartment. I
[said], what are you talking about? What kind of drugs? I know what she’s talking about.
You are Black and then therefore you should be doing drugs.
Moses stated that he tends to brush off and ignore racist insinuations because he does not want to
be a victim and have his spirit lowered: “The more you try to ignore these things, the better you
become. If you decide to dwell on [those] kind[s] of experiences, it will depress you. Once you
are depressed, you [will] have a low spirit. You don’t expect to go far.” Moses appears to have
experienced more racism compared to Frank, Hugo, and Kees. This may confirm that there is a
relationship or perceived difference in the sense that racialization is a strong factor in the
experiences of racism. It also calls into question the sense of diversity and inclusivity at the
university.
Diversity and inclusivity. Another topic that arose related to the theme of classroom
environment is diversity and inclusivity. International graduate students gave different responses
when they were asked if there is a sense of diversity and inclusivity at the university and whether
this is valued. For example, Fiona and Sara disagreed that there was a sense of diversity, while
Moses and Kees agreed that there was. Fiona pointed out that she did not feel that her class was
inclusive, and she also did not know how to voice her complaints:
The class that I took, I didn’t feel like it was inclusive. I didn’t know where to start
complaining, include East Asia! [laughs] That’s just for me. Include South Africa! That’s
just for him. How do we include all of the areas?
Fiona pointed out that it is difficult as an international student to have perspectives that are
different from those of Canadian students. She also discussed her expectations of her professors:
“I expect from professors not to just include every perspective, I want them to understand being
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different. Coming to the classroom and having different experiences, backgrounds, is difficult.
Only that is going to make international students comfortable saying stuff.” Fiona provided other
examples of the lack of diversity and inclusivity at the university such as being babied for not
speaking English fluently: “Some people baby you because you don’t speak the language as
fluent as they are. And it’s not just me, I’ve talked to other people, and they felt the same way.
That’s when I feel those people are prejudiced and they’re just being nice.” She explained that,
“there’s always [a] subtle discomfort. [Being] singled out in the classroom.” Fiona then
recounted an instance where she felt that her cultural background was being singled out: “My
disappointment in the classroom is through that experience that I felt when I did a presentation.
[Students] asked not on the material, not on the academic things, they were asking about East
Asia.” In this circumstance, Fiona felt that rather than engaging her academically, students were
only able to view her as an object of curiosity, representative of her region of origin. Her
comments also suggest that she did not feel welcomed in her classroom environment because the
course content was not inclusive. Fiona felt awkward having an international perspective and felt
out of place as an international student.
Similar to Fiona’s experiences, Sara reported a poor sense of diversity and inclusivity
within her classroom environment, and at the university in general. She mentioned an incident in
which she felt disrespected by a few domestic students in her class who were talking about
“developed” and “underdeveloped” countries:
There were some comments that I found disrespectful, and racist. Some students talk with
a kind of entitlement. For some of them, development and underdevelopment are
categories without faces, names, and stories. Some of them feel they have the right to talk
and say everything that they want. And I found that disrespectful and sometimes it was
difficult for me to handle that.
When Sara expressed disagreement with the students’ comments, the professor said that in
raising these concerns, Sara had: “created an intimidating environment in the classroom.” Sara
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also stated: “I think that this issue, how disagreement [is] approached, it’s very difficult here. I
think there are not many opportunities to raise disagreement or a good reaction towards
disagreement.” Sara further stated that as an international student, “I feel like it’s most of the
time, one-way (whereas it should be two ways). International students have to adapt.” She then
provided an example of how a sense of inclusivity and diversity could be fostered in the
classroom: “It’s important to make a huge effort to talk with faculty members and with other
students about diversity. In terms of the programs, readings, I don’t know to what extent the
university is making that useful for the whole learning environment.” Also, though there are
more international students at the university, “it doesn’t mean that there is more exchange
between the students and that these attempts to make the university more international is
reflected in the students or in the classroom.” Sara attributes the lack of diversity and inclusivity
to the uni-directional efforts of the university and its inability to accommodate international
students–who are then forced to acclimate.
In contrast to Fiona and Sara’s perception of diversity and inclusivity, Moses pointed out
that there is an appreciation of diversity and inclusivity in his classroom environment because his
department and the professors within his department strive to be welcoming: “In my department,
the professors there are very welcoming. They encourage diversity. They actually work towards
it. Their actual livelihood is built on diversity. That’s kind of what they do.” Moses is aware that
the university is a “very homogeneous environment” and that “over 90% belong to a particular
race [white]” but explained that, “there are professors in our department, who actually push for
the inclusion of others. People who don’t belong to the mainstream, people with different ideas.
People who are seen as visible minority.” Moses also added that, “people are not actually looked
down upon because of how they look. It’s really encouraging, and sometimes you have kind of
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social gatherings, no one would like to see you just idling in the corner.” Kees also believed that
there is an appreciation of diversity and inclusivity in his department and classroom environment
and pointed out that professors are more respectful in Canada than in his home country in
Europe: “In the Canadian context, professors tend to be a little bit more respectful and tactful
towards students, even though I can think of one or two instances where students who made a
silly or weird comment were [long pause] were clearly told their comment was silly or weird.”
He explained that he has not seen a professor “belittle” any student: “So, have I ever had the
feeling that the professor belittled someone on the basis of their religion, age, race, you know,
any of those characteristics? No. In that sense, I would say it’s very inclusive.” The contrast in
students’ responses appears to indicate that the level of inclusivity and diversity is not the same
between departments.
Students’ level of engagement. Students’ level of engagement and participation in the
classroom was another key topic that emerged from the findings. Three students (Fiona, Greg,
and Moses) indicated that they were concerned about their engagement in class, while two
students (Gloria and Kees) were not concerned at all. For instance, Fiona stated she took a class
that was on a topic that she was unfamiliar with, which made her feel uncomfortable and as a
result did not speak readily in class. However, her professor indicated that she was doing fine:
One class that I took was not really on the topic that I had really studied, so I didn’t really
feel comfortable. I didn’t really say anything in that class. I actually went to talk to the
professor. I said I don’t think I’m participating enough and I don’t know what to say in
the class, and I don’t feel comfortable, and he just said, you’re doing fine [laughs].
Fiona was disappointed with the professor’s condescending response and explained that it took
all of the energy out of her “sitting there [in class] and trying to find a good opportunity to say
something, it just exhausts you, I was just listening.” Another reason Fiona found it difficult to
participate in class discussions is because students constantly referenced North American
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popular culture: “If they say some TV show’s name, I can’t really know what they’re saying
because it comes out of nowhere. It’s really hard to actually follow the conversation.” The topic
of the course, the insufficiency of the professor’s response, and the North American cultural
references all affected Fiona’s engagement in her course.
In the same vein, Greg’s participation in one of his classes suffered because the
professor’s terse behaviour led him to feel worried about asking questions. He said, “It wasn’t
easy to interact. It was because of the professor’s behaviour in the class. So, you have a question,
you ask your question, but sometimes you might not get your answer.” For example, the
professor once responded sharply to one of Greg’s answers by saying, “That’s not the answer.
You go and think about that.” Such responses worried Greg: “You always feel, well, worried.
Should I ask this question or not?” Moses also expressed concern about his level of engagement,
but for different reasons than Greg. Moses indicated that the participation mark in one of his
classes was worth 50% of his grade, and due to these high stakes, Moses tried to engage as much
as he could: “It’s about your own survival, because you can actually see the professor awarding
marks. Participation was 50%.”
In complete contrast to Fiona, Greg, and Moses experiences, Gloria felt that she was
speaking too much in class: “I’m kind of over-participating. My point of view is I should make
sure that everything is clear before I leave the class.” She also said that if the professor does not
understand her, she will persist until she is understood: “If sometime[s] the professor doesn’t get
me, because of my accent, the pronunciation thing, but I will repeat myself again, and repeat
myself again until he gets me. I did it back home, and I’m doing it here.” Similarly, Kees
perceived his participation to be high and reported no problems with his level of engagement:
“Since this is anonymous, I don’t really have to worry that I am not sounding modest, but the
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participation grades that I received were all fairly high. You can tell by positive feedback.”
Despite these positive experiences, however, more students reported problems with their
participation. This may point to an uncomfortable climate within the classroom in certain
departments.
Uncomfortable educational climate. Another important topic that arose related to the
theme of classroom environment is the issue of an uncomfortable educational climate. Three
students (Fiona, Greg, and Sara) reported having their opinions discounted and being penalized
for their style of communication, while one student reported no problems at all. Fiona explained
that she felt uncomfortable in one of her classes because she felt the professor was not listening
to her: “I didn’t feel like he [the professor] was listening to me, I didn’t feel like included in the
classroom.” She also indicated that, “if there was only one person who would for sure listen to
me, and [if] there’s at least one person who would find what I say interesting, I would feel
comfortable saying it.” While Fiona thought that her professor was not listening to her, Greg felt
that his opinions did not count in class because the professor believed he was always correct:
I do remember offering my opinion a couple of times. I was trying to say something
about some topic in the class, and I didn’t get good feedback from him [and] I couldn’t
follow the rest of the material. You don’t feel like offering your opinion because the
professor feels that he knows everything. So whatever you say in class, doesn’t count.
Greg described the kinds of comments the professor would make: “He would say things like you
guys don’t know this kind of thing! This is for second year undergrad students––all of you, you
have to know these kinds of things!” As a consequence of his professor’s comments, Greg
indicated that he “didn’t feel comfortable asking questions” in class or asking questions about
assignments and that he “didn’t even care” if he was doing his assignments correctly.
Sara was “very uncomfortable” in one of her courses because she disagreed with her
domestic peers over a sensitive topic about developing and developed countries. She was told by
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her professor not to express disagreement directly with peers since this is not the cultural
convention in Canada: “Here in Canada, people are usually more detached from the topics and
that there is a different treatment of disagreement. You first give a compliment, then you give
your disagreement, and then you compliment again the person you disagree with.” Sara pointed
out that the professor “disregarded the fact that the subject was sensitive” and because she comes
from “a so called Third World [country], it is difficult to be detached from such topics.”
In contrast to Sara’s experience, Kees’ professors accepted his open and direct style of
communication. He explained that people are blunt in Europe: “One of the big cultural difference
between [says the name of his hometown] is that we tend to be blunt and less tactful. Some of
my fellow students would find me obnoxious because I tend to talk often.” He pointed out that
when he arrived at the university, he was not good at saying: “That’s an interesting point that you
are making. I tend to agree but this misses one particular aspect.” Instead, he would not hesitate
to say: “Your explanation fails to explain about 70% of the cases that we are looking at, so I
think it’s a pretty poor one.” According to Fiona, Greg, Sara, and Kees’ experiences, it appeared
that the level to which they felt comfortable expressing their views in class depended on whether
the professor had created a climate in which diverse expression of opinions were valued and
welcome.
International Perspectives
Curriculum. The second theme that emerged from the international student interviews
was international perspectives. Specifically, international graduate students discussed the
incorporation of these perspectives within the curriculum. Students were asked if their professor
incorporated international or global perspectives in the curriculum such as the course material,
readings and assignments. Five students, who were enrolled in social science programs (except
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Gloria), responded that there was not a global perspective in their course, while four students
enrolled in science programs said it was not relevant. For example, Fiona stated that her
professors “don’t incorporate a global perspective” and that she “thinks it’s impossible.” Frank
also indicated that international perspectives are not included in his courses, but he did point out
that five of his professors “are editors of famous journals” and that his supervisor “is on a
famous research panel on teaching and doing research at Creek Side University. They are
involved in other activities, either international or nation-wide.” Gloria stated that international
perspectives are not included in her courses but indicated that she would like her professors to
“discuss some experiments in Africa. They can be minor experiments, but at least you know they
give international students from Africa or elsewhere the feeling that they are contributing as
well.” She also said that when other researchers are talking about their work, she wishes she was
able to say that about her continent.
Kees explained that the curriculum in his courses was focused on Western perspectives
and “there is a bias towards Western culture in the curriculum” and that “[says name of field] is
informed to a larger extent by Western contributions and therefore have Western biases.” He
pointed out “there was no mention of the non-Western welfare states because they are difficult to
compare to” in his field and did not remember reading much from “authors that were based in
non-European, non-North American, and non-Australian universities.” As a matter of fact, Kees
explained: “The truth of the matter is that I’ve had such a biased education in that respect and
wouldn’t even be sure what all these other perspectives would be.” When asked if her professor
incorporated international perspectives in the curriculum including the course material, readings,
and assignments, Sara said that one of the courses she took outside of her department had course
readings by international scholars: “One of the courses that I took [says the name of topic] we
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read about other scholars from other places. The professor and the students had to embrace other
academic ideas.” She pointed out that although the course was about Latin America and that the
students had to read “Latin kinds of scholarly works”, students kept talking about the Canadian
context. She also noted: “I understand that here is different, the educational system is also
different. Maybe there are things that I see as important in my home country, that will not be
seen as important here.” Despite the inclusion of international content in the curriculum through
readings and discussions, domestic students felt more comfortable deferring to the Canadian
context and did not treat Sara’s viewpoint as important.
Interestingly, Hugo, Greg, Kevin, and Ray, all pointed out that international perspectives
might not be relevant in science curriculum unless the subject of the course specifically touches
on the history of science. For instance, Greg stated: “You know, in science, science is just
science [laughs]! It’s not really a matter of those kinds of considerations. If you want to say that,
well, in that country they do a different kind of science, in this country we do a different kind of
science–no.” When asked if his courses incorporated an international perspective in the
curriculum, Kevin responded: “I’m not sure if it’s very relevant to my field” and pointed out
that: “Unless you have a historical perspective on a topic [and] you trace the particular history of
a research field. I’m not sure an international perspective is valid or valued.” Ray also explained
that international perspectives are not incorporated in his field unless it is from a historical
perspective: “No. I don’t know if there is a way to bring it in. I can’t think of it. Like some of the
new developments in the theories we studie[d] was done by [a] Japanese scientist in the 1900’s.”
Hugo also indicated that the topics studied in his science courses were not diverse: “The topics
that we are studying were not diverse around the world. Whatever people are studying about this
[science], it’s pretty much the same. It’s not like students would have different experiences on

	
  

