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CHAPTER 1

Introduction

IntroductIon

This book aims to help International Academic Staff (IAS) live, function, 
and enjoy; working in places and institutions different from where they 
grew up and were educated. When we use the term ‘different’ we are 
defining to be different in ‘cultures’ (either workplace culture, subject 
culture, or outside culture) or ‘places’ (either outside work or perhaps 
inside work) and often in ‘languages’ (perhaps of the subject, of meetings, 
or for socializing). It also aims to help host institutions to provide a wel-
coming and inclusive environment for IAS through an understanding of 
their lived experiences. To do this the book presents and compares the 
findings from three very different studies: in-depth interviews and focus 
groups with native speaking professors and foreign professors in Korea; 
in-depth interviews with non-native English-speaking staff working in the 
UK and teaching their subjects in the English language; and in-depth 
interviews with native speaking English individuals teaching their subjects 
in other languages—the languages of the country in which they were 
teaching (Chinese, Dutch, Japanese, Catalan, Italian, French). Throughout 
we focus on the issues and challenges these individuals have faced and 
draw comparisons and contrasts between these revolving around the inter-
stices of languages, cultures, and personalities.

Understandably, given the huge number of areas that could be the 
focus of the book, a key question is that of specifically why we chose to 
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focus on these three elements of ‘languages,’ ‘cultures,’ and personalities.’ 
Why, for instance, was it that we did not choose to focus on gender, reli-
gion, race, and racialization? Firstly, it is of course obvious that not one 
book can cover all areas, but this is of course rather obvious. Secondly, 
however, we anticipated that many of these issues would arise (either posi-
tively or negatively) in any of the interview data that we gathered, and they 
did, if somewhat indirectly; for example, how in Brazil the fact that it took 
a very long time to ‘break into’ the local culture could perhaps be argued 
to be passively related to issues of race and racialization. Primarily though, 
or reason to focus on the three areas of languages, cultures, and personali-
ties was because we felt that few studies had focused on how the three 
worked together. We felt that there were many studies into the key role 
played by ‘language’; many studies into the key role played by ‘culture’ 
and many studies into the key role played by ‘personality.’ What we wanted 
to do here was to study how these were perceived to operate together, to 
impact on each other, or to synergistically work together. Was it, for exam-
ple, the case that learning the respective language of the area where an 
individual was working greatly helped them to adapt to the culture? Was it 
the case that there may have been different languages at work and outside 
work? Was it the case that a particular personality trait shone through as 
being one that helped individuals to thrive in their environments, and was 
this in turn linked with languages and cultures? It was these specific ques-
tions that we were interested in, and specifically so in the way in which the 
answers to these questions operated with the underlying philosophies of 
thinkers such as lev Vygotsky, Mikhail Bakhtin, and Valentin Voloshinov, 
that stressed the key role played by the ‘context’ of usage. Whilst these 
thinkers stressed the key role of context for the role of languages and edu-
cation, we wanted to see how these ideas operated with the languages, 
cultures, and personalities of the individuals we spoke to. Then, from the 
answers to our questions here, we aimed to identify key themes and 
vignettes for others to reflect on. By our use of the term ‘others’ we meant 
IAS working anywhere globally, but also their host institutions and also 
any staff at all who work with IAS.

Consequently, we draw together the main themes and present a num-
ber of vignettes from our data in the form of practical materials for, we 
envision and hope, use by institutions in developmental sessions for IAS 
and perhaps home staff as well, and for individual IAS to read and com-
pare their own experiences against. We note that although our staff were 
working in particular places and contexts, we believe their experiences to 
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be applicable to almost any context in terms of the theoretical generaliza-
tion (cf. Flyvbjerg, 2006) and through their value as points of reflection 
for others.

