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Abstract

This article explores how world language communities of practice advance internationalization
at home on a university campus through qualitative case study research. These communities
exemplify a multidimensional approach to global engagement, blending global perspectives with
the local campus through non-formal and cross-cultural language initiatives. One specific
program, the World Language and Culture Program (WLCP) served as the focal point of
investigation. Participants included 15 WLCP teachers, international students, scholars and
community members located on a university campus in the United States Rocky Mountain
Region. The community of practice framework was used to examine the program. Data
collection included interviews with WLCP teachers, participant observations of classes and
analysis of program documents. The analysis employed a case-by-case approach focusing on
each WLCP teacher as a distinct case. Findings suggest that WLCP teachers play a critical role
in promoting intercultural competence and enhancing the visibility and active involvement of
the international campus community. Implications indicate that the WLCP is a bridge between
local and international campus communities, creating a space for cultural exchange and learning
beyond traditional classroom settings. Non-formal initiatives like the WLCP highlight how
leveraging the diverse experiences, languages and cultures of international communities can

enhance internationalization at home.
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Contribution of this paper to the literature

This study goes beyond the usual practices of internationalization such as cultural festivals and
tood- sharing events. It assesses how unpaid service instructors participate in pedagogical
practices that enhance cultural exchange and the development of a global learning environment
for the entire campus community. It fills a unique gap in the current literature by examining
how domestic, non-formal education programs like the WLCP can effectively enhance
internationalization at home, an area that has received limited attention.

1. Introduction

International experiences are often regarded as one of the most profound and stimulating factors that may
impact an individual's identity and perspective. Students and faculty who travel abroad and various frameworks,
theories, and ideas that are borrowed and adopted between systems within the institution of higher education
universities everywhere in the world honor this stance with attention to and support of international learning
initiatives as evidenced by collaborative research that is published in international journals (Altbach, 2004; De Wit,
2002).

Elkin, Devjee, and Farnsworth (2005) says that internationalization is not something that is either achieved
or not achieved rather it is an engagement with a range of dimensions. When faculty, staff, and students get
involved and are supported by the administration, there are limitless creative endeavors to strengthen the
international dimension in research, teaching and service. One such enterprise is internationalization at home, a
strategy coined by Soria and Troisi (2014) to provide student engagement with internationalization initiatives on
the local campus. Internationalization at home typically centers on curriculum and program development but with
less burden at the institutional level and more investment from particular departments or individuals on a
university campus. Examples include credit-bearing courses with a global framework, coordinated university
activities to enhance interactions between local and international students, and co-curricular campus-wide
initiatives dedicated to developing intercultural competence and international perspectives.

In the United States, faculty and administrators on university campuses nationwide, recognize the need for
internationalization at home given the high percentage of students who are unable to participate in study abroad,
side by side with the expanding diversity of international students, scholars, and guest communities (Knight, 2020).
Scholarship focusing on sustained commitment towards development, implementation and sustainment of
internationalization at home is limited (Knight, 1997; Mok, 2021). Research is essential to investigate how
domestic intercultural experiences can serve as a pathway for transformative learning, similar to what is often
observed in international mobility (Jones, 2013).

The following paper details case study research conducted for two sixteen-week academic semesters at a rural
land grant university in the Rocky Mountain region of the United States. The research aim was to explore how
unpaid service teachers (international students, scholars, and guests) of a non-formal university initiative, the
World Language and Culture Program (WLCP) impact and contribute to internationalization at home through
individual and collective pedagogies of world languages and cultures. The WLCP is unique in that it represents
deep structures of learning and cross-cultural experiences beyond popular initiatives such as organized cultural
groups and events for international students to share their home food, music and traditions with USA peers.

1.1. Research Setting and the WLCP Framework

The WLCP was established in 2018 by a group of international graduate students enrolled in various
programs on the same university campus. They received internal grants to purchase curriculum materials and
instructional technology and to organize WLCP service teachers from a pool of international undergraduate and
graduate students, faculty, visiting scholars, and family members. The service teachers offer free in-person non-
credit bearing language and culture classes in their first languages for university staff, students, and faculty as well
as members of a nearby community and globally through Zoom since the 2020 pandemic. The WLCP course
schedules follow the university academic calendar with class assignments based on available campus space. Since its
inception in 2013, the WLCP has expanded rapidly as a non-formal learning initiative, offering 18 different
language courses with more than 300 students registered each semester.