120	
  

these topics.” Hugo, however, mentioned that the only time there were international perspectives
is if the professor talked about “companies in Europe, companies in the United States.” Based on
the students’ responses, international content was generally not included in the curriculum. In
one of Sara’s classes, there was an attempt to bring in international perspectives, but even in that
case students shifted the discussion to a Canadian context. Also, with the exception of Gloria,
students in the sciences did not see the relevance to having international perspectives in their
curriculum.
Valuing international perspectives in discussions. Students discussed whether their
international perspectives and background were valued in classroom discussions. Two students
(Sara and Fiona) felt that their perspectives were either essentialized (attributing certain
characteristics to members of a specific culturally defined group based as gender, age, ethnic
etc.) or not important, while three students (Kees, Moses, and Hugo) believed that their peers and
professors valued their contribution. Only one student (Ray) pointed out that discussions in his
field could not be international. Sara explained that in one of her classes, there were “not so
many international students and not many Latin-American students” and sometimes providing
her perspectives in discussions made her feel awkward because she felt like a representative
speaking on behalf of her country: “Sometimes its awkward because you are talking about those
places [Latin America] as if you were an ambassador [laughs], maybe it will give them [fellow
students] only an idea of one person from my country.” Sara speculated that students asked her
many questions because “there are people who don’t really know anything about Latin America,
and it’s likely I’m the first person they know from there…as if I’m the expert in everything!” On
the other hand, Fiona felt frustrated with her classmates because she wanted to discuss the
readings in class but many students did not do the readings: “So, I was really excited about being
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able to see other perspectives. I’m kind of disappointed in my class[mates]. I found out that most
of them didn’t finish the readings. They were not really serious; I am serious about what I do.
She also indicated that “80%-90% of the classroom is domestic students” and they “didn’t value
learning that much” compared to the international students, and “people’s comments didn’t have
any content to it.” Sara’s comments suggested that domestic students are not invested in learning
about non-Canadian perspectives.
Three students believed that their international perspectives were valued by their peers
and professors, although they did not receive confirmation. Kees indicated that he was not
concerned about whether his classmates valued his opinion: “All I have to work with are my
perceptions. I did not hand out a survey [to] my fellow students or [to] my professors…I have
not been worried that my comments were valued. That thought has not crossed my mind.”
Moses explained that he hoped that his experiences from his country, his knowledge, and opinion
were valued in classroom discussions: “I would think so. It’s very difficult to read somebody’s
mind. You cannot see from their appearance and the way they nod once you talk and the way
they are able to relate to what you say with their own experiences.” Hugo explained that he had
the opportunity to share his perspectives in class: “Sometimes based on what I say, we start a
discussion and then we start comparing some points between classmates. So, yeah, I would say
that my experience from South America are valid.” When Ray was asked if his international
perspectives were valued in class, he explained that there was no discussion about international
perspectives unless the professor is giving a course on the history of his field: “No, I don’t think
so. I don’t know how much more you want to tell the students, unless you are giving a course in
the history of X.” Students’ responses suggest that those in social science programs wanted to
share their international perspectives but sometimes they were minimized, ignored, or were not
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considered as valuable as the Canadian viewpoint. In these situations Western and European
perspectives were more valued in the classroom. Aside from Ray’s case, students in the science
programs felt that they were able to share their international viewpoints and opinions.
Western and European perspectives. Another important topic that emerged from the
findings related to international perspectives is the frequency and specific use of Western and
European perspectives in students’ courses. Four students reported that either North American or
European viewpoints were incorporated in their courses. For instance, Fiona stated that if she
spoke about her country during a course she took outside of her program, students would shift
the conversation to a Canadian context: “In a class that I took outside of the [says name of her
program], the topic was on X course, and my peers would change the topic to something about
Canada.” Another example that Fiona cited was the fact that her professor kept talking about the
Canadian context: “The thing that he was missing is he just took the Canadian culture for
granted. Since he was in the context, and has been in that context, I’m assuming he doesn’t have
anything to compare it to.” Fiona believed that when the topic changed from a “West[ern], North
American, or Western Europe” context, it was “to talk about the disparity between the global
south and the north. I’m not from [an] underdeveloped country, but I still feel it’s a disadvantage.
I still feel that difference.” She stated that by “looking at the global south, they [students] can
reflect in how they are in the north. You’re generalizing the problems by splitting the problem
into two parts, developed and underdeveloped. So classes in X department, they like to do that
[laughs].” Fiona’s experience pointed to the problem of valorizing the Western world in general
compared to other parts of the world.
Similar to Fiona’s experience, Sara indicated that she took a class on Latin America but
students in the class tended to speak about the Canadian context:
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I remember one class…it was about Latin America. The lecture was three hours. We
spent two and a half hours talking about readings on Canada and half hour talking about
Latin American…the main focus is on Canada. Most of the students tried to come back to
Canada…People just wanted to talk about Canada.
Sara also pointed out that one of the students did not know where Latin America was located,
which surprised her. Gloria also pointed out that the courses in her program focused on Western
or European research: “There is no international or global perspective in the curriculum or the
readings since all the major experiments are Western results. She felt that “it would be nice to
discover what people in South Africa are doing, what people in Nigeria are doing” but she is
instead expected to know the experiments in the U.S., Canada, and Europe.
Moses also indicated that his professors only incorporate Canadian or North American
research in the curriculum: “The curriculum is mainly Canadian or North American context.” He
explained that the university does not have much interest in incorporating non-Western
perspectives into the curriculum and that “most of the things were all about Canada, America,
and Western Europe. If you are interested in sub Saharan Africa, or Asia, or the Caribbean, it’s
up to you to do your own individual reading. I think it’s a limitation here.” Moses pointed out
that “education is supposed to broaden the individual’s mind. To give you a broader
horizon…you shouldn’t be a stranger to any issue. The North American context, people don’t
know anything beyond this, which is really sad. Wouldn’t that be a disgrace to the institution if a
student with a Master’s doesn’t know basic ideas about simple things?” According to students’
responses, Western and European research is valued in the curriculum and coursework due to the
perception that cutting edge research does not appear to be conducted in the rest of the world.
Language
Accent, language skills, and cultural references. The third theme that emerged from
the finding is language. Specifically, six international graduate students spoke of issues related to
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accent, language skills, and cultural references. Fiona pointed out that there was a student from
South America in her class who had a strong accent and people “did not know what she was
trying to say” and made similar comments about her accent. Fiona also found it frustrating when
people misinterpreted what she was trying to say: “What I am trying to say, is what I am trying
to say! Not what you are trying to say!” From Fiona’s comment, it appeared that domestic
students did not have the patience to listen to what she or the student from South America were
saying and had trouble understanding non-English speakers. Similarly, Gloria spoke of a
professor who does not understand her due to her accent: “Sometimes the professor doesn’t get
me because of my accent, the pronunciation thing, but I will repeat myself again, and repeat
myself again until he gets me.” Gloria thought that she might not be “pronouncing something the
right way. Like Canadian people will get [that] I pronounce something in the wrong way. So that
made me realize, I have to work on my accent.” Gloria also mentioned an instance in which she
was trying to say something to her professor in class and he thought she was asking a question
and replied: “I really appreciate your question because you are actually right.” She indicated that
“she didn’t ask a question” but the conversation had already moved forward. This event made
her feel awkward. Gloria explained that “the next time you are talking, you are more careful, to
try to get the Canadian accent, but I can’t get it right, because I am not Canadian!” Gloria’s
experience points to her professor’s difficulty of understanding non-Canadian accents and the
fact that these types of problems usually fall on the shoulders of international students to resolve.
Sara also reported a similar experience related to accent and language. She recalled an
instance where she “had an important point” to make in class “but did not know how to
communicate it” because of her language skills and therefore her point was deemed unimportant.
She commented that “one of the issues that is not addressed that makes a huge difference to
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international students is language.” Sara explained that the “use of language takes time and that
communication is not just about grammar and vocabulary, but language skills and accent
definitely affects students’ confidence to participate in classrooms and other social events.” She
further explained that it is difficult to interrupt people during class discussion because “people
here continue with the discussion fast. There is no time to finish one’s point when someone else
is raising another point.” She said that though “international non-English speakers are making a
huge effort to communicate,” some students seem unwelcoming “because we speak maybe
slower or with [an] accent” or they “do not even try to understand or listen.” Sara attributes this
problem to “the fact that a considerable percent of university members do not speak any other
language or ha[ve] not lived in a country where English is not the main language”, which affects
the “general sensitivity of people whose native language is not English or who have an accent.”
Sara raises an important point about the relationship between accent, language, and the fact that
members of the university have not been exposed to languages other than English.
Apart from accent and language issues, Moses, Hugo, and Fiona talked about the
difficulty of understanding Canadian cultural references. Moses pointed out that one of the
elements that he “did not appreciate” in his seminar courses was that most of the concepts
illustrated were “North American, Canadian, contemporary topics.” He explained that, “as
someone who has just come to Canada, you didn’t know about most of this. Maybe celebrities,
news, or cultural norms. You find it very difficult to relate to what they are saying.” Moses
pointed out that he “never raised the issues in class” because he did not want to constrain the
discussions and looked up the cultural references on his own. Likewise, Fiona discussed the
difficulty she experienced during class discussion since students made cultural references
specific to North America:
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If they say some TV show’s name, I don’t know what they’re saying. Sometimes I can’t
even categorize what that is. So they say you know in blah, blah, blah? I don’t know if
it’s a movie, a documentary or if it’s a book. So after being lost in the long discussion
about this TV show, I might say something that was actually covered in the discussion, so
I might repeat the same thing, and so I’m afraid of saying it again.
Similar to Moses and Fiona’s difficulty understanding Canadian cultural references, Hugo talked
about the difficulty of learning the translation of certain scientific concepts in English. He
pointed out that he was too shy to ask questions and “interfere with the class and the professor
because of these little things [referring to not understanding English concepts].” Instead, he tried
to obtain the answer to his questions from classmates, or through his own research. It seems that
students felt uncomfortable interrupting the flow of the conversation in their classes to inquire
about cultural references or unfamiliar topics, choosing instead to research this information on
their own.
Peer Interaction
Lack of collaboration or group work. Peer interaction was another important theme
that emerged from the findings. Specifically, students talked about the lack of collaboration and
group work in their program. Six students indicated that there was no opportunity to collaborate
with fellow peers or engage in group work, however useful it would have been to do so. Frank
criticized the fact that there was no teamwork or group work in his PhD program, which would
be useful to the workplace. He said, “One of the major things that has not been considered in
[my] PhD program is to prepare students for industry work…there is a major gap between
university, academia, and industry.” Frank decided to take professional development workshops
such as “MITACS workshops or OC workshops to fill the gap.” Frank’s comment about the lack
of group work and team building skills may affect students’ ability to interact with one another.
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It could also imply that the university or certain departments do not place importance on student
collaboration.
Kevin pointed out that he would have liked to engage in group work because it would
have helped his performance in his courses: “Group discussions would have been very
beneficial…It would have helped me to do better in my courses.” In order to compensate, he
explained that students tried to form groups outside of class to discuss assignments. Ray also
indicated his classes “don’t require working in groups” but he would have enjoyed it. Likewise,
Sara said that most of the work in her classes were “individually based, “but still the classes had
discussions” and “there was a lot of opportunity to participate.” Moses was the only person who
indicated that he had a course in which he worked with one other student through “team
presentations.” Otherwise, “everything was done on an individual basis. Very, very
individualistic way of assessment.” Moses stated that working in groups should be part of
graduate training “because once you are done your school[ing], you aren’t going to work as an
individual. Your ability to work as a team player is something that is really necessary for your
development. I would really recommend and appreciate teamwork.” Comments such as this
suggest that students feel the opportunity to collaborate with peers would help students to
understand their coursework and to prepare them with much needed team building skills required
in the workforce. Lack of group work may have contributed to the lack of interaction between
international and domestic students.
Lack of interaction with domestic students. The lack of interaction between
international students and domestic was another significant topic that emerged from the findings.
When asked to describe their interaction with domestic students, five students indicated that they
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generally do not interact with these students. Fiona said that the domestic students in her class do
not understand her and that they seemed superficial:
I only see them [domestic students] in class, I don’t talk to them after class. I might be
really bitter but some people seem like they’re trying to be friendly, and trying to be
understanding of me, but I feel like they’re just on the surface.
When Frank was asked about his interaction with other students, he indicated that: “We didn’t
get a chance to know each other.” He explained out that he generally does not associate with
domestic students outside of class. Gloria stated that she does not talk with her domestic peers in
class because it is difficult to approach them: “In two months the class will end, so I didn’t want
to start a relationship. I take a lot of time to study people, because I am from a different country.
If I meet some people from my country I know the way they act.” Ray also pointed out that he
did not interact much with domestic students: “There is not much interaction with these students.
We are on friendly terms…we don’t really interact that much because they are from different
departments and there is hardly any interaction outside the course.” Sara did not interact with
students in one of her courses because they seem entitled: “In [says name of department], there
are people who feel entitled, with the knowledge to talk about many things. To some extent they
are less reflexive about how to approach some things.” Responses from students suggest that the
amount of interaction between international graduate students and domestic students is generally
low. This may be due to the cultural gaps that exist between domestic and international student
groups or to the fact that international students tend to initiate contact with little success.
Self-segregation. Another topic that is related to the theme of peer interaction is selfsegregation of international students. Four international graduate students (Fiona, Frank, Kevin,
and Hugo) reported that they interacted only with international students, while only one student
(Kees) clustered with Canadians. Fiona indicated that she tends to interact with international
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students because they have shared perspectives and stated: “It’s most of the international
students that I’m close to because they understand having a different perspective.” Likewise,
Frank has the tendency to cluster with fellow Western Asians especially since “there are many
Western Asians on campus. Because of the cultural background, we get along easier. We
understand the language of each other. Basically with Western Asians, we are coming from the
same background, from the same culture.” Similar to Frank’s response, Kevin pointed out that he
tends to spend time with fellow South Asians because “it’s a cultural thing.” He noted that he
does not quite understand the “impetus that its our responsibility to go and talk, and try to make
friends with them [domestic students]. Hugo explained that: “It’s easier for me to relate to people
who come from different places.” He also said that he collaborates better with people from
“China and India as opposed to Canadians and Americans.” Hugo explained that international
students are in the same situations in the sense they are “far way from home. We are studying in
different languages.” He also noticed how “Canadians are closed and want to work with just
Canadians. And I found straightforward relationships with international students…Canadians
wait for people to get close to them, but the international students are more open to those who
look to group with.” Having cultural commonalities and similar experiences appear to influence
international students’ choices as to with whom they will interact.
Kees on the other hand, indicated that when he first arrived at the university, he
interacted with fellow international students: “I went to international meetings, but that was for
sort of partying and stuff. Just feeling a little bit of home and not having to sit at home by myself
in the evening.” However, he began to cluster with Canadian students in his department: “I find
Canadians to be extremely nice people and very easy to connect with in general. I find it easier to
make friends in Canada…my hometown, it’s little bit of the clan mentality there.” In Kees’ case,
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he found more commonalities with Canadians and stopped interacting with international
students.
Pedagogical Practices
Lecturing. Pedagogical practice was the fifth theme that emerged from the findings,
particularly the practice of lecturing. Students were asked to describe their professor’s
pedagogical practices such as how they teach and if they use particular methods or techniques
that engages students’ learning. Nine international graduate students reported that their professor
tended to lecture for nearly the entire class. Five students pointed out that in the majority of their
courses it was non-stop lecturing and that they did not like this format. For example, Frank
talked about one course where the professor “talked non-stop for two hours. And then gave
assignments…when he was giving the lecture, nobody had the opportunity to talk because we’re
supposed to take notes [laughs].” He further indicated that he studied at the best university in
Western Asia and that teachers at Creek Side University are: “Not that great. Lectures are not
really good.” Similarly, Greg said his professor lectured for the entire 90-minute class and
pointed out, “I can’t listen to lectures for more than 45 minutes [laughs]. I don’t like to attend
lectures longer than 90 minutes.” Kevin also indicated that lecturing was the predominant
pedagogical method and pointed out the ratio of lecturing to discussions: “The class was 80%
lecturing and 20% of it was discussion.” Moses was the only person who reported that
discussions were mainly used in his classes. He believes the professor should come to facilitate
discussions at the graduate level and not lecture: “At the graduate level, professors normally
don’t come to teach…they come to introduce the issues, and then students do their presentations.
After that they moderate the interaction. In the end they would summarize.” Moses makes an
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important point about the use of discussions and presentations as a tool for learning at the
graduate level and for exploring critical issues.
On the other hand, a few students reported that though their professors’ lectured for most
of the class, they were used to it. For example, Fiona said that her professors lectured a lot in
East Asia and that one of her professors at the university “just lectured for two hours”, but she
still enjoyed it. Fiona explained that some students complained because “in this Canadian
context, people are used to engaging in conversation and not listening.” Gloria pointed out that in
one of her courses “it was just explain[ing], writing on the blackboard, and then we go home.”
She also indicated that, “back home and in Europe, they teach the same way…there is not
another way to make the teaching more engaging. I think the way they teach is fine.” Ray also
liked the lecture-based format because it engaged him. He claimed, “it has to be this format
because I don’t know if anything else is possible at that level [PhD level]. My experience is that
lecture-based also means that students have to go home and read what they have discussed in
class and what they will discuss later in class.” Interestingly, Kees indicated that not having
lectures “betrays [his] cultural background.” He recalled how in one of his courses the professor
“gave us this big sheet of paper and asked us to draw a model that incorporates one perspective
on democratization” an assignment he described as “unimaginable” if he were taking a course in
his hometown. According to Fiona, Gloria, Ray and Kees, they were comfortable with lecturing
because it was the pedagogical style they were most accustomed to and they felt it allowed them
to absorb the information.
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Policies
Development of Future Educational Policies
Awareness of diversity and anti-racist policies. Within the theme of educational
policies international students spoke of a limited awareness of campus policies, reports, or
initiatives focusing on diversity and anti-racist policies. Out of ten students interviewed, only
two indicated they were aware of diversity and anti-racist policies at Creek Side University.
When Fiona was asked if she was aware of any policies and reports, she said: “No…what kind of
policies do they have?” Frank was unaware of any policies or initiatives: “No, I am not
specifically aware. I know that Creek Side University is promoting this idea, but I haven’t seen a
problem.” He explained that he read in the news about:
Some incident [of] a Jewish student [who] was involved in some sort of thing, but it was
a very limited personal case that could be handled. Creek Side University, I would say, is
doing a great job in that sense. I mean, to my knowledge.
Gloria pointed out that she did not hear about any policies or initiatives because she was focused
on her studies: “No, sorry, I didn’t hear about it because I was focused on my studies. I’m not
aware of any.” Kevin, Ray, and Greg were also unaware of any policies, reports or initiatives
about diversity or anti-racism: “No, this is the first place I am hearing about these things.”
Although Hugo pointed out that he “doesn’t really know” of any policies and reports he
commented that, “The environment that professor’s create has to be inclusive for everyone
without discrimination of any kind. That’s the only thing I know.” In addition, Sara stated that
though she is unaware of any policies, she knows there is an equity and human rights center
since someone gave a talk in her English course about it. Responses from students seem to
suggest their lack of knowledge about diversity and anti-racist policies is due to their
preoccupation with their graduate studies.
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Kees on the other hand, was aware of policies and initiatives focusing on inclusivity and
diversity at the university, however, he was not paying particular attention to them: “I know that
they exist…but to be honest, I am not actively following them…I am not actively looking for
them.” However, he stated that he is aware that there is “extensive equity regulations” which his
department “is vigilant about.” However, Kees noted that he has taken equity training since he
served on the appointments committee in his department. Moses was aware of diversity and antiracist policies and stated that he read a particular report, which “concluded that there was still
some endemic racism at Creek Side University. I don’t think they are taking steps to address
them.” He indicated that he doesn’t talk about racism because “people don’t find it comfortable
to talk about…It’s not just about saying I hate you, but it’s the way you react when you see
somebody who doesn’t look like you…who is really uncomfortable with your presence.” Kees
and Moses’ response appear to suggest that they are aware of diversity policies because their
graduate work in the social sciences relates to it in some way.
Diverse, inclusive, and welcoming environment. Students were asked what
recommendations they would make about future educational policies to make the campus
diverse, inclusive, and welcoming. Answers ranged from helping professors gain international
experience to making vegetarian food available on campus. Fiona said, “professors have a really
important role in the classroom, and if [they] promised to be inclusive…it would make a huge
difference.” She also noted that it is important for professors to talk about “global topics” and “to
be out of the country to experience being different.” She outlined the importance of involving
students on policymaking for diversity instead of them being objectified––meaning that students
are often degraded to the status of mere object of policies: “If the policy is diversity, if the policy
wants diversity, it’s always the international students who are the objective of the policy…policy
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improvement. How do we switch that?” Similar to Fiona’s comments, Sara asserted that
“international students are always trying to make the effort to fit into the university environment,
but the university itself and the professors and local students should try to make some sort of
effort as well on their part.” Sara pointed out that professors and students need to be “more
welcoming to the international context and to international students” and that the university
should “promote more teaching/learning of other languages” and “interculturality.” Hugo
commented that it would be helpful to have policies on using clear language in the classroom (to
not use slang or “lofty words”). Ray, who is a vegetarian, indicated that he would like to see
more food choice on campus since it is a “big problem to eat on campus.” Students had no
trouble providing suggestions on educational policy to make the university environment diverse
and inclusive.
Interaction. Four students suggested a few ways to improve the interaction between
faculty, domestic students, and international students as well as promote interaction among
international graduate students in different departments. Greg expected to have social gatherings
in his department but this did not happen: “I expected to have friendly gatherings in the
department, even from my supervisor, or other guys in the department.” In order to facilitate
interaction among peers, he suggested having “social activities”, “departmental activities”,
“interdepartmental collaboration”, and interaction with supervisors. Similar to Greg’s statement,
Ray recommended improving the “interaction with international students from different
departments.” He pointed out that if there is an “association of international students” then
“students from different cultures can interact. But that’s missing. There’s no framework for that,
it would improve the learning experience.” Hugo believed, “it would be great to have a policy
that encourages professors and students to have a closer link to communicate” and to “try and
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make international groups of people work together.” Similarly, Sara stated that Creek Side
University needs to be “more open and welcoming to international contexts and to international
students.” Various students’ responses indicated that there is a lack of communication and
connection within departments and between peers (domestic and international) and a closer link
needs to be created.
Skills development, training, and resources. Five students spoke of ways to develop
future educational policies through skills development, training, and resources. Fiona suggested
that Creek Side University provide teaching assistant training specifically for international
graduate students because she has had a difficult time being a teaching assistant without such
resources: “Improving the policy surrounding TA preparation courses. That’s a big thing. I had a
difficult time doing a TA…There’s no training to [help you] improve, or prepare you for
upcoming teaching practices.” She noted that training should be provided specifically for
international students since students come from countries where the teaching practices are
different: “I never had tutorials in East Asia. I don’t know what to expect. Being in a tutorial as a
student, it’s already hard, but I was thrown into the class and okay teach! I didn’t know what to
do.” Frank suggested training for international graduate students to improve their writing and
presentation skills since many people in his field encounter barriers related to English language
skills: “International students’ whose mother tongue is not English will have a language barrier”
and “when it comes to writing skills and presentation skills, they really need help.” Frank
explained that in one of his courses “50% of your grade comes from presentations and final
reports” and there must be a solution to help students. Greg, on the other hand, suggested
bringing international students together to practice their English language skills. He stated that
this is a difficult issue because “sometimes students can’t follow the material, the lectures, or ask
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their questions very well.” Sara suggested cultural training for faculty and domestic students to
adapt to international students. She said, “the international center has workshops for students to
adapt to the Canadian context, but there is not something the other way around…but it seems
like a one-way thing.” Moses recommended investing in “non-Western library books” and
explained that “The library is well resourced––if you are doing research on North America, in
Canada, or Western Europe…but if you are an international student who is doing some research
elsewhere. Most of the books have to be ordered from other universities.” Moses also pointed out
that if Creek Side University wants to “invest in internationalization” then it has to “engage the
world” as described in the university’s motto, “the world is not just Western Europe or North
America. It goes beyond!” Students’ policy suggestions to make the university environment
more diverse, inclusive, and welcoming speaks to the current climate and the importance of
involving international students in policymaking activities.
Transition process. Students talked about developing future educational policies to help
international students with the transition process at Creek Side University. Kevin, Ray and Hugo
all talked about a bridge course or program to help students familiarize themselves with the
Canadian educational system and the university. Kevin explained that he went to a technical
school in South Asia and found the educational system in Canada “to be quite different” and that
he was not sure what the “conventions” are, such as the “assignments and policies” and felt that
“these were not stated explicitly.” He pointed out that “it would be a lot better to facilitate this
transition better” by having an “upper year international student mentor at the university to get
connected.” Having a student mentor would also assist Kevin to “get acquainted with the
educational system at the university.” Ray also pointed out that “there is a huge gap in terms of
what is expected here [at Creek Side University]. He said: “It would be helpful to have a bridge
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course to alleviate the gap.” Hugo also stated the “students who finish their undergrad [in]
universities in Canada” are aware of “the topics of the programs–undergrad, masters level–and it
would be great to learn about the concepts before going to the classes.” It appears that many
students are concerned about navigating the educational system at Creek Side University and in
Canada in general.
Other suggestions that Kevin, Ray, and Hugo made to assist with international students’
transition process to the university included a “cultural refresher course” for international
graduate students before they start their program, as well as assistance with housing before they
arrive at the university. Gloria also suggested a policy to help ensure that “admissions letters to
international students” clearly state the amount of funding the student will receive and that
students must pay their tuition with this amount so that they are aware to budget accordingly:
“They have a letter [admissions letter] and it says you are going to get X amount of money, but
then they don’t explain that it includes your tuition, or that you have to pay your tuition.” Gloria
indicated that she thought the “amount of money was X, but it was after they already removed
the money for the school fees. Then I didn’t know I still have to pay my schools fees, and the
school fees for international students is very high.” These suggestions may indicate that there is
very little at Creek Side University to guide international students, with respect to fee paying and
other expectations.
Summary of Findings from International Graduate Student Interviews
This section of the findings presented the results from interviews with ten international
graduate students. Four students commented on their awareness of racism and discrimination
within the classroom and beyond the campus, but only two students reported racism. One student
from West Africa experienced racism within the classroom and while searching for housing.
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Another student believed that his professor is racist against Western Asians based on reports
heard from other students.
International graduate students spoke about the level of diversity and inclusivity within
the classroom. Two students, Sara and Fiona, did not feel particularly welcome in their classes.
They encountered issues ranging from feeling unwelcomed due to their differing perspectives
during discussions, being “babied” due to their accented English and language skills, and feeling
essentialized based on their cultural background. Moses and Kees said that they experienced an
academic climate of diversity and inclusivity because of the culture of their particular department
and the way the professor interacted with students. However, Moses reported an occurrence of
racism in one of his classes. The level of diversity and inclusivity may have impacted students’
level of engagement. For instance, in Fiona’s case. She did not actively participate in discussions
due to the constant use of North American pop culture references, which she did not understand.
In Greg’s case, the professor’s terse response and unwillingness to answer his questions deterred
him from participating. Nine students also reported their international perspectives were not
included in the curriculum and that Western and European perspectives dominated the
curriculum and courses. Three students in the social sciences were disappointed that their
international background was not valued. One student pointed out that this is a limitation at
Creek Side University. However, four students in the sciences said that international perspectives
are not relevant to science education. This may allude to the long-standing tradition of science
education valuing only certain types of knowledge such as Western and European perspectives.
Three international graduate students reported issues related to accent, language, and
cultural references. These students had to repeat themselves constantly in order for their peers
and professors to understand them, felt discouraged that they lacked the capacity to communicate
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their thoughts during fast-paced discussions, and felt frustrated with the use of constant
references to North American pop culture. International graduate students’ problems allude to
the lack of support structures available to these students, that they must bridge the cultural gap in
the classroom, and that Creek Side University is disconnected with students’ experiences.
Additionally, it appears that many individuals within the university do not have experience
learning a second language.
In addition to language issues, five students reported a lack of collaboration and group
work. Thus, assignments were completed on an individual basis. One student indicated that a
lack of teamwork hinders students’ ability to work in teams once they enter the workforce. A
lack of collaboration and teamwork may have also impacted the level of interaction between
international students and domestic students, especially outside of the classroom. Four
international graduate students indicated that they tended to associate with fellow international
students or with their ethnic group because they share similar circumstances, perspectives, and
culture. They also noted that domestic students are not open to interacting with international
students. One student even described domestic students as “superficial” and “entitled.” Also,
90% of students reported that lecturing was the dominant teaching practice and that some
professors lectured almost non-stop. Students’ responses may indicate that the university needs
to provide more opportunities to collaborate in class, encourage interaction among international
and domestic students, and encourage professors to diversify their teaching technique.
International students talked about the development of future educational policies.
Students suggested that Creek Side University should promote second language learning. They
also recommended that professors and domestic students travel outside of Canada in order to
experience being different. Fourty percent of students recommended more social interaction with
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fellow international students, departmentally, and in interdisciplinary collaboration, which
reinforced their need to collaborate with fellow students. Fifty percent of students suggested
developing policies around skills development, training, and educational resources for
international students. For instance, there was interest around providing teaching assistantship
training specifically for international graduate students, developing writing and presentation
skills, developing programs to practice English language skills, delivering cultural competency
training for faculty to adapt to international students, and acquiring more non-Western library
books. Based on students’ responses, there appears to be a gap in services and policies geared
towards international students. International graduate students also recommended creating
policies to help them transition to the university such as developing bridge courses, pairing new
international graduate students with upper year international graduate student mentors, and
creating cultural courses to help international students navigate the Canadian culture and
educational system. In the next section of this chapter, the findings from the interviews with
university administrators who are involved with internationalization on campus will be outlined.
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University Administrator Interviews
This section presents the findings from the interviews with university administrators.
Findings from the university administrator interviews are divided into two categories: (1)
Education Climate and (2) Policies. Within the category of Education Climate, the following
themes were found: (1) Classroom Environment; (2) International Perspectives; and (3)
Language. Within the category of policies, two themes emerged: (1) Development of Future
Educational Policies and (2) Cross-cultural Training.
Educational Climate
Classroom Environment
Diversity and inclusivity. Within the theme of classroom environment, the topic of
diversity and inclusivity emerged from the findings. In discussing strategies to make the
classroom environment more inviting to international graduate students, Beth talked about her
notion of inclusion such as a sense of belonging, accessing cultural references, and holidays:
I’ve got this checklist in my head of what it means to belong, that [international graduate
students] would understand the references that were made in class, the cultural
references, the acronyms. That they wouldn’t have a sense of being outside of that
experience.
When asked about any initiatives taking place to make the classroom environment more
inclusive for international graduate students, Beth spoke about the limited resources available at
the university, internationalization, and student mobility. She claimed, “it’s the best of times and
the worst of times” and that she is aware that everyone at the university is under pressure to
expand their programs with limited resources. Beth pointed out that a “world class university
must address the issues related to internationalization” and that “more exchange agreements, or
more agreements [would] allow graduate students to move back and forth between, you know
like this university in Canada.” When asked if changes were made to pedagogy and curriculum
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practices that incorporate a sense of diversity and inclusivity, Beth stated: “I’m not aware of
those things [changes to pedagogy and curriculum], but I’m aware of the mindset. They [faculty]
might say, I choose not to deal with it.” Beth’s responses indicated that it is difficult for Creek
Side University to expand its programs due to limited resources, although there is a drive to
internationalize and develop more exchange agreements. However, she does believe that there a
lack of diversity and inclusivity.
In discussing the steps that the institution is taking to make the classroom more inclusive
for international graduate students and to embrace diverse perspectives, Mike responded: “I
don’t know of anything specifically designed to do that. I only know that it’s something I am
concerned about…there isn’t a lot of guidance or support of how that can be improved.”
Similarly, Normand explained that it was difficult to address this issue and provided his general
thoughts: “It’s hard to…gauge because I’m not right in the classroom. It’s just general
impressions...I know that we are…there are concrete efforts to make it easier for graduate
students to participate in the classroom.” Though Mike and Normand were unaware of any
specific initiatives taking place to create a sense of diversity and inclusivity in the classroom
environment, Theresa explained that her version of including graduate students in the classroom
environment related to human rights inclusion: “I know that through places like the graduate
school, and the International Center, and the Center for Educational Development, in cooperation
with our office…one resource that we offer is information about the rights of students.” Theresa
said, “we offer…a very, a limited piece of this puzzle, but it’s foundational in terms of people’s
rights to belong here and to participate in what’s happening.” She also pointed out that “there are
efforts that are taking place” as well as “efforts to make cultural ways of knowing and seeing
more transparent.” It appears that there are places on campus that provide specific support to

	
  

143	
  

international graduate students. However, there is nothing specific related to fostering a diverse
and inclusive classroom environment, except learning about the foundational rights of students.
Educational climate. Educational climate was also an important topic related to the
theme of classroom environment. When asked how Creek Side University can make the
educational climate more welcoming to students, within the classroom and on campus, Beth
began talking about her identity as a white female and the use of the term “racialized”: “I’m a
white woman. And I hear some things…20 years ago or so, people would talk about racism quite
directly. Racialized, that language of racialized students says something older.” Beth said that the
term racialized is “helpful for white people. Because white people have to take more
responsibility with that term.” Normand also commented on the institution’s educational climate
in general and the lack of initiatives taking place to make the classroom environment more
welcoming to international graduate students: “Well, I don’t think there’s anything that’s sort of
across the board. Most of these things we’re talking about are helping in that direction, but
they’re not something that’s being applied to every classroom and every student.” Normand then
explained at length how the educational climate might be improved in the long-term through
intercultural competency training:
If we manage to get the intercultural workshops that the International Center is doing
ramped up to a point where a significant number of people, especially faculty, are taking
them and have taken them, then eventually we’ll get to a point where that really helps a
lot.
Normand indicated that intercultural training will “increase the professors’ abilities to
communicate across cultures and to be more sensitive to decoding messages [laughs].” This
includes “body language and gaze, eye-contact and all sorts of things like that, that differ from
culture to culture.” Normand also noted that it will take “generations probably to get intercultural
competency across the entire campus” and that “intercultural competency needs to be highlighted
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in an internationalization strategy in order to bring intercultural awareness and sensitivity to the
campus.” Though there is a lack of current initiatives to create a positive educational climate
within the university, Normand is hopeful that providing cultural competency training will
improve the climate in the long-term and that it is an important part of the university’s
internationalization plan.
Unlike Normand’s philosophy about improving the institution’s educational climate
through cultural competency, Theresa stressed that international graduate students face many
challenges within the classroom and within their program. She believes that there are “some
opportunities to improve individual situations” but “they depend on the individual’s awareness
and sensitivity of their department, their supervisors…it really is a bit of a mixed bag in terms of
what departments have that level of sensitivity to issues that can affect international students.”
When asked about what she would like to see happen to improve international graduate students’
educational experiences and the education climate in the long-term, Theresa stated the
importance of “creating environments in which students feel like they are truly valued. That they
are able to participate and engage in the classroom, as fully as other students. And that they’re
respected for the particular perspective that they bring.” Theresa’s understanding of how to
improve the university’s climate differed with Beth and Normand’s perception. Rather than
emphasizing cultural competency or use of certain terminology, she spoke of the need for
departments and supervisors to first and foremost respect and value international students.
Expectations. Another topic that arose was related to students’ expectations. There were
various perceptions among the university administrators about international graduate students’
expectations in relation to their classroom environment. For instance, Beth assumed that students
would defer to the dominant culture and adapt to the educational environment:
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I believe that when people put themselves into an environment, and they do so without
bringing with them a huge sense of entitlement, that international students…would defer
to the dominant culture, the dominant environment, would understand that this is a
consequence of choosing to be in this other place.
Beth also pointed out that international graduate students might not have the expectation that
“their views are going to be sought out…I think they’re so intent on getting [their] work done
(pauses)…and doing so in a timely manner.” Beth also talked about the issue of student
expectations and faculty power difference: “The relationship that students have with faculty is
really, really, really important. Your professor…is respected in the same way that you would
respect a parent…you couldn’t possibly give too much respect to a faculty member.” She said
that some students struggle “with the level of formality” and though there is a power difference,
“it’s a respectful power-difference.” However, “when grad students feel they are not respected
by the faculty, that they’ve lost face, that faculty members kind of doubt their abilities…they’re
shaken up by that. Some students experience a crisis in their confidence in themselves.” Beth’s
comments allude to a misalignment between students’ expectations with their professor, the
formality of the relationship, and the power differences that exist between students and
professors.
While Beth pointed to the importance of students respecting their professors and the
power differentials surrounding professor/student relationships, Theresa outlined the mismatched
and sometimes deadlocked expectations between international graduate students and faculty
members. For instance somebody may approach her and talk about “feeling alienated within the
university or within a classroom environment, or in a relationship with supervisors and
instructors within a classroom…it could be in the context of a much larger issue that they have.”
Theresa further elaborated that students might feel “like they’re not receiving adequate support
from instructors and feel really paralyzed in the process. So just not getting enough sufficient
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time. And then the supervisor and the student becoming deadlocked in terms of their
expectations.” Theresa also said that there were many issues surrounding “cultural
miscommunications or interpretations.” For instance, students “do not understand what people
are expecting of them, or at least feeling like they’re not understanding what people are
expecting of them, because it seems so unreasonable.” According to Theresa’s comments, a
range of problems exist between international students and faculty. Most notably, these are
related to the disconnection between international students’ expectations of support and the
actual level of support they receive from their professors.
Mike, on the other hand, pointed to the frequency of issues faced by international
students coming from educational systems outside of Canada. He explained that there was a
“disproportionately high level of problems or complaints” coming from international graduate
students “especially women international graduate students in the sciences” involving
“miscommunications happening about expectations” and concerns about the barrier of “coming
from a different educational system…[and] English being a second language.” Mike also
explained that international graduate students are not always prepared to analyze arguments in
class and that “it’s often a big adaptation for them” and that “it’s just a matter of trying to absorb
and acquire the new style of learning, approach, and methods as quickly as possible.” Similar to
Mike’s point, Normand spoke of the “lack of familiarity with the expectations and the norms and
the standards at a university in a new country” and explained that “when you cross the language
barrier, and probably cross an ocean and go into a different culture…all the norms of the
classroom may be different and it can take some time to figure that out.” It appears that
international students face difficulties navigating the expectations within the Canadian
educational systems and within the classroom without much assistance from the university.
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International Perspectives
Curriculum. The presence of an international and global perspective, particularly within
the curriculum, was another key topic. When asked whether professors embrace curriculum
practices that incorporate diverse international perspectives, Normand said: “I think some of
them do, but again, this is basically not based on actual concrete knowledge from having sat in
the classroom with those professors.” He pointed out that although he is mostly “involved with
international relations, and building exchange agreements” he often “talk[s] to faculty who have
interests in building bridges or who have connections with other universities” and that it would
be “inconceivable that those people are not taking advantage of the opportunities when they
present themselves” but has not “actually sat in their classroom and listened to see what the
dynamics are.” According to Normand, he cannot be sure that international and global
perspectives are integrated into the curriculum, but finds it unthinkable that instructors do not
take advantage of this, especially those who collaborate with other universities.
Although Normand pointed out that he is unable to provide concrete knowledge of
whether an international and global element is used in the curriculum, Theresa explained that:
“The kinds of experiences that I see are chiefly the negative ones. So, people coming to us
because they haven’t seen that curriculum practices are being inclusive of international
perspectives at all.” She also pointed out that there are “those courses that have an explicitly
international element to them...So, there are courses and departments that are more strongly
aligned to international concerns.” However, Theresa explained that “she will hear from students
who will say that even in those areas, they draw on international experiences but seen through a
particular lens…of dominant groups. Of post-colonialism…of Western conceived ideas around
development.” A possible reason why curriculum practices are not inclusive or incorporate
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international perspectives across the institution is because: “The number of courses available at
Creek Side University are so limited, even those that branch out into the international arena are
so limited…I think that there are a lot of efforts taking place right now, in terms of curriculum
development and academic vision for the university.” When asked if there were plans to alter the
curriculum to bring an international perspective or if planning exercises are occurring in various
departments, Theresa commented: I’m thinking about the broader academic planning that’s
happening right now…I’m just thinking about situations in which I know.” Overall, the
curriculum does not appear to be inclusive of international perspectives. Instead, Western ideas
seem to be mostly valued. However, some interest has been expressed to broaden this lens. Apart
from Normand and Theresa, Mike and Beth did not comment on curriculum practices at the
university.
Pedagogy. The university administrators had varying beliefs about whether professors
embraced pedagogical practices that incorporate diverse international perspectives. When Beth
was asked about this topic she hesitated in responding to the question: “I’m not challenging your
question…I’m not stating what people are or are not doing, when I talk about…my
perspective…I believe that some people do wholeheartedly.” Beth then speculated as to what
professors might think about adding international perspectives into their teaching practices:
“[People] might feel like, what does this have to do with academics? Just somehow that it’s not
as relevant to them.” Beth’s statement suggests that adding diverse perspectives to teaching
practices may not be appropriate and could very well disrupt traditional teaching practices.
While Beth pointed out that there may not be any relevance to changing existing teaching
practices, Mike held a different perspective. He believes that professors’ willingness to infuse
diverse and international perspectives into their pedagogical techniques depends on whether the
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professors themselves have international experiences: “I think if they [professors] have
international experience themselves and are familiar with that, then they will have the ability to
make better use of diverse and international perspectives.” However, Mike also said: “I don’t
think there is much opportunity for us to become familiar with precise pedagogical kind of
techniques. I’m not actually aware myself of the literature on that. You know? I happen to be
interested in it.” Furthermore, he explained that he has not been “pointed to resources” or been
given “very conscious and precise advice or techniques about how, from a pedagogical
standpoint [to] incorporate these things in the classroom.” Mike noted that “the pedagogical
consciousness that many of us have, say in the humanities, and many of the social science
disciplines, where we have seminars, is not particularly sophisticated.” Mike’s statements point
to three keys elements that affect the pedagogical practices: (1) The professors’ willingness to
deviate from normative practices, which depends on their level of international experiences; (2)
the opportunity to be trained in different pedagogical techniques; and (3) available teaching
resources. If these factors are not available, then professors default to normative practices such as
readings and discussions. Also, it appears that there is little support for professors to learn to
incorporate international perspectives into their teaching practices.
Both Beth and Mike discussed the benefits of having diverse perspectives in the learning
environment. Beth pointed out that the institution has yet to utilize international graduate
students’ diverse perspectives:
International students, I think we have yet to, in the best understanding of the word,
exploit international students here as a resource for our own learning. That’s what I
hope…I think that’ll happen in the art of teaching. And there will be some faculty who
will do that brilliantly, and others who will not.
Beth’s statement points to the notion that the institution has something to gain from international
students––but not the other way around. It also indicates that there is a reliance on faculty to
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draw resources from international students. Similar to Beth’s statement, Mike believes that
having a diverse group of people in his class enhances learning:
In a seminar, I will use the fact that we have a diverse group to enhance our discussion, if
we are talking about Middle Eastern [says name of subject], and say well, how is this
understood from your perspective or the country that you are from…How do you look at
this? But the kind of work I do makes it a little bit easier. You know, studying a nonWestern culture, you have to have students from a variety of non-Western backgrounds.
This is considered a positive. For me, there are a lot of benefits. Trying to create a
classroom context and an atmosphere where all of the students are valued.
Mike’s response indicates that due to the international subject matter of his course, he is able to
utilize students’ diverse backgrounds and perspectives to enhance his classroom discussions.
In line with Mike’s comment, Normand indicated that the connection between the ability
to incorporate diverse teaching practices and the subject being taught varies:
I think it’s probably fair to say that it would be highly variable. There would be some
people who would be outstanding examples, and there would be other people who teach
the classes the way they’ve always done, and they’re not really paying attention to the
fact that we might have a different mix of people in the classroom with a different range
of backgrounds and perspectives, and cultural understanding than we used to have. That’s
a pretty safe statement.
While Normand alludes to the fact that some professors may or may not pay attention to the
cultural backgrounds of students in their class and use of diverse teaching practices, Beth points
out that having international teaching skills and talking about international subjects would be
acceptable in certain faculties, since the nature of the subject would lend itself to multiple views
and values:
I think in some faculties, it [international perspectives] could be acceptable...If you were
in political studies, or you were in history, I think that would, you might have higher
expectation[s] that would happen than if you were in the sciences. Because then it’s
related to the academic work.
Beth makes an interesting point that international perspectives tend to be viewed as more
relevant in the humanities, in subjects such as political studies and history, than in the sciences.
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Normand noted that it is important for professors to make it clear that “they’re open to
hearing different perspectives on a topic and make it clear that perspectives shared by the
international students are welcome.” At the same time, professors “have to be careful not to sort
of single people out and put them on the spot.” Normand continues:
I don’t think I should turn to you just because, you know, you might be, [laughs], I don’t
know, if I just look at you [referring to the interviewer’s skin colour]…without knowing
you, I might suspect you come from somewhere else. Just because of physical attributes,
right? I might mistakenly turn to you and expect you to be able to say something,
whereas in fact, you could be a multi-generational Canadian who has never lived in
another country [laughs]. So, you’ve got to be really careful about that.
Normand’s statement also raises the issues of judging people based on their skin colour and
physical attributes and about whether they are international students or multi-generational
citizens of Canada. Interestingly, Theresa was the only university administrator to point out that
instructors are generally not sensitive to international student learners, that students feel
culturally misaligned with their peers, and that there is a lack of cooperation and collaboration
between students from different environments:
Instructors [are] not seeming to be sensitive to what they [international students] need as
learners…Feeling culturally out of step with classmates. Just anecdotally, hearing about
classrooms in which there is very little cooperation and students coming from
environments in which they’re used to more collaboration or cooperation with other
students.
These issues may indicate a lack of willingness by instructors to be culturally aligned to what
diverse learners need, which may also influence the relationship between student groups. Also, it
appears that Mike, Beth, and Normand are all unaware of these concerns.
Valuing students’ perspectives. Valuing students’ perspectives was another key finding
pertaining to international perspectives. Beth and Mike indicated that international students’
perspectives were not drawn upon to facilitate an international learning environment in the
classroom. Beth explained: “No student has ever told me that their knowledge as an international
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student has been pulled into the classroom, in that sort of way.” Mike also pointed out that:
“seldom do I hear from colleagues, or the circles that I’ve observed, that international graduate
students have something to actually contribute to the broader learning.” He further explained that
international students “bring a lot of world knowledge and other things, when it comes to the
classroom. That’s actually very valuable, and so that’s a very positive thing.” However, drawing
on students’ international perspectives is not an actual goal or understood as a benefit, depending
on the discipline. Mike acknowledged that international students bring a lot of attributes to the
university, but professors and administrators do not have a conscious sense that diversity in the
classroom is crucial or a major benefit.
Normand indicated that in his previous teaching experience, international students were a
benefit to classroom discussions “because they come with different perspectives, and different
experiences. It’s really useful to be able to bring that out whenever possible, as the material is
covered.” This diversity, he claimed “helps to educate the whole classroom.” Although there are
benefits of having students share their international viewpoints in the class, Normand pointed out
that he does not know if this is actually occurring at the institution, though he hoped that it was:
I don’t know that I can say it is. I can say that I hope it is. And I wish it would be. I think
that’s a fundamental goal that we should be striving to encourage and facilitate…I have
no sort of empirical evidence of it, to be able to give a categorical statement that yes it is
happening everywhere, or no it’s not. But, it should be. We should be encouraging it.
Normand was aware that the knowledge of international graduate students could facilitate an
intercultural learning environment, but does not have proof that this is occurring.
Theresa commented on the extent to which international students’ global perspectives
and competencies were drawn upon: “It really depends on the sensitivity of the department in
which students find themselves. And I’ve visited departments where international experiences
and perspectives were really highly valued.” She pointed out that though her experience in this
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area is limited, she is aware that the university is “interested in attracting [international students]
[but] once people get here, that part of one’s identity is really sort of pushed to the side.”
Theresa’s impression is that, “once people actually get here, I don’t think people see many
situations in which those international perspectives are valued.” She also believes that many
international students would agree with her on this point.
Language
Accent. The third theme that emerged from the findings was language. All four
administrators discussed issues of accent as a barrier to international students’ experiences at the
institution to varying degrees. Theresa pointed out that international students have difficultly
establishing credibility in the classroom with other learners and hears a lot about “the kinds of
obstacles that people might experience coming from a country outside of Canada, establishing
credibility within the classroom with learners. The kinds of obstacles that people will have in
terms of language.” In addition to students having to prove themselves to their peers because of
their accent, Theresa observed that merely having an accent carries a stigma: “Speaking what
people in this context would perceive as accented English within a classroom, and the kind of
stigma that’s associated with that. So, we’ll hear a lot about that. We get the sordid stuff.”
Moreover, depending on the region the student is from, the stigma increases and the perception
of the students’ academic ability may decrease. For example, if international graduate students
come from Africa or China, as opposed to English speaking countries such as Australia or
England, there is a tendency to believe that these students are less capable because English may
not be their first language.
Mike is also aware that international graduate students face challenges in the classroom
due to issues with accent. Similar to Theresa’s point about students having to establish
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credibility, Mike commented that students are perceived as incompetent because of their
accented English: “Just because somebody has a different accent, doesn’t mean that they don’t
know what they are doing, aren’t experts in their field, and shouldn’t be respected.” He went on
to point out that nowadays there is an expectation of working in a global world and having to
work with a variety of people who may not speak English without an accent:
It’s a global world and if you are going to be trained as an engineer or something like
that, it is very likely that you will be working in a diverse context with people from all
over the world and may have to work in other parts of the world on projects from your
company, and you’re lucky that people do speak English all over the world. Now, the fact
that they don’t speak exactly the same way as you, is hardly their problem.
This expectation of working in a global world does not appear to be reflected in the academic
environment according to the university administrators and suggests an unwillingness to bridge
the gap between non-native English speakers.
Another issue related to accent is the lack of willingness of Canadian students to
communicate with international students, as outlined by Normand: “Time and time again, I’ve
come across cases where people who aren’t native [English] speakers face barriers [due to] the
unwillingness of Canadian students to make the effort to understand the communication from the
non-native speaker of English.” In addition to Canadian students being unwilling to
communicate with “other” students, Normand pointed out that these students complained that it
was difficult to understand faculty with accents:
I used to read all of the files of faculty who were up for promotion or tenure, and it would
come up, not infrequently, that those people are getting complaints from students that it’s
difficult to understand them in the classroom. I take it as evidence that the students are
not willing to be open to difference.
While Canadian students do not seem to be open to difference, Mike made an important point
about the stress that this may cause to international students: “There’s often concerns that
somebody’s accent is not understandable to them, and this adds to the stress of the international
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students’ experiences.” He also poignantly explained that part of being a successful university is
accepting the global population within the university: “We’re part of a global world that comes
to Creek Side University. That means that people of diverse backgrounds, diverse ways of
speaking, and that part of being a successful institution, and gaining the most from the education,
and serving the university the best, is being prepared for that, and accepting that.” From Mike’s
statement, it appears that there is resistance to being open to difference and accepting diverse
ways of speaking English.
Beth expressed general concern about international students and the issue of accent. She
explained that international students often feel judged because of the way they sound when
speaking English: “Certainly students have said to me that they feel that other people are judging
them because of the way they speak. I know that people anticipate that they will be
judged...there’s a self-consciousness about speaking in class.” Apart from the frustration that
students feel, Beth discussed a possible solution to moving past the issue of the way a person
speaks: “I think it would be wonderful if the way in which a person spoke a language, the way it
sounded, did not matter. How do we get there? We get there by recognizing that we all speak
with an accent.” She explained that people can train their ear to hearing accents “just by
exposure and good will, to listen to the content of what people are saying. Rather than how they
are saying it.” While this may be a starting point in which to train oneself to hear different
accents, it does not speak to the issues that international graduate students continue to face such
as academic credibility, the stigma of accent and incompetence, the lack of willingness of
Canadian students to communicate with international graduate students and the stress that results
from international graduate students constantly being judged by their accent and language, as
outlined by Theresa, Mike, and Normand.
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Students’ level of engagement. International graduate students’ level of engagement
was also influenced by their language ability and how peers treated them as a result. Three
university administrators discussed issues of student engagement to varying degrees. Mike
explained that professors could do more to do help students overcome challenges with their
assignments: “Instead of them [international students] being punished, or made to feel isolated,
or that they are not as good, we should think through these challenges and encourage teachers to
explain assignments, or for things to be posted more clearly.” He suggested that information
“should be written and posted in a better way than they are mentioned in class, because listening
in a large lecture class in a second language, you may not pick up the casual reference.” Mike
also noticed that a lot of students are “socially isolated in the classroom space and do not really
know how things work, and how you are supposed to present your work.”
On the other hand, Theresa believes that international graduate students are often
excluded from fully participating in assignments that involve group collaboration since their
Canadian peers question their competency and fear that working with international students
would lower their grade. She recounted an instance in which an international graduate student
was approached by some peers and was told not to worry about writing their assignment: “No,
no, no, no, you don’t worry about doing any writing for this, we’re going to do it all.” Theresa
further explained that “the student would find out that there had been several group meetings to
which they were not invited. So, very overt acts of exclusion towards the student.” These
instances described by Mike and Theresa point to how international students’ level of
engagement was influenced by their language competency.
Contrary to Theresa’s comments, Normand spoke of how international graduate students
generally hesitated to partake in class discussions because “they may be at a slight disadvantage
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because of language skills and culture.” He explained that although there are “different norms in
the class in different cultures,” he would “expect that our graduate students would engage in a
pretty proactive debating, and express their views and challenge opinions.” Normand explained
that in some cultures the “word of the professor is received wisdom. It’s not to be questioned at
all” and that it takes a while to develop the confidence to engage in the classroom, especially for
those who come from a different cultural background.
While Normand believes that it is only a matter of time for international students to
adjust to the norms of the university and to build confidence to engage in class discussions, Mike
described challenges pertaining to racial discrimination and group work. He explained that while
he was serving on a coalition against ethnic and racial discrimination, he came across a case
where a female Iranian student was experiencing difficulty with her group mate:
She noticed a real reluctance on the other part of her student colleagues to include her in
group work. People don’t always make the effort to be welcoming and make the effort to
get to know somebody who may appear to be different or speak with an accent. If they
were a part of that group, the group as a whole wouldn’t do as well.
Mike also pointed out that are “subtle social choices and preferences [that] work negatively to
isolate students.” If international students do not know the cultural norms of the environment,
then it becomes a problem, especially if students do not know who to ask about these issues.
Similar to Mike’s example, Theresa recounted a situation in which group work in the
classroom went very badly. She pointed out that:
There are expectations among group members, in terms of student capacities to
contribute to various areas of a project. I’m thinking of one particular example which
went horribly, where [international graduate] students were required to work with other
students in the setting to produce a product, and they faced discrimination, pure and
simple, from other group members.
Theresa went on to explain that students “made fun of this one student’s Asian background” and
“would ask about prostitutes in that student’s home country…So it was from that extreme to not