On the path to achieving our goal the chapters of the book are as we 
now describe here. This chapter, Introduction, provides a context by relat-
ing some of the past and more recent literature on the key themes of 
Globalization and Internationalization of HE; the linguistic spread of 
English and EMI; the importance of cultural empathy and the role of per-
sonalities. Following this Chap. 2: Languages; Cultures; Personalities goes 
into more depth regarding the key philosophies and understandings in 
these areas. It considers key philosophies on what constitutes ‘language’ 
and the key roles of context and dialogue; on how ‘culture’ can be seen 
and recent thinking and critiques of essentialist-based nationality informed 
models of cultural understanding and their perennial appeal; and the 
importance of ‘personality’ in the adjustment and adaptation of individu-
als to new environments. Chapter 3: Our data then outlines our overall 
approach to data collection as well as provides details of how we three 
authors met and what we have worked on together over the years and 
what our own backgrounds and knowledge are. For example, Jane is 
Korean but has lived and taught in both Korea (in Korean and English) 
and in Australia (in English); Kendall is originally from Australia but stud-
ied Chinese and has used the Chinese language to communicate to stu-
dents in China; Nick is originally English but now resides in Scotland and 
has lived and worked in Japan, Singapore, and Argentina. We reflect on 
our positionalities in this chapter and how they impact on the data col-
lected in terms of its applicability and generalizability to other contexts 
and to reflection by others. In this chapter we also outline the methods 
and focus of our data collection and consider key issues such as saturation 
and generalizability. Chapters 4, 5, and 6 then present and discuss our 
data. Chapter 4: Korea presents and discusses data from professors (Korea) 
of their experiences of teaching in English Medium Instruction (EMI). 
Chapter 5: The UK presents and discusses data from interviews with non-
 UK lecturers lecturing their subjects in the UK in a language (and in one 
case a culture) other than their native language. Chapter 6: Worldwide 
presents and discusses data from interviews with native English-speaking 
lecturers about their experiences of lecturing their subjects in a language 
other than English. Throughout these three chapters the focus is on the 
key roles of languages, cultures, and personalities in the challenges and 
successes of these lecturers in teaching, living, and thriving in the 
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countries they were working in; pedagogically, professionally, and also per-
sonally. Following these three chapters, Chap. 7: Key Themes and 
Illustrative Examples brings together the main themes and observations 
from the three data chapters. Here we compare and contrast the experi-
ences of the three very different groups with a focus on providing practical 
materials in the form of vignettes and discussion questions for use in 
developmental workshops and for reflection by individuals. We also invite 
reflection from others on our own positionality and backgrounds here as 
well. These materials outline and present the key message of the book 
which is that those who thrived and were able to fully engage and immerse 
themselves in the systems and countries they were working in did so 
because they were able to speak the language, operated fully in the culture 
(and here we mean the culture of life inside and also outside the institu-
tion), and had a personality that was open to doing this, and was happy to 
make mistakes. Our vignettes and practical materials here aim to help oth-
ers focus on achieving similar goals as the individuals we spoke to who we 
(and often they) consider were successful in professionally and personally 
thriving in their different environments. We emphasize the holistic, rather 
than discrete, role played by Languages, Cultures, and Personalities oper-
ating together synergistically. Chapter 8: Conclusion summarizes our 
main findings and arguments and contextualizes them alongside past and 
more recent literature. For now we turn to the main task of this chapter 
and relate some of the past and more recent literature around the themes 
of Globalization and Internationalization of HE; the linguistic spread of 
English and EMI; the importance of cultural empathy and the role of 
personalities.

These themes have been much studied and researched but study and 
research are often done so separately. This has not, we argue, meant that 
such research has been carried out in silos, leading to dangers such as tribal 
rivalry (Gerstein & Friedman, 2016) or the defining of key terms differ-
ently (Brown, 2017). Nevertheless, we do argue there is a benefit to con-
sidering such issues as a whole as this can help lead to a more holistic 
understanding of how individuals succeed when working in places differ-
ent from those they grew up in or are familiar with. Such a focus can help 
reveal issues that may not be seen or accounted for through other types of 
research. For example, many studies investigate differences in cultures and 
the impact this may have, but if they fail to also consider what personal 
qualities successful individuals may need to have, they may miss vital infor-
mation of use. Similarly, many studies may focus on the complexities and 
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challenges of different vocabulary when learning a subject though English 
Medium Instruction (EMI), but if they do not also highlight the cognitive 
load involved with what is in essence studying two things, they may not 
appreciate how much harder it may be to commit information to long- 
term memory (Kirschner et  al., 2006). We argue throughout the book 
that such a holistic focus is of benefit both to any individuals moving to 
other parts of the world to work, and also to the institutions that employ 
them. We outline the value of this as it is presented in the book here 
throughout.