The WLCP is housed within the University of Wyoming, a teaching and research institution located in the
landlocked state of Wyoming characterized by limited geographic mobility among its population. The majority of
the university's approximately 13,000 students and 700 faculty members are from the surrounding region and are
predominantly represented by the mainstream Rocky Mountain culture. The university’s mission reflects a long-
standing institutional commitment to foster global engagement despite this demographic context. This includes
the cultivation of an environment that attracts international scholars and students; the enhancement of
international awareness through curricula and the expansion of opportunities for study abroad (Office of the
President, 2023).

The WLCP, as a university-sanctioned stand-alone service initiative within the larger campus community,
qualifies as a Community of Practice (CoP). Wenger (2006) defines a CoP as a group of individuals who share a
common interest or passion, engaging regularly to improve their practice. The WLCP service teachers
demonstrate a collective commitment to maintaining a shared practice that involves creating and contributing to a
knowledge base through sustained interaction resulting in a shared repertoire of resources (Wenger, 2006).
According to Niesz (2010) and Takahashi (2011) participation in a CoP helps members develop and co-construct a
shared identity and set of beliefs.

The WLCP framework promotes teacher collaboration in the development of new courses and the redesign of
existing ones. Teachers meet regularly to discuss curriculum, pedagogy and the needs of each new group of
students. Each semester professional development is provided to support and extend the WLCP framework based
on the standards for foreign language learning in the 21st century (American Council on the Teaching of
Foreign Languages 2014). This framework is emergent based on what each teacher brings to the WLCP; the
American Council on the Teaching of Foreign Languages, however, guide the overarching aim of content and
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instructional course decisions. Experienced teachers have curriculum autonomy while new teachers receive
ongoing support and often begin as co-instructors in established courses.

Figure 1 shows the University of Wyoming (2023) “Breakin’ Through” sculpture was created by Thomas (2015)
and funded by a $500,000 gift from April Brimmer Kunz and Marian H. Rochelle. The sculpture celebrates women’s
accomplishments with a female rider breaking through a sandstone wall. It's located in the War Memorial parking lot on the
University of Wyoming campus.

Figure 1. Breakin' through sculpture.

The image above is a photograph of a statue on the University of Wyoming campus depicting a woman riding
a horse as she breaks through a sandstone wall. The intent is to symbolize the institutional spirit, conveying to all
students, faculty, and staff that the university aim is for “the cultivation of an environment that attracts
international scholars and students; the enhancement of international awareness through curriculum and the
expansion of opportunities for study abroad (Office of the President, 2023).

2. Review of Literature

2.1. Internationalization at Home: Formal and Non-formal University Settings

Internationalization at home encompasses both formal and non-formal university settings. Non-formal
learning is defined as “organized, systematic and educational activity carried on outside the framework of the
tformal system” (UNESCO Institute for Lifelong Learning, 2015). Similar to formal education, non-formal learning
is structured with clear objectives, time schedules, and support but it occurs outside the standard programs,
courses, and mandatory activities offered by universities (Aberg, 2016). This type of learning is intentional from
the learner's perspective (Colardyn & Bjornavold, 2004) and provides alternative educational opportunities and
specific life skills that address challenges (Cedefop, 2014). Examples of non-formal learning include adult literacy
programs, vocational training, online courses, language programs, after-school projects, fitness classes,
cooperatives, tutoring and professional development programs (Latchem, 2014).

In contrast, formal learning refers to structured and school-based instruction within formal university systems
(Findsen & Formosa, 2011). Formal learning environments provide continuous and intentional education with
organized objectives, often culminating in diplomas or qualifications. Elementary schools, secondary schools,
colleges, and universities exemplify formal learning settings. However, while non-formal learning provides
flexibility and inclusivity for learners, its direct connection to internationalization at home initiatives in higher
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education remains underexplored. Research has not sufficiently addressed how non-formal learning programs such
as intercultural workshops, service-learning projects and student-led activities align with the overarching goals.
This gap limits understanding of how non-formal learning complements formal education in fostering intercultural
competencies.

