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Abstract 
This chapter frames processes of meaning making as fundamental mechanisms of revealing how core epistemologies 
underpinning internationalisation can impact and affect processes of systemic change. The allusion to internationalising or 
decolonising curricula is one which actively floodlights processes of change in terms of whether and how students from 
across the globe have actually been afforded the opportunity to co-create the future of Higher Education (HE).  It equally 
highlights the degrees of  tokenism, which characterises many claims of inclusion and diversity in reality.  In considering 
geopolitics in the modernisation of approaches to endemic structural racism, the chapter also considers the destabilising 
and consequent rebuilding of cultures and contexts of education, so that the embracing of diversity at the front line of 
curriculum delivery across HE in the UK might eventually be deemed truly authentic. Alongside these fundamental tenets 
of change, the chapter progresses to consider perspectives on personhood, positionality and the inherent change agency that 
educational reformers possess in their challenge of breaking down the barriers that geography and politics frame. In terms 
of  the emancipatory and transformative elements of educational praxis, the chapter concludes by considering the cathedral 
legacies of educational history as fundamental proponents for civic address. 

 
 

Introduction 
‘Our world is not divided by race, colour, gender, or religion. Our world is divided into wise people 

and fools. And fools divide themselves by race, colour, gender, or religion.’ 

    Nelson Rolihlahla Mandela (1918-2013) 

 
The Concept of Inclusive Excellence 

What actually constitutes inclusive excellence has become a long-debated topic in the context of higher education pedagogic 

practice generally, but most specifically in relation to what constitutes the core educational aims and objectives of higher 

education institutions, where epistemologies of higher education have their greatest resonance (Dawson, 2020). To challenge 

systems and organisational infrastructures which have long had reputations for the majority representation of white middle 

class males remains something which necessitates the deconstruction of the meaning of class, culture and intentionality, not 

only for this generation but for those in the past and future too (Abutbul-Selinger, 2020). How concepts of inclusivity, 

diversity and culture can be explored through human processes of meaning making is one mechanism of illuminating how 

core epistemological and dynamic issues of internationalisation can drive systemic change through global organisations 

purporting to either internationalise or decolonise their current academic curricula (Brooks, 2020; Tran, 2010). Multicultural 

competence lies at the heart of all nods to achieving both in practice and in recognising the fundamentally unique 

contribution that all students make to learning environments across the globe (Shayakhmetova et al, 2017). Whether this 

capacity for progressive and dynamic change ought to be a prerequisite of educational provision or whether it is merely 

another concept of additionality within those curricula being justified, designed and implemented across the world is another 

area for illumination, where at best many initiatives are little more than tokenistic efforts to address long held issues for 
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address within Higher Education as a whole (Lee, 2020). Statistics surrounding the diversity of learning outcomes are no 

less evident of the whole systems change that curriculum development presently faces (Olcoń, Gilbert and Pulliam, 2020). 

Since the learning and development of all students is encompassed by these processes, even prior to implementation of 

delivery with students from multi-cultural backgrounds, it can be argued that the centrality of any authenticity for the 

academy, lies in strategic curriculum design, teaching and learning methodologies, inclusive assessment opportunities and 

most importantly the capacity for students to undertake programmes which are ecologically valid as well as academically 

and pedagogically authentic in practice (Beasy et al, 2020). The agency afforded to strategic curriculum developers and 

educational policy makers at a systems level has the capacity to fundamentally shape future progressive initiatives to 

authentic inclusion and the embracing of diversity that has tangibly moved beyond tokenism. This not only necessitates 

modernisation of the culture and context of HEIs but the educators and leaders who work within them at the front line of 

educational geopolitics with international students (Uzhegova and Baik, 2020). Amidst the globally competitive market of 

educational provision and the neoliberalism that underpins it, the role of HEIs in centralising the learning of the next 

generation of knowledge, skills and citizenship has never been more fully illuminated (Pais and Costa, 2020). Amidst the 

fallout of the COVID-19 pandemic, this position is only likely to become more exacerbated in the future, amidst complex 

ambiguity and political uncertainty (Sellars and Imig, 2020).  