	
  

158	
  

including that student in particular aspects of the group project, because there were assumptions
made about that person’s competency.” Apart from issues with group work, Theresa indicated
that micro-inequities were also occurring in the classroom and that students “weren’t being
called on as much as other students, that their ideas weren’t as respected. Essentially that they
didn’t really have a voice in their classrooms.” These instances “are typically the lead-up
comments to a situation that is much more extreme” and that students are “required to withdraw
from [their] program because [they] failed out of this course.” Theresa also pointed out that
along the way, students are left wondering “whether they were being treated fairly, and it’s a
very typical scenario for most equity seeking groups, and nobody wants to jump to the
conclusion, this could be discrimination. This could be racism. It’s painful to come to that
realization.” According to the instances that Mike and Theresa recounted, it appears that
international students’ level of engagement is affected by instances of racism and discrimination,
especially for equity seeking groups. Also, these students seem to be left to deal with these
difficult situations on their own.
Policies
Development of Future Educational Policies
Accountability and supporting students. The university administrators all had
interesting and different ideas for the development of future educational policies concerning
international students. Specifically, Beth, Normand, and Mike spoke of institutional
accountability and supporting international graduate students, but they had varying comments.
When asked about how to improve the educational experiences of international students in the
long-term, Beth stated: “I guess I have to start with academic success because that’s what people
have come here for.” She explained that academic success means that international students are
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“respected while they’re here, that their intellectual abilities, their perspective on the work they
do is respected, that people leave here feeling successful…prepared to make a contribution in the
world.” Beth believes that it is “not very satisfying to simply finish” and consequently feel
“diminished” and “less capable” or “less certain of yourself” in the process. She noted that
academic success means that “you get your degree.” While Beth provided general examples of
what students’ academic success meant to her, specific suggestions to improve their experience
were not provided. Also, it is interesting to note that Beth appears conflicted since her responses
are contradictory. This may be due to the disconnect between international students’ actual needs
for support and the impact of Beth’s whiteness.
When Normand was asked about ways to improve the educational experiences of
international students in the long-term, he spoke in general terms–similar to Beth. Normand
indicated that: “There are services that are available to all students, not just international
students. For example, the Writing Center is a support unit. It provides tutorials and one-on-one
assistance to students to improve their academic writing.” He also pointed to another service on
campus that international graduate students could access: “There’s also a unit that helps students
with study skills and time management skills. It’s not set up differentially or focusing on
international students.” Normand did not mention any other forms of support and his responses
suggest that there are no specific services to support international students.
Mike was more specific about his thoughts on accountability and supporting international
graduate students. When asked if there are services to support international students, he said: “I
have the sense that there are some new programs that have been developed at the International
Center.” However, he stressed that the real question is whether the “university [is] going to put in
the resources.” Mike commented that if the university intends to “enhance its profile
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internationally and attract more international graduate students, it ought to be a goal as well to
excel in doing this [providing supportive programs].” He explained that Creek Side University
should not be “thinking about all of the ways in which [it] isn’t well positioned to do it, and how
[says name of city] is a limiting factor.” Mike asserted that these factors have to be carefully
considered, “rather than looking to the level of prestige and of the economic revenues.” Mike’s
comments point to a lack of services for students because of the university’s lack of commitment
to provide them.
In addition to investigating accountability and support services for international students,
the university administrators were asked if existing policies support international students’
educational experiences. For example, Beth stated: “I am not aware of any”, though she did
mention that “funding is an issue at the university” and that “there is a serious expectation about
the length of time it will take to complete a graduate program.” She also pointed out that the
international population will increase and it is important to appreciate this gift: “[The] number of
international students coming to our campus will increase over time. It is my hope that we come
to really appreciate the resources…the kind of gift that comes to us in the form of the people.”
Beth stressed the “need to make sure that we’re always in balance with the needs of the
university [and] the needs of the students” and went on to explain: “I am not so silly as to think
that this is not a business. It is a business. We sell products. The products are degrees, the
educational experience. And we market our product in a certain way.” Beth’s comments suggest
that there are no specific policies in place to support international students, which could be due
to the lack of funding at the university. However, there is recognition that international graduate
students are an important resource to the university and that the population of these students will
only increase over time.
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In addition to Beth’s comments about policies, Mike indicated that he is not aware of any
policies aimed at international graduate students: “I don’t know of anything that is encouraging
at the policy level, right now. There could be things that I am just not aware of.” He did say,
however, that there “has been so much focus on internationalization as part of the university’s
planning that I have heard a lot more discussion from colleagues about, trying to recruit more
students.” Mike further explained that there are “serious challenges that international graduate
students face. Very often the institution doesn’t either know and understand these.” Mike
indicated that even if the institution is cognizant of students’ challenges, “it has not come up with
effective measures.” If there have been measures, “they’ve been done around the edges of
specific training. It hasn’t been embedded in a central way in the policies and procedures of the
way the departments or the Graduate School operates. It’s more exceptional rather than
something crucial.” Mike’s statements allude to a lack of policies to support international
students and that the university is unaware of the challenges that international graduate students
face. It also alludes to the focus on internationalization as part of Creek Side University’s
international planning process and strategy.
International planning/strategy. Creating an international planning strategy was
another important topic that arose related to the development of future educational policies.
There appeared to be varying consensus about whether an international planning strategy was in
place. For instance, Theresa commented: I haven’t seen a lot of action. I’m hoping that it’s just
because of where I’m sitting that I’m not seeing it, and that the landscape actually isn’t as barren
as it seems to be around this.” However, she did point out that, “it sounds like initiatives are in
the works. Such as making the curriculum more international, the planning in departments
through the Graduate School, the workshops, the cultural competency workshops through [says
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name of department] and that would be about it.” Though Theresa did not explicitly state that a
strategy was in place, her comments suggest that international planning strategies are being
discussed and some initiatives are taking place through workshops.
Normand did not discuss whether there is an existing international planning strategy.
Instead, he talked about “creating a strategy for internationalization” that emphasizes “student
recruitment, or study-abroad, or an exchange, or more international research connections.” He
also pointed out that a large part of an international planning strategy “may very well end up
being internationalization at home (on campus).” He also commented on the need to “increase
international awareness and understanding and the cross-cultural abilities of all of the students,
faculty, [and] staff on campus.” Extending Theresa’s comment about curriculum, Normand
talked about his hope that faculty would “open their eyes and minds and increase their sensitivity
[and] come to a greater realisation that it’s beneficial to take advantage of diversity in the
classroom” as well as “enrich courses and research groups by having people from diverse
backgrounds, but don’t just assume that just because they’re there, you’re taking full advantage
of that. It takes leadership to make people feel secure.” Normand’s response suggests that an
international planning strategy does not exist but he is clear on the elements that should be
included in a strategy for internationalization.
Mike has a different sense of international plans at the university, as opposed to Theresa
and Normand’s view. He explained, “there is an internationalization plan being developed and I
know that involved consultation with the International Center and others.” Mike pointed out that
what would be beneficial that has not happened yet is “enhancing our programs, [which]
contributes to the overall environment and increases the curricular space for diversity and values
what international graduate students bring, whether they are from Africa, East Asia, or Central or
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South Asia, or the Middle East, Latin America.” Overall, Mike would like to see more foreign
programs developed, as part of the international planning strategy.
Professional skills development. Professional skills development was as also a key topic
that arose in relation to educational policies. When asked how professional skills development
has changed over the past 5-10 years, Beth explained that skill development sessions are “offered
by a whole range of people” such as “student affairs, career services might have some things in
there about finding work, preparing for interviews, study skills sessions, stress management
sessions, leadership development.” She explained that professional skills development is not
offered specifically for international graduate students, because that may single them out as
somehow being “deficient in something and that everybody else is okay.” Beth also pointed out
that conversation groups are held so that international students can “practice conversational
English,” which is “helpful for students who may be very good in English, but less comfortable
with conversational English, or slightly self-conscious about speaking in class.” Beth’s
comments indicate that the university does not offer specific training programs to international
students, except English conversation classes, since general professional development
opportunities are available to all students.
Normand pointed out that that there are many opportunities for international students to
improve their skills as teaching assistants: “The courses that are offered by the Center for
Educational Development are designed to help students become better teaching assistants, but
those same presentation skills can be useful in the classroom setting as well. He also explained
that the: “intercultural stuff at the international center is certainly new. It’s only been a couple of
years that they’ve been engaged at that. I don’t know about the study skills stuff, I don’t think
it’s ramping up dramatically right now.” Theresa knew little about the changes to policy as to
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professional development skills and educational resources for international students but was
aware that: “there has been more effort around sensitizing people to the needs of graduate
students in the last 5 to 10 years. I’ve seen some activity happening around that. I can’t really
comment on specifically what’s happening in classrooms.” Also, like Normand, Theresa also
pointed out the “intercultural aspects” are being taught to “sensitize the university population and
to work with differences in the classroom.” Normand and Theresa’s input imply that training is
offered to international students to improve their skills, especially around cross-cultural training.
Mike on the other hand, believed that professional skills development programs were
ineffective because of a lack of resources. He said: “There are programs at the International
Center. It just seems that the resources that they have available to offer programs and to serve the
needs, and to meet the needs, are taxed to their very limit.” Mike went on to say that “if there is
to be some kind of genuine internationalization encouragement, recruiting graduate students
from all over the world, it just seems that a lot more should be done to ensure that the transition
is smooth.” It appears that the university must work harder to provide skills development
programs to address the needs of international students.
Enhancing the educational climate for students. Enhancing the educational climate for
international students was another important topic that arose in relation to educational policies.
Only Mike and Theresa commented on these issues. Mike had much to say about enhancing the
climate for international students and detailed numerous problems. He began by referring to a
report that, “detailed a number of problems that seemed to repeat in a number of the case
experiences at the [says name of support service].” Mike pointed out that a few
“recommendations were made, and [says name of committee] was eager to try and facilitate
some kind of communication with the graduate school.” Mike also commented on the fact that
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international students should be valued more instead of being “quarantined––far away from the
main campus. You know, in a building that doesn’t have anything around it, that there’s no
shops. Just the symbolics [sic] of that isn’t good. Don’t we need to make it more central to the
way the university goes about things to normalize and to integrate their experience into the heart
of the university?” Another issue that Mike discussed was the internationalization strategy and
gaining perspectives from those who are not focused on student mobility: “The
internationalization strategy could be better integrated from an equity perspective. It would be
helpful to have some perspectives from people who aren’t looking at the issue from the
perspective of student mobility, but also the environment.” Mike’s opinions suggest that the
university must do more to enhance the educational climate for international students (on and off
campus) as well as make them feel apart of the university.
Theresa also commented on enhancing the educational climate for students. She said that
the number one thing that she would recommend, “is just being sure to solicit the perspectives of
international graduate students. And not assuming that those students will always venture
forward in order to share those experiences.” Theresa stated that looking through her particular
standpoint, the students that meet with her “tend to be very vulnerable and fearful.” She went on
to say that these students are “often not the kinds of students who will be forthcoming about
things that are problematic for them, because there is so much riding on their ability to have good
relationships with people at this university” and as a result “they’re not interested in being
perceived as rocking the boat.” Overall, Theresa stressed that “people need to reach out to
graduate students to let them know that these particular perspectives are needed and welcomed.”
In order to help solicit the perspectives of students, especially international students and visible
minorities, Mike stated that an “equity survey [was] proposed by the [says name of committee].”
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He pointed out that:
A lot of work was put into get[ting] that census, or equity survey, approved and taken
seriously. To have buy-in from the administration so that the results would be used to
help assess and target programs that the university might have or policies to enhance
graduate student experience. Whether that’s speaking about visible minority or racialized
students or international students.
Another goal of the survey was to raise the profile of the climate “and to bring members of the
university into dialogue and discussion about these matters.” Mike indicated that whether it led
to “a fundamental re-assessment or measures being taken to really redress things that the report
showed, that is a more difficult matter to assess.”
Cross-cultural Training
Faculty and staff. Cross-cultural training was the second theme that emerged from the
findings. All four administrators discussed the importance of providing cross-cultural and
intercultural training for professors as well as the current programs that are available to them. For
instance, Beth said: “The Center for Educational Development does some work on this.
Intercultural training is about working between men and women, straight people, queer people,
rural people, urban people, you name it.” Beth explained that intercultural competency is “a skill
set that is identified as being extremely important whether you teach, or you are a student, or you
are getting ready to be a worker. I think that’s the kind of edge of internationalization.” Similar
to Beth’s comments, Normand talked about intercultural competence training:
I don’t think there are different courses for different audiences. I think that the focus is on
skills of communicating across cultures. It doesn’t matter if you’re a professor or a
graduate student or an undergraduate student, or a staff member. The issues are the same.
The workshops that are done are the same and the classes would be mixed.
Normand went on to point out that the training “involves some actual sort of, exercises and roleplaying. People come to understand the perspective of others. You know, imagine yourself in
this situation and how do you react?” Mike talked about cross-cultural training opportunities
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available for administrators and faculty: “I think [says name of department] offers a crosscultural training that is available to administrators and faculty and anybody who is working at
Creek Side University.” Mike said: “It wouldn’t necessarily deal with pedagogical questions in
the classroom, but it would deal with working with international graduate students and what
some of their challenges are, and how to be aware, and sensitive to them.” According to Mike’s
comment, the university may consider expanding its cross-cultural training to include
pedagogical techniques for teaching diverse populations.
Theresa also talked about intercultural awareness training and mentioned that other
departments within the university are working towards this: “The Graduate School is working
towards more intercultural awareness training for different departments working with
international students. I think more departments are taking people up on that.” She also stated,
“there are elements of that training program that are adaptable to people in [the] majority culture,
who hold majority culture identity. To become more aware of their own cultural situatedness
[sic].” Unlike Beth, Normand, and Mike’s response, Theresa briefly touched upon ways to
facilitate an intercultural learning environment in the classroom:
For professors, or instructors who would identify perhaps as Canadians (first generation,
or second, third), to be able to situate themselves culturally, so that their cultural lens is
problematized. They can see themselves in relation to other groups instead of merely
seeing the way that they look at the world as natural, normal, standard. So that they can
analyze their own privilege that maybe the dominant culture has afforded them.
Interestingly, Theresa pointed out that there can be “educational moments that happen as people
try to negotiate differences in those circumstances, and sometimes that learning is facilitated by
offices like this one, and through conversations with the Graduate School, conversations with
people in the Counselling Center.” She also stated that it could very well be that some professors
are “more educated about cross-cultural differences and training” and that this is correlated with
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some people having a better experience in certain departments.
When the university administrators were asked what they foresee as the future of crosscultural training at the institution, everyone had different responses. Beth explained that crosscultural training is “a form of internationalization. I think it is the responsibility of senior
administration to set up those big structures, the infrastructure, around which these other
activities can take place.” Beth stated that in order to set up these initiatives “intercultural
framing needs to be in the internationalization mandate if the university wants to find academic
partners in the world to collaborate with as well as bring more international students to campus.”
Beth also stated that, “it would be fabulous if Creek Side University would step further into
preparing citizens and leaders for a global society.” Mike sees the future of cross-cultural
training at the institution as being enhanced as part of the internationalization plan but is not sure
what form that would take: “I could easily see that there might be some enhancement of these
training programs and some attempt to make them more widely available as part of the
internationalization policy or plan. I don’t know exactly what it would entail.” Likewise,
Normand indicated, “it [intercultural competence training] is going to be an increasing focus as
we develop an international strategy. That’s something that the university is in the process of
creating, an academic plan.”
When Theresa was asked what she foresees as the future of cross-cultural training at the
institution, she pointed out that she is aware that some departments are interested in crosscultural awareness workshops: “I know that there are some departments that are very interested
in making good use of some of the opportunities that the International Center provides. They
have a number of workshops and a series on intercultural awareness and cross-cultural
awareness.” Theresa also stated: “There can be informal learning that takes place through those
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situations. Those can be opportunities for professors to learn about you seeing, or a way of
interacting with people that they were previously not aware of.” This statement highlights the
importance of learning from intercultural situations or moments with other people.
International graduate students. The university administrators also spoke about crosscultural training for international graduate students. Services to students appeared to be similar to
those offered to faculty and staff. Beth indicated that, “there is a two-part series on intercultural
competency. It’s intended to help people be self-aware…but also to be mindful of how to work
in multicultural environments.” Beth defined her notion of multicultural as “soft silos of culture
that bump into one another”, while intercultural means “shifting perspective[s] and to move back
and forth without losing who you are. That capacity to see things from another
perspective…While we can appreciate one another’s point of view, we still stand in different
places…That’s being offered to graduate students.” In addition to the two-part series on
intercultural competency, Beth mentioned a program, “called SCT. Socio-cultural Competency
Training. It’s intended to give people practice role-playing through certain scenarios. This is for
graduate students.” Mike also briefly pointed to training programs for international students: “I
know the International Center has a cross-cultural training program. I think it might be more
broadly designed for anybody. I know that they have some orientation programs that deal from a
cross-cultural perspective, that they offer for graduate students.” Mike did not comment further
on the topic.
Normand talked about training programs that are offered at the International Center that
“specifically focus on intercultural communication.” He said that “quite a few people who take
them are graduate students” and that it is “not just international students trying to decode our
system, but Canadian students who are trying to.” Normand explained that the workshops at the
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International Center “[are] a result of the realisation of the professionals over there that this is a
growing need. They are a resource that the international students go to when they have a
problem.” Theresa was also aware that cross-cultural training is being offered to international
graduate students:
There is a training program that was developed by [says name of person] in British
Columbia around cross-cultural awareness for newcomers and immigrants specifically.
Different ways in which newcomers and immigrants can make sense of their context,
ways of communicating and expectations around communicating that may be different
from what they’re used to.
Though Theresa is aware of cross-cultural training for international graduate students, she
problematizes the issue of offering such programs while Canadians do not acknowledge their
cultural privilege:
My understanding is that there is actually very little that happens at this university in a
systemic way that addresses the privilege of people who would identify themselves with
Canadian culture. I think that that’s not a good thing. I think that’s a problem.
Theresa further explained that in her view “a lot of emphasis is placed on the international
student” in terms of “adapting, acclimatizing to differences, working on language. There are all
kinds of things that are geared towards adapting as international students. I think that there
should be more attention paid to the other side of the equation.” Theresa discusses an important
point about students always having to acclimatize, which suggests that the university must do
more to help Canadians value this population.
Theresa went on to say that there is little to nothing that is happening as far as “helping
people who view themselves as part of the Canadian culture to understand themselves as
culturally situated beings. That their ways of seeing are not necessarily central to every situation,
and thereby valuing what other people bring to this environment.” She noted that the future of
cross-cultural training is working well in terms of the International Center model, but her sense is
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“the emphasis continues to be placed on acclimatizing the international student. I think that that’s
the direction in which things will primarily continue to go.” Other problems that Theresa sees
with cross-cultural training for international students is “getting to a place where we can make
use of various ways of knowing and seeing, (pauses) then that is going to require a disruption of
people’s sense of privilege so that there can actually be dialogues that happen cross-culturally”
as well as “having intercultural dialogue with only one group understanding themselves as
culturally situated beings.” Theresa points to a few flaws with cross-cultural training in the sense
that it does not disrupt the dominant group’s sense of privilege. In order to alleviate these
problems the university could expand its training to examine people’s sense of power and
privilege.
Summary of University Administrator Interviews
This portion of the findings presented the results of the interviews with four university
administrators who are involved with internationalization at Creek Side University. Three themes
emerged related to the educational climate of the university: (1) Classroom Environment; (2)
International Perspectives; and (3) Language. Also, two major themes were found related to
institutional policies: (1) Development of Future Educational Policies and (2) Cross- cultural
Training.
With respect to classroom environment, all four administrators pointed to a lack of
inclusivity and diversity in making the environment more welcoming to international students
because of limited funding resources and efforts. The administrators discussed promoting
intercultural training to help professors interact with students across cultures in order to improve
the educational climate in the classroom. Theresa highlighted that the university’s climate and
level of respect for students largely depends on the department and supervisor. Administrators
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also commented on the mismatched expectations between international graduate students and the
university such as being deadlocked with faculty, having a lack of support, and encountering
miscommunications. Compounding these problems is students’ lack of familiarity with the
Canadian education system. The administrators’ comments suggest that the university is not
doing enough to support international students. Also, there is an implication that students have
been solely responsible for resolving their mismatched expectations.
In relation to the theme of international perspectives, two administrators explained that
many professors do not embrace curriculum practices that incorporate international viewpoints.
If international content is blended into the curriculum, it is seen through the dominant groups’
lens or is laced with Western and postcolonial ideologies. Similarly, all four administrators
recognized that teaching practices generally do not take students’ cultural backgrounds into
consideration. Beth underscored that this would “disrupt traditional teaching.” Also, Mike
pointed to the lack of training for professors to enhance their teaching practices for diverse
groups. Although all of the administrators realize that international perspectives enhance learning
and critical thinking skills, professors are not sensitive to students’ perspectives and often do not
draw upon them in the classroom.
University administrators indicated that many international graduate students experience
problems related to language. All four administrators recognized that due to international
students’ accents, international students were perceived to lack credibility in the classroom, and
were deemed incompetent; and that domestic students were resistant to communicating with nonEnglish speakers. As a consequence, international students feel judged and self-conscious about
their accented English. Also, two university administrators highlighted that international
students’ accent and English language abilities adversely affect their level of engagement in class
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and that these students are isolated, excluded from participating in group work, and experience
racial discrimination. As a result, students’ grades suffer.
Administrators discussed the development of future educational polices. They spoke
about the subject of accountability and supporting international students. Normand explained that
general services are available to students such as the writing center and study skills workshops.
However, Mike stressed that there are a lack of services available for international students
despite the university’s plan to internationalize through its internationalization planning strategy.
Even though resources are limited for international students, the administrators are aware of
programs aimed at the general graduate student population such as teaching assistant skills
improvement, presentation skills improvement, and cultural competency training. In terms of
enhancing the educational climate for students, only one administrator (Theresa) suggested
soliciting international students’ perspectives. Theresa explained that the reality is that
international graduate students are a vulnerable population within the university and are not
valued. This could explain why little resources and few policies exist to enhance the climate for
international students.
University administrators spoke of policies around cross-cultural training. All four
administrators pointed out that there is intercultural competency training and cross-cultural
training for both faculty and students so that they learn how to shift their perspectives and
develop intercultural awareness. They highlighted the intercultural competency training as a
large part of the university’s internationalization mandate. However, Theresa underscored that
when conducting such training, there needs to be an awareness of the dominant groups’
privilege.
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Overall, university administrators pointed to a lack of measures and resources to enhance
the educational climate for students. They are also aware of the many challenges that
international students face, which students seem to resolve on their own. While the
administrators are aware of the importance of international perspectives, not many initiatives are
taking place to foster this, apart from intercultural competency training. In the next section of
this chapter, the findings from the document analysis of institutional policies and reports will be
presented.
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Document Analysis
This section identifies the findings that emerged through a document analysis of existing
institutional policies and initiatives surrounding the classroom experiences of international
graduate students in relation to internationalization. I will provide an overview of the seven
publicly available institutional documents used in the document analysis. The seven documents
are divided into policies and reports. The findings from the document analysis are divided into
three major categories: (1) Curriculum and Courses; (2) Teaching and Classroom Practices; and
(3) Diversity, Inclusion, and Anti-Racism (see Appendix L). The category of Curriculum and
Courses broke down into two themes: (1) International and Global Content and (2) Curriculum
Design. Under the category of Teaching and Classroom Practices, two themes emerged: (1)
Pedagogical Practices and (2) Classroom. In the third Category, Diversity, Inclusion and Antiracism, only one major theme was found: Classroom Environment.
Overview of the Documents
Policies
Two institution-wide policy documents were used in the document analysis (POL1 and
POL2), which is described below. These are the only two policies that exist related to the stated
equity and diversity vision at Creek Side University.
POL1. Formulated in 2001, POL1 is a general policy statement developed by the
university’s equity committee to promote, facilitate and support the achievement of institutional
goals for educational equity as articulated in the university’s vision statement and in the values
and principles set out in the university’s strategic plan. The mandate of the university’s equity
committee concerns educational access, climate, content and practice, and capacity building.
POL1 describes the responsibilities of the equity committee, which include promoting an
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inclusive campus climate that values diversity and equity as well as creating policies adopted by
senate that support these activities. The goal of the POL1 is to highlight the university’s
commitment to educational equity. The document does not outline an implementation plan for
these goals, has no line of accountability, and does not incorporate its goals into the university’s
strategic plan or equity goals of the university.
POL2. Members of senate developed POL2 in 2009, which was designed to supersede
POL1 because it was outdated. POL2 states that the university recognizes and values equity and
diversity, despite the fact that systematic discrimination (both overt and covert) exist within its
institutional structures, policies, practices, and within the academic community. The goal of the
policy is to foster education equity across the organization (e.g., policies, programs, curriculum).
POL2 states that certain university administrators and leaders within the university (e.g.,
principals, vice principals, Deans, individual departments, services) must foster, evaluate,
implement, and monitor progress on educational equity and diversity practices. The document
briefly acknowledges that the institution has a history of promoting an equitable, diverse, and
inclusive campus climate, but these attempts have been on a small scale. Moreover, not much
progress had been made since 2001, based on the researcher’s knowledge.
Reports
There are five reports used in the document analysis, which are described in detail below.
The purpose of each report is to influence campus policies in relation to equity, diversity, and
internationalization.
REP1. This report was developed in 1991 and was the result of an advisory committee’s
review of the persistence of racism and discrimination on the institution’s campus. A great
amount of pressure was placed on the principal of the university to take action against the
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persistence of racism and discrimination on the institution’s campus. There was concern for how
racialized students and faculty were being treated within the institution. For instance, there was a
situation involving hostility within the classroom environment and the use of racially charged
comments. Within the campus community, discriminatory behaviour had taken place in 1989,
such as aggressive sexist remarks towards women, and a stereotypical cartoon was published
about a person from Africa in 1988. In 1989, the advisory committee on race relations was
established. Their mandate was to: (1) promote positive race relations at the university and
identify policy suggestions; (2) promote harmonious race relations by consulting with the
university and broader city community; (3) review services at the university for Canadian and
international students who are members of minority groups in order to make recommendations
for improvement; and (4) recommend long-term strategies of providing advice to the university
in terms of race relations. REP1 was also written during a time in which Canadian universities
were examining and re-evaluating their policies on racism and discrimination.
Key objectives and recommendations were identified in REP1, along with how they could
be enacted. The report discussed issues ranging from the recruitment and retention of students
and faculty, to infusing the curriculum with international perspectives, creating a diverse campus
climate, and expanding library resources to include international content. The report emphasized
a need for changes to university policies, educational programming, and the cultural climate. It
was expected that the principal of the university at the time would oversee the 114
recommendations made by the advisory committee in the report, but this did not occur. Instead,
the report was shelved and forgotten.
REP2. This report was written in 2003 but was only publicly released in 2006. The
impetus for the report was due to the growing concern about poor retention of visible minorities