GlobalIzatIon and InternatIonalIzatIon of He
Internationalization of faculty has always existed, and has not always been 
voluntary, for example the exodus of staff from Germany in the 1930s 
(Huang & Welch, 2021) or, comparatively, in Britain in the 1980s, par-
ticularly in the sciences (Schuster, 1994). Since the 1990s, HE worldwide 
has become increasingly international and global, due to a range of factors 
such as the collapse of communism in Eastern Europe or the rising demand 
for national higher education systems to be international (Huang & 
Welch, 2021). Whilst there has often been a talk of staff moving from the 
‘Global North’ to the ‘Global South’ to work, such terminology has been 
heavily critiqued and problematized in much recent literature (see below, 
note on terminology), and movement is neither in one direction nor with-
out its complexities. For example, in the UK, according to the Higher 
Education Statistics Agency figures cited by universities of UK, in 
2020–2021 32.1% of UK academic staff consisted of non-UK nationals, 
with some subject fields attracting higher percentages (47.7% in 
Engineering & Technology) than others (38.9% in administrative and 
business studies). Of these non-UK nationals, 24.1% were non-EU staff 
and 21.8% EU staff (UUK, 2023) with the largest percentage increases 
were in staff from India and Nigeria, and the largest staff decreases from 
EU countries, which is arguably understandable given the UK policy to 
exit the European Union.

Globally, whilst it is possible to find statistics on the number of interna-
tional students worldwide (e.g. UNESCO, 2022) locating statistics on 
International Faculty worldwide is more challenging and only seems pos-
sible for individual countries. Nevertheless, what these statistics do show 
is a large percentage of international staff working in institutions, and that 
this percentage is increasing in a range of countries such as the Netherlands 
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(Jonge, 2021), Malaysia (in private universities (Muhammad et al., 2021)), 
and China (Wu & Huang, 2021).

Worldwide, the pandemic is said to have resulted in a reduction of aca-
demic employment in 14 out of 57 countries with data (UNESCO, 2022). 
However, it is unclear whether this has affected international staff. Whilst 
on the one hand it can be assumed to have done so, as the pandemic also 
increased virtual mobility (UNESCO, 2022) it is hard to say without fur-
ther data whether this was the case. Although some work does note the 
negative impact of the pandemic on international activities with reduced 
international activities now taking place, for example in Japan 
(Huang, 2021).

Regarding what many studies consider, many focus on the experiences 
of ‘flying faculty’ and short-term visits of international staff to other coun-
try campuses and institutions (e.g. Smith, 2014). Others focus on staff 
relocating for longer time periods to other countries to teach, some set-
tling down permanently. Such work has the ultimate goal of improving the 
experience of staff relocating to one new environment, and also often 
focuses on the experience of staff teaching their subjects in the English 
language. A range of work considers the experiences of international aca-
demic staff (IAS) in the UK, some observing how IAS feel undervalued, 
and although they may not actually feel segregated as such, they neverthe-
less feel there is a missed opportunity in terms of a lack of aligning and 
transitioning (Bailey et al., 2021). Such work outlines the need for UK 
institutions to move more towards the cultural knowledge and experience 
of their IAS (Bailey et al., 2021, p. 351), noting that currently, “both IAS 
and international students are therefore often expected to adapt to the 
institution rather than institutions making changes and addressing the cul-
tural differences which exist” (cf. Schartner & Cho, 2017). In studies of 
staff in other countries it is often noted that few studies have focused on 
international staff in, for example, China (Wu & Huang, 2021) and that 
the motivations for going to work in another country and system could be 
simply due to pure chance, or for family reasons (Wu & Huang, 2021).