Not only does geopolitics have a place in the modernisation of approaches to the legacy of structural racism, it also has to 

place internationalisation and decolonisation of academic curricula amidst the process of newly co-constructed knowledge 

with students as partners so that new boundaries of internationalised education can be reconstructed in relation to their 

purposefulness and capacity to be inclusive and demonstrably embrace diversity at the front line of delivery across HEIs 

(Gordon and Webber, 2020). 

Couched in the term ‘needs led’, global curricula hinge on the pivot of changeable global economies, ever diversifying 

demands for knowledge and skills and the need to demonstrably prove their offer of inclusive excellence within suitable 

campus contexts, which embrace a culture and sense of belonging for all learners in their developmental progression 

(Baltaru, 2020). These are all multi-dimensional, interconnected facets of the same progressive lens, which remain the core 

responsibility of people, not the curricula within which knowledge and skills are delivered. At the heart of person centred 

responsibility is the capacity to not only know others but to know oneself, to be reflectively and reflexively accountable and 

to suspend long held pre-suppositions and assumptions in the address of barriers to effective learning and teaching (Hardee 

and Johnson, 2020). Establishing how personhood underpins professionalism, is fundamental to ever beginning the 

fundamental changes in organisational structure necessary to illicit tangible and functional change at the centre of inclusive 

education for all (Sardabi Biria and Golestan, 2018). Only then can a claim of addressing the need to internationalise or 

decolonise the curricula ever be authenticated in practice (Bhambra, Gebrial and Nişancıoğlu, 2018). Fundamentally, this is 

the need not to project new interventions or implementations upon the diverse cohorts with whom we work but rather to co-

construct new knowledge via mechanisms of mutual repricocity and dialogue between those who teach and those who learn, 

so that this becomes a means of addressing the whole discourse and approach to curriculum design, delivery and 

implementation in practice at the global front line of higher education provision (Hall and Tandon, 2017; de Oliveira 

Andreotti et al, 2015).  

     Statism and Nationalism 

Another key issue for theoretically positioning the geopolitical power of HEIs is to consider the concepts of statism and 

nationalism (Khomyakov, 2020). Running far deeper than any debate of a post national system of global politics, the 

neoliberalism and commodification of education across continents has played a significant role in the agency that education 

offers in its portfolio Veiga, and Magalhães, 2020). Often these are reflexive and insular in approach, rather reflecting local 
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need rather than the wider vision of a global society with a sense of individual and collective civic responsibilities. Education 

for education’s sake is diminishing, yet ironically the ethos of civic responsibility rises year on year (Dee, 2020). 

Deconstructing education as a discipline as well as a process, then, fundamentally unlocks barriers to and borderland areas 

into difference and inequity and posits it as a means of supporting aspiration regardless of context and regardless of an 

historical tradition, which ought to be temporally recognised as being exactly that in order to pave the way for future 

educational provision (Hirschl, and Shachar, 2019). This is far more reflective of cosmopolitan and inclusive societies as 

possible realities and not just ideologies for future consideration beyond the here and now.   

The Dangers of Eurocentrism 

Any postcolonial critical commentary on Higher Education’s geographical spread could legitimately conclude that the most 

dominant forms of institution, at any particular point in time, are actually the end outputs of educational systems (Kučerová, 

Holloway and Jahnke, 2020). These are often dictated by the need for a specific end point, which in turn is dictated by 

situational specificity, geographical need or external economic drivers of ‘needs led’ curricula (Martinez-Vargas, 2020). 