	
  

178	
  

and aboriginal faculty members at the university. It discussed among other things the experiences
of visible minorities and racialized faculty based on focus group survey results. The purpose of
the report was to assist the university in implementing change with respect to white privilege and
power, eurocentric curricula, traditional pedagogical approaches, and other structural aspects
within the institution. It provided a rationale and framework to understand the experiences of
racialized individuals on campus but did not provide information for individuals with limited
knowledge concerning race, racism, and discrimination; the realities of the institution’s climate;
or the significance of these issues. The report outlined a strong impetus for focused change to the
university’s policy, programming and culture––which was highlighted in REP1. Many of the
general recommendations in REP2 centered on institutional leadership, education, recruitment
and hiring, retention, rewards systems, and strengthening the institution’s culture.
REP3. This report was created in 2009 by a special panel on issues of diversity, antiracism and equity. It was the result of a special inquiry into a series of social, cultural, and
intellectual problems that have continued to plague the campus. REP3 was based on the findings
of focus group interviews with students, staff, and faculty. The goal of the report was to discuss
the successes, failures, gaps, and unresolved issues of diversity, anti-racism and equity on
campus, including the university’s approach to solving these ongoing problems. It was an
extension of three other reports conducted at the university (e.g., REP 1, REP 2) and highlighted
the disconnect between the university’s rhetoric of internationalization, the experiences of
international students on campus, and issues of equity within the curriculum. The report also
documented the experiences of participants in the areas of campus climate, intergroup relations,
curriculum, support, resources, and diversity initiatives on campus. It also provided
recommendations and strategies for administrators in terms of addressing these issues through
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policymaking.
REP4. This report was written in 2010 and was informed by REP1, REP2, and REP3. It
provided a framework for understanding racism and underscored the lack of institutional
response to the realities of racism faced by various constituents (students, faculty, staff). It also
surveyed various diversity and inclusive campus climate initiatives worldwide in an attempt to
make meaningful change. REP4 addressed the realities of discrimination faced by university
employees and student members and provided insight into policy and program recommendations
for administrators within the university.
REP5. REP5 is a report/plan that was approved in 2011. It was created by the academic
planning committee task force and was approved by the university senate. The purpose of the
report was to develop future direction for the university and its mission and attempted to
articulate a broad set of principles, priorities and recommendations. REP5 talked about how
global issues are impacting universities all over the world, such as resource constraints, and the
fact that student and faculty populations are changing and that the university needs to re-envision
its academic mission. The report outlined four key areas: 1) the student learning experience,
which involves active learning strategies through lectures and inquiry-based curriculum; 2)
disciplinarity and interdisciplinarity, meaning that students must gain field of knowledge in
addition to learning about other disciplines; 3) globalism, diversity, and inclusion, which entails
encouraging the appreciation of diverse cultures within Canada and the rest of the world; and 4)
wellness and the community. These four areas involve creating a community culture that respects
all equity seeking groups who should not be excluded or alienated from campus––in addition to
creating a welcoming environment that respects diversity and social justice.
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Findings from the Document Analysis
Curriculum and Courses
International Content
International and multicultural curriculum. A major topic that is discussed as part of
the theme of international content is international and multicultural curriculum. While REP1 and
REP3 indicate the importance of developing international and multicultural curriculum in order
to serve a diverse population, REP5 points out that the curriculum continues to lack perspectives
from the non-European world. The report states that the curricula at Creek Side University
“continues to under-represent Africa, South Asia, East Asia, the Middle East/Islamic World,
Latin America and the Caribbean. The university must make meaningful steps to catch up with
rapid developments in the non-European world.” REP2 points out that a curricula that lacks in
non-European perspectives could imply that certain kinds of knowledge continue to be valued
over others: “Curricula reflect in its most overt form racialized expressions by valuing particular
kinds of knowledge and devaluing other forms of knowledge.” While earlier reports point to the
lack of international and multicultural content, this issue continues to resurface in more recent
institutional reports.
Although the university is interested in diversifying the curriculum based on the rhetoric
in the institutional reports, little progress has been made to accomplish this. For instance, REP 1
states, “while no university can teach everything, from all points of view, our judgment is that
Creek Side University has remained too narrow and exclusive, and could do more to meet the
needs of diverse students in the Canadian, and international populations.” REP1 acknowledges
that the “Eurocentric character of the University’s curriculum is not in keeping with the
multicultural character of the Canadian population, or with our international obligations.”
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However, when there is a deviation from the cultural standard of traditional curriculum,
discomfort, and tension arises among Anglo-European students. These “tensions also reflect a
resentment of any cultural approaches that depart from the Anglo-Eurocentric models that
dominate curricula and pedagogy” and that “White privilege and power continues to be reflected
in the Eurocentric curricula and traditional pedagogical approaches” (REP2). Statements from
REP1 and REP2 suggest that the desire to infuse international content is expressed in the form of
institutional rhetoric, and this rhetoric is not shared within the wider university community.
Curriculum Design
Design new curriculum. The second theme that emerged from the document analysis is
curriculum design. The institutional policies and reports indicated that it is in the best interest of
the university to design new curriculum. POL2 states that curriculum “encompasses all formal
learning in the educational setting.” This formal learning “happens through institutional content
and methodology (pedagogy) and is informed by official policies governing admissions,
evaluation standards, and accreditation.” Given that curriculum is such an important factor to
learning, the university, and its programs, it is detrimental for newly developed curriculum to
include the input from diverse students as indicated in REP1: “The process of curriculum
development should be reviewed, with input from racial minority students and knowledgeable
persons in the community.” In addition to including input from racially diverse students, REP3
stresses the need to encourage all students to engage with topics such as “social justice and social
differences” as well as the need to provide incentives to instructors in order to carry out such
reforms, as outlined in the following quote:
Rewards for successful curricular reform and innovative diversification should be
developed including rewards/recognition for individuals and programs or priority in
faculty appointments…The university could offer incentives and rewards in the form of

	
  

182	
  

development grants for instructors and or programs/departments to design new
curriculum (courses, concentrations).
While REP1 and REP3 describe how curricula can be updated and the university constituents
who should be involved in this process, they do not outline how new curriculum can be
implemented.
Educational equity in the curriculum. In addition to designing new curriculum the
topic of adding a sense of educational equity in the curriculum was briefly discussed in one
policy document and two reports. For example, POL1 mentioned the need for the “promotion of
education and training for students, faculty and staff in educational equity issues as they relate to
curriculum, pedagogy and the broader learning environment.” While POL1 recommended
training for students, faculty, and staff, REP1 suggested increasing educational equity in the
curriculum by “establish[ing] a more balanced curriculum by addressing and correcting the lack
of interdisciplinary studies, lack of curriculum dealing with non-European cultures, and the
inadequate use of indigenous materials”. The report also stated that the university should
consider “introducing certain special inter-disciplinary fields of concentration such as Black
Studies and Native Studies.” While POL1 and REP1 refer to the promotion and need to
incorporate education equity into curriculum and pedagogy, REP4 aptly pointed to the
“disconnect between the University’s rhetoric of internationalization, and the experiences of
international students on campus, as well as a lack of attention to issues of equity in the
curriculum.” This same statement was highlighted in REP3 in order to emphasize the unresolved
issues in the university’s approaches to dealing with diversity, anti-racism and equity on campus.
Updating courses. Another topic that arose as part the theme of curriculum design is the
issue of updating courses to emphasize a non-eurocentric focus. For instance, REP1
recommends, “restructuring core courses so that they address topics other than Eurocentric
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issues” and hiring faculty “who can deal effectively with courses with a focus other than the
Eurocentric ones” in order to provide instruction in a wider range of courses. However, REP2
talks about a common perception that when students go to Creek Side University, they expect the
programs to be geared towards white students, who mostly come from “small towns or the white
suburbs.” A professor made the following comment in REP2 about the issues of making changes
in his class to maintain monocultural practices: “I had no idea how monocultural the classes were
and how much I had to tone down the classes for theme.” This statement is a prime example of
how the stated goals of the university are misaligned with enacting these goals in a course. It also
speaks to the homogeneity of existing courses, how courses are updated, and what courses are
excluded from being updated. Apart from these three reports, updating courses to increase a noneurocentric focus is not discussed.
Teaching and Classroom Practices
Pedagogical Practices
Teaching style. Pedagogical practice is the first main theme identified within the
category of teaching and classroom practices. Creek Side University recognizes that its student
population has become more culturally diverse and that this diversity must be reflected within
the teaching styles in the classroom. The extent to which teaching styles are being updated
appear to be surrounded with tensions and a lack of clear direction. For instance, REP2 states the
experience of visible minorities, racialized faculty, and respondents from a focus group study
point to a disconnect between their methods of teaching and the expectations of white students:
“Respondents mentioned that their diverse backgrounds have also led them to styles of teaching
and learning that differ markedly from the pedagogical models that many of these students
experienced in school.” This statement may suggest that certain faculty teaching styles are very
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different from the experiences of white students, who may have traditionally attended nonmulticultural schools in rural areas. Similarly, REP3––which was based on the findings from
focus group interviews with students, staff, and faculty regarding issues of diversity, anti-racism
and equity––outlined that there were “a range of issues concerning, teaching, learning and the
curriculum.” Changes to teaching styles appear to be a controversial topic in these reports, yet
there seems to be no mechanism to manage them.
Out of all the institutional documents examined, REP5 was the only document that
elaborated on the perspective of teaching styles at Creek Side University and highlighted the
importance of “active or inquiry-based learning” within the curriculum. The report discusses the
fact that the university must “enrich its teaching and learning experience.” The reports goes on to
compare teaching and the student experience to conducting research in the sense that the
researcher “formulates problems or tasks, and they solve them or execute them in their own way,
individually, in teams, consulting with faculty.”
Traditional pedagogical approaches. The traditional pedagogical approach of lecturing
was another key topic that emerged from the reports. Pedagogical practices in the form of
lecturing appear to be highly valued at the university, as discussed in the institutional reports. For
instance, REP5 states that lectures “play a critical role, bringing the class back
together…connecting important ideas…[and] providing a new level of understanding.” The
report emphasizes that: “lectures can play a valuable role in setting the inquiry up, and providing
a ‘live demonstration’ of the problem solving process.” REP5 further states that, “lecturing is in
fact ‘modeling’ just like an apprentice painter copies the master.” In other words, the student
learns by watching the master at work, and then attempts to do similar work.
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Lecturing appears to be highly valued in REP5 because of its potential to enhance
learning. REP2 states that lectures are also highly valued and that any departure from this
method causes tensions. For instance, there is “a resentment of any cultural approach that
depart[s] from the Anglo-Eurocentric models that dominate curricula and pedagogy.” However,
REP2 indicates that traditional pedagogical approaches “limit the possibility of developing
critical skills that challenge the construction of White Eurocentric knowledge.” There is also a
longstanding perception that:
[If] you go to Creek Side University it will be all Canadian or all White; that's because
the students here are used to all White ideas, they were used to having their values
reflected…they do not want to see anybody that has different values.
According to REP4, a philosophy exists that it is the “long-lasting right of the professor to teach
his [sic] courses as he sees fit.” However, this viewpoint contradicts POL2, which states that
“Creek Side University encourages educational equity when its members consider what, how, by
whom and for whom teaching and learning occurs and in what environment.”
Classroom
Classroom dynamics. The policies and reports all touched upon the subject of classroom
dynamics. For instance, REP5 talks about the importance of small group discussions because this
is when “real learning”, “deep analysis”, and the struggle for insight and understanding take
place. During the process of small group learning, students should be “guided and supervised by
instructors or TA’s.” Also, REP4 stresses the idea of collaboration to “enrich the learning
experience.” However, there continues to be many obstacles and problems regarding interaction
between international students and domestic students, including issues involving language:
Limited interaction between domestic and international students is [a] major obstacle.
Incoming international exchange students commonly experience some difficulty
engaging with Creek Side [university] students. Creek Side [university] needs to enhance
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their integration…by making more courses available to them, and by embedding
students’ international experience in academic programs.
Also, during group assignments, “foreign students who speak with a so called ‘accented
English’---found that they were often given less responsibility in group assignments or found it
difficult to find classmates who were willing to work with them.” REP3 pointed to problems
with classroom discussions because professors tokenize students. For instance, “participants
noted that in the course of class discussions professors were often quick to tokenize students
from various social identities, looking to them to ‘validate’ the material.” REP3 further states the
importance of “rais[ing] awareness about the importance of sensitivity to issues of diversity and
inclusion and fairness in the classroom. Classroom dynamics at the institution appear to be a
contentious space since there is little interaction between international and domestic students and
that international students are put in a situation by their professors where they must speak on
behalf of their culture.
Diversity, Inclusion, and Anti-racism
Classroom Environment
Welcoming educational climate. Classroom environment was a major theme that arose
from the findings related to diversity, inclusion, and anti-racism. There were a few general
statements in the institutional policies and reports about diversity, inclusion, equity, and antiracism with respect to creating a welcoming educational climate. However, the statements do not
specifically talk about how to create a welcoming classroom environment or how to address
issues of racism and systemic discrimination that persist at Creek Side University. For instance,
POL2 mentions that: “Creek Side University recognizes that the values of equity and diversity
are vital to and in harmony with its educational mission and standards of excellence.” It also
acknowledges that, “direct, indirect and systemic discrimination exists within our institutional
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structures, policies and practices and in our community.” These structures, policies, and practices
take many forms to “differentially advantage and disadvantage persons across social identities
such as race, ethnicity, disability, gender identity, sexual orientation, faith and socioeconomic
status, among other examples.” POL2 also points to the university’s commitment to
“counteracting discrimination in this institution and developing a climate of educational equity
that recognizes and respects the equal dignity and worth of all who seek to participate in the life,
work and mission of the University.” A climate such as this is created through a university-wide
understanding of “educational equity”, which should be infused across “policies, programs,
curricula, practices and traditions.” POL2 goes on to specify that “all members of the university
community are responsible to foster a climate of educational equity” and that “each
administrative unit is responsible for the implementation of this policy in its sphere and is
charged with developing measures to insure accountability for promoting educational equity and
diversity and achieving meaningful progress.”
General policy statements about maintaining a welcoming learning environment are also
found in POL1 and REP5. For example, POL1 interprets educational context and climate as the
“provision and maintenance of a supportive and welcoming educational and learning
environment for all students, faculty and staff of all social identities” while REP5 makes general
statements about creating a welcoming environment by promoting diversity, inclusivity, and
equity: “In admissions, hiring, education, research, and service, Creek Side University must
promote diversity, inclusivity, and equity.” Only two reports (REP1 & REP2) discuss potential
problems with the wording of documents related to diversity and inclusiveness and the lack of
attention given to these issues. For example, REP1 states the importance of “using inclusive
language and taking care not to deny the reality of people of color.” REP2 points out that, “issues
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relating to equity and diversity are not on the mainstream of the university’s agenda and
therefore they attract little attention.” Statements pertaining to a welcoming educational climate
at Creek Side University appear to be vague and do not offer specific strategies to create a
welcoming educational climate, especially in the classroom.
It is interesting to note that REP5, the most recent report of all the documents, reflects on
past reports and initiatives conducted in order to stress the recent efforts made by Creek Side
University in creating a welcoming learning environment for equity seeking groups:
Much work, such as the X report in the X Task Force, initiatives by X services, as well as
the work of the equity groups of the X and X, has been done in recent years to investigate
the ways in which the Creek Side University culture and community had excluded
particular groups and individuals.
REP5 goes on to point out that the university is “devoted to creating responsible global citizens”
and that no member should feel “excluded from the university or alienated on campus.”
Furthermore, the university understands the role that the “diversity of perspectives, interests,
abilities, and worldviews play in shaping the world and the fabric of Canadian and global
society” However, there is no explanation of what this entails.
Diversity and anti-racism in the curriculum. Diversity and anti-racism in the
curriculum was another topic discussed as part of the theme of classroom environment. In REP1,
brief recommendations are made to “assess existing curriculum” and incorporate diversity and
anti-racism into the curriculum. For instance, REP1 states: “Where course material is racist,
professors should acknowledge this to their classes and be prepared to treat the material in a
manner that will benefit the entire class.” The report also indicates that, “a review of methods of
teacher evaluation should be done to examine the extent to which anti-racist education is being
delivered” and that “questions regarding the instructor’s attitude on racism, and course content,
should be included in the evaluation.” REP1 also points out that “in reviewing curricula, science
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should not be exempted from ethics with respect to anti-racist focus (i.e., perpetuation of the
myth that science is value-free)” and to “mak[e] anti-racist courses mandatory in certain
curricula in order to prepare graduates to work in a multicultural society.” REP1 provides many
recommendations to infuse diversity and anti-racist perspectives in the curriculum and stresses
that it is the professors’ responsibility to carry this out.
While there is an interest in REP1 to improve existing curriculum and add elements of
diversity and anti-racism into the curriculum, REP2 and REP3 expressed some problems with
carrying this out, as demonstrated in the following two statements: “It was a struggle itself to get
[diversity] in the curriculum. Diversity is in the curriculum in ‘bits and pieces’” (REP2) and “We
also heard concerns about the tendency for programs to tokenize diversity issues by cramming
them into a single module attended by hundreds of students” (REP3). The discussion of diversity
and anti-racism in the curriculum has somewhat been phased out in the latest institutional reports
and has been replaced with the rhetoric of internationalization at Creek Side University, as
indicated in REP5:
Internationalization at home adds another dimension to student mobility and the creation
of linkages abroad: improving the international and intercultural dimension of the Creek
Side campus proper through a curriculum rich in international and domestic content and
developing the intercultural communication competencies of faculty, staff, and students.
Although Creek Side University is calling for “internationalization at home”, which refers to
internationalization on the University’s physical campus, there is still a failure to include other
world perspectives in the curriculum, as further stated in REP5:
Despite the efforts made by individual departments, programs, and schools to diversify
their curricula and enhance inclusivity, Creek Side curricula continue to under-represent
Africa, South Asia, East Asia, the Middle East/Islamic world, Latin America, and the
Caribbean.
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Though the language in the reports has shifted to internationalization, diversity, and anti-racism,
these topics are left unaddressed in the curriculum.
Inclusion and diversity of students. Another key subject found while conducting the
document analysis of institutional documents is the subject of the inclusion and diversity of
students. REP5, which is an academic planning document, refers to the importance of students
understanding their place in a diverse world:
Our students will gain expertise in one of two particular disciplines, but they will also
acquire an understanding of their place in a culturally, economically, and politically
diverse world, and be empowered to participate in it in an informed and creative manner.
Above all, they will experience the joy of discovery.
The academic plan also recognizes that Creek Side University’s students are a diverse group and
academic programs must be planned around this, as outlined in the following statement:
“Students are a heterogeneous group, and come to Creek Side with various aspirations, values,
abilities, learning styles, [and] different cultural and racial backgrounds. Planning for academic
programs and the community environment must seek to understand and respect this diversity.”
REP5 also indicates that the university would like its learning community to be globally minded:
[Students] they must be informed by an educated appreciation and knowledge of other
languages, histories, cultures, and their contributions to a shared modernity and humanity
that allows our students to learn from others as well as to teach or assist. Global
mindedness is not just prerequisite for meaningful internationalization; it’s also an
objective.
In addition to students acquiring global-mindedness, REP5 explains that Creek Side University
would like its students to meaningfully engage with all populations of the world since there has
been a history of segregation. For instance: “Creek Side University must provide students with
the educational tools to engage meaningfully and responsibly with an increasingly diverse
society and globally integrated world.” A possible reason why international perspectives are not
incorporated in the curriculum, according to REP5, is that there is “a long-standing history of a
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culture of whiteness” and that, as a consequence of this, there is a segregation of international
and domestic students. As a result, “many international and exchange students at Creek Side
University live geographically and socially apart from other Creek Side students.” The report
also notes that the university must consider students not as sources of revenue, but to recognize
their multiple benefits and roles to the university.
While REP5 discusses an academic plan to foster access, inclusion, and diversity of
students, there remains a long history of issues surrounding this subject. POL2 talks about
creating a “barrier-free climate and environment” within the institution and “creating
opportunities for the inclusion of the greatest diversity of students, staff, faculty, and visitors to
enter and participate in the teaching, learning, working, and residential functions of the
university.” The policy goes on to state that:
It is the responsibility of heads of academic and administrative departments to recognize
unit-specific challenges, to identify unit-specific educational equity goals in consultation
with their members and, where relevant, students, and to assess their progress and
comprehensively across all relevant domains.
REP1 indicates that Creek Side University does not cater to diverse students. For instance:
“While no University can teach everything, from all points of view, our judgment is that the
university has remained too narrow and exclusive, and could do more to meet the needs of
diverse students in the Canadian, and international populations.” In addition to the university not
wanting to cater to diverse students, “Professors were unwilling or unable to broach issues of
diversity and inclusion in their classrooms at all and often censored students who attempted to do
so or worse, subjected them to inappropriate and/or abusive remarks” (REP3).
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Summary of Document Analysis
This section presented the findings of the document analysis of seven institutional
policies and reports related to the stated equity, diversity, and internationalization goals of Creek
Side University. Two themes were found related to the curriculum and course at the university:
(1) International Content and (2) Curriculum Design. Also, two major themes were found related
to the teaching and classroom practices at the university: (1) Pedagogical Practices and 2)
Classroom. Only one significant theme (Classroom Environment) emerged related to diversity,
inclusion, and anti-racism.
Only two documents discussed international content in the curriculum. For instance
REP1 and REP2 talked about the need to incorporate “multicultural” and “international content”
in the curriculum and move away from eurocentric knowledge since Canadian society is
changing and Creek Side University needs to reflect this change. However, no specific strategies
or actionable items were outlined to facilitate this change. Recommendations were made to
design new curriculum with the input of racialized communities on campus. Also, there was
some discussion about promoting social justice and equity, developing curriculum that
incorporates non-European perspectives, and providing incentives for faculty to reach these
goals. While there were a few valuable recommendations made in REP1 and REP2, many of
these suggestions have been tabled and have not been implemented, according to REP3 and
REP4. The lack of action may suggest that Creek Side University is not making a strong enough
effort to incorporate international and global perspectives in the curriculum or design new
curriculum that promotes educational equity.
REP2 and REP3 talked about how lecturing is a predominant and traditional style of
teaching at Creek Side University. However, these reports highlighted that lecturing does not
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foster critical thinking skills among students. REP5 highlighted the importance of inquiry-based
learning through lecturing, citing that students should model the actions of their professors.
While the university is aware that lecturing prevents critical thinking skills and needs to depart
from eurocentric practices as indicted in REP2 and REP4, REP5 promotes the continued use of
lecturing since any departure from this method may cause tensions among white students in the
classroom. REP4 and REP5 also talked about classroom dynamics at the university and the
importance of collaboration but acknowledged that international and domestic students do not
engage well with one another, which is largely due to international students’ English language
ability and “accented” English. Moreover, REP3 points to professors tokenizing students based
on cultural identity.
Classroom environment was a major theme related to the topic of diversity, inclusion,
and anti-racism. POL1, POL2, REP1, REP2, and REP5 emphasize the importance of creating a
welcoming learning environment at Creek Side University and not denying the experiences of
racialized populations. At the same time the university acknowledges the ongoing existence of
racism and discrimination within its campus environment. Moreover, while REP1 stresses the
importance of incorporating diversity and anti-racism in the curriculum, REP2 indicated that
diversity appears in bits and pieces. Also, REP3 indicates that diversity is tokenized, yet
highlights the importance of internationalization on campus through the curriculum. REP5 and
POL2 discuss the importance of planning programs around being global and creating a barrierfree environment but REP1 and REP3 explain that professors do not want to broach issues of
diversity and inclusion.
The findings from the document analysis of institutional policies and reports indicate that
not enough measures are taking place to incorporate international content in the curriculum and
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in courses. For instance, since the development of REP1 in 1991 Creek Side University has
continued to stress the importance of internationalizing its curriculum through subsequent
reports, yet little progress has been made in this area. Also, although there is an interest to design
new curriculum, promoting social justice and equity in curriculum as well as restructuring
courses, the curriculum has remained primarily eurocentric. Moreover, pedagogical practices
have primarily focused on a traditional lecture-based approach rather than exploring other modes
of pedagogy that could support diverse learners. In terms of classroom dynamics, REP4 and
REP5 recognize the persistent problems that culturally diverse learners experience in the
classroom such as not being included in group collaborations due to English language skills and
being tokenized by the professor in the classroom. All of these issues suggest that much work is
needed to make the classroom and overall educational environment, more diverse, inclusive, and
respectful. The next section of this chapter concludes with a brief summary of all of the findings
that emerged from the interviews and document analysis.