2.2. The Role of Curriculum Transformation

In both formal and nonformal contexts, the goal is to develop intercultural and international competencies in
all students. This applies regardless of their study abroad opportunities, areas of study or nationality. The
literature on internationalizing higher education often emphasizes curriculum transformation (Knight, 2020). The
American Council on Education (ACE) suggests that internationalizing the curriculum is the most effective
strategy to ensure all students gain the knowledge, skills and attitudes needed in a rapidly globalizing world
(Green & Shoenberg, 2018). Stobie (2019) argues that such curricula prepare students for social and professional
interactions in international contexts benefiting both domestic and international students (Crossman & Clarke,
2010). Examples include curriculum transformation projects, innovative teaching strategies and assessment
methods that incorporate local, national, and global perspectives.

Curriculum transformation (CT) is central to internationalization at home initiatives (Green & Shoenberg,
2018; Mansilla & Jackson, 2011) and often integrates interdisciplinary approaches such as problem-based learning
(Major & Palmer, 2006). CT involves infusing international elements into course content, using global resources,
and implementing culturally responsive methodologies (Schuerholz-Lehr, Caws, Van Gyn, & Preece, 2017).

Curriculum transformation (CT) is heralded as the centerpiece strategy for internationalization at home
initiatives (Appelbaum, Friedler, Ortiz, & Wolff, 2009; Green & Shoenberg, 2006; Mansilla & Jackson, 2011) and is
often associated with pedagogical approaches across disciplines such as problem-based learning (Major & Palmer,
2006). CT can be defined as “a process by which international elements are infused into course content,
international resources are used in course readings and assignments and instructional methodologies appropriate
to a culturally diverse student population are implemented” (Schuerholz-Lehr et al., 2017). CT implies
representation of women and minorities in the curriculum (Clark, 2002; Hedges, 1996) alignment with diverse
perspectives, attention to best practices for students with disabilities (Ouellett, 2004) and adaptation of innovative
curricular approaches (Chasteen, Perkins, Beale, Pollock, & Wieman, 2011).

Emphasis on global perspectives highlights the following two core goals of CT: responsiveness to students
from diverse cultural backgrounds and attention to al/ students for a 215t -century foundation of knowledge, skills,
and attitudes. (Clark, 2002; Hedges, 1996). Bates (2005) notes that internationalization of higher education is
hegemonic as such it must be inclusive of social justice for individuals and groups on the margins of societies. The
inclusion of intercultural competence is a point of reference.

2.3. Intercultural Competence and Equaity

Intercultural competence was defined as the integrated mix of pragmatic, pedagogical, and hermeneutic
activities (Bennett, 2015). The pragmatic emphasizes the development of students as intercultural speakers (Byram,
1997) with the ability to communicate successfully and culturally appropriately in cross-cultural contexts (Brislin
& Cushner, 1996; Byram, 1997; Fantini, 2000). The pedagogical dimension recognizes the skill of empathy for
awareness and acceptance of multiple perspectives and diversity (Gochenour, 1993; Seelye, 1996). The hermeneutic
dimension honors engagement with diverse cultures that provides students with multiple ways of viewing the
world in contrast to their personal and individual cultural frame of reference (Bennett, 2015; Hammer, Bennett, &
Wiseman, 2003).

Phipps (2010) describes teaching for “intercultural beings” as a process that “moves beyond culture with what
students know about culture and reflects firmly on the symbolic and ethical significance of what they think they
know.” Themes of advocacy for international understanding among people are prominent and inclusive of the
importance of learning languages and cultures to gain an understanding of others. The pedagogy of world
languages and cultures serves as a means of communication and practice constructed by the ways participants
understand themselves, their social spaces, histories, future possibilities and critiques that locate classroom
practice within social visions and power structures (Freire, 1970; Giroux, 2024). Phipps (2010) says that the
outcome should include critical reflection on the defining categories of culture.

3. Methods

3.1. Research Design and Data Collection

This study was approved by the University of Wyoming Institutional Review Board protocol number
20171118DK01748, (2020). It was designed as a qualitative case study to examine the WLCP as a unique case
within a rich detailed context. Yin (2021) and Merriam (2019) state that a case study is an empirical inquiry that
aims at understanding a real-life phenomenon in its natural context where the distinction between the object of
study and its context is not clear and which involves the use of a range of data sources.