In this book we complement this literature by presenting the experi-
ences of IAS in three very different environments: first-language Korean- 
speaking and second or other language Korean-speaking professors 
teaching their subjects in EMI and living and working in Korea; second or 
other language English-speaking IAS and first language speaking English 
IAS individuals teaching their subjects in English and living and working 
in Scotland and; first language speaking English IAS teaching their 
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subjects in languages other than English in countries abroad and living 
and working there. Here the angle on Globalization and Internationalization 
is one from multiple perspectives and considers the key roles played by the 
interaction and operation of languages, cultures, and personalities. Such 
an angle helps shed light on the key role of these three elements in a range 
of different environments, both positively, where particular aspects are an 
advantage, and negatively, where the lack of certain aspects is a disadvan-
tage. We show how the advantages helped these individuals thrive in their 
environments, and the disadvantages can be said to constitute barriers or 
challenges to be overcome. We highlight these advantages and disadvan-
tages in each of the chapters where we present and discuss our data for the 
particular contexts they focus on (Korea, Scotland, Worldwide) and then 
consider them cumulatively, comparing and contrasting the experiences 
and highlighting vignettes and when we consider to be key points in Chap. 
7. Here the focus is to consider these aspects relating to Globalization and 
Internationalization from the perspective of developmental workshops for 
IAS and as a reflection for individual IAS as well.

tHe lInGuIstIc spread of enGlIsH and eMI
English’s rise as a global language comes from two principal phases of the 
first spread of English through the British colonial expansion of the seven-
teenth century and later through the rise of the United States to global 
economic dominance (Crystal, 2012). In terms of the spread and estab-
lishment of English as a medium for the communication of academic 
ideas, many (if not all) leading journals are now published in English, and 
this in turn has established English, rather as subjects are established, as 
being the language and medium of choice (cf. Goodson, 2013). In other 
words, English has arguably become a Global Lingua Franca through its 
use in business and academe (Galloway & Rose, 2015). Understandably, 
this has in turn led to the huge growth in English Medium Instruction 
(EMI) in countries such as Italy (Costa & Coleman, 2013), Finland (Hahl 
et al., 2016), Korea (Lee, 2017), China (Hu & Lei, 2014), and Taiwan 
(Huang, 2015). Subjects taught extend to almost all today, including, for 
example, Shipping (Tseng et al., 2018, 2020). Challenges with EMI are, 
unsurprisingly perhaps, very much related to the proficiency of those 
studying the subject in the language of instruction, whether this is study-
ing in English when the person’s first language is Chinese (Tseng et al., 
2018, 2020), Korean (Shin, 2021), or otherwise. Often, it is argued that 
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it is an advantage for students to learn a subject in English as it means their 
level of English will ostensibly improve. However, EMI policies have been 
criticized for their supposed link to neoliberalism (Phyak & Sah, 2022) 
and through a wider lens the spread of English has been linked to the 
death of languages (Crystal, 2002) and the loss of cultures that accompa-
nies such a death, given the intrinsic connection between languages and 
cultures (Lussier, 2011).