	
  

195	
  

Conclusion
This chapter presented the findings from interviews with ten international graduate
students and four university administrators related to the classroom experiences of international
graduate students in the context of internationalization. It also presented the findings from a
document analysis of seven institutional policies and reports in relation to the stated diversity,
equity, and internationalization goals of Creek Side University. Findings from the interviews and
documents were organized according to the research questions.
The primary findings of this study revealed that the reports and policies and interviews
point to a dissatisfaction with the degree to which curriculum has been internationalized. Five
international graduate students pointed out that international perspectives were lacking in their
graduate program. In discussing peer interaction, nine students reported that there was very little
opportunity to interact with peers through group work, which may have influenced international
students’ ability to build relationships with domestic students. Also, students indicated that they
tended to cluster with their own ethnic group or with fellow international students and that it was
difficult to get to know Canadian students.
A second key finding of this study was that all four administrators indicated that there are
mismatched expectations between international students, faculty members, and the university.
These mismatched expectations were largely attributed to international graduate students’ lack of
familiarity with the norms and standards of the university. Also, all four of the university
administrators pointed to a lack of international perspectives in the curriculum and in teaching
practices since they may not be relevant in certain programs. Some administrators explained that
most professors do not want to change their traditional teaching practices. Moreover, all four
university administrators remarked that policies aimed at supporting international graduate
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students’ professional development do not exist. Instead, general skills development
opportunities and resources are available to all graduate students.
The third key finding of this study was that a few of the institutional reports (e.g., REP1,
REP2, and REP3) highlighted the importance of adding international and multicultural content
within the curriculum and within teaching practices in order to reflect the growing diversity of
the university. However, curriculum and pedagogical practices appear to remain the same due to
resistance in changing existing eurocentric practices. Some of the institutional reports pointed to
a lack of initiatives towards diversity, inclusion, and anti-racism. For instance, REP3 noted that
Creek Side University is not a welcoming environment for racialized individuals. There is also a
notable shift at the university from discussions around diversity and anti-racism towards
internationalization processes at the university. In the next chapter, I will discuss the
interpretation of the findings using the literature and theoretical framework.

	
  

197	
  

Chapter 5: Interpretation
Introduction and Overview
The purpose of this qualitative study was to explore the classroom experiences of
international graduate students at a higher education institution in Canada in relation to
internationalization. It was hoped that this study would provide insight into students’ educational
experiences of such things as classroom environment, pedagogical practices, the extent to which
internationalization is being incorporated within the classroom, and the level of diversity,
inclusivity, and equity present within the classroom.
This research used qualitative inquiry to collect qualitative data by conducting interviews
with ten international graduate students and four university administrators. A document analysis
of seven institutional policies and reports was also conducted. The data was coded, analyzed, and
organized according to the research questions and then by categories and themes––which was
guided by the theoretical framework of CRT. The study was based on the following research
questions:
1. What are the classroom experiences of international graduate students at a higher education
institution in relation to internationalization?
2. What are university administrators’ understandings of international graduate students’
classroom experiences in relation to internationalization?
3. How do existing university policies and initiatives address the classroom experiences of
international graduate students in relation to internationalization?
4. What is the relationship between university policies, administrators’ understandings of
international graduate students’ classroom experiences, and international graduate students’
actual experiences in relation to internationalization?	
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This chapter analyzes, interprets and synthesizes the key findings. It is organized into the
following analytic categories, which directly aligned with each of the study’s research questions:
(a) The classroom experiences of international graduate students at a higher education institution
in relation to internationalization; (b) University administrators’ understandings of international
graduate students’ classroom experiences in relation to internationalization; (c) Existing
university policies and initiatives that address the classroom experiences of international
graduate students in relation to internationalization; and (d) The relationship between university
policies, administrators’ understandings of international graduate students’ classroom
experiences, and international graduate students’ actual experiences in relation to
internationalization. Chapter 4 presented the findings of this study by organizing the data from
various sources into categories and themes to provide a readable narrative. The purpose of this
chapter is to provide interpretive insights and construct a holistic understanding into key findings
using the literature on international students, university administrators, organization and
governance, and policymaking in higher education. The discussion of the key findings will also
be framed using the theoretical framework of CRT, which is extended to include institutional
racism. The chapter concludes with a summary of the key findings.
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The Classroom Experiences of International Graduate Students at a Higher Education
Institution in Relation to Internationalization
Classroom Environment
Racism and discrimination. International graduate students talked about their awareness
of racism and discrimination within the classroom and at the university. Frank (who is from
Western Asia) was aware that other international graduate students outside of the classroom
experienced racism. Hugo (who is from South America) was also conscious of incidents that
occurred with some of his Indian friends. Moses (who is from West Africa) experienced the most
racism within his classes and while searching for housing. For instance, during a class discussion
about the IMF and World Bank, his classmate made a comment that people from Africa are
uncivilized. Kees (who is from North West Europe) reported that he did not experience racism or
discrimination citing that: “The experiences of an international student will be very different if
cultural differences are larger. The step from North West Europe to Canada is not terribly large.”
International graduate students’ responses suggest that they experienced some challenges
with respect to the level of acceptance within the classroom environment and in the general
academic community. Also, those who are visually racialized appear more likely to experience
racism and discrimination within the university community and outside. This finding is in line
with the sparse international student literature concerning discrimination and racism––such as in
Hanassab’s (2006) study––which indicates that international students from the Middle East
experience more discrimination compared to white students from Europe. Ee (2013) states that
international students seem to encounter incidents of racism in their everyday life such as verbal
abuse, discrimination against language, and phenotype. In Li and Kaye’s study (1998), they
explain that international students from “Asia and other developing countries face more intense
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difficulties than those students from Western Europe.” This statement relates to Kees’ comment
about how the level of cultural differences influences international students’ experiences. BeokuBetts (2004) states that many international students experience racial discrimination in their host
country and such discrimination is “an important factor affecting their experiences, allowing for
variation from country of origin” (p. 118). She notes that people from Africa are often viewed
from the margins as: (1) a “Third World person” (p. 123); (2) that the “African brain [is] not a
sharp as the European brain” (p. 125); and (3) that peer group stereotyping is expressed through
negative comments about how Africans are “uncivilized and uneducated” and “no good” (p.
128). Her observations seem to inform Moses’ classroom experience.
International students’ remarks also point to the notion that racialized international
students appear to experience more racism than non-racialized international students. For
instance, Kees claimed not to have experienced any incidents of racism at all in contrast to
Moses’ experience. In a study conducted by Hanassab (2006), students who answered “yes” to
experiencing discrimination in the classroom (especially in their interaction with their
professors) were from the Middle East (22%), Asia (21%), and Africa (20%), whereas white
students from Europe experienced the least amount of discrimination (8%) (p. 163-164). Lee
(2007b) found that international students from the Middle East experienced the most
discrimination, while international students from Europe, Canada, and Australia experienced the
least amount. Lee and Rice (2007a) also pinpointed to “a range of discriminatory behaviors
against international students, not only from members of the local community but also from
faculty, administrators, and native students” (p. 7), which appears consistent with international
graduate students’ responses in this study. Overall, international graduate students’ experiences
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with racism and discrimination are somewhat consistent with the literature, but with slight
variations according to host country and university community.
Using CRT to further decode international graduate students’ experiences with racism
and discrimination, it appears that certain international student groups are welcomed more in the
university community than others. Those students who share a similar culture to their host
country are welcomed more and experience less problems. Because racism is viewed as an
“individual pathology” and is not seen as a social or institutional problem, racial constructions
are often ignored (Lee & Lutz, 2005, p. 17). Higher education institutions are infused with
everyday racism because they operate within complex systems of power (Essed, 2002; Goldberg,
1993; Henry & Tator, 2009b). As a result, international students continue to endure racism (such
as through micro-aggressions), as in Moses’ case. Such institutional abuses cause international
students to feel out of place within the classroom and at the university, which serves to legitimate
the dominant groups’ position (Goldberg, 1993).
Diversity and inclusivity. International graduate students’ responses were mixed
pertaining to whether diversity and inclusivity is valued within their classroom environment and
in the larger university community. Fiona and Sara felt that their classes were not inclusive and
were uncomfortable with having a perspective different from their Canadian peers. Fiona felt
patronized for not speaking English fluently. Students in her class also viewed her as an object of
curiosity, and a representative of her region of origin, rather than engaging her academically
when she gave a class presentation. She indicated that, “There’s always a subtle discomfort.
[Being] singled out in the classroom.” Sara attributed the lack of diversity and inclusivity within
her courses to the university’s uni-directional efforts and its inability to accommodate
international students, who are then forced to acclimate to the university. She also felt
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disrespected during a class discussion concerning developed and underdeveloped countries when
her domestic peers made comments that she perceived as racist, disrespectful, and entitled. Kees,
by comparison, did not encounter these experiences in his graduate classes.
Responses from Fiona, Sara, and Kees seem to suggest that the level of diversity and
inclusivity within the class was contingent upon students’ department. Certain departments––
depending on their culture––may value and encourage diversity and inclusive practices, while
others may not see these aspects as a priority. As such, particular departments or faculty within
these departments may be working at a grassroots level to create a welcoming atmosphere for all
students. Tense conversations between international students and domestic peers as well as
departmental influences on inclusivity are topics that are not well developed within the literature
on international students’ classroom experiences, but are subjects that warrant attention.
However, Rose-Redwood (2010) does discuss how the social climate of certain departments in a
higher education institution in the U.S. influenced the level to which graduate students interacted
with each other. Those departments that held regular social events encouraged international and
American graduate students to interact with one another and also fostered greater connections
with professors compared to departments that did not have regular social events. Also, there is
much literature on diversity and inclusivity with respect to traditionally underrepresented
populations in the U.S. (Hanassab, 2006; Milem, 2005; Stier, 2003; Rampersad, 2007). More
understanding is required that connects peer influence and a sense of inclusivity in the
classroom.
Drawing on CRT and institution racism, the university seems to be perpetuating a model
of power and privilege among domestic and international students in the classroom, especially
within certain departments. As a consequence of this perpetuation, international students are
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positioned in opposition to white knowledge and are “at the bottom of a fundamentally racedbased (even if diverse) hierarchy” (Swartz, 2009, p. 1053). The university has created friction
within the classroom where international students are essentialized “from the place of the
racialized subject as a knowing subject” who has something to teach domestic Canadian students
(Lee & Lutz, 2005, p. 13), such as in Fiona’s case. New formulations of racism are being created
in the sense that international students are put into scenarios where they are exploited, singled
out, and have to speak on behalf of their culture––which amplifies their racialization in the
classroom. The university, even though it aims to increase “the diversity of the campus by
increasing the number of students of color” has created a space of inequity and racism between
international and domestic students, making it difficult to sustain any aspects of inclusivity and
diversity (Hiraldo, 2010, p. 54).
International Perspectives
Curriculum. Many students in the social sciences pointed out that international
perspectives were lacking in their curriculum, course materials, and readings. If there were
discussions that incorporated a global perspective, they were mainly Western or European. For
example, Fiona explained that her instructor “doesn’t incorporate a global perspective.” In Sara’s
classes, there was an attempt to bring in international perspectives, but it was “to talk about the
disparity between the global South and the North”, and even in that case students shifted the
discussion to a Canadian context. Gloria also indicated that international perspectives are not
included in her courses but she would appreciate some discussion about “experiments in Africa.”
Kees stated that he has a “biased education and wouldn’t even be sure what all the other
perspectives would be.” In contrast, many students in the sciences explained that international
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perspectives are not relevant to their field, as demonstrated by Greg’s comment: “You know, in
science, science is just science [laughs]! It’s not really a matter of those kinds of considerations.”
Responses from Fiona, Sara, and Gloria suggest that at Creek Side University, there is
very little interest in incorporating international perspectives in the curriculum. This particular
finding contradicts the literature, which commonly discusses how internationalizing the
curriculum is important for helping students to become global citizens (Bond, Qian, & Huang,
2006; Hudzick, 2011; Leask, 2012). Fiona, Sara, and Gloria’s responses may allude to the fact
that many instructors may not know how to incorporate international perspectives into the
curriculum or do not want to change their existing curriculum practices. Bond, Qian, and Huang
(2006) point out that when faculty do incorporate global perspectives in the curriculum, they
often take an add on approach by merely “adding a reading to the existing course content, but
leaving the main body of the course untouched or unquestioned” (p. 308). If professors do not
emphasize the importance of international perspectives in their course, then domestic students
may not see the value either. This could explain why domestic students refer back to the
Canadian context (as in Sara’s class) and dismiss international perspectives. These issues must
be updated within the international student discourse to reflect new perspectives.
Greg’s belief that international perspectives are not viable in the curriculum in the
sciences department point to a common belief that science is not value laden and that social and
political elements do not apply to the field of science. Therefore, science curriculum continues to
be rooted in a traditional curriculum. This particular finding is not addressed in the literature,
which may be a reason why internationalization research rarely discusses how to add
international perspectives into fields such as physics, engineering, and math. However, in one
related study conducted by Trice (2005) with faculty members who teach courses in a
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mechanical engineering department in the U.S., faculty pointed out that it was not viable to add
an international dimension to the curriculum since “domestic students want domestic courses”
(p. 69). Overall, these findings can serve as a connection for updating curriculum practices in the
field of science and improving international students’ classroom experiences.
Using a CRT perspective as an interpretive tool, the university seems to be enacting a
form of interest convergence. For instance, Creek Side University appears to value racial
diversity by enrolling international students because they can contribute their international
perspectives in the classroom. However, it has not made any actual changes to internationalize
the curriculum or value international students’ knowledge and experience. Moreover, by not
incorporating changes in the curriculum, Creek Side University––a predominantly white
institution––can maintain its practice of privileging whites. Harris (1995) points out that whites
have the right to enjoy or absolutely exclude racialized populations from their “deployed
resources” (p. 282). Since curriculum is a form of white property that is embedded within the
institution’s values and beliefs in which professors have ownership, whites can dictate how
knowledge is taught (Ladson-Billings, 1999b, 2005). Therefore, faculty can continue to maintain
the eurocentric status quo in the curriculum, (especially in the sciences), thus excluding
international students.
Language
Accent, language skills, and cultural references. Accent, language skills, and cultural
references affected six international graduate students’ classroom experiences. Some students
constantly had to repeat themselves in class because their peers or the professor misunderstood
their accent. For instance, Fiona felt frustrated when her Canadian classmates misunderstood
what she was trying to say and then tried to reinterpret what she was saying as demonstrated in
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the following quote: “What I am trying to say, is what I am trying to say! Not what you are
trying to say!” Gloria spoke of a professor who did not understand her accent: “Sometimes the
professor doesn’t get me because of my accent, the pronunciation thing, but I will repeat myself
again, and repeat myself again until he gets me.” Sara explained that she had a point to make in
class “but didn’t know how to communicate it [effectively]” because of her language skills. As a
result, her point was deemed unimportant.
A reading of students’ comments may indicate that the faculty and domestic students
have limited experience and exposure to other cultures, especially in a predominantly white
institution. If they are not used to hearing non-English speakers, they may not have the patience
to understand international students. Also, international students seem to be making a great effort
to communicate in class, but they are often viewed from a deficit perspective. Of note, the
literature does not appear to address students’ frustration of constantly being misunderstood in
the classroom. There needs to be a greater understanding that learning a language in a new
culture means that individuals have to “translate from one linguistic world to another” (Benzie,
2010, p. 455). The literature focuses on how international students are often viewed as “deficient
in their learning because they do not have native speaker levels of proficiency in English”
(Benzie, 2010, p. 451), and that their poor English language skills are attributed to their
intellectual ability and their lack of motivation to interact with domestic students (Harrison &
Peacock, 2010; Perucci & Hu, 1995). The findings of this study are not consistent with the
current literature but can serve to fill the gap concerning how the institution, faculty, and
students can build non-English language skills in keeping with the discourse of global citizenry.
Overall, it is a limitation to only speak and communicate in English and one cannot be a global
citizen by solely communicating in English.
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From a critical race lens, the university is enacting a form of institutional racism. The
institution is transmitting its Western cultural norms, while preserving its identity. Therefore,
international students are made to feel as if they are outside the norms of the institution and are
simply excluded. At the same time, accent and national origin are also intertwined with
institutional racism. Matsuda (1991) points out that everyone has an accent, but they are used to
connote a person as different and a foreign other. For instance, accents that are commonly
stigmatized and linguistically marginalized are the African English accent and Asian accent
versus the Australian or English accent (Ee, 2013). Based on this, foreign others are treated as
subordinates, creating an unwelcoming classroom environment for international students.
Peer Interaction
Lack of interaction with domestic students. Responses from international graduate
students suggest that the amount of interaction between international graduate students and
domestic students is low. Many international students did not interact with Canadians and were
cautious around them. For example, both Fiona and Sara said that when they tried interacting
with domestic students in their class, they seemed “superficial”, “entitled”, and did not
understand them. Also, Ray, Frank, and Gloria indicated that they did not have an opportunity to
get to know students because this takes time.
International students’ responses suggest that a cultural gap exists between the domestic
and international student population, which cannot be easily overcome. This may explain why
international students have little success initiating contact. International students’ sense of
caution interacting with domestic students may point to a fear of being judged, that they may not
be understood due to their language ability or accent, or that their perspectives may not be
valued. As a result, students may prefer to interact with their own cultural group or fellow
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international students. For instance, Fiona believed that fellow international students “understand
having a different perspective”, sharing the same language, and having a common understanding
of what it means to be so far away from home. Interestingly, Kees did not experience any
drawbacks in interaction with Canadian students due to a perceived lack of cultural differences.
International graduate students’ responses in this study contradict much of the current
research on international students. Many researchers argue that international students have
trouble interacting with domestic students because they originate from collectivist cultures. For
instance, Lewthwaite (1996) and Lobnibe (2009) indicate that international students tend to
originate from collectivist cultures, which value strong, cohesive in-group relations. Conversely,
Western cultures are individualistic, and value independence, self-interest, and competitiveness
(Lewthwaite, 1996; Lobnibe, 2009; Ramburuth & McCormick, 2001). As a result, international
students tend to self-segregate within their cultural group (Lewthwaite, 1996). Only two articles
explain that international students stay within their own in-group as a form of strength, solidarity,
and resistance (Choi, 2006; Lewthwaite, 1996). Overall, existing research does not seem to
factor in domestic students lack of interest in befriending international students or explain their
hesitance to interact with those from a different culture. These important facets of the present
research study can bolster current research.
From a CRT and an institutional racism perspective, Creek Side University’s institutional
culture is promoting “inadequate respect for or unfair treatment of people of color” (Chesler et
al, 2005, p. 54). As a result, international students are being subordinated to the dominant white
culture of the institution. While monocultural norms are being valued, international students are
made to feel as if they are not part of the institution and that they do not fit with the dominant
culture. Meanwhile there is no procedure, policy or focus on interracial relations and does not
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appear to be a concern at Creek Side University. Therefore, as a form of resistance and a strategy
for survival within academia, international graduate students may seek solidarity and support
from fellow international students.
Pedagogical Practices
Lecturing. Ninety percent of international students reported that lecturing was the
predominant pedagogical practice within their classes, which many students did not appreciate.
For instance, Frank indicated that in one of his courses, the professor “talked non-stop for two
hours. And then gave assignments.” Greg mentioned that his professor lectured “non-stop for
two hours”, which he found “not that great” since “nobody had the opportunity to talk.” Moses
commented that “at the graduate level professors normally don’t come to teach… Instead they
should introduce the issues, allow the students to do presentations and then summarize the keys
points.” Kees, who is from Northwest Europe, was the only student who “did not see another
way” to teach students, since the teaching practices at Creek Side University were consistent
with practices in Europe.
Students’ responses indicate that teaching practices remain very traditional in the sense
that the instructor transmits information while students merely listen. This form of didactic
teaching does not engage students’ learning or build their critical thinking skills, which may
allude to international graduate students’ dissatisfaction with lectures. While the literature does
not specifically discuss didactic teaching and international student satisfaction, the findings build
on Crose’s (2011) idea that faculty should avoid didactic teaching so that international students
do not suffer from “language fatigue in the process of what is being said” (p. 390). In other
words, international students who are struggling with their English language skills may find it
very difficult to follow long lectures. Also, the speed of the lecture, use of unfamiliar texts also
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affects international students’ classroom experiences (Ryan & Hellmundt, 2003). Didactic
teaching also curtails interaction with domestic students and professors. Students may also be
dissatisfied with lecturing because it fails to accommodate different learning styles.
The literature on internationalization often discusses the importance of adding an
international dimension to pedagogical practices and how higher education institutions need to
embrace this type of practice due to the increase of international student enrollment in Western
universities (Dei, 1996; Guo & Jamal, 2007; Otten, 2004). While there is a body of information
that talks about the importance of developing pedagogical practices that “reflect diverse bodies,
histories and experiences of students who enter today’s classrooms” (Dei, 2001, p. 147), there is
insufficient information about this within the internationalization discourse. Thus, this study fills
the gap concerning international students’ classroom experiences.
The issue of pedagogy is of central importance to critical race theorists in education who
argue that pedagogy is connected to whiteness as a traditional form of property, which is rooted
in race and racism (Harris, 1995; Powers, 2007). McIntosh (as cited in Yosso, 2002), states that
white eurocentric discourses are considered standard and natural. Therefore, individuals with
white skin privilege have the power to dictate what gets taught and how it gets taught. Thus,
pedagogical practices in the form of lecturing are “congruent with the culture of White students,”
but not with the culture of racialized students (Scheurich & Young, 1997, p. 5). Likewise,
Ladson-Billings (1999b) explains that pedagogical practices are “disconnected between how
White faculty teach White students and how they teach diverse students” (p. 225-226). As a
result, international students’ multiple truths and ways of learning in the classroom are often
ignored because they do not fit within the norms and values of whites.
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Development of Future Educational Policies
Diverse, inclusive, and welcoming environment. International graduate students
commented on future institutional policies that could make the overall educational environment
diverse, inclusive, and welcoming. Students provided a variety of recommendations for
policymaking, but emphasis was placed on professors to make international students feel a part
of the classroom dynamics. Fiona indicated that “it would make a huge difference” if professors
could discuss “global topics”, “experience being different” by travelling out of the country, and
involve students in the policymaking process within the university instead of objectifying them.
Sara and Hugo suggested that professors and domestic students should be “more welcoming to
the international context and to international students”, that the university should promote
teaching and the acquisition of non-English languages, as well as create policies surrounding
inclusive language (e.g., avoiding Canadian specific cultural references in class).
Fiona’s comments suggest that faculty are not making sufficient effort to value
international students. Faculty appear to have a poor understanding of what it is like to be
different since they may have limited experience working outside of their local Canadian cultural
context. Also, the fact that international students are not involved with the policymaking process
implies that they are not valued constituents within the university and are not given a voice in the
university’s internationalization process. Sara and Hugo’s comments offer confirmation of the
university’s monocultural nature, how international students are clashing with the university’s
traditional culture, and the lack of interest surrounding the acquisition of non-English languages.
Students’ responses also amplify the problem of weak implementation of
internationalization efforts and policies (Stensaker, 2008; Stier, 2003), another area this research
can fill. Jones and Oleksiyenko (2011) explain that although there are “a variety of
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internationalization initiatives championed at the individual level” many universities fall short of
building a comprehensive internationalization capacity (p. 49). Instead, universities disregard
international students and treat them as the “other” who must change to fit in, rather than create
policy initiatives that address how faculty and domestic students’ attitudes should change as
demonstrated by Sara’s comment: “International students are always trying to make the effort to
fit into the university environment, but the university itself and the professors and local students
should try to make some sort of effort as well on their part.” There is little focus within the
literature on improving international graduate students’ experiences, but there appears to be a
wealth of information concerning the cultural benefits of international students and creating
diversity and inclusivity within campus climates for disenfranchised populations in the U.S.
Therefore, the findings of this study break new ground in terms of illuminating the international
graduate student experience. They are also useful in building a different theory about
international graduate students and can contribute to policy and practices.
From an institutional racism standpoint, the culture of the institution appears to be
promoting unfair and discriminatory treatment of the international student population. It is also
creating new spaces for race, racism, and cultural superiority to permeate (Lee & Cantwell,
2012). Therefore, it is unlikely that the institution will articulate a concern for diverse
populations (Chesler & Crowfoot, 1989; Pope & Thomas, 2000). As a result, resources will not
be allocated towards initiatives such as diversity programs and inclusivity policies. Also, if
institutional structures are weak, and there are no specifically articulated resources, structures, or
power systems, policies will not operate in ways that support internationalization or international
students (Chesler et al., 2005; Pope & Thomas, 2000).
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Section Summary
The first research question sought to determine international graduate students’ classroom
experiences with respect to internationalization. Students’ responses revealed that the
educational climate at Creek Side University is often not welcoming and that policies need to be
developed to support these students and foster an equitable environment. International students
who are visually racialized were more likely than peers who are not visually racialized to report
experiences of racism and discrimination within the classroom environment.
International graduate students had mixed experiences about whether Creek Side
University values diversity and inclusivity in the classroom environment. These mixed
experiences seemed to relate to the degree to which certain departments value diversity. This
finding breaks new ground in the research since there is sparse information that discusses the
impact of certain academic departments on international students’ experiences.
According to international graduate students, international perspectives are lacking in the
curriculum. If international perspectives were incorporated, it was mainly from a Western and
European perspective. When international topics were discussed, domestic students shifted the
conversation to Canadian-centered issues. This finding does not align with the plethora of
literature that discusses the importance of internationalizing the curriculum as a way to
encourage global citizenry. Also, many international students felt that international perspectives
in the science curriculum were irrelevant. This issue is not addressed in the literature, except for
general anecdotal information that does discuss internationalizing science curricula. Therefore,
this study can help generate theory concerning the internationalization of the curriculum,
especially in the field of science.
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With respect to the issue of accent, language, and cultural reference, international
students who do not speak English as their first language appear to be making a great effort to
learn English, but they are often alienated by their domestic peers due to their English language
skills. International students are treated with condescension because of their perceived accent,
have to constantly repeat themselves when sharing their thoughts in class, and are frustrated
because they are often misinterpreted. This finding can expand the existing body of literature on
international students and contribute to an alternative theory concerning this population––one
that does not portray them as being culturally and academically deficient. Also, new trends in the
literature are just starting to recognize that being proficient in only the English language is no
longer sufficient (Corbett, 2013). Overall, students are not credited for functioning at the
graduate level in a second or third language.
With the exception of Kees, many international students had difficulties interacting with
their Canadian peers because of cultural differences. International students tried to form
relationships and engage with their domestic peers, but they seemed superficial, uninterested,
and entitled. As a result, international students mostly interacted with their own cultural group or
with fellow international students. This may have been exacerbated by lack of opportunity to
collaborate or work in groups with students in the class due to non-stop lecturing. Though the
literature tends to focus on explaining interaction through students’ collectivist cultures, this
research points to a lack of incentive by domestic students to engage with international students,
which serves to update theories on international students.
Due to non-stop lecturing, many international students experienced language fatigue. The
constant lecturing also prohibited international students from interacting with their peers.
Didactic teaching hinders the development of critical thinking skills, ignores teaching practices
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better suited to diverse learners, and reinforces traditional eurocentric teaching. This is an
important finding that can contribute to the internationalization literature since current studies do
not adequately address this issue.
In sum, international graduate students’ classroom experiences point to a lack of
consideration towards this population by the university. International students do not appear to
be valued, depending on the department they are enrolled in. It was interesting that the only
student who had a positive experience was Kees, whose culture is quite similar to that of
Canadian culture.
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University Administrators’ Understandings of International Graduate Students’
Classroom Experiences in Relation to Internationalization
Classroom Environment
Diversity and inclusivity. Strategies among the university administrators were discussed
to make the classroom environment more diverse and inclusive for international graduate
students. Beth explained that her idea of diversity and inclusivity is for international graduate
students to have a sense of belonging, understand Canadian cultural references, and be able to
celebrate their cultural holidays. Mike and Normand were unaware of any initiatives within the
classroom that fostered diversity and inclusivity. Theresa explained that although she is unaware
of any initiatives on campus that incorporate these elements, she believed that diversity includes
respecting international students through human rights education.
All four university administrators perceived an absence of diversity initiatives that can
create a welcoming environment for international students––and for students in general––
especially within the classroom context. Theresa was the only administrator who emphasized the
importance of human rights education and the need to create an environment that values the
presence of international students. An interpretation of her response could be that she has prior
diversity training and is thus sensitive to diverse student populations. Other than Theresa, the rest
of the university administrators appear to be unfamiliar and disconnected with the discourse of
diversity, how the university can help students feel more welcomed, and the importance of
creating an environment where all students feel a sense of belonging to the institution. This
disconnection is reinforced through Beth’s comment:
I’ve got this checklist in my head of what it means to belong, that [international graduate
students] would understand the references that were made in class, the cultural
references, the acronyms. That they wouldn’t have a sense of being outside of that
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experience.
Based on her insight, it seems that students are left to decode culturally specific Canadian
references in class instead of the university working towards inclusive language use. Her
observations appear to be surface level and may not fully capture international graduate students’
true experience in relation to diversity. Beth’s comments also suggest that one’s sense of
belonging relies on understanding cultural references and acronyms and no other factor.
Moreover, there is an implication that comprehensive diversity and inclusivity plans are not a
priority at the university, which explains the lack of initiatives to make the classroom
environment more inviting to international populations.
A lack of understanding and interest in creating initiatives to foster an inclusive
classroom climate for international students in relation to internationalization is pervasive at
Creek Side University. Such findings are not consistent with the literature in this area.
Unfortunately, there is sparse literature that can directly illuminate university administrators’
perceptions. However, there is much literature on the bi-directional processes of universities in
relation to the needs of international students, cultural resistance of universities, and the
economics of internationalization (Bartell, 2003; Grimshaw, 2011; Kezar, 2001; Weber, 2007).
There is also a wide variety of research on creating inclusive campus climates in relation to
disenfranchised groups in the U.S. and the benefits that structural diversity of racialized students
bring to the learning environment (Hanassab, 2006; Stier, 2003; Hurtado, Milem, ClaytonPedersen, & Allen, 1998; Volet & Ang, 1998). Overall, these findings can help theorize about
administrators’ understanding of international students’ classroom experiences and add another
dimension to existing research.
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From an intuitional racism perspective, Chesler and Crowfoot (2005) explain that those
who hold power within institutions of higher education are senior leaders who are predominantly
white males. Racialized students and students in general often do not have access to these power
holders. As a result, university administrators are often disconnected and oblivious to the needs
of non-white populations on campus. Therefore, initiatives such as diversity and inclusivity are
not built into the framework of the institution. Moreover, the culture of the university, especially
in a predominantly white institution, influences its institutional mission. For instance, Chesler
and Crowfoot (2005) assert that if the organization’s culture promotes inadequate respect or
unfair treatment of racialized populations, “its power system” is unlikely to be committed to
racial justice (p. 53). Furthermore, if the mission or the culture of the institution do not “express
a concern for reducing racial injustice and ignorance” resources will not be allocated to such
issues (p. 53). This includes creating a campus climate that fosters diversity and inclusivity
within the classroom for all racialized students, especially international students.
Educational climate. Participants spoke of their awareness to make the educational
climate more welcoming to students, within the classroom and on campus. Beth appeared unsure
of how to answer these questions and brought up the notion of her whiteness, the term
“racialized”, and briefly alluded to the historical racial tensions at the university. Normand
explained that there are no initiatives taking place that can be “applied to every classroom and
every student.” He did mention that the educational climate could be improved through longterm intercultural competence training, which will “increase professors’ ability to communicate
across cultures.” However, Theresa provided a completely different perspective from Beth and
Normand. She explained that international students face many challenges and that the “level of
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sensitivity to issues that can affect international students” depends on their department or
supervisor.
Beth’s response of improving the educational climate for international students warrants
close examination. Her discussion of the campus climate 20 years ago, her identity as a white
woman, and the discussion of the term “racialized” as “helpful for white people” could be
alluding to her awareness of ongoing racial issues at the university. Beth’s response could be a
form of deflection since her narrative does not address the question about the educational
climate. A reading of her response from a critical perspective could point to a sense of
“dysconsciousness.” Levine-Rasky (2002) points out that whites sometimes “entertain elaborate
and contradictory explanations for social inequities to ensure the preservation of their power, the
resources available to them and their ‘dysconsciousness’ (to use Joyce King’s 1991 word) about
participating in equitable social arrangements” (p. 321). Levine-Rasky further elaborates that
there is a resistance to self-reflection around the issue of racism so that whites can avoid the
responsibility of dealing with problems and dismiss its relevance or come up with a more
socially acceptable answer. Though Beth’s opinions are not consistent with the international
student literature, this facet can help to produce new ways of thinking about university
administrators in relation to international students classroom experiences.
Normand’s view that intercultural competence training can improve the educational
climate and contribute to internationalization is a common discourse found in the literature
dealing with cross-cultural or intercultural competence. For instance Hudzick (2011), Kamara
(2012), Otten (2003), and Whitsed and Green (2013) all point out that if university constituents
can become more culturally skilled, they can promote a more welcoming classroom for
international students. Through a CRT lens, the discourse of intercultural competence is
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problematic because it relies on “naïve essentialist comparisons of national cultures which
constitute little more than stereotypes” (Grimshaw, 2011, p. 706). Grimshaw explains that
intercultural communication perpetuates generalizations and stereotypes of the international
student, emphasizes cultural difference, and focuses on the “national/geographical origin as a
defining characteristic” as well as the “many other identities the student may hold” (p. 706).
Through these critical considerations, new theorizations can be developed to examine the
discourse surrounding the role that administrators play in international students’ educational
experiences.
Taking a closer look at Theresa’s response, it appears that certain departments within the
university may be more receptive to the creation of a positive educational climate. This could be
due to the fact that there may be more international graduate students in certain departments
compared to others. Another interpretation of her response could be that certain departments
make an active effort to create a positive climate in the classroom, while others do not.
Information surveying the level to which certain departments promote an inclusive environment
for international students is lacking and needs to move beyond the solitary article by Trice
(2005) discussing how non-science disciplines such as architecture are more welcoming.
However, these new findings can facilitate the advancement of research on departmental
influences on the educational climate.
International Perspectives
Pedagogy. The administrators held varying beliefs about whether embracing
international perspectives in pedagogical practices is appropriate. Beth speculated that
international perspectives could disrupt traditional teaching practices. Mike said that
incorporating global content depended on the professor’s experience, “pedagogical
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consciousness”, availability of teaching resources, and willingness to deviate from normative
practices. Normand pointed out that instructors may or may not pay attention to students’
cultural backgrounds while Theresa explained that instruction is often not inclusive to
international students. Moreover, professors are often unwilling to align their teaching with
diverse learners needs, and that the curriculum is often seen through the dominant lens of
Western ideas.
Upon closer examination of the university administrators’ responses, there appears to be
an institutional resistance to changing the traditional teaching practices. What is gleaned from
Beth and Normand’s response is that there is a particular tradition of teaching within the
university that is unlikely to change. Their responses are also in opposition to the
internationalization literature, which discusses the benefits of incorporating international
perspectives into curriculum and pedagogical practices in order to foster global perspectives, and
ultimately, global citizens (Beck, 2008; Hudzick, 2011; Leask, 2012; Whitsed & Green, 2013).
Mike cited a variety of factors explaining why faculty may not be incorporating
international approaches into their teaching practices, which could allude to a lack of interest by
the institution to provide faculty development resources in this area. Another possible reading of
Mike’s response is that depending on the department or the professor’s experience working or
traveling internationally, faculty may not see the relevance of including international
perspectives in their pedagogy. An interpretation of Theresa’s comment suggests that the
institution is not sensitive to students and does not prioritize diverse ways of teaching for
international populations, resulting in a monocultural learning atmosphere. Overall, there seems
to be reluctance to changing teaching styles that reflect global perspectives. This finding can help
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build new theories on pedagogy and add to the budding literature on administrators’
understanding of international students’ classroom experiences.
Through a CRT and institutional racism perspective, pedagogy is situated around the
dominant white culture of the university and the teachers’ attitudes, values and beliefs. Often
these elements may not be aligned with international populations. Also, administrators within the
institution are enacting a form of colour blindness in the sense that though the university is
interested in internationalizing, policies have not changed surrounding teaching practices.
Instead, administrators have developed convincing explanations––which in turn become
justifications––for inequality among international students. Such observations can illuminate
existing international student discourses and offer an alternative way of thinking about
international student populations and how university administrators can affect their experience––
a topic that has been previously neglected.
Valuing Students’ Perspectives
All of the university administrators agreed that international students’ perspectives were
not drawn upon to facilitate an international learning environment in the classroom. Beth
explained that: “No student has ever told me that their knowledge as an international student has
been pulled into the classroom, in that sort of way.” Mike indicated that although international
students “bring a lot of world knowledge”, seldom does he hear that “international graduate
students have something to actually contribute to the broader learning” since faculty do not have
a conscious sense that diversity in the classroom is a benefit. Normand was aware that
international students can contribute to an intercultural learning environment because they “help
to educate the whole classroom” but has not seen this happen in his observations. Theresa
pointed out that valuing students’ perspectives depended on the sensitivity of the department.