Case study research questions are typically open-ended, exploratory and designed to gain deep understanding.
The following two research questions were designed to answer how, why and if the WLCP, as a particular
phenomenon was aligned with internationalization at home initiatives:

1. Are there teacher pedagogical attributes that align with the practice of internationalization at home?

2. Are there aspects of the WLCP that align with strategies for internationalization at home within the

respective university community?

These questions guided the data collection process and were flexible enough to allow researchers to adapt as
new insights emerged.

The critical lens of Freire (1970) and Freire (1978) informed the research process. Freire (1970) maintained
that traditionally defined objects of investigation were nonexistent. He involved participants as partners in the
research process, becoming immersed in their ways of thinking and encouraging participants to ponder personal
frames of reference. In this study, participants were included in the process of investigation, examination, and
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reinvestigation. FFollowing the stance of Freire, participants were viewed as co-creators of knowledge through
dialogue; meaning that everyone involved in the research process was encouraged to ask questions and openly
express personal views. The focus was on the co-creation of meaning between researchers and participants (Guba &
Lincoln, 2001). This stance allowed researchers to verify the interpretation of themes as participants reacted to,
agreed with or corrected findings.

The investigation was also defined as site-based research (Stake, 2023) at the time of the study and the
principal investigators served in WLCP leadership roles. Strategies for maintaining objectivity included attention
to reflexivity (Trowler, 2011). Emphasis on reflexivity meant that principal investigators engaged in self-reflection
regarding biases that could have affected the study. Trustworthiness was established with triangulation of multiple
sources of data and member checks (Jones, Torres, & Arminio, 2006).

Procedures for data collection were completed in sequential phases using a convenience sampling technique
(Stewart & Shamdasani, 1990). Consistent with the case study methodology (Merriam, 2019; Yin, 2021) multiple
data sets included interviews, focus group discussions, a review of curriculum documents along with student
work, a focus group field log, bimonthly researcher debriefing sessions and classroom observations. In-depth,
semi-structured voice- recorded interviews and focus group discussions were conducted with fifteen WLCP service
instructors. The development of the interview guide followed principles outlined by Stewart and Shamdasani
(1990) as the funnel approach. Interview procedures included an introduction to the discussion, an overview of the
topic, ground rules, and the initial question.

3.2. Participants

Participants included 15 WLCP teachers’ who were representative of diverse backgrounds, ages (26 to 54
years), and languages. They ranged from individuals who defined themselves as

1. Long-time USA residents.

2. Newly arrived international students, spouses, or community members.

3. Short- term study abroad students.

4. Professionals with positions as K-12 teachers, university professors, department heads or center directors.

At the time of the study, all participants had completed at least one semester of WLCP teaching.

3.3. Data Analysis

The WLCP served as the primary unit of analysis with the investigation initially focusing on individual
participants as distinct cases within the broader study. Interviews were transcribed verbatim, and an initial set of
codes and categories was developed to maintain consistency across the analysis. Categories were expanded, and
new emergent codes and categories were identified (Bogdan & Biklen, 1998; Miles & Huberman, 1994). The coding
framework was refined by combining preliminary and emergent codes, reviewing each coded data segment to
ensure alignment with the intended category description. The constant comparative method was employed to
explore patterns across individual cases and broader trends (Carmaz, 2006; Merriam, 2019; Stake, 2023).

4. Results

The findings of this study are organized into three distinct case scenarios. These scenarios are not intended to
generalize the experiences of all WLCP instructors but rather to illustrate a range of diverse ideas, strategies, and
teaching approaches observed within the WLCP. Each scenario serves as a focused snapshot of the WLCP
providing an in-depth perspective on participants' pedagogical practices and their unique contributions.

4.1. Case Scenario One: The Innovative Instructor

The innovative teacher participants immigrated to the USA with a spouse or for professional opportunities. At
the time of the study, nearly all were experienced professionals trained in various social science and natural science
disciplines. They had terminal degrees from European and Asian countries; a few studied in the USA but most
completed degrees before settling in the area. All were multilingual and used English as a second or third
language.

Many participants noted that experience with various cultures both within the USA and in other parts of the
world influenced their approach to teaching WLCP courses. They expressed commitment to developing lessons
that expose students to intercultural competence.