These institutions still spatter Europe as legacies of time gone by – the industrial revolution, the enlightenment and as material 

reminders of the passage of time to the here and now (Mondon and Winter, 2019). The colonial backdrop to much of this 

history, stems often quite unashamedly, from an overreliance on Eurocentrism and white middle class patriarchy in the initial 

establishment of now longstanding cultures and universal contexts of higher education (Kubota, 2020). Foucault  clearly 

identified that knowledge and power are inseparably linked and as a consequence interdependent in terms of establishing and 

further developing the relationships that underpin education (Ayeb-Karlsson, 2020). As a direct consequence of this 

epistemological basis, there has been a paradigmatic insufficiency in the capability of HEIs to give a voice to those usually 

marginalised groups of society for whom the westernisation of knowledge and power can be a profound source of cultural 

dissonance and a point of departure for the concept, let alone the practice of inclusivity in educational settings. In terms of 

political geography, this poses its own issues for address. The representativeness of those who have dared to question the 

inertia over the years has been equally challenging – indeed where reactive opposition to dominant forms of knowledge have 

been posited and where society is often left contemplating the impact of this opposition. The issue is that the west, whilst 

contextually specific has become a point of departure for knowledge, and consequently the power stemming from it (Quisay, 

2019; Doris, 2015). There is a distinct and tangible tension between what can be construed as socially constructed boundaries 

and those which have any place in geographical terms (Löhlein and Müßig, 2020). What matters is the implication of more 

notional constructs, which can have long term consequences for those living in the confines of them. Materiality versus 

fluidity of international educational leaders is a reality for those who become subject to the power of owned knowledge and 

the divisive culture this creates. It is usually Western and Eurocentric knowledge which has the capacity to constrain and 

contain members of society and their particular geographical contexts. This raises important perspective of consideration for 

the geopolitics of education in relation to meaning making and the social construction of truth versus verisimilitude. As 

education steadily progresses down the anthropocentric standpoint where ‘being’ and individual being in particular is seen 

as increasingly more relevant to an holistic educational system for all, it is clear that the removal and destruction of barriers 

to knowledge, to the constraints of historical borderlands must take place for the benefit of all those either educating or 

seeking to be educated. 

Perspectives on Personhood, Positionality and Change Agency 

The negotiation of complex teaching landscapes and the approaches needed to reconcile them has one shared common 

denominator – the capacity and human universal capacity to make meaning from experience and human interaction. Too 

often we lose sight of education as a social science and the implications this ought to have in breaking down the barriers 

geographical and political borders frame.  
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Establishing personhood and positionality necessitates the integration of teaching and learning methodologies, which in 

themselves have the fundamental capacity to be truly transformative (Shahjahan, 2019). A context of being able to freely 

and democratically challenge posited and articulated ideologies, theories and hypotheses, lies at the heart of progressive 

opportunity for change. This cannot be targeted at an international audience alone, if it is to be authentically positioned as a 

means of providing equity of opportunity. This is an opportunity for all to be transformed on an individual as well as a 

collective platform. The echoes of Mezirow’s work echo with the resonance and capacity for disruptive ambiguity to be 

integrated across academic curricula here, which can then act as a driver for framing new perspectives and challenging long 

held assumptions and pre-suppositions, both of which so often are the basis of unintentional racism in educational practice 

(Mezirow, 1993). It is critical pedagogies, though, such as Freire’s now seminal ‘Pedagogies of the Oppressed’ (Freire, 

1972) which have acted as the fundamental catalyst in the liminal shift between reality and the degree of self-consciousness 

underpinning it. The capacity for critical and introspective reflection on self and society lies at the heart of its then 

revolutionary approach to structural change agency in practice (Marrugi, 2012).  If this is to be translated and cascaded 

down into academic curricula, it is processes of critical reflexivity which will drive a future vehicle in which the geopolitics 

of education travels and extends its reach (Löhlein and Müßig, 2020). Mezirow and Dirkx (2006) posited that, “the process 

of making a new or revised interpretation of the meaning of an experience, which guides subsequent understanding, 

appreciation and action what we perceive and fail to perceive, and what we think and fail to think are powerfully influenced 

by habits of expectation that constitute our frame of reference, that is, a set of assumptions that structure the way we interpret 

our experiences” in applying this to the context of internationalising and decolonising curricula in the light of epistemic 

positionality, its relevance is poignant. 