	
  

223	
  

She also said that the university places a high priority on enrolling international students to the
university, but “once people actually get here, I don’t think people see many situations in which
those international perspectives are valued.”
In interpreting the university administrators’ responses, Creek Side University is doing
very little to value the rich experience, knowledge, and perspectives that international students
bring to the learning environment. This results in the privileging of European knowledge. There
seems to be a lack of priority among the administrators to remedy this problem, especially within
certain departments. There is also a subtle implication that international students are more valued
for their economic benefits than their perspectives. Administrators’ responses point to a trend––
the marginalization of international students’ perspectives––which contradicts the literature on
internationalization. Scholars such as Beck (2008), Hudzick (2011), Leask (2012), Whitsed and
Green (2013) all point to the benefits of being globally-minded. They argue that today’s
workforce requires people to communicate and collaborate with culturally diverse populations
and that it is essential for students to develop these skills. Additionally, a recent report by the
U.S. Department of Education and International Strategy (2012) states that there needs to be a
focus on “integrating international perspectives into our classrooms. It is through education and
exchange that we become better collaborators, competitors and compassionate neighbors in this
global society” (p. 3). Lee (2013) astutely observes that universities are caught within a
“schizophrenic frame” because on one hand the university is interested in bringing in as many
international students as possible, but on the other, administrators and faculty do not know what
to do with the surge of students. This results in a resistance within the university towards
international students.
Mok (2007) argues that internationalization initiatives favour economic drivers, privilege
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“Anglo-Saxon” knowledge and promotes colonialism, racism, and classism. Thus, in his view,
internationalization is a form of Westernization in which economic purposes, policies, and tools
are new forms of colonial control (Knight & de Wit, 1995). Moreover, economics and
internationalization processes create race relations that are historically linked to processes such
as colonialism and mercantile domination (Goldberg, 2002). I argue that this linkage of
mercantile domination is articulated through international student enrollment policies. These
policies tend to promote and rearticulate social formations of the past (Taylor et al., 1997;
Goldberg, 2002) designed to benefit Western nations; international students are merely a conduit
for this process. As a result, there is a rejection of international student perspectives in the
classroom since they clash with Western values, beliefs, and standpoints.
Language
Accent. All four administrators brought up issues of accent as a barrier to international
students’ experiences at Creek Side University and are aware of the impact it has on students’
classroom experiences. Normand acknowledged that Canadian students are unwilling to
communicate with international students. Beth proposed that people train their ear to hearing
different accents. Mike and Theresa are also aware that international students are perceived as
incompetent and that having an accent carries a deep stigma.
A reading of Normand’s comment suggests that the negative discourse surrounding
accents and international students’ capabilities is worsened by the unwillingness of Canadian
students to understand and communicate with non-native English speakers. There is also the
implication that administrators are doing very little to deter such views, which exacerbate the
problem. A trend then seems to persist that domestic students are unwilling to communicate with
international students, which is a long-standing theme in the literature in this area. However,
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what is not recognized is that students are functioning at a high academic level in a second
language in a foreign country.
An interpretation of Beth’s response that people should train their ear to hear accents “by
exposure and good will” and to “listen to the content of what people are saying” does not address
domestic students’ unwillingness to interact with students whose first language is not English or
the privileging of the English language within the institution. Also, there is no mention of
structures in place within the institution to alleviate the stigma of accented English. These are
areas that are particularly lacking in the literature since a majority of research tends to view
international students from a deficit perspective. Administrators indicate that there is, in fact, a
lack of mechanisms in place to be more accepting of non-English speakers, which is a facet that
remains unaddressed by the literature.
Theresa and Mike’s comment alludes to a connection between the privileging of certain
accents over others. Their views are consistent with the literature on international students and
the issue of language and accent. For instance, depending on the region the student is from (e.g.
China vs. Australia), the stigma increases and the perception of the students’ academic ability
may decrease (Crosby, 2010; Ee, 2013; Ramachandran, 2011; Ramburuth & McCormick, 2001).
Benzie (2010) and Harrison and Peacock (2010) point out that poor English language skills are
often correlated with students intellectual ability. In a quantitative study conducted by Galloway
and Jenkins (2005), poor English language skills are cited by faculty and administrators and was
identified as one of the top five problems affecting international students. In order to advance the
research on international students, there needs to be a focus on how faculty and domestic
students can acquire non-English language skills, a change in perception about international
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students’ intellectual ability, and an effort on the part of the administrators to alleviate the stigma
of ‘foreign’ languages and accents––all of which are illuminated by this study
Using a CRT lens, international students are being “othered”, reduced to stereotypes,
contrasted unfavorably with domestic students, and are discussed from a “distorted simplistic
framework” under the guise of race and nationality, explanations to which academics are
impervious (Grimshaw, 2011, p. 705). University administrators have an opportunity to make
policy changes surrounding issues of accent and language within the university but they
habitually ignore and do not challenge the ingrained habits and cultures within the university.
This form of racist practice becomes knitted into the fabric of the institution, which is
institutionalized and systemized and thus white standards prevail as the norm (Lee & Lutz, 2005;
Maher & Tetreault, 2003).
Cross-cultural Training
International graduate students. Three of the university administrators appeared to
promote the benefits of intercultural competence and cross-cultural training for international
students. Beth commented that “intercultural competency” means being mindful of how to work
in multicultural environments and “shifting perspective[s] and to move back and forth without
losing who you are.” Normand explained that intercultural competency values intercultural
communication and that it helps international students “to decode our system”. However,
Theresa sees intercultural competence as a problem because much emphasis is placed on the
international student in terms of “adapting, acclimatizing to differences, working on language.
There are all kinds of things that are geared towards adapting as international students.”
A reading of Beth’s statement suggests a failure to address issues of racism,
discrimination, ethnocentrism, and privilege as part of intercultural competence. Her articulation
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of intercultural competency appears to minimize international students’ experiences and places
the responsibility on these individuals to shift their perspectives, and does not factor in systemic
issues of racism and discrimination at the university. This is true of Normand’s statement as
well. His observation implies that it is the responsibility of international students to decipher the
hidden norms and practices within the university. Also, his response does not address faculty,
administrators’, and domestic students’ responsibility for unpacking their privilege and their role
in facilitating intercultural competence within the university and improve international students’
classroom experience. Beth and Normand’s statements point to a pattern that international
students must adapt to the institution and not the other way around. This is confirmed by
Theresa’s insight that the focus of the institution is to adapt and assimilate international students
when “there should be more attention paid to the other side of the equation.” These aspects are a
common discourse within the international student literature, which needs to be extended
towards improving theories surrounding administrators and their relationship to international
students.
In addition, there is much literature on how intercultural competence and cross-cultural
training are major aspects within the context of internationalization in higher education (Crosby,
2009; Crose, 2011; Hudzik, 2011; Ippolito, 2007; Stier, 2003). However, one university
administrator (Theresa) pointed to the need for administrators to unpack their power and
privilege, update intercultural competency training to reflect these elements, and shift the gaze
towards systematic change within the institution instead of international students being expected
to acclimate, acculturate, and demystify the Canadian culture. These elements are all lacking in
the research.
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Using a CRT lens, intercultural competence reduces culture to one-dimensional binaries
between the foreign “other” and the home culture. It also reduces people to the stereotypes of
their culture such as their “history, language, non-verbal behaviour, world-views, ‘do’s and
don’ts’, values, norms, habits, customs, taboos, symbols, behavioural patterns, traditions, sex
roles etc” (Stier, 2006, p. 6). It also leaves higher education administrators ill-equipped to deal
with systematic institutional racism and issues of oppression on all of the levels where it
pervades—individually and structurally (Abrams & Moio, 2009). Razack and Jeffery (2002) and
Yee (2005) point out that the discourse of intercultural competence operates under the disguise
of multiculturalism, which leaves racialized values and beliefs unquestioned. As a result, the
rhetoric of intercultural competence perpetuates white privilege within the institution, especially
among domestic students and administrators. Kobayashi (2009) explains that whiteness operates
as a form of “deflection” and “is the style of the progressive university of the twenty-first
century, where people want to be seen as unprejudiced” (p. 71). She further elaborates that
instead of talking about racism, the university “speaks of valuing diversity. Instead of anti-racist
training, it propounds cross-cultural understanding, as though we all begin at the same starting
gate and need only to understand one another to get along” (p. 71). In this respect, whiteness as
deflection is also self-serving, insidious and falsely promotes a level playing field (Kobayashi,
2009; Yee, 2005).
Section Summary
The second research question sought to determine university administrators’
understandings of international graduate students’ classroom experiences in relation to
internationalization. It seems that the majority of university administrators do not understand the
importance of creating an inclusive learning environment for international students, especially in
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the classroom. With the exception of Theresa, the administrators appear to have a superficial
understanding of diversity. Because there is a lack of priority around these issues, policies have
not been developed. There appears to be a culture of whiteness that pervades and “blinds”
administrators to international students’ classroom experiences. Administrators’ only recourse to
creating an inclusive climate is through intercultural competence initiatives. However, such
training stereotypes cultures according to their traits. Apart from this, university administrators
are oblivious to improving international students’ classroom experiences.
The administrators are also aware that changes to traditional pedagogical practices are
disruptive. However, traditional pedagogical practices do not consider international students’
perspectives in the classroom. Also, resources to help faculty with international teaching
practices do not seem to be available. International students bring a lot of world knowledge, but
depending on the department, these attributes are disregarded. As a result, a monocultural
learning atmosphere is maintained. Administrators are disconnected with international students’
experiences and it seems that the university does not know how to manage this population.
Half of the administrators have a superficial understanding of the barriers that
international students face in the classroom with respect to their English language skills and
accent. There is some awareness that international students are stigmatized, stereotyped, and
treated as intellectually deficient by domestic students who are less than willing to interact with
these students. Also, there is a lack of policies and practices (e.g., anti-racist or anti-oppression
training) in place to combat these problems.
Administrators (except for Theresa and to some extent Mike) keep placing responsibility
on international students to navigate the university and acculturate. There is an understanding
that intercultural competence and cross-cultural training will improve students’ experience at the
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university. However, intercultural competence does not examine issues of racism, discrimination,
and power and privilege of the dominant culture. Very little responsibility is placed on
administrators by Creek Side University to improve international students’ classroom
experience. As a result, there is an apparent lack of attention within the institution to support this
population.
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Existing University Policies and Initiatives that Address the Classroom Experiences of
International Graduate Students in Relation to Internationalization
Curriculum and Courses
International content. The institutional policies and reports pointed to the importance of
international and multicultural curriculum. Earlier reports highlighted the necessity of
developing an international curriculum for diverse populations, but acknowledged that the
curricula lacked non-European perspectives (REP1, REP2, REP3). Recent reports (REP5)
continue to point to a deficiency in developing non-European curriculum.
Based on the findings of the document analysis, there is an ongoing problem concerning
the lack of international content. It appears that the desire to have international and multicultural
curriculum is mainly based in rhetoric, which could explain why Creek Side University’s narrow
and exclusive curriculum offerings do not meet the need of international populations. Another
reading of the lack of multicultural and international content is that Creek Side University is a
predominantly white institution with a traditional European heritage. Due to its deep-rooted
tradition and hierarchical organizational structure, it may be especially hesitant to enact this form
of change. The university appears to be vested in internationalization and multiculturalism as
well as serving the educational needs of racialized populations––when in fact it is not. What is
actually happening is an ongoing deadlock around incorporating international perspectives into
the curriculum. This lack of progress could be a way for the university to prevent any kind of
meaningful change to occur within the institution. Moreover, policies do not exist concerning
internationalization of the curriculum. What does exist are general and brief statements involving
educational equity.
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As articulated in the literature, there is little information that directly discusses policies
and the lack of international content in relation to international students’ classroom experiences.
However, the findings are somewhat consistent with the existing literature on internationalizing
the curriculum in the sense that institutions of higher education are slow to change. For instance,
Hudzik (2011) indicates that, “a pervasive and significant challenge on campus to spread
comprehensive internationalization is preservation of the status quo” (p. 29). Duderstadt (2009)
characterized higher education in the U.S. as often ignoring its changing environment and “fails
to respond to the globalization of higher education” (p. 29). In addition to the notion of
prevailing status quos, Giroux (2001) as cited in Joseph (2008) critically comments that
“curriculum, and other academic practices, like all knowledge, are culturally situated and, as
such, are framed by social political and historical contexts” (p. 33). Trends in the findings can
serve to shed light on creating policies and initiatives addressing the classroom experiences of
international graduate students.
The issue of international and multicultural curriculum remains unexamined. Sharma
(2004) points out that institutions of higher education often fail “to expose or combat the
normalizing culture of whiteness in universities” (p. 105). Universities are “located within webs
of power and these webs of power reinforce the values of the dominant [white] culture (Joseph,
2008). Furthermore, Sharma (2004) indicates that multiculturalism “articulates a neo-liberal
agenda that acknowledges and values cultural difference while its hegemonic operations seek to
regulate these differences” (p. 106). This is manifested in “well intended” institutional policies,
processes, and procedures that promote racism when working to improve the international and
multicultural curriculum landscape of the institution. Chesler (1989) aptly points out that the
complexity and realities of an organization, compounded by racial issues and the “sheer
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invisibility of racism to white people make it difficult to perceive (and correctly interpret) the
reality of the organization’s life as it exists for people of color” (p. 437). Since this invisibility is
“historic as well as contemporary, white people often are blind to the enmeshment in wellestablished patterns of racial advantage and disadvantage” (p. 437). As such, the university does
not have to develop policies or procedures that support international and multicultural
curriculum.
Curriculum Design
Educational equity in the curriculum. The findings revealed that the topic of adding a
sense of educational equity in the curriculum was briefly touched upon in one policy document
(POL1) and three reports (REP1, REP3, REP4). While POL1 recommended training for students,
faculty, and staff concerning educational equity issues in the curriculum, pedagogy and the
broader learning environment, REP1 suggested increasing educational equity in the curriculum
by correcting the lack of curriculum and interdisciplinary studies for racialized and indigenous
materials. REP4 pointed to the “disconnect between the University’s rhetoric of
internationalization, and the experiences of international students on campus, as well as a lack of
attention to issues of equity in the curriculum.” This same statement was highlighted in REP3 in
order to emphasize the unresolved issues in Creek Side University’s approaches to dealing with
diversity, anti-racism and equity on campus.
The continued absence of educational equity in the curriculum design and broader
learning environment could suggest many things. The lack of educational equity may imply that
equity in general is not embedded into the academic life of the institution. It also speaks to the
homogeneity of existing courses and calls into question the motivation to develop curriculum
and interdisciplinary studies addressing the realities of racialized and indigenous populations.
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The lack of educational equity could also mean that it is not a high priority of the organization,
which may exacerbate the existing inequitable distribution of educational resources within the
institution. Creek Side University is doing very little to work towards prioritizing and updating
the curriculum, which means that the student population at the university will continue to engage
in a traditionally eurocentric curriculum, elevating white ways of knowing. It is interesting to
note that there is a notable shift within the rhetoric of the institutional reports from a discussion
of equity towards the topic of internationalization and diversity. This may give the illusion that
Creek Side University has indeed made progress towards incorporating racialized perspectives in
the curriculum, when in fact it has not. The findings also convey that comprehensive policies
surrounding curricula that address equity, racialized populations or the classroom experiences of
international students do not exist. Therefore, it is important to ask: How is Creek Side
University coming to grips with policy development and organizational change?
While no specific body of literature addresses equity in the curriculum and policy
formation in relation to the classroom experiences of international graduate students, there is
much literature surrounding the importance of reforming the curriculum through
internationalization in order to better prepare students to be globally informed citizens (Beck,
2008; Hanassab, 2006; Guo & Jamal, 2007). Drawing on the literature on organizational change
in higher education, Goodson (2001) points out that there are a few major factors that exist that
influence change within an organization, most notably internal change agents who work within
the institution to cultivate change and individual agents who carry out personal missions or goals
to incite change.
From an institutional racism vantage point, Kezar (2011) indicates that real change within
institutions of higher education threatens the institutional mission, vision, values, and goals. The
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main goal of policies and procedures and the administrators who develop them is to maintain the
status quo of the institution––which is to remain monocultural (Pope & Thomas, 2000). As such,
universities can operate within a space whereby they can claim that they are working towards
educational equity, while maintaining the interests of the dominant culture of the institution
prioritizing white privilege over racialized populations. While the facets of internationalizing the
curriculum, issues of change in higher education, and how policies serve to maintain standard
operating procedures are all typical discussions in the literature, what is actually happening in the
policies and reports is a deflection and failure to address the needs of racialized students. There
is also no discussion concerning the presence and needs of international students.
Pedagogical Practices
Teaching style. The policies and reports pointed to a need to update the teaching styles
(e.g., chalk and board, rote learning, lecturing etc.) at Creek Side University to reflect diverse
student populations. The level to which this change is occurring is gripped in tensions and a lack
of organizational direction. For instance, REP2 outlined the problems between altering teaching
practices and white students’ expectations of traditional teaching. Yet, it also acknowledged that
pedagogical practices such as lecturing limit the development of critical thinking skills. REP3
also discussed similar controversies surrounding the pedagogical styles of racialized faculty and
white students’ expectations. Meanwhile, REP4 stated that it is the “long-lasting right of the
professor to teach his [sic] courses as he sees fit.” Also, REP5 launched into a discussion of
“active or inquiry-based learning”, “enriching its teaching and learning experience”, and that
“lecturing is in fact ‘modeling’ just like the apprentice painter copies the master.”
Based on the discourse of these reports, one can deduce that the university is under
pressure to change. These forces (change versus maintaining tradition) are constantly pushing
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against each other. However, the university is resolute in maintaining its culture of whiteness
through its normative didactic pedagogical approaches. What continues to manifest, as a result of
the culture of whiteness, are teaching practices that do little to reflect the needs of racialized
students, especially those who are international students, and mainly serve domestic students’
needs. This problem coincides with a statement found in REP2, which asserts that if you plan on
attending Creek Side University “it will be all Canadian or all White; that’s because the students
here are used to all White ideas, they were used to having their values reflected…they do not
want to see anybody that has different values.” What is happening is that these viewpoints
contradict the literature on best practices for teaching and learning, dismiss non-European ways
of knowing, and contradict the idea of internationalization of teaching (Beck, 2008; Crose,
2011). Also, international graduate students’ classroom experiences are not touched upon at all
in the reports or in the literature.
Another important rendering of the findings is that due to the hierarchical nature of the
university, it is disconnected from the pedagogical needs of racialized populations, such as
international students. There is also a variety of literature on hierarchical approaches to
policymaking concerning internationalization and how students are often not included in the
policymaking process. For instance, Toyoshima (2007), points out that top-down approaches to
policymaking usually neglects student constituents in this process. On the other hand, Bottery
(2006) contends that multi-level collaboration should be at the root of an organization instead of
a traditional hierarchical style. What is missing in the literature, as demonstrated by this current
research study, is the need for international students to affect policymaking in the classroom.
Universities are unique in the sense that they are value laden enclosed entities that can
give rise to racism, discriminatory practices, and inequity, particularly in institutions that are
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deeply rooted in their tradition. Racism is deeply ingrained in society culturally, socially and
politically, and psychologically––especially in higher education institutions––which serve to
camouflage the interests of the dominant group (Chesler & Crowfoot, 2005; Omi & Winant,
2002). This is conflated with notions of ethnicity and nationhood (Omi & Winant, 2002). New
forms of racism in the 21st century have penetrated the university through the “pervasion of
whiteness, a form of discrimination in which people use ‘color blindness’ (e.g., through policies)
as public ideology of opposing the old forms of racism” (Henry & Tator, 2009, p. 69). Henry and
Tator (2009) argue that racism is readily transformed, normalized and adapted to the “contours
of social times, naturalizing and normalizing, so that it becomes difficult to reorganize, and
therefore all the more powerful” (p. 69). In other words, universities have a tendency to give lip
service to overcoming racism but those in the university continue to act in ways that discriminate
or marginalize, such as through maintaining the eurocentric norm of teaching styles and erasing
international students and other racialized students’ pedagogical histories.
Classroom Environment
Welcoming educational climate. There were a few statements in the institutional
policies and reports related to creating a welcoming environment. However, these statements
were vague, did not discuss actual steps of how to create a welcoming educational climate,
(especially in the classroom), or how to address the persistence of racism and discrimination
within the university. For instance, POL1 focused on the definition of education equity, while
POL2 pointed to all constituents of the university, (particularly university administrators), as
being responsible for cultivating an inclusive environment. It also stated that while Creek Side
University values equity and diversity, it acknowledged the systematic discrimination and a
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desire to counteract it. REP5 focused on the importance of creating global citizens while REP1
and REP2 discussed the lack of mainstream attention to equity and diversity.
An interpretation of the rhetoric within the policies and reports could be that Creek Side
University does not have a clear direction as to how to create a diverse, equitable, and
welcoming classroom environment for international students, which could be the reason why this
population is not mentioned in these documents. It also seems that the university is paralyzed by
its endless loop of rhetoric and buzzwords. This may be an unintentional method used to stall
any real progress to create a welcoming educational climate. Trends from the findings point to:
(1) the lack of institutional response to incite change towards diversity, inclusion and antiracism; (2) a lack of attention towards addressing international graduate students’ classroom
experiences; and (3) a lack of policymaking for this population to create a welcoming learning
environment. These new facets serve to theorize about internationalization, international
students, and policymaking and contribute to the gap in literature in these areas.
The lack of educational policies concerning the educational climate and the international
student population can be interpreted through the literature on CRT and its connection to
whiteness discourses. Kobayashi (2009) explains that institutions of higher education are
grappling with the issue of increasing structural diversity and how to foster safe and comfortable
environments on campus. The problem is that diversity polices “remain in the control of
predominantly white scholars and administrators who have defined the bounds of racism
according to their own terms, and because relations of whiteness prevail in the everyday setting”
(p. 72). Unfortunately, there is a “failure among universities to see that it is whiteness, not overt
racism, which is the dominant problem” (p. 72). Statements such as the following in REP2
illustrate Kobayashi’s point: “Issues relating to equity and diversity are not on the mainstream of
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the university’s agenda and therefore they attract little attention.” The lack of educational
policies can also be interpreted through institutional racism in the sense that the university as a
whole has failed to provide appropriate mechanisms that value racialized populations, including
international graduate students. Gilborn (2006) points out that institutional racism consists of
“processes, attitudes and behaviour” that disadvantage racialized individuals (p. 3). He further
points out that institutional racism persists because of the organization’s failure to recognize or
address its existence and causes by policy and leadership. Such renderings are important to
consider in addressing international graduate students’ classroom experiences.
Diversity and Anti-racism in the Curriculum
Four reports discussed the idea of diversity and anti-racism in the curriculum. REP1
provided brief recommendations to incorporate diversity and anti-racist perspectives in the
curriculum such as making anti-racist courses mandatory in certain curricula (such as in the field
of science) in order to “prepare graduates to work in a multicultural society.” REP2 & REP3
discussed the difficulty of incorporating diversity and anti-racism in the curriculum since these
topics were treated as an “add on.” The idea of anti-racism was eventually phased out and
replaced with discussions of internationalizing the curriculum. Meanwhile REP5 discussed the
plan of “internationalization at home”, but acknowledged the continued failure to include other
world perspectives (e.g., Africa, Asia, Latin America) in the curriculum.
What is gleaned from the four reports is a noticeable shift from the discourse of antiracism towards the trend of diversity and internationalization. As a result, anti-racism has been
unaddressed in the curriculum. What is apparent from the reports is that anti-racism does not
appear to be a legitimate discourse to incite change within the university or valued within the
curriculum. Moreover, there continues to be a lack of “world perspectives”, which alludes to the
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lack of institutional motivation to develop policies that are geared towards racialized peoples.
Also, the complete lack of discussion with respect to international students shows neglect
towards their educational experiences.
There is a trend within the institution to disregard aspects of diversity, but what is
actually found in the literature is a discussion of a comprehensive approach to
internationalization. For instance, Bond et al. (2006) assert that universities must develop an
approach to internationalization through “curriculum, global perspectives and a detailed plan to
internationalize” within the university that recognizes, values, and nurtures respect of difference
among the cultures of the world” (p. 1). Also, the policies and reports do not discuss the
internationalization of science curriculum, which is somewhat illuminated by the literature.
Leask (2012) points to the challenges of internationalization in science and mathematics because
these disciplines are “culturally neutral and therefore universal” (p. 4). What is seen as a result of
the findings is a need for the development of institutional policies that incorporate anti-racism
and diversity into curriculum (including the sciences) as well to include the experiences of
international graduate students.
From a CRT and institutional racism perspective, there is a deflection on the part of the
institution to put into action mechanisms that can benefit non-European populations at the
university, but is not restricted to them. Singh (2010) points out that such deflections are based
on the discourse of denial, which are forms of resistance by the university to “accept the
existence of racism in its overt, institutional, or systemic forms” (p. 108). These forms of racism
are manifested through the continuous rhetoric within institutional reports that discuss an interest
in change, which often are a “façade” used to hide the university administrators’ “lack of will
and desire” to deal with anti-racism and diversity (Tator, 2005). Universities can then argue that
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they have demonstrated their commitment to the framework of anti-racism and diversity.
Therefore, dominant discourses of racism within the university can continue to evolve, deny,
deflect, and find new modes of expression to silence certain populations (Lee & Lutz, 2005;
Tator, 2005).
Section Summary
The existing university policies and reports at Creek Side University do not address the
classroom experiences of international graduate students. However, there were discussions
within the policies surrounding the importance of incorporating international content but this
topic is mainly embedded in rhetoric. The needs of racialized and international student
populations are not being met due to the organization’s desire to hold on to its traditional culture
and status quo.
The policies and reports also discussed adding educational equity into the curriculum and
pedagogy, but this is not embedded within the institution. There appears to be no process or
policies in place to meet the needs of racialized or international graduate student populations.
Also, teaching styles at Creek Side University are monocultural and consist of didactic teaching
practices. This is a controversial area since there is a clash between updating pedagogical
practices that deviate from traditional white culture. Therefore, the policies and reports do not
touch upon how to internationalize teaching styles and incorporate culturally diverse viewpoints.
There are a few general statements in the institutional policies and reports about creating
a welcoming campus environment, but none of them address the classroom experiences of
international graduate students. Instead, there is much use of rhetoric and jargon to make it
appear as though the university is making progress to promote an inclusive climate.