Using language to focus on culture is an effective way of creating natural exposure to both language and
cultural sensitivity. I want to immerse students including beginning-level students because this is where
we begin with the largest groups in cross-cultural issues through reading, writing, speaking, and listening.
I want to go beyond exposure to the world. Students should develop a perspective for the global (X1O0-2).

A common teaching strategy among these participants was the use of authentic materials and hot topics to
engage students and provide interactions with target languages and cultures.

Participants defined themselves as innovative based on their confidence in course development. They engaged
with students to create curricula and relied on insider perspectives of language and culture to develop lessons about
popular music, food, city life, and multiple perspectives of global current events. Participants rejected an
authoritative stance with students preferring to create a collaborative classroom climate conducive to curriculum
topics of mutual interest.

Participants’ professional confidence and the cultural narratives they shared shaped a contemporary body of
knowledge, attitudes and skills within the following three domains of pedagogy: cognitive, affective, and
participatory. The cognitive provided content learning about the history, geography, ecological needs, and
community efforts at work in target cultures. As world events unfolded, participants used their foundation of
history and geography to help students interpret actions from the target language/cultural perspective.
Participants also used controversial issues from personal life experiences to foster critical thinking for real-world
issues.
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The goals of effective and participatory pedagogy involved the cultivation of intercultural competence through
a balance of experiential learning and classroom interaction. These interactions included classroom experiences
that offered dynamic ways to frame problems. Participants explained that whether or not students embraced
classroom experiences was secondary to their strengthened ability to think reflectively, discover insights about
themselves, and develop global perspectives.

A desire to internationalize the WLCP curriculum through interaction with students and other instructors was
a priority. Participants collaborated on a variety of initiatives including creating and revising curriculum and
providing support for less experienced WLCP teachers. They appreciated the freedom to develop WLCP courses.
Many viewed it as respect and validation for their backgrounds and their role as instructors committed to tailoring
curricula to each group of students.

4.2. Case Scenario Two: Cultural Flare Instructor

Nearly all of the cultural flare instructor participants were in the process of applying to or registering in USA
universities for graduate level study. Many were English as Foreign Language (EFL) instructors who relied on
prior teaching experience to develop WLCP courses. Participants noted the importance of a toolbox of strategies to
emphasize what students could demonstrate upon completion of their courses. They defined themselves as
facilitators of WLCP courses to project the idea that instructor expertise was valued as one element among many
in WLCP classrooms.

A common theme among these participants was inspiring students to think broadly about the world. This was
evident for those who identified as experienced educators regardless of the target language; they noted broad
implications for supporting students to act globally. One participant explained that her decision to participate in
the WLCP sprung from her desire to prepare university-level students to reflect on personal cultural perspectives.

I wanted to shake it up. I wanted to do something that engaged. To start to question them, to start to
reflect on their own beliefs and where their own beliefs have come from because I believe that the only way
that they're going to start to rethink those beliefs (XXI-1).

Participants defined the WLCP as a community within the larger university setting to gain professional
teaching experience while also challenging students to be aware of personal beliefs, cultures, and perspectives.

Some suggested that university-level students did not have experience with others who were culturally
different or with languages other than English. They reported that some WLCP students were not curious or
knowledgeable about the world.

And yeah, it is a concern. I mean, how can you be in the moment with people who come from around the
world if you don't know anything about the world? If I can accomplish one goal, it's for them to become
curious so that if they interact with someone from my country which is different from where we are right
now, they might decide to Google it to find out about my religion, history, culture and place in the world
(XXX-5).

Participants noted important components to develop WLCP students’ intercultural competence detailed as
culture-specific knowledge especially a deeper understanding of worldviews, historical contexts and other
influences on culture. All participants agreed that it was essential to be able to understand the world from others’
perspectives.

Participants reported that serving as WLCP teachers provided meaningful experiences through sharing and
being made aware of new resources by other teachers and the international community in general. Many noted a
positive relationship between quality teaching and honest open cooperation among teachers as a WLCP team. As
an example, participants often changed or modified the WLCP course curriculum based on suggestions and ideas
generated by other instructors.