More recently, the work of Cunliffe (2016) has ensured the longevity of Freire’s work, via the integration of social 

constructionist perspectives and concepts of reality.  In terms of being able to delineate between the concepts of truth and 

verisimilitude in practice based settings, this is a pivotal consideration in instances where the co-construction of new 

knowledge with international students and staff is to become an embedded part of future practice. Most importantly, the 

whole concept of being able to reflexively consider the action of the self as an iterative process of self-development, self-

reflection and improvement, is arguably fundamental to the subjective understanding of reality in HEIs across the world 

(Mani and Milan, 2020). This then has the potential to provide an insight into how knowledge construction from global 

perspectives impacts directly on the co-construction of experience, meaning making and consequently authentic critical 

reflexivity (Mao et al, 2016). Surely as educators our perspectives on global citizenship extend far more into the concept of 

authentic personhood than functional practicalities of educational provision in practice. 

Integration of Transformative Learning across Curricula 

Despite the immersion in difficulty academic development faces in the recognition of barriers to decolonisation and 

internationalisation of the curriculum, Higher Education remains a societal focal point for all that might be possible through 

the transformative and emancipating power of education (Harman, 2019). The capacity to equip future generations is rooted 

not only in education but the far broader remit of global citizenship, which in turn has the potential to extend the reach of 

the understanding of authentic personhood. Since personhood is the pivotal denominator and contributor to the teams and 

systems within global societies, surely to start with collective change as educationalists, we must recognise the inherent 

power, aspiration and personhood of the individuals with whom we teach and whom we learn. This negotiation of complex 

teaching landscapes and the systemic approaches needed to reconcile them has one shared common denominator - the 

capacity and human universal capacity to make meaning from experience and human interaction with others and the capacity 

to recognise where structure and agency necessitate modernisation and wholesale overhaul (Karakhanyan and Stensaker,  

2020). 



5 | P a g e  
 

In terms of their philosophical ethos, HEIs root curriculum justification, design and implementation with clear regard that 

these processes can have a lasting impact on individuals, communities and global societies and the intentionality with which 

these processes take place is founded in sound intention. Despite this, the lens through which they are design is often clouded 

with the positional stance of people for whom internationalisation and decolonisation have never been issues to be grappled 

with in the ‘real world’ (Villarroel et al, 2018). Whilst modern practice has started to engage people in the active co-

construction of their knowledge and experience in practice, there is still a huge deficit between what is perceived of their 

experience in crossing borders and territories and what is an actuality in terms of their own reality. Again, this is where 

multicultural competence is pivotal and it is arguable that unless sufficiently represented, the people experiencing these 

curricula have no active voice in proactively changing the experience of consequent cohorts, or indeed, and perhaps more 

importantly, changing the cultural ethos into which international students are introduced. Embedded within this, is the key 

question of whether the staff who facilitate and deliver these academic curricula in practice ought to present themselves as 

acknowledging cultural difference or in some way trying to remain deliberately neutral of it, in relation to all of the other 

diversity present in classroom settings.  Perhaps one of the greatest acknowledgements to be made here, is that all students 

are different but the connection of human universality and shared experience first and foremost, is the only factor, which 

can successively acknowledge individual need and the acknowledgement and accommodation of it. This approach is also 

more reflective of the changing demography of all global societies where multi-cultural diversity is extending and where it 

can be actively used to leverage positive change for all, not just those who have radically altered their geographical 

boundaries in practice. What is often missed within the wider debates of extending the reach of curriculum design via the 

co-construction and feedback of all students, is the semantics and discourse underpinning the process, which are usually 

founded on antiquated traditions and processes. Unless we change structures then the agency of those we wish to advocate 