	
  

242	
  

The reports also stress the need for diversity and anti-racism in the curriculum, but those
initiatives have fallen to the wayside. The reports do not address the classroom experiences of
international students or the need to incorporate international perspectives in the curriculum.
Overall, there are very few policies, (if any), at Creek Side University that address diversity,
equity, internationalization of teaching and learning. Also, the reports recycle the same issues,
which seem to have no solutions.
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The Relationship Between University Policies, Administrators’ Understandings of
International Graduate Students’ Classroom Experiences, and International Graduate
Students’ Actual Experiences in Relation to Internationalization
The relationship between university policies, university administrators’ understanding of
the international graduate student’ experiences in the classroom and students’ actual experiences
is contentious and disconnected. The interpretation of the findings revealed that there is
incongruity, especially within the following five areas: (1) classroom environment; (2)
international perspectives; (3) pedagogical practices; (4) language; and (5) cross-cultural
training.
Classroom Environment
The institutional policies and reports discuss the importance of creating a welcoming
environment, but there are no clear paths or procedures in which to carry this out. The reports
also pointed to ongoing issues of racism and discrimination at Creek Side University but very
little has been accomplished to alleviate this systemic problem. Moreover, reports such as REP5,
stress that it is the responsibility of the university administrators to create a welcoming climate
and to foster global citizenry among student constituents. However, it is unclear how this is
being carried out. A reading of these key points seems to indicate that the university is doing
very little to create a welcoming space for all students. Also, the reports and policies do not
discuss international graduate students’ classroom experiences or the topic of international
students. There is little discussion of how policies or university administrators can help support
these activities. At the same time, the discourse of anti-racism has been noticeably phased out
and has been replaced with discussions of internationalizing the curriculum, intercultural
competence, and internationalizing science programs. This may suggest that anti-racism is not a
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priority at the university and calls into question whether curriculum is actually being evaluated to
incorporate diversity and anti-racism. The policies and reports seem to revolve around rhetoric
and there is no mechanism in place to foster an inclusive classroom environment.
When the university administrators discussed the issue of classroom environment, the
topics of diversity and inclusivity and educational climate arose. The perception of diversity and
inclusivity for one administrator seemed to focus on international graduates students’ sense of
belonging and ability to celebrate holidays, which are surface level issues. On the other hand,
one administrator stressed the importance of human rights education for all students. Overall, it
is apparent that scant inclusivity or diversity initiatives are taking place to create a welcoming
classroom environment and that this is not a pressing topic. Administrators also commented that
long-term intercultural competence training could improve the educational climate, yet they were
not familiar with international students’ classroom experiences. Moreover, intercultural
competence was not discussed in the policies and reports. The administrators also suggested that
certain departments within the university might be more welcoming than others. This suggests
that many departments have a limited understanding of how to create a diverse and inclusive
climate for international graduate students and thus, very little is being done in this manner.
International graduate students discussed their experiences surrounding their classroom
environment. International students from Africa, India, and West Asia appeared to be impacted
by racism and discrimination. However, administrators, policies, and reports do not address this
issue. Unfortunately, the university policies and reports and administrators’ understanding of
international students’ experiences are completely divorced from students’ actual experiences in
the classroom. There is a disregard for international students’ educational experiences in general.
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It also appears that the status quo of the culture of whiteness at the university is in opposition to
the realities experienced by international student populations.
International Perspectives
The reports briefly discussed the importance of international perspectives. Unfortunately,
there are no policies that exist in this area. The documents point to a deficiency developing
international curriculum. However, a contradiction keeps arising within the reports concerning
any types of deviation from traditional European practices. There is recognition by the university
that the curriculum is too narrow and must meet the needs of international populations, but there
are no mechanisms in place to resolve these issues.
Administrators talked about valuing international students’ perspectives. They are aware
that students’ perspectives are not drawn upon in the classroom but acknowledged that they do
help educate domestic students in the sense that they can learn some international topics from
international students. Administrators also pointed out that faculty may not know how to
incorporate international perspectives into their course.
Meanwhile, international graduate students explained that there are no set strategies to
internationalize curriculum and there are limited global perspectives in the curriculum because
these aspects are not valued. Moreover, there is recognition by international students that western
content is valorized over other parts of the world (Africa, India, South America). Western
content continues to be promoted and international students are not factored into potential
curriculum change, especially in relation to internationalization. Overall, a contradiction exists
between students’ experiences, the reports and university administrators’ understanding since
there is an acknowledgement that international perspectives will disrupt the status quo within the
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university. Overall, there are no policies designed to value international students’ perspectives in
the classroom.
Pedagogical Practices
The policies and reports alluded to the controversy between white students’ expectations
of teaching styles versus racialized students’ needs. They did not address the classroom
experiences of international students or teaching styles that would benefit international
populations. There was much discussion in the reports about lecturing as a form of expert/novice
modeling, despite the fact that didactic approaches diminish critical thinking abilities. Moreover,
one report pointed to the longstanding right of the professor to teach however s/he sees
appropriate, which may not align with international students’ ways of knowing.
Similar to what was discussed in the policies, the administrators pointed out that
international perspectives in pedagogical practices might disrupt traditional ways of teaching and
learning at the university. Also, they pointed out that incorporating international perspectives
into pedagogical practices depends of the subject being taught and in what department.
University administrators noted that there are very few courses on campus that deal with
international topics. One administrator explained that pedagogy is not inclusive for international
students and is mostly seen through a western lens because of the unwillingness to align with
diverse learner needs. It is apparent that there is a poor correlation, if any, between
administrators’ understanding of international students’ needs and educational experiences.
A majority of international graduate students pointed out that lecturing is the dominant
practice in the classroom. They indicated that non-stop lecturing for more than 30 minutes was
not engaging and caused second language learner fatigue (Crose, 2011). Also, the non-stop
lecturing prevented international students from interacting with their peers and ignored other
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ways of learning. Overall, the policies tended to support the practice of lecturing and
administrators seemed uncomfortable with deviating from such practices. The reports and
university administrators have a poor understanding of international graduate students’
classroom experience and do not take into consideration best practices of how people learn best.
Language
It was found that the reports do not discuss issues concerning language, accent, or
Canadian cultural references, which all negatively impact international graduate students’
experiences in the classroom. However, the university administrators were aware that
international students face barriers in the classroom pertaining to learning in a second language.
They also pointed out that a stigma is associated with students’ accent and their country of
origin. Only one administrator (Theresa) had a comprehensive understanding that language
ability is negatively associated with students’ intellectual ability. She was also aware that certain
languages and accents are valued more than others. Also, the administrators were aware of the
reticence among Canadian students to communicate with international students. One
administrator proposed training one’s ear to hear accents through exposure and good will could
alleviate international students’ negative experience in the classroom, but those proposals ignore
issues of systemic racism concerning language
International students are aware that their accent, language skills, and cultural
background affect their classroom experiences. For instance, a few students reported being
belittled, feeling misunderstood, and being perceived as lacking in intellectual ability. Also, the
constant Canadian cultural references excluded international graduate students’ from discussions
in class. Due to these issues, international students limited their interaction with domestic
students, who were perceived to be unfriendly and uninterested in interacting with international
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students. Therefore, international students tended to interact with those from the same culture or
with other international students. These issues are not raised in the reports or are reflected in any
policies. Also, university administrators are oblivious to the ingrained problems that affect
international students in the classroom setting concerning language. There are no mechanisms in
place to alleviate these problems.
Cross-cultural Training
None of the institutional reports discussed cross-cultural training. The reports and
university administrators do little to address international students’ academic experience in the
classroom. A few of the university administrators pointed out that intercultural and cross-cultural
skills are important to help international students decode the Canadian culture. Only one
administrator acknowledged that very little happens for Canadians to unpack their own power
and privilege and there is no systemic mechanism in place for the entire university to be
interculturally competent. Instead, international students are encouraged to take intercultural
competency training to help them better acclimate to the university. None of the university
administrators mentioned whether they were involved in such training opportunities.
International graduate students pointed out that there is not enough intercultural
competency training for faculty, which would help to improve their experience in the classroom.
Some international students are aware that they are objectified and are not included in the
policymaking process, when they should be. Also, there is a paucity of mechanisms in place to
make the classroom more inclusive. Rather, much emphasis is placed on international students to
adapt. Also, university administrators seem to be unaware of how the university lacks
comprehensive internationalization strategies. For instance, international students were unable to
access library resources at Creek Side University when conducting international research related
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to non-Western topics (e.g., the Caribbean, Africa etc.). This further indicates the misalignment
between the reports and university administrators’ perception of international students’
educational experiences.
Overall, the institutional reports do not reflect international students’ classroom
experiences, especially in relation to internationalization. The reports tend to focus on rhetoric as
a way of presenting controversial topics at the university, but no real plan to facilitate change is
articulated. International students are not mentioned in the reports at all. There is also a lack of
policies that address the international student population or their academic experiences. It is
obvious that university administrators lack an understanding of international students’ experience
in general, with the exception of one administrator. If there is recognition, it is from a limited
framework (e.g., language issues). There does not appear to be any systematic motivation to
support international students as demonstrated by the lack of policies and administrators’
responses. Students are facing many problems within the classroom at Creek Side University.
Unfortunately, there is a weak connection between policies, administrators understanding of
international students’ classroom experiences and their actual experiences.
Conclusion
This chapter presented the interpretation of the core findings from the interviews with
international graduate students and university administrators related to the classroom experiences
of international graduate students in the context of internationalization. This chapter also
discussed the interpretation of the key results of the document analysis of institutional policies
and reports related to equity, diversity, and internationalization.
Using the literature and the lens of CRT and institutional racism, the interpretation
revealed the complex nature of the international graduate student experience. Overall, the
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educational climate of the university does not appear to be welcoming to international students.
These students frequently encounter racism and discrimination, especially pertaining to language
ability. Also, there is a lack of international perspectives in the curriculum and in pedagogical
practices. Western and European perspectives are the dominant norms within the classroom.
Moreover, there is a lack of interaction between international students and domestic students. It
was also found that international students are not a part of policy creation at the university. They
also expressed a desire to be a part of the development of internationalization and diversity
policies, which do not yet exist at the university.
University administrators are disconnected from international students’ experiences in the
classroom and in general. They are unaware of how to create an inclusive campus environment
for students. There is also a resistance to incorporate international perspectives within the
curriculum and in teaching practices. Moreover, while administrators are aware of the problems
that international graduate students face in the classroom surrounding language, little action has
been taken to alleviate this problem. Most administrators believe that intercultural competence
will create a better relationship among faculty and students, but such training is mostly directed
towards assimilating international students.
The document analysis of the policies and reports revealed that there is a lack of desire to
internationalize the curriculum or add a sense of educational equity. Despite the rhetoric to
internationalize, teaching practices tend to be monocultural and little interest is shown towards
valuing diverse perspectives and ways of knowing. Also, practices fostering a sense of diversity,
inclusion, and anti-racism are not infused within the classroom setting. There is a weak
relationship between policies, administrators’ understanding of international graduate students’
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experiences. A majority of the administrators appear to have a poor understanding of students’
classroom experiences.
The goal of interpreting the key findings was to produce a holistic and integrated
synthesis in order to generate a theory about international graduate students’ classroom
experiences in relation to internationalization. Remembering that the “human factor is both the
greatest strength and greatest weakness of the qualitative inquiry and analysis”, I recognize that
the interpretation of the study is subjective (Bloomberg & Volpe, 2009, p. 150). I also
acknowledge possible bias in interpreting the findings since I was an international graduate
student during the first year of my doctoral studies in the U.S. In order to minimize this
limitation, I engaged in ongoing critical reflection through journaling and verified the findings
and interpretation with interview participants. I also understand that there are multiple ways of
interpreting the data and that this chapter represents my understanding and connections of
international graduate students’ classroom experiences in relation to internationalization.
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Chapter 6: Conclusions and Recommendations
Introduction and Overview
The purpose of this qualitative study was to explore international graduate students’
experiences within the classroom setting through interviews with international graduate students,
university administrators, and a document analysis of institutional policies and reports. This
chapter discusses the conclusions drawn from this study. Specifically, it will outline the four key
findings that emerged: (1) Lack of inclusive practices within the classroom environment; (2)
Absence of international perspectives and content within the curriculum and pedagogy; (3)
Language and accent discrimination; and (4) Lack of initiatives to create a welcoming and
inclusive campus climate. Next, the chapter outlines the implications of this study for higher
education research. Recommendations for students, university administrators, policymakers, and
student affairs professionals are then presented, followed by the limitations and directions for
future research. The chapter draws to a close with the researcher’s concluding remarks.

	
  

253	
  

Key Findings
The focus of this research was to investigate the classroom experiences of international
graduate students at a higher education institution in Canada in relation to internationalization
using a grounded theory approach. CRT was used as a framework to illuminate students’
experience. The research revealed four key findings, which echoed across the datasets and
themes, and expand on what was previously understood in the literature about international
graduate students’ classroom experiences.

International
Graduate Students
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Administrators
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2- Absence of International Perspectives
within Content/Pedagogy
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to Create a Welcoming & Inclusive Climate

	
  

Policies and Reports

Figure 1.1. A representation of the relationship between the: (1) Lack of inclusive practices in
the classroom; (2) Absence of international perspectives and content within the curriculum and
pedagogy; (3) Language and accent discrimination; and (4) Lack of initiatives to create a
welcoming and inclusive campus climate.
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Lack of Inclusive Practices within the Classroom Environment
“There’s always a subtle discomfort. [Being] singled out in the classroom.” (Sara)
What was revealed from the international graduate student interviews was a lack of
inclusive practices within the classroom environment. International students appeared to
experience some challenges with respect to the level of acceptance within the classroom
environment and encountered racism and discrimination within and outside of the classroom
(Fiona, Frank, Hugo, Moses, Sara). Some of these issues seemed to vary according to students’
department. For example, in Sara’s department, she was singled out by her peers in a couple of
her classes and was made to speak on behalf of her culture. Also, those who are visually
racialized appear more likely to experience racism and discrimination within and outside of the
university community. There is a paucity of literature that specifically addresses aspects of
inclusivity in the classroom, racism, and discrimination in relation to international students.
While some key articles exist concerning language discrimination (Ee, 2013) and diversity and
perceived discrimination among international students (Hanassab, 2006; Lee & Rice, 2007),
more research in this area is required. In contrast, there is a wide-range of literature that
addresses the importance of creating an inclusive environment for predominantly disenfranchised
populations in the U.S. such as African Americans, Latin Americans, and Native Americans
(Stier, 2003; Hurtado et al., 1998), which needs to be expanded to include the international
graduate student population.
All of the university administrators perceived an absence of diversity initiatives that can
create a welcoming environment for international students. Beth, Normand, and Mike appeared
unfamiliar and disconnected with the idea of diversity, how the university can help international
students feel more accepted, and the importance of creating an environment where all students
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feel a sense of belonging within the institution. Meanwhile, the institutional reports reflected a
lack of initiative concerning inclusivity within the classroom. No actual steps were delineated as
to how to create a welcoming educational environment in the classroom. Apart from select
statements in REP5, it appears that there is an absence of policies at Creek Side University that
specifically focuses on creating inclusive structures within the university and in the classroom
environment.
Absence of International Perspectives and Content within the Curriculum and Pedagogy
“Education is supposed to broaden the individual’s mind. The North American context, people
don’t know anything beyond this, which is really sad.” (Moses)
Many international graduate students pointed to a dearth of international perspectives in
their curriculum and in the instructors’ pedagogical practices. Domestic students seemed
interested in discussing the Canadian context, which caused some international students,
particularly in the social sciences, to feel as if their perspectives were not as important. This
problem may be attributed to the fact that some domestic students may have had very few
international frames of references to add to the discussion. One student felt strongly that the
inability to broaden one’s education beyond the North American context was a pitfall of the
university. The resistance to incorporating international perspectives within the curriculum and
pedagogy do not align with the current literature, which discusses the importance of adapting
international perspectives to teaching and learning in the context of internationalization (Bond et
al., 2006; Hudzick, 2011; Leask, 2012). As a matter of fact, Bourn (2010) and Hudzick (2011)
argue that engaging international perspectives at the individual, curricular, and pedagogical level
all contribute to global citizenship.
Meanwhile university administrators (Beth, Normand) indicated that they valued
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international perspectives, but they quickly explained that they lacked evidence of whether this
was actually valued in the classroom. Interestingly, they held varying beliefs about whether
international perspectives were relevant and appropriate to pedagogical practices because this
depends on the department in which students are enrolled. The administrators also pointed to the
lack of academic vision within the university to update curriculum and pedagogy with global
viewpoints. There is a particular tradition at Creek Side University which views curriculum and
teaching practices through the dominant lens of Western ideas and there is hesitancy for
substantial institutional change to take place surrounding these issues. Complicating matters is
the fact that due to academic freedom, faculty have the right to choose whether or not to
internationalize their curriculum or change their pedagogical practices. They also have a
tendency to resist change and typically continue to teach their discipline according to how they
were taught (Odgers & Giroux, 2009). Moreover, institutional and disciplinary cultures also
provide context as to whether international perspectives make it into the curriculum.
In a similar vein, the institutional reports pointed to the importance of international and
multicultural curriculum, but some of the assertions appeared to be based on rhetoric. Also, there
seems to be a shortage of policies in general geared to inclusivity and diversity. The policies that
do exist make broad references to educational equity. Surprisingly, international students are not
mentioned in the existing policies, considering the interest in enrolling these students. Creek Side
University appears to be more comfortable maintaining its traditional educational offerings,
which aligns with Hudzick’s (2011) observations that the preservation of the status quo is a
pervasive challenge to spreading comprehensive internationalization within higher education
institutions.
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Language and Accent Discrimination
“What I am trying to say, is what I am trying to say! Not what you are trying to say!”(Fiona)
International graduate students are making a great effort to navigate their educational
environment in English as their second language or even third language. Often domestic students
and instructors did not have the patience to listen to what international students had to say
because of their accent and tried to reinterpret what international students were saying, such as in
Fiona’s case. Some international students were frequently misunderstood in class and constantly
had to repeat themselves (Gloria, Fiona, Sara). Domestic students appeared to be deterred from
interacting with international students because of their accent, language ability, and other cultural
differences––issues that are often exemplified in the literature.
Additionally, international students felt alienated from classroom discussions due to
North American pop cultural references, which they had to decipher on their own. More often
than not, international students are viewed from a deficit perspective, which is consistent with
the current research on this population. However, there has been a recent shift in research
towards the notion that university structures should acculturate and adapt to these students,
instead of the other way around. For instance, Ramachandran (2011) and Crosby (2011) stress
the necessity for instructors to be aware of culturally specific language to prevent international
students from being alienated from class discussions. Unfortunately, the literature has yet to
address international students’ frustration of constantly being misunderstood in the classroom.
Also, there still needs to be a greater understanding that learning a second language in a new
culture means that individuals have to translate from one linguistic world to another (Benzie,
2010).
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In contrast to international graduate students’ experiences, two administrators (Beth,
Normand) seemed to have a cursory understanding of the barriers that international students face
in the classroom surrounding their English language skills, accent, and cultural references and
inadvertently minimized their experiences. There was some awareness that international students
were stigmatized, stereotyped, and treated as intellectually deficient by domestic students, who
are less than willing to interact with these students (Theresa, Mike). Two administrators
(Theresa, Mike) acknowledged that international graduate students tend to have difficulties
establishing credibility in the classroom and often have to prove themselves to their peers
because of their language ability and accent. These individuals have a shared understanding that
the expectation of working in a global world means having to work with a variety of people who
may not speak English without an accent. There is a general lack of acceptance towards those
who are non-English speakers. In the policies and reports that were analyzed, such issues were
void. These problems demonstrate a fragmented connection between the policies and reports and
university administrators’ concern about language discrimination at the university––an area that
requires further development and attention within the scholarship pertaining to international
students.
Lack of Initiatives to Create a Welcoming and Inclusive Campus Climate
“Professors have a really important role in the classroom, and if [they] promised to be
inclusive…it would make a huge difference.” (Fiona)
International graduate students felt that the university could do more to create a
welcoming and inclusive campus climate for international students, especially within their
classroom setting. A few students stressed the need for faculty to discuss global topics, gain
more international experience by travelling outside of Canada, and learn another languages
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besides English (Fiona, Sara, Hugo, Moses). Emphasis was also placed on professors to make
international students feel a part of the classroom dynamics. Most importantly, international
graduate students explained that they should not be the only ones to make an effort to acculturate
to the university environment. Rather, professors and domestic students should be more
welcoming to the international context and to international students (Fiona, Sara, Moses). In
order to remedy these issues, some international graduate students recommended that they take
part in the policymaking process so that they are given a voice to influence the university’s
internationalization plans. These topics are not discussed in the international student research.
University administrators’ idea of creating a welcoming and inclusive campus climate
contrasted with international students’ perceptions. Administrators seemed to think that crosscultural training and intercultural competency could improve international students’ experience
at the university as well as with other constituents (Beth, Normand). However, intercultural
competency training does not examine issues of racism, discrimination, and power and privilege
of the dominant culture. It also places the responsibility on students to acculturate. Thus, little
responsibility is placed on university administrators to support international students. Very little
seems to occur at the university in a systemic way that addresses the privilege of people who
would identify themselves with Canadian culture. Therefore, this begs the question: How can
Creek Side University work towards inclusive practices when sole responsibility is placed on
international students to adapt? Quandaries of this nature are not echoed in the current literature
on international students or internationalization.
The document analysis of reports and policies also mirrored a lack of commitment
towards creating an educational climate that is diverse, inclusive, and welcoming, especially for
international students. There were a few statements in the institutional reports about inclusion,
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equity, and anti-racism and the necessity to address the persistence of racism and systemic
discrimination that persist at Creek Side University. However, a detailed plan of action to foster
a more hospitable environment was not outlined or addressed. What is present in the reports,
especially in REP5, is rhetoric referring to creating global citizens, that no member should feel
excluded or alienated from the university, and that diversity is important in shaping a global
society.
These four findings have important implications for internationalization in higher
education, international student research, and new theories for examining international graduate
student discourse within higher education institutions.
In addition to the above findings, patterns of race emerged among the international
graduate student population. As a black male from Africa, Moses experienced more racism
within and outside of the classroom, compared to the other students. Frank and Greg, who are
from the Middle East, also experienced discrimination but they avoided discussing their
experiences and tended to interact with their own ethnic group as a form of support and
resistance against such acts. Moreover, what is gleaned from this study is that Fiona (East
Asian), Gloria, (black), and Sara (Latin American) felt that they had to defer to the Canadian
culture in order to “fit” in. Meanwhile, Kees claimed that he did not experience any issues as a
white European. Overall, race does influence international graduate students’ experiences
because they are often positioned as “deficient”, foreign “others” because of their race,
nationality, and ethnicity compared to the host institution’s constituents, who are positioned as
superior to other cultures (Cantwell & Lee, 2010).
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Implications
Critical Race Theory
This study contributes in a few distinct ways to research on the internationalization of
higher education and on international students. This research study is the first application of CRT
to international graduate student research and to international students in general. The use of
CRT provides a new way of conceptualizing the traditional international graduate student
research. It places students in a more empowering light and moves away from viewing the
international student population from a deficit model. Using CRT as a lens in conjunction with
institutional racism enabled an examination of how power structures often marginalize racialized
people. For instance, it allowed for a critical understanding of how universities often portray
international students as having to adapt and acclimatize to the institutions, even while
universities actively enroll them for purposes of fulfilling their internationalization mandate.
Also, much of the international student research neglects to garner their perspectives and dig
deeper into their actual experiences. This study could set a path for future critical examination of
international students in higher education institutions.
Teaching and Learning
This research also provides a way to create a democratic teaching and learning
environment that leverages the strengths that all students bring to graduate classrooms, especially
international graduate students. It also redresses this gap in scholarship by giving international
graduate students a voice in order to improve curriculum and pedagogical practices. The research
can also bridge the divide between policy, practice, and research with respect to the
internationalization of higher education. This study could lead to factors that may help to
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improve international graduate students’ educational experiences and to prepare higher
educational institutions in the context of internationalization.
International Graduate Student Research
This study is the first to examine administrators’ perceptions of international graduate
students’ classroom experiences as well how existing university policies address the classroom
experiences of international students. There is a dearth of literature connecting administrators
and international students since both of these populations generally do not interact with one
another, especially within a hierarchical institution. By obtaining administrators’ insights into
students’ experiences, one can gain a holistic understanding of how they can better serve and
interact with students. It also provides a window into how internationalization policies can be
developed and improved to create a welcoming environment for international students, both
within and outside of the classroom. The implication of this research is that it can provide a
springboard for future studies in this area.
Internationalization in Canada
Much of the research on internationalization in higher education is generated in the U.S.,
the U.K., and Australia. This study can bolster the research on internationalization in Canada and
contribute to the scarce information on international graduate students, in the context of racism
and discrimination. As a result of this research, a deeper understanding can be gleaned from how
institutions of higher education are internationalizing within the Canadian context.
Many provinces and individual higher education institutions have their own reasons for
internationalizing. Some institutions may lack an internationalization strategy or form ad hoc
relationships between their institution and the institution abroad. There is little information about
such processes and procedures and the people who hold positions to facilitate internationalization
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initiatives since internationalization mandates in Canada are not regulated. This study can
provide an impetus from which to address such issues in the Canadian context. It can also
expand the research in terms of developing united national policies and processes for
internationalization.
This research is unique to the Canadian context because Canada has flexible immigration
and visa policies that enable international graduate students to change their status or become
permanent residents. For instance, international graduate students can apply to the Provincial
Nomination Program for permanent residence in Canada either during their master’s or doctoral
program or upon completion of their degree. International students can also apply for a PostGraduation Work Permit, which is a three year open work permit that enables students to work
for any Canadian employer in any industry. In the U.S., where immigration policies are strict due
to the government’s tightening of border controls, international students cannot change their visa
status (e.g. F1 visa) unless they are specifically recruited by a U.S. organization that is willing to
sponsor the individual for a temporary employment visa (e.g., TN1 visa or H1B visa).
This study is also distinct to international graduate students because their experiences
vastly differ from international undergraduate students in the sense that they are conducting
original research in order to prepare for a specialized career in their field. They must work
closely with their supervisors (and committee members) during their graduate program in order
to complete their thesis. Unlike undergraduate students, international graduate students are
heavily vested in their program for 3-5 years or longer.
Apart from the flexible immigration policies and the intense time commitment required to
carry out specialized research during graduate studies, international graduate students appear to
experience similar issues to students in Australia, New Zealand, the U.K., and the U.S.
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Recommendations
The researcher offers recommendations based on the findings, analysis, and conclusion of
this study. The recommendations that follow are for students, university administrators,
policymakers, and student affairs professionals.
Recommendations for Students (International and Domestic)


The university should develop a course on global learning and international perspectives,
which domestic students could take to improve their knowledge outside of the Canadian
cultural context.