4.3. Case Scenario Three: Newcomer Instructor

The newcomer teacher participants were recent arrivals to the university and often to the USA. Some were
exchange students with plans to stay for a maximum of two semesters. They had unique challenges, given their
limited experience with the USA system of higher education and less exposure to English speaking communities.
At the time of the study, all newcomer teacher participants began WLCP teaching as tutors working with small
groups of students.

Some reported that the initial goal of WLCP teachers was to gain experience with the structure, culture, and
operation of USA university classrooms and students. All noted that the USA system was very different and thus
the goal was to step out of their comfort zones and get acquainted as soon as possible.

Participants outlined numerous benefits based on service as WLCP teachers. The most commonly cited
benefits were opportunities to network and expand professional communities. This mostly happened through
interactions with WLCP instructors in group settings.

I learnt that people are doing some interesting stuff on campus in the WLCP. They're spending time with
people from other countries. They're doing a lot of interesting work that’s connected to other countries
and they have these relationships with others on campus that are from all over the world. If I hadn't been
in the WLCP I probably wouldn't have known about this (XII-1).

Serving as WLCP teachers gave participants transparency; they reported a sense of belonging. This was
important given that some reported feeling isolated as the only person on campus from their home country or
region.

These case scenarios emphasize key pedagogical attributes that define teacher approaches, particularly how
these attributes align with and support the concept of fostering internationalization at home. This involves
integrating global and intercultural dimensions into the WLCP classroom context, providing students with
meaningful opportunities to engage with diverse perspectives without requiring international mobility. Scenarios
illustrate innovative strategies instructors use to create inclusive, globally aware learning environments by framing
the findings through these attributes. They demonstrate the WLCP's potential to enhance intercultural
competence and global understanding at the local level.
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5. Implications

The aim of this study was to explore the practice of internationalization at home within the WLCP as a
nonformal university initiative. The WLCP was defined as a culturally inclusive space on a university campus with
a shared bond of teaching and learning world languages and cultures among international and local students, staft,
and faculty. Participants’ varied backgrounds, experiences, and professional characters meant that the WLCP
embodied diverse worldviews, teaching styles, knowledge, languages, cultures and life experiences. This composite
was the thread that characterized the WLCP as a CoP to foster strategies for interaction between international and
local students, faculty, and staft.

The WLCP models intentional inclusion of international and intercultural teaching and learning within
nonformal curricula in a purposeful way. The essence of the WLCP as a CoP was an essential strategy to bring all
instructors together with commitment for ongoing professional development. Even seasoned instructor
participants who studied and had professional lives in other countries needed support in adapting and
understanding internationalization practice within the local intercultural contexts of a United States university
campus. Hence, ongoing professional development for international at home initiatives such as the WLCP should
be supported and viewed as a critical feature. This implies that adding or infusing random internationalized
curriculum elements or electives are insufficient for universities that strive to be globally minded.

Consideration of the WLCP as a strategy for internationalization at home means that it should be valued as a
channel of university efforts. Engagement with university stakeholders is important for accountability as well as
for recognition and transparency of the WLCP within the larger knowledge base of internationalization. This
means that a range of stakeholders across the university should be engaged with nonformal initiatives as viable
components of the internationalization agenda. This might include international officers, educational developers,
and faculty administrators.

5.1. WLCP Alignment: Strategies for Internationalization at Home

The presence of the WLCP as a non-formal teaching initiative on a university campus validated the
international community as a group of leaders and as a point of contact for bringing the local and international
communities together. This is noteworthy given that international students are among the most valuable yet
underutilized resources on United States university campuses. International students represent the academic elite
of their home countries but are often invisible within the wider campus communities of United States host
institutions (Bates, 2005). Their roles as WLCP service teachers provided transparency for diverse professional and
personal life experiences that represent assets for the university. Participants’ responsibilities as WLCP teachers
gave them a voice as well as an invitation to actively participate as members of the university community.

Implications suggest that the WLCP provides an alternative model of possibilities to enhance strategies for
internationalization at home. Participants embodied critical perspectives noted here as the disruption of authority;
in classroom settings they assumed active roles in collaboration with students in what Freire (1970) refers to as
transforming the world. Teacher involvement is key to internationalization efforts (Allan & Estler, 2020) yet often
there are just a few teachers identified as specialists or as the go to people for internationalization. They are
appointed to teach the internationalized curriculum serve on international committees and lead study abroad
programs. In contrast, the WLCP provides a model for the importance of internationalization spread throughout
the faculty and student body as a collective initiative that is fluid with the ability to develop as a standard of
practice. In a nutshell, the WLCP lends substantial strength to the importance of non-formal initiatives across the
institution. It highlights that learning takes place within formal classroom settings but also across informal and
non-formal initiatives.