With regard to the idea of teaching in other languages not English that 
are the native language of the students, for example a first language 
German-speaking academic moving to China and teaching their subject in 
Chinese, or a first language English-speaking American academic moving 
to Japan and teaching their subject in Japanese, the literature is non- 
existent. Literature which focuses on China does not talk about foreign 
academics teaching in Chinese (e.g. Wu & Huang, 2021) or teaching in 
Japanese (Huang, 2021) or in Korean (Shin, 2021). Further, whilst it is 
noted in some literature that IAS are keen to learn certain languages for 
their wider currency (such as Chinese or Japanese) than their specificity 
(Korean) (Shin, 2021), the notion of actually teaching their subject in the 
first language of the other country is not considered. Indeed, in the case 
of Korea, recent literature notes that language barriers mean that Korean 
students will study with Korean staff, whereas international students will 
study with international staff (Shin, 2021). Notably, not only are there 
‘negative’ benefits such as these to teaching in the Korean language, but 
there are also ‘positive’ benefits as well. For example, teaching in the lan-
guage that the students have as their first language allows them to focus 
purely on the subject at hand, and this in turn can aid their ability to com-
mit the subject material to long-term memory, through the removal of an 
extra layer of cognitive complexity (cf. Kirschner et al., 2006). In addition, 
teaching in the language of the students also helps the IAS become famil-
iar with the language itself and this in turn has benefits for adapting both 
within the institution itself and in the wider community and culture out-
side. We therefore in the book complement existing studies into EMI by 
considering the value for IAS of using languages other than English to 
teach their subjects (Chap. 6: Worldwide); of the benefits of EMI when 
English is the first language of many of the students (Chap. 5: UK); and 
of the benefits and disadvantages of using EMI when English is not the 
first language of the students (Chap. 4: Korea). We further compare and 
contrast these benefits and disadvantages of EMI in ‘Chapter 7: Key 
Themes and Illustrative Examples’ and consider them alongside their 
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operation for IAS in the context of Globalization and Internationalization 
and from the angles of how all such factors operate within and through the 
aspects of Languages, Cultures, and Personalities.

tHe IMportance of cultural eMpatHy

Cultural adaptation is noted as a key factor (cf. Pherali, 2012) in relation 
to aspects such as food, with IAS from China talk of experiencing chal-
lenges eating out with local people in the UK due to having different 
tastes in food (Hsieh, 2012). Further, some studies have focused on the 
adaptation of IAS to UK pedagogical and institutional practices (Minocha 
et al., 2019), noting again a need for UK institutions to focus on better 
transitioning for IAS, and not just for international students (Morley et al., 
2018). Such work focuses specifically on pedagogical aspects such as the 
PG Cert, or Post Graduate Certificate in Academic Practice (Minocha 
et al., 2019), commenting that IAS “felt that the PG Cert, in its present 
form, was too conventional and was underpinned by a very traditional 
UK-centric perspective” (ibid., p.  950). Other work shows how such 
adaptation to the home environment is expected of IAS in other countries, 
for example in China (Han, 2022) where IAS are expected to conform to 
the Chinese system and often struggle with a hierarchical structure they 
have little experience of (cf. Hsieh, 2012; Xu et al., 2022). Further work 
is noted to be required here, for example that in the context of China, 
“the traditions, norms and practices of the higher education system and 
the national culture remain a visible force in shaping the experience of 
international academics, and there are much left to be examined for the 
higher education internationalization efforts of HEIs in Asian countries to 
achieve such ends” (Han, 2022, pp. 1267–8). Cultures have also been 
found to be an issue in terms of different pedagogical approaches, for 
example in South Korea IAS have been found to experience challenges 
due to the different local pedagogical norms (Ghazarian & Youhne, 
2015). Cultures have also been found to be a key issue in relation to bal-
ancing family and academic life, and in an inability to transition into the 
community the IAS has travelled to (e.g. in the case of Hong Kong 
(Morley et al., 2018)). Such a lack of an ability to adapt was often not said 
to be due to choice, but attributed to a lack of language proficiency (e.g. 
in China, Wang, 2022). Even when it is noted that IAS living in China felt 
they had moved out of an ‘English bubble’ into the Chinese community, 
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they were arguably still living in a bubble, and were using only the English 
language (see Wang, 2022).