and support in having a voice, cannot be authentically be presented. What is reflected in a curriculum, is the embedded 

positionality of the academic who writes it and whose personhood and long held presuppositions and assumptions are 

belying it. Temporality too, has significance, in that the modernisation of agendas supporting those studying away from 

their homelands and particularly amidst the global turmoil and those issues driving situational specific areas for change and 

support, for example with the COVID-19 pandemic. In practice this also enables both the collective and individual 

implications of cultural representation to be explored through a lens of authenticity which provides clarity around how the 

potential for borderless Higher Educational teaching practices can be feasibly brought into existence at all.  

Framing Diversification and Transcending Internationalisation 

Theoretically, diversification of academic curricula ought to have positive and significant implications for their eventual 

cultural competence. With regard to the personal and professional translation into practice this has the potential to have for 

those Higher Educational Institutions who place a high level of regard on their civic impact, the corresponding benefits to 

institutional perception are highly evident. The skills and knowledge of staff and their ongoing professional development 

are pivotal in the progressive alignment of strategic plans for diversification, enhanced levels of inclusivity and most 

importantly of all, dynamic and responsive cultural change. The gendered and racial nature of all academic curricula 

represents an important opportunity for staff to illuminate their own positional standpoints on key debates and to actively 

encourage the free and democratic voices of others to be heard, in a safe forum for both inclusivity and diversity. It is here 

that not only the issue of what is being taught becomes a focal and emphatic point for consideration but also how. Across 

these academic curricula, this also then necessitates a wholesale examination of the appropriateness of traditional teaching 

methodologies, mechanisms of assessment and feedback and the integration of social and intellectual development to 

accompany and reflect drivers of positive change. From a pragmatic perspective, and one which also focuses the 

epistemological basis of teaching and learning for the 21st Century, this necessitates the implementation of three interlinked 

facets of pedagogical approach in practice: 
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• Acknowledging that the development of intellectual and social capital across all academic curricula ought to embed the 

opportunity to negotiate contexts and settings of learning, which are reflective of high level opportunity, learning 

enhancement and within the scope of institutional additionality, capable of transfer to civic and societal contexts beyond 

completion of a formal learning pathway.  

• The integration of creative and innovative pedagogies, which drive the opportunity to challenge traditional inertia of 

teacher centred approaches to knowledge acquisition so that this moves to the facilitation of student centred and co-

constructed knowledge, with the potential of transference to wider contextual situations and settings, whilst at the same 

time maximising individual student learning potential. 

• Valuing the varied individual and collective cultural perspectives that student cohorts represent and integrating these a 

source of learning via strategic academic praxis beyond formal academic curricula. The extent of the additionality these 

bring to institutional learning environments is largely up to the recognition and acknowledgment of their inherent value 

in practice.  

 
   Conclusion 

 

Cultural dissonance and localised geopolitics have the potential to distract from the need to make operational effective 

processes of acculturation and as a consequence diminish the capacity for individual and collective achievement. 

Leveraging change in the context of global workplaces via the development of cultural competence and a diversification 

of educational provision is central to societal progress as a whole. Traditional curriculum models are exclusionary by 

their modes of instruction, communication and engagement with learners from transnational contexts and settings as well 

as the integration into different societies that they offer to students. Using more negative, diversely designed context on 

perspectives from global settings provides a context for the sense of worth all people have. Central to student engagement 

is student motivation and the capacity to integrate and embed a personal stance into reports of experiential or situational 

learning from all over the globe. Diversification though, is only one part of being able to integrate transformative learning 

approaches and as a consequence, impacting on the concept of inclusivity in practice is only one of several challenges 

that HEIs across the globe face in the modernisation of the agency their organisations can claim to provide for all students. 