The WLCP highlights the value of a local intercultural context as a powerful vehicle for transformational
learning similar to that achieved through international mobility. This is supported by research noting that
international experiences play a crucial role in cultivating transferable and marketable skills (Crossman & Clarke,
2010).

5.2. WLCP Instructor Attributes Aligned with Internationalization at Home

Research suggests that intercultural competence cannot be acquired in a short amount of time or one course
(Bennett, 2015). Rather, as exemplified by participants, it is a process that needs to be nurtured and addressed
explicitly. Participants modeled intercultural competence exemplifying various knowledge, skills and attitudes that
illustrated to students the behaviors and communication styles that are both effective and appropriate in
intercultural interactions.

In this respect, participants were learner-oriented. Using the study of culture and language as a classroom
vehicle integrates the experiences and knowledge of all students. Teaching activities and assignments were
designed to stimulate exchange and collaboration among students whether they were United States or
international; participants’ pedagogical stance did not depend on the presence of international students. Rather
they motivated students to seek the intercultural as well as the international through the study of language and
culture. This stance offered all students global perspectives regardless of their program of study or whether or not
they were preparing for study abroad.

Participants’ diverse perspectives contribute to an internationalized campus that embraces teaching about the
differences and similarities of people worldwide. Including participants as active agents in their own learning led to
confidence in their abilities for understanding issues of culture. It also led to a high comfort level for discussing
controversial issues in the classroom and embracing intercultural communication as fundamental to the core
content of their courses.

The WLCP broadened participants’ thinking about current and future endeavors in support of their service
within the university community. Participation in the WLCP transformed the way they thought about the content
of their courses and the outcomes for students. Participants with a variety of perspectives on the purpose, goals,
and importance of internationalization could be viewed as advocates and ambassadors for internationalization
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efforts at the institutional level. These participants might continue to engage with internationalization in their
future endeavors both while in the United States and beyond.

6. Limitations

Despite the promising potential, this case study research is not without limitations. Foremost is its lack of
generalizability. The focus on a detailed, context-specific case may have overlooked broader trends or patterns that
could be identified through quantitative research. The research design was heavily influenced by the unique
conditions of the particular setting further limiting the applicability of the conclusions to other institutions or
regions. This limitation includes the findings that may not apply to broader university populations in different
contexts. The specific demographics and cultural stance of the participants could have influenced the findings,
making it difficult to extrapolate the results to other groups in other university communities. The sample size is
likely too small to account for variability in experiences, reducing the ability to make inferences applicable to larger
or more diverse populations.

Broadening the geographical scope of research could enrich the understanding of internationalization at home
application and implications. This might encompass the lived experiences of students, staff and faculty in both
tormal and non-formal internationalization at home initiatives. Researchers might begin with questions addressing
the challenges they face, and how the respective programs impact their intercultural growth and academic
engagement.

7. Conclusion

In conclusion, implications offer a rich context for research-driven understanding of what can be gained from
non-formal university initiatives such as the WLCP to inform and enhance internationalization at home.
Implications contribute to the landscape of meanings and strategies associated with internationalization at home at
the level of practice. The WLCP is a reminder that collaboration across university communities is a prerequisite for
the resources and information necessary to mentor and guide all students toward creating and sustaining a globally
minded university community. Faculty, staff and students are called to reach beyond the formal classroom, to
explore available resources with interested others in developing internationalized university communities on local
levels.

The potential of non-formal initiatives like the WLCP encourages a shift from viewing internationalization as
an exclusively classroom-based endeavor to recognizing the value of community-wide engagement. This
collaborative approach ensures that internationalization efforts are inclusive, accessible, and impactful, fostering an
environment where students and staft alike are empowered to develop global perspectives that create university
communities that are interconnected and responsive. Universities can contribute meaningtfully to the preparation
of students for an increasingly interconnected world through such concerted efforts.
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