Create a committee or task force at the university to strategize ways to internationalize
the curriculum across disciplines, and to have international students a part of this process.



Develop bystander training for international and domestic students as a way to combat
racism and discrimination and to educate students about what to do if such situations
occur at the university. Bystander training involves skill building to address certain
issues, such as discrimination. For instance, a bystander can be an individual who
witnesses discriminatory behavior but does not know how to act or intervene in such a
situation, and as a result does not get involved with the issue.



Develop a program such as a buddy system through the International Centre where
international graduate students are paired with upper year graduate domestic students to
foster interaction between these two populations.



Implement an optional online cultural transition program or course to help international
students become familiar with policies and procedures at the university before they
arrive.
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Recommendations for University Administrators


Expand current intercultural competency training to include topics such as antioppression discourses, deconstruction of whiteness, power, and social privilege among
Canadian born individuals.



Administrators should provide incentives (e.g., research funding) for faculty to
internationalize their curriculum practices and incorporate global perspectives.



Provide professional development opportunities for faculty to update and innovate their
teaching and learning practices so that they align with instructing and engaging diverse
learners.



Administrators should provide professional development opportunities for faculty to
ascertain methods to internationalize the curriculum.	
  



Conduct an ongoing assessment of international students’ experiences with accent
discrimination to uncover issues and challenges on a timely basis and to improve
students’ success.



Key university administrators, students affairs professionals, and the international centre
should develop inclusive language awareness training for faculty and other teaching
related roles concerning “accented” English and accent discrimination on campus.



Provide critical perspectives training for fellow administrators, faculty, and domestic
students that address issues of racism, discrimination, ethnocentrism, and privilege in
order to update cross-cultural training programs.	
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Recommendations for Policy and Practice


Develop policies surrounding the implementation of international curriculum that
incorporates anti-racism and social justice in order to make the curriculum accessible to
international students and other diverse populations.



Create policies that update teaching styles to methods that reflect the international
population at the university as well as inspire cutting-edge innovation in teaching and
learning among faculty.



Implement policies concerning concrete strategies to create an inclusive campus climate
within the classroom and across the campus that specifically address anti-racism and
discrimination.

Recommendations for Student Affairs Practitioners


Conduct exit surveys with international graduate students to gauge their satisfaction with
their academic experiences, especially concerning teaching and learning, student
engagement, and opportunities to interact with fellow students through social gatherings.



Create mechanisms that link student affairs programming with the actual needs of
international graduate students (e.g., international student educational success and
persistence).



Collect surveys from international graduate students to gauge their satisfaction with
aspects related to campus climate, academic satisfaction, and level of support systems.
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Limitations and Directions for Future Research
Recruitment
Recruitment for this study was advertised through the university’s student association and
international centre. Not all students saw the advertisements. Those who did not see the
recruitment advertisements would not have known about the study, and therefore, were not
included in the research study. Because the study required participants to be in their upper year
of their Master’s and doctoral studies, international graduate students may not have had access to
these communications if they were away writing their thesis or dissertation. Future research
could cast a wider sample by sending recruitment e-mails to students’ individual departments.
Generalizability
Although the goal of the research was to elevate students’ voices pertaining to their
classroom experiences, a limitation of this study is the lack of generalizability due to the limited
sample size of participants. The interviews with international graduate students were comprised
of only 10 individuals. Also, only four university administrators participated in the interviews.
Moreover, there are only seven institutional policies and reports to draw on related to equity,
diversity, and internationalization at the university. Therefore, the implications that can be
deduced from the three sources of data are limited to specific experiences of the sample group
that was studied.
In addition, the results from this research are focused on the specific individuals within
their respective disciplines at one particular institution. I cannot claim that these findings would
occur again at another institution, in different disciplines or with additional participants. As such,
these findings cannot be applied to all departments within the social sciences and sciences or at

	
  

268	
  

other institutions. Future research should employ a mixed-method approach with a larger sample
size.
Method
This study used multiple methods of data collection such as interviews with students and
administrators, as well as a document analysis of institutional polices and reports. The interviews
reported the viewpoints of students and university administrators, while the documents served to
understand the historical and present context of diversity, equity, and internationalization at the
university. Future research should include interviews with faculty in order to obtain their
perception of international graduates students’ experiences within the classroom setting as well
as a discourse analysis of the institutional documents in order to further analyze and decode its
words and meanings.
Critical Race Theory
One of the tenets of CRT is to challenge ahistoricism and the unidisciplinary focuses in
higher education. Though this theory typically embraces multi-faceted disciplines such as
education, cultural studies, and women studies, it does not reconcile disciplines in the field of
science. The current tenets of CRT are difficult to adopt and apply to fields such as neuroscience
and astrophysics. These particular fields are embedded in certain pedagogical practices and it is
more challenging to alter curriculum in these areas to match with the tenets of CRT. Therefore,
CRT requires a broader definition in the social sciences and science as well as the intersections
between them.
The use of CRT to guide this research was important to expose the structural inequities
that are normalized within the classroom environment and to move away from viewing
international graduate students from a deficit perspective. It provided critical insight into how
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race and racism operate within higher education institutions as well as to redress the social
inequalities that international graduate students often face. However, CRT in its traditional form
and tenets need to be expanded upon. It does not take into consideration high-context cultures
(emphasis on interpersonal relationships) and low-context cultures (emphasis on individualism),
factors of resilience among international graduate students, and the changing realities of
populations. For instance, CRT needs to be extended to focus on current issues concerning
globalization and internationalization. Although CRT interrogates structures of power, within the
education system, it needs more discussion on how globalization intersects with ethnicity and
nationalistic ideologies. In future research, it would be worthwhile to extend the tenets beyond
CRT’s traditional intellectual boundaries to include neo-racism. As discussed in Chapter 2, neoracism is based on discriminatory or negative perceptions concerning an individual’s skin colour,
country of origin, culture, race or relationships between countries (Lee, 2010; Lee, 2007b). It can
even occur in higher education settings and manifest in the form of international students having
difficulty “forming interpersonal relationship with instructors, advisors, and peers; negative
stereotypes, and inaccurate portrayals of ones’ culture; negative comments about foreign accents;
and so on” (Lee, 2007b, p. 28).
Finally, the use of CRT provided a new way to theorize and shed light on international
students’ experiences such as racism and discrimination, language, and culture, but this lens may
unintentionally place international students within a disadvantaged framework. CRT is
traditionally used to discuss historically disenfranchised populations in the U.S. such as African
Americans, Latin Americans, and Native Americans. International graduate students are not
typically considered to be an underprivileged population. Most students are privileged enough to
be mobile and to pursue a degree in another country. This framework may inadvertently portray
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international graduate students as being disadvantaged based on their racialization, language, or
culture. A suggested framework for future research to explain students’ experiences would be to
combine elements of CRT and neo-racism.
Concluding Remarks
This research was an opportunity to explore international graduate students’ classroom
experiences from a critical and in-depth perspective. Having worked on this research, I have
gained a deeper understanding of the international graduate student population as well as the
challenges and experiences that they face to pursue their graduate education in a foreign country.
This research has given me insight into how domestic students, faculty, university
administrators, as well as organizational and governance structures respond to international
students. It is clear that there is a perfunctory understanding of what shapes international
students’ academic experiences. As a result of the insights from the research, I will carry with me
in my career a commitment to value the multiple perspectives of diverse populations within my
research, the ability to meaningfully relate to students, develop curriculum and teaching practices
that are inclusive of all learners, and to be a mindful educational policymaker.
As I draw on the lessons of this research, I am informed by a critical perspective, which
has allowed me to deconstruct the inner nature of higher education institutions. Through my
dissertation research, I hope that I have inspired others to view international students and the
internationalization of higher education differently.
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Appendix B: Invitation to Participate in Study for International Graduate Students
Hello, my name is Anita Gopal and I am a doctoral student in the Faculty of Education at
Queen’s University.
I am interested in exploring the classroom experiences of international graduate students who are
originally from countries other than Canada. Are you interested in sharing your experiences?
As part of my doctoral thesis, The Experiences of International Graduate Students in Higher
Education Classrooms, I am conducting individual interviews with international graduate
students. The interview will take approximately 60-90 minutes and occur at a private location.
No serious risks to participating in this research are anticipated. Your participation and responses
will be kept confidential. All identifying information, such as names of people or places, will not
be reported.
Are you interested in taking part in this interview? If so, please feel to contact me at this e-mail
address: anita.gopal@queensu.ca.
Sincerely,
Anita Gopal
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Appendix C: Letter of Information for International Graduate Students
LETTER OF INFORMATION
Study Name: The Experiences of International Graduate Students in Higher Education
Classrooms
Principal Investigator:
Anita Gopal
Doctoral Candidate
Cultural and Policy Studies
Faculty of Education
Queen’s University
Kingston, Ontario, Canada
anita.gopal@queensu.ca

Faculty Supervisor:
Dr. Cynthia Levine-Rasky
Department of Sociology, CrossAppointed to Faculty of Education
Queen’s University
Kingston, Ontario, Canada
(613) 533-6000 ext. 74485
clr@queensu.ca

This study has been granted clearance according to the recommended principles of Canadian
ethics guidelines, and Queen's policies.
Purpose of the Study
With the growing number of international graduate students, it is important to understand the
experiences of these students in higher education. The purpose of this study is to explore
international graduate students’ experience in the classroom at a higher education institution
from the perspective of international graduate students, administrators, and policy.
What will happen during the study?
In arranging to meet, we will identify a private location that is acceptable to you. During the 6090 minute one-on-one interview, I will ask about your experiences related to your participation
in your courses, your professors’ pedagogical practices, and initiatives focusing on inclusivity
and diversity. Interviews will be audio recorded to ensure transcription accuracy. During the
interview, you do not need to answer questions that you do not want to answer or that make you
feel uncomfortable, and you can withdraw at any time.
After the interview, digital audio files from the interviews will be imported into a passwordprotected computer and will be deleted from the recording unit immediately afterwards by the
principal investigator. Raw notes taken during the interview will be transferred to a passwordprotected computer file. The raw notes will be kept in a locked file drawer and destroyed by the
principal investigator after 5 years. Names will be removed and replaced with pseudonyms
during this process. A hard copy master list of participant names will be kept separate from all
transcripts in protected computer files. Imported digital audio files from the interviews will be
deleted immediately after transcription is completed and checked. Raw transcripts from
individual interviews will remain in electronic form and will be kept in an encrypted file on a
computer and back-up storage drive with password protection. In accordance with Queen’s
policy, data will be retained for a minimum of five years and then destroyed after these five years
have passed.
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Are there any risks to doing this study?
The risks involved in participating in this study are minimal.
You do not need to answer questions that you do not want to answer or that make you feel
uncomfortable. Your participation in this study is voluntary: you can withdraw at any time, with
no consequences including to your standing as a student at Queen’s. If you withdraw, you may
request removal of all or part of your data. I describe below the steps that I am taking to protect
your confidentiality.
Are there any benefits to doing this study?
International graduate students who participate in this study may benefit from an opportunity to
share and give voice to their lived reality, similar to the students in previous qualitative
interviews studies (e.g., Bell, 2003). Also, this study will contribute to the literature on the
educational experiences of international graduate students in higher education institutions, as
well as on pedagogical and curriculum practices that could promote diverse perspectives.
Findings of this study will be disseminated to others working in the field of internationalization
who can draw upon these results to improve practices for international graduate students.
Participants will not receive any remuneration for this study.
Confidentiality
Every effort will be made to protect your confidentiality to the extent possible. The only
individuals who will have access to the data gathered will be myself as the principal investigator
(Anita Gopal) and potentially a hired transcriber who will sign a confidentiality agreement. I will
not report your name or any information that would allow you to be identified. In the transcripts,
real names will be replaced by pseudonyms. However, sometimes we are identifiable based on
the stories we tell. Other people who know you very well may be able to identify you through the
experiences you describe.
As part of the qualitative data analysis process, quotes will be selected from transcripts and these
quotes reported in support of themes that arise across participants. The resulting themes with
quotations may be published or presented, for example, in my thesis, at conferences, or in journal
articles. If data are used for secondary analysis, they will contain no identifying information.
What if I change my mind about being in the study?
Your participation in this study is voluntary. During the interview, you have the right to refuse to
answer any questions, and you can end the conversation at any time, even after signing the
consent form or part way through the study. If you decide to withdraw, there will be no
consequences to you. If you withdraw, you may request removal of all or part of your data. A
draft will be made available for you to review and to check after the transcriptions are
completed.
How do I find out what was learned in this study?
I expect to have this study completed by approximately February, 2013. If you would like a brief
summary of the results, please let me know how you would like it sent to you.
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Questions about the Study
Any questions about study participation may be directed to Anita Gopal at
anita.gopal@queensu.ca or my supervisor Dr. Cynthia Levine-Rasky at (613) 533-6000 ext.
74485 or crl@queensu.ca. Any ethical concerns about the study may be directed to the Chair of
the General Research Ethics Board at 613-533-6081 or chair.GREB@queensu.ca
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Appendix D: Consent Form for International Graduate Students
CONSENT FORM
The Experiences of International Graduate Students in Higher Education Classrooms
Name of Participant (please print clearly): ________________________________________
1. I have read and retained copies of the Letter of Information and Consent form and have had
any questions answered to my satisfaction.
2. I understand that I will be participating in the study called The Experiences of International
Graduate Students in Higher Education Classrooms, and that the purpose of this study is to
explore international graduate students’ experience in the classroom at a higher education
institution. During the 60-90 minute one-on-one interview, I will be asked about my
experiences related to my participation in my courses, my professor’s pedagogical practices,
and initiatives focusing on inclusivity and diversity. A digital audio recording device will be
used during the interview.
3. I understand that my participation in this study is voluntary. I do not need to answer
questions that I do not want to answer or that make me feel uncomfortable, and I can
withdraw at any time. If I decide to withdraw, there will be no consequences to me, including
to my status as a student at Queen’s, and I may request removal of all or part of my data. A
draft will be made available for me to review and to check after the transcriptions are
completed.
4. I understand that every effort will be made to maintain the confidentiality of the data now
and in the future to the extent possible. The only individuals who will have access to the data
gathered would be the principal investigator (Anita Gopal) and potentially a hired transcriber
who will sign a confidentiality agreement. The data, specifically general themes with related
quotations from interviews, might be published in professional journals or presented at
scientific conferences. In these presentations, my name or any information that would allow
me to be identified will not be reported. However, we are often identifiable through the
stories we tell. Other people who know me very well may be able to identify me through the
experiences I describe. If I am interested, I am entitled to a copy of the findings.
5. I am aware that if I have any questions, concerns, or complaints, I may direct any questions
about study participation may be directed to Anita Gopal at anita.gopal@queensu.ca or my
supervisor Dr. Cynthia Levine-Rasky at (613) 533-6000 ext. 74485 or clr@queensu.ca. Any
ethical concerns about the study may be directed to the Chair of the General Research Ethics
Board at 613-533-6081 or chair.GREB@queensu.ca.
I have read the above statements and freely consent to participate in this research.
Signature: ______________________________________
Date: __________________
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 Please send a summary of the study’s results to the following email or mailing address
____________________________________________________________________________.
Please sign one copy of this Consent Form and return to Anita Gopal. Retain the second
copy for your records.
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Appendix E: Interview Guide for International Graduate Students
You have agreed to participate in this interview. The purpose of this research is to explore the
classroom experiences of international graduate students’ at Queen’s University.
1. Please tell me about yourself your background (e.g., What is your country of origin? Have
you pursued other degrees in Canada?)
2. Please tell me about where you are in your program. (e.g., What department/degree program
are you in? What year are you in your program? How many graduate courses have you taken
so far in your program?)
3. What are your courses like? Probe:
a. What kinds of assignments do you have in your courses? What are some of the
ways you participate in class?
b. How do your professors and peers perceive your participation?
c. Do you feel that your unique experiences, knowledge, or opinion are valued in the
classroom discussions?
d. Do your classes require group work? How involved are you in the group and do
you feel included by your peers?
e. What do you value most in your classroom experiences’? What do you least
value?
4. How would you describe your relationship with your professors? (e.g., Are you able to
approach them with your concerns)
5. How would you describe your professors’ pedagogical practices (e.g., How do your
professors teach? Do they use any particular methods or techniques in teaching that engage
all students?)
6. Does your professor incorporate an international or global perspective in the curriculum?
(e.g., Is there an international perspective in the course material? References to global
perspectives in discussions or presentations?)
7. What recommendations would you give in the development of future educational resources
for international graduate students at Queen’s?
8. What recommendations would you give in the development of future educational policies for
international graduate students at Queen’s?
9. Are you aware of campus policies or initiatives focusing on inclusivity or diversity at
Queen’s that can make the classroom environment more inclusive for international graduate
students (e.g., PAC Report, diversity task force etc).
10. That covers the things I wanted to ask. Is there anything else that you would like to ask? Is
there something I could have asked that you would like to share?
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Appendix F: Invitation to Participate in Study for Administrators
Hello, my name is Anita Gopal and I am a doctoral student in the Faculty of Education at
Queen’s University.
I am interested in exploring the classroom experiences of international graduate students at
Queen’s University from the perspective of administrators. Are you interested in sharing your
ideas?
As part of my doctoral thesis, The Experiences of International Graduate Students in Higher
Education Classrooms, I am conducting individual interviews with administrators at Queen’s
University who either work with international graduate students, are involved in international
graduate student initiatives or have insight on international graduate students’ experiences. The
interview will take approximately 45-60 minutes and occur at a location with privacy. No serious
risks to participating in this research are anticipated. Your participation and responses will be
kept confidential. All identifying information, such as names of people or places, will not be
reported.
Are you interested in taking part in this interview? If so, please feel free to contact me at:
anita.gopal@queensu.ca.
Sincerely,
Anita Gopal
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Appendix G: Letter of Information for Administrators
LETTER OF INFORMATION
Study Name: The Experiences of International Graduate Students in Higher Education
Classrooms
Principal Investigator:
Anita Gopal
Doctoral Candidate
Cultural and Policy Studies
Faculty of Education
Queen’s University
Kingston, Ontario, Canada
anita.gopal@queensu.ca

Faculty Supervisor:
Dr. Cynthia Levine-Rasky
Department of Sociology, CrossAppointed to Faculty of Education
Queen’s University
Kingston, Ontario, Canada
(613) 533-6000 ext. 74485
clr@queensu.ca

This study has been granted clearance according to the recommended principles of Canadian
ethics guidelines, and Queen's policies.
Purpose of the Study
With the growing number of international graduate students, it is important to understand the
experiences of these students in higher education. The purpose of this study is to explore
international graduate students’ experience in the classroom at a higher education institution
from the perspective of international graduate students, administrators, and policy.
What will happen during the study?
In arranging to meet, we will identify a location with sufficient privacy that is acceptable to you.
During the 45-60 minute one-on-one interview, I will ask about the challenges that some
international graduate students’ may face in the classroom, cross-cultural training, and education
resources and policies aimed at international graduate students. Interviews will be audio recorded
to ensure transcription accuracy. During the interview, you do not need to answer questions that
you do not want to answer or that make you feel uncomfortable, and you can withdraw at any
time.
After the interview, digital audio files from the interviews will be imported into a passwordprotected computer and will be deleted from the recording unit immediately afterwards by the
principal investigator. Raw notes taken during the interview will be transferred to a passwordprotected computer file. The raw notes will be kept in a locked file drawer and destroyed by the
principal investigator after 5 years. Names will be removed and replaced with pseudonyms
during this process. A hard copy master list of participant names will be kept separate from all
transcripts in protected computer files. Imported digital audio files from the interviews will be
deleted immediately after transcription is completed and checked. Raw transcripts from
individual interviews will remain in electronic form and will be kept in an encrypted file on a
computer and back-up storage drive with password protection. In accordance with Queen’s
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policy, data will be retained for a minimum of five years and then destroyed after these five years
have passed.
Are there any risks to doing this study?
The risks involved in participating in this study are minimal.
You do not need to answer questions that you do not want to answer or that make you feel
uncomfortable. Your participation in this study is voluntary: you can withdraw at any time, with
no consequences including to your standing at Queen’s. If you withdraw, you may request
removal of all or part of your data. I describe below the steps that I am taking to protect your
confidentiality.
Are there any benefits to doing this study?
This study will contribute to the literature on the educational experiences of international
graduate students in higher education institutions, as well as on pedagogical and curriculum
practices that could promote diverse perspectives. Findings of this study will be disseminated to
others working in the field of internationalization who can draw upon these results to improve
practices for international graduate students. Participants will not receive any remuneration for
this study.
Confidentiality
Every effort will be made to protect your confidentiality to the extent possible. The only
individuals who will have access to the data gathered will be myself as the principal investigator
(Anita Gopal) and potentially a hired transcriber who will sign a confidentiality agreement. I will
not report your name or any information that would allow you to be identified. However, we are
often identifiable to those who know us well through the stories we tell.
As part of the qualitative data analysis process, quotes will be selected from transcripts and these
quotes reported in support of themes that arise across participants. The resulting themes with
quotations may be published or presented, for example, in my thesis, at conferences, or in journal
articles. If data are used for secondary analysis, they will contain no identifying information.
What if I change my mind about being in the study?
Your participation in this study is voluntary. During the interview, you have the right to refuse to
answer any questions, and you can end the conversation at any time, even after signing the
consent form or part way through the study. If you decide to withdraw, there will be no
consequences to you. If you withdraw, you may request removal of all or part of your data. A
draft will be made available for you to review and to check after the transcriptions are
completed.
How do I find out what was learned in this study?
I expect to have this study completed by approximately February, 2013. If you would like a brief
summary of the results, please let me know how you would like it sent to you.
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Questions about the Study
Any questions about study participation may be directed to Anita Gopal at
anita.gopal@queensu.ca or my supervisor Dr. Cynthia Levine-Rasky at (613) 533-6000 ext.
74485 or crl@queensu.ca. Any ethical concerns about the study may be directed to the Chair of
the General Research Ethics Board at 613-533-6081 or chair.GREB@queensu.ca
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Appendix H: Consent Form for Administrators
CONSENT FORM
The Experiences of International Graduate Students in Higher Education Classrooms
Name of Participant (please print clearly): ________________________________________
1. I have read and retained copies of the Letter of Information and Consent form and have had
any questions answered to my satisfaction.
2. I understand that I will be participating in the study called The Experiences of International
Graduate Students in Higher Education Classrooms, and that the purpose of this study is to
explore international graduate students’ experience in the classroom at a higher education
institution. During the 45-60 minute one-on-one interview, I will be asked about my
understanding about the challenges that international graduate students’ face in the
classroom, cross-cultural training, and education resources and policies aimed at international
graduate students. A digital audio recording device will be used during the interview.
3. I understand that my participation in this study is voluntary. I do not need to answer
questions that I do not want to answer or that make me feel uncomfortable, and I can
withdraw at any time. If I decide to withdraw, there will be no consequences to me, including
to my status as a student at Queen’s, and I may request removal of all or part of my data. A
draft will be made available for me to review and to check after the transcriptions are
completed.
4. I understand that every effort will be made to maintain the confidentiality of the data now
and in the future to the extent possible. The only individuals who will have access to the data
gathered would be the principal investigator (Anita Gopal) and potentially a hired transcriber
who will sign a confidentiality agreement. The data, specifically general themes with related
quotations from interviews, might be published in professional journals or presented at
scientific conferences. In these presentations, my name or any information that would allow
me to be identified will not be reported. If I am interested, I am entitled to a copy of the
findings.
5. I am aware that if I have any questions, concerns, or complaints, I may direct any questions
about study participation may be directed to Anita Gopal at anita.gopal@queensu.ca or my
supervisor Dr. Cynthia Levine-Rasky at (613) 533-6000 ext. 74485 or clr@queensu.ca. Any
ethical concerns about the study may be directed to the Chair of the General Research Ethics
Board at 613-533-6081 or chair.GREB@queensu.ca.
I have read the above statements and freely consent to participate in this research.
Signature: ______________________________________
Date: __________________
 Please send a summary of the study’s results to the following email or mailing address
____________________________________________________________________________.
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Please sign one copy of this Consent Form and return to Anita Gopal. Retain the second
copy for your records.
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Appendix I: Interview Guide for Administrators
You have agreed to participate in this interview based on your work related to international
graduate students and international initiatives. The purpose of this research is to explore
international graduate students’ experiences in the classroom at Queen’s University.
1. What role do you play regarding international graduate students’ educational experiences?
Probe: What does your work involve? What is the goal of your work?
2. Do you have any knowledge about the graduate classroom experience of international
graduate students? If so, how would you describe their classroom experience? What do you
think are some classroom opportunities and challenges that international graduate students
have experienced in their graduate courses? e.g.,
a. Do you feel that the knowledge of international graduate students is drawn upon to
facilitate an intercultural learning environment in the classroom? In what ways?
b. Do you feel that professors embrace pedagogical and curriculum practices that
incorporate diverse international perspectives? In what ways?
3. What would you like to see happen for international graduate students’ educational
experiences in the long term?
4. What resources or services are currently offered to include international graduate students in
their classroom environment?
5. How do the educational resources and policies for international graduate students compare to
what was offered 5 years ago? Or 10 years ago?
6. What do you see as the most promising action taking place to make the classroom
environment inclusive for international graduate students?
7. What types of cross-cultural training are currently being provided for the university
community? e.g.,
a. What types of cross-cultural training are currently being provided for international
graduate students?
b. What types of cross-cultural training are currently provided for professors teaching
international graduate students?
c. What do you foresee as the future of cross-cultural training at this institution?
8. Looking towards the future, what are a few pieces of advice that you would give in the
development of future educational resources and policies for international graduate students?
9. That covers the things I wanted to ask. Is there anything else that you would like to ask? Is
there something that I could have asked that you would like to share?	
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Appendix J: International Graduate Students Categories and Themes

CATEGORY 1: EDUCATIONAL CLIMATE
THEME
1- Classroom Environment
 Racism and discrimination
 Diversity and inclusivity
 Students’ level of engagement
 Uncomfortable educational climate
2- International Perspectives
 Curriculum
 Valuing international students’ perspectives in discussions
 Western and European perspectives
3- Language
 Accent, language skills, and cultural references
4- Peer Interaction
 Lack of collaboration or group work
 Lack of interaction with domestic students
 Self-segregation
5- Pedagogical Practices
 Lecturing
CATEGORY 2: POLICIES
THEME
1- Development of Future Educational Policies
 Awareness of diversity and anti-racist policies
 Diverse, inclusive and welcoming environment
 Interaction
 Skills development, training, and resources
 Transition process
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Appendix K: University Administrators Categories and Themes

CATEGORY 1: EDUCATIONAL CLIMATE
THEME
1- Classroom Environment
 Diversity and inclusivity
 Educational climate
 Expectations
2-International Perspectives
 Curriculum
 Pedagogy
 Valuing students’ perspectives
3- Language
 Accent
 Students’ level of engagement
CATEGORY 2: POLICIES
THEME
1- Development of Future Educational Policies
 Accountability and supporting students
 International planning/strategy
 Professional skills development
 Enhancing the educational climate for students
2- Cross-cultural Training
 Faculty and staff
 International graduate students
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Appendix L: Document Analysis Categories and Themes

CATEGORY 1: CURRICULUM AND COURSES
THEME
1- International Content
 International and multicultural curriculum
2- Curriculum Design
 Design new curriculum
 Educational equity in the curriculum
 Updating courses
CATEGORY 2: TEACHING AND CLASSROOM PRACTICES
THEME
1- Pedagogical Practices
 Teaching style
 Traditional pedagogical approaches
2- Classroom
 Classroom dynamics
CATEGORY 3: DIVERSITY, INCLUSION, AND ANTI-RACISM
THEME
1- Classroom Environment
 Welcoming educational climate
 Diversity and anti-racism in the curriculum
 Inclusion and diversity of students
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