The case for embodying multiple student identity groups is not a new one, but perhaps most importantly represents an 

opportunity to deconstruct the identity of collective groups into a series of identifiable and valued individuals, each with 

their own story and each with their own aspirations beyond these collectives.  In group culture, where voices are never 

truly or wholly representative of whom they speak for, even story making for story telling can prove elusive for individuals 

who may not have even reached the stage of believing they have a story valuable enough to tell. The theoretical emphasis 

and pragmatic approaches placed by Freire, Mezirow and Dirkx on the emancipatory and transformative impact of 

education in practice still resonate today. Their cathedral legacies remain a key means of not just informing and facilitating 

the internationalisation of higher educational practices ‘in situ’, but as a means of emancipating and transforming wider 

society through the impact of a wider understanding of what personhood actually means. 

  

   References 
 

Abutbul-Selinger, G. (2020). Invisible boundaries within the middle class and the construction of ethnic 
identity. Identities, 27(2), 210-22 
 
Ayeb-Karlsson, S. (2020). No Power without Knowledge: A Discursive Subjectivities Approach to Investigate Climate-
Induced (Im) mobility and Wellbeing. Social Sciences, 9(6), 103. 
 



7 | P a g e  
 

Baltaru, R. D. (2020). The rise of agentic inclusion in the UK universities: maintaining reputation through (formal) 
diversification. Studies in Higher Education, 1-14. 
 
Beasy, K., Kriewaldt, J., Trevethan, H., Morgan, A., & Cowie, B. (2020). Multiperspectivism as a threshold concept in 
understanding diversity and inclusion for future teachers. The Australian Educational Researcher, 1-17. 
 
Bhambra, G. K., Gebrial, D., & Nişancıoğlu, K. (2018). Decolonising the university. Pluto Press. 
 
Brooks, R. (2020). Asserting the Nation: The Dominance of National Narratives in Policy Influencers’ Constructions of 
Higher Education Students. Sociological Research Online, 25(2), 273-288. 
 
Cunliffe, A. L. (2016). Republication of “On becoming a critically reflexive practitioner”. Journal of management 
education, 40(6), 747-768. 
 
Dawson, M. C. (2020). Rehumanising the university for an alternative future: decolonisation, alternative epistemologies    
and cognitive justice. Identities, 27(1), 71-90. 
 
Dee, T. S. (2020). Education and civic engagement. In The Economics of Education (pp. 103-108). Academic Press. 
 
Doris, J. M. (2015). Talking to our selves: Reflection, ignorance, and agency. OUP Oxford. 
 
Freire, P. (1972). Pedagogy of the oppressed. New York: Herder and Herder. 
 
Gordon, T., & Webber, J. R. (2020). Complex Stratification in the World System: Capitalist Totality and Geopolitical 
Fragmentation. Science & Society, 84(1), 95-125. 
 
Hall, B. L., & Tandon, R. (2017). Decolonization of knowledge, epistemicide, participatory research and higher 
education. Research for all, 1(1), 6-19. 
 
Hardee, S., & Johnson, L. (2020). Realizing Inspiring and Successful Educators (RISE). Collaborative Models for 
Clinical Practice: Reflections from the Field, 109. 
 
Harman, K. (2019). Enacting Equality: Rethinking Emancipation and Adult Education with Jacques Rancière. In Power 
and Possibility (pp. 107-116). Brill Sense. 
 
Hirschl, R., & Shachar, A. (2019). Spatial statism. International Journal of Constitutional Law, 17(2), 387-438. 
 
Karakhanyan, S., & Stensaker, B. (2020). External Quality Assurance: The Landscape, the Players and Developmental 
Trends. In Global Trends in Higher Education Quality Assurance (pp. 11-36). Brill Sense. 
 
Khomyakov, M. B. (2020). Nationalism and Colonialism: Oceans, Civilizations, Races. Changing Societies & 
Personalities. 2020. Vol. 4. Iss. 3, 4(3), 285-303. 
 
Kubota, R. (2020). Confronting epistemological racism, decolonizing scholarly knowledge: Race and gender in applied 
linguistics. Applied Linguistics, 41(5), 712-732. 
 