We complement the literature here by considering the role played by 
language proficiency in the first language of where IAS are living and 
working, both in terms of the languages used to teach the subject and in 
terms of the languages used to function in the culture of the institution, 
and of outside the institution. We consider the key role that languages play 
here in both accessing and in understanding and thriving in the culture the 
IAS are working and living in. We do this through considering the role of 
languages both in and also as a tool to access, the cultures, and also by 
considering the key role of personality traits in working, teaching, and 
thriving in the countries the IAS are working in. Again we focus on these 
themes in Chaps. 4, 5, and 6, but draw them together in Chap. 7.

tHe role of personalIty

The value of personality traits is touched upon and noted in many stud-
ies (e.g. Bailey et al., 2021 highlighting the value of ‘self-directed behav-
iour’) but remains underexplored as such, particularly in terms of how it 
plays a role in the professional and social lives of IAS working in countries 
other than their own. We complement the existing literature here by 
exploring and considering precisely how personality traits, and what par-
ticular personality traits, are considered to be advantageous, and which 
ones are considered disadvantageous in the successful working and thriv-
ing of IAS in their work environments. Notably, we do this alongside and 
with the aspects of languages and cultures.

a note on MetHodoloGy

In terms of their methodology, many studies published in journal articles 
are quantitative in nature (e.g. Huang, 2009; Xian, 2015) and are survey 
based. Even if articles focus on aspects such as research productivity 
(Huang, 2009), they nevertheless underline the key role of cultural empa-
thy, language proficiency, and also particular personality traits in integrat-
ing into new environments. Other qualitative studies focus on specific 
groups of individuals and invariably target the field of English as the 
Medium of Instruction (EMI) (e.g. Larbi & Ashraf, 2020). Some draw on 
data from a single case study to focus specifically on cultures and use 
frameworks such as Berry’s module of intercultural strategies (Bailey et al., 
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2021). Some use surveys and focus groups (e.g. Schartner & Cho, 2017). 
Others draw on interview data with varying numbers of interviewees, for 
example 18 (Han, 2022), 8 (Larbi & Ashraf, 2020), 34 (Minocha et al., 
2019), 14 (Morley et al., 2018), 33 (Wang, 2022), 7 (Pherali, 2012), 54 
(Śliwa, & Johansson, 2014), 33 (Wang & Chen, 2021), or 28 (Braun 
Strělcová et al., 2022).

Given we base what we write here on around about 30 interviews, a key 
question many readers will have, and justifiably so, is why we are present-
ing the data here in a book and not in a journal article. For us, this has 
specifically two angles; a methodological one, and a content one. 
Methodologically, the number of interviewees relates directly to the issue 
of saturation—i.e. does the number of interviewees provide sufficient data 
for there to be little else worth discovering through the undertaking of 
additional interviews. Some literature finds saturation to occur at as low a 
number as 12 interviewees (Guest et  al., 2006), others at 17 (Francis 
et al., 2010). Although we have a total of over 30 interviewees, for each of 
the three studies this was around about 10, and so it could be argued that 
whilst the number of interviewees does indeed meet saturation criteria 
according to the literature from the perspective of the overall total of 
interviewees, it does not do so in terms of saturation for each of the three 
individual data sets. In other literature, rather than seek to determine satu-
ration by a number that is determined in advance of data collection, Braun 
and Clarke (2021, p. 201) highlight how it is “inescapably situated and 
subjective.” Indeed, Saunders et  al. (2018, p. 1893) suggest saturation 
should be “operationalized in a way consistent with the research question(s) 
and the theoretical position and analytic framework adopted.” In terms of 
our data here, we were satisfied that the number of interviews we under-
took revealed to us a recurrence of key points in the different contexts we 
studied. This was particularly so from our standpoint of approaching each 
study with an exploratory and broadly interpretivist standpoint that sought 
to identify key factors in relation to languages, cultures, and personalities 
outlined by the IAS we interviewed for theoretical rather than practical 
comparison and reflection by others (cf. Flyvbjerg, 2006). Content wise, 
we were keen to present and discuss what we have in a book for reasons of 
the greater length allowed, and secondly for the fact that this allowed us 
in addition to create practical materials for developmental workshops in 
institutions and for reflection by individual IAS, which was something we 
wanted to do with the data. We would not have been able to do this in an 
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