Kučerová, S. R., Holloway, S. L., & Jahnke, H. (2020). The institutionalization of the geography of education: An 
international perspective. Journal of Pedagogy, 11(1), 13-34. 
 
Lee, A. R. (2020). All You Have Gotten Is Tokenism. In Prejudice, Stigma, Privilege, and Oppression (pp. 387-399). 
Springer, Cham. 
 
Löhlein, L., & Müßig, A. (2020). At the boundaries of institutional theorizing: Individual entrepreneurship in episodes of 
regulatory change. Accounting, Organizations and Society, 101102. 
 
Mao, L., Mian Akram, A., Chovanec, D., & Underwood, M. L. (2016). Embracing the spiral: Researcher reflexivity in 
diverse critical methodologies. International Journal of Qualitative Methods, 15(1), 1609406916681005. 
 



8 | P a g e  
 

Maruggi, M. (2012). Through solidarity to “fluidarity”: understanding difference and developing change agency through 
narrative reflection. Teaching Theology & Religion, 15(4), 307-322. 
 
Mezirow, J. (1993). A transformation theory of adult learning. In Adult Education Research Annual Conference 
Proceedings (Vol. 31, pp. 141-146). 
 
Mondon, A., & Winter, A. (2019). Whiteness, populism and the racialisation of the working class in the United Kingdom 
and the United States. Identities, 26(5), 510-528. 
 
Olcoń, K., Gilbert, D. J., & Pulliam, R. M. (2020). Teaching about racial and ethnic diversity in social work education: 
A systematic review. Journal of Social Work Education, 56(2), 215-237. 
Pais, A., & Costa, M. (2020). An ideology critique of global citizenship education. Critical Studies in Education, 61(1), 
1-16. 
 
de Oliveira Andreotti, V., Stein, S., Ahenakew, C., & Hunt, D. (2015). Mapping interpretations of decolonization in the 
context of higher education. Decolonization: Indigeneity, Education & Society, 4(1). 
 
Quisay, W. (2019). Neo-traditionalism in the West: navigating modernity, tradition, and politics (Doctoral dissertation, 
University of Oxford). 
 
Shahjahan, R. A. (2019). From ‘geopolitics of being’towards inter-being: Envisioning the ‘in/visibles’ in the globalization 
of higher education. Youth and Globalization, 1(2), 282-306. 
 
Shayakhmetova, D., Baituova, A., Bekbenbetova, K., Islam, D., & Yerzhanova, S. (2017, July). The development of 
teacher’s multicultural competence in the context of modern higher education. In International Conference on 
Psychology, Education and Social Sciences, 1st Edition, Istanbul (pp. 279-306). 
 
Sellars, M., & Imig, S. (2020). The real cost of neoliberalism for educators and students. International Journal of 
Leadership in Education, 1-13. 
 
Sardabi, N., Biria, R., & Golestan, A. A. (2018). Reshaping Teacher Professional Identity through Critical Pedagogy-
Informed Teacher Education. International Journal of instruction, 11(3), 617-634. 
 
Tran, L. T. (2010). Embracing prior professional experience in meaning making: views from international students and 
academics. Educational Review, 62(2), 157-173. 
 
Uzhegova, D., & Baik, C. (2020). Internationalisation of higher education in an uneven world: an integrated approach to 
internationalisation of universities in the academic periphery. Studies in Higher Education, 1-13. 
 
Veiga, A., & Magalhães, A. (2020). Challenges for research in higher education: the case of internationalization between 
the explanandum and the explanans. Sociologias, 22(54), 46-63. 
 
Villarroel, V., Bloxham, S., Bruna, D., Bruna, C., & Herrera-Seda, C. (2018). Authentic assessment: creating a blueprint 
for course design. Assessment & Evaluation in Higher Education, 43(5), 840-854. 
 

 

 
 

 


