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Curriculum Internationalization and the ‘Decolonizing Academic’  

Abstract 

As decolonization of the curriculum in higher education (HE) gains traction, academics may 

question their role as actors in the field. The concept of decolonization is contentious, but primarily 

focuses on uncentering the Western filter through which the world is viewed both socially and 

academically. Just as Sanderson (2008) argues that internationalization of HE requires the 

internationalization of the academic self, so we discuss how decolonizing the internationalized HE 

curriculum must begin with the decolonization of the individual. The strategic directions of our three 

European institutions reflect the tensions reported in international literature between HE as an income 

generator, and as a public good. In the autoethnographic project underpinning this article, we employed 

the Collaborative Analytics Methodology and its iterations share data, share results, share decisions to 

explore institutional strategy as experienced by academics. We argue that commitment is required at all 

levels to critically engage with decolonization practices, enabling a process of ‘forever becoming’.  
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Introduction   

This article is the collaborative product of five educational researchers and curriculum developers at 

universities in the United Kingdom, the Netherlands and Belgium. We had seen the 

term ‘decolonization of the curriculum’ emerge in recent years, not least due to the Rhodes Must Fall 

movement and the subsequent – and ongoing – student protests at UK universities (Pimblott, 2019). 

This drove home the message that decolonization of curricula is not only imperative for education in 

formerly colonized countries, but also in those of the former colonizers. We became interested in the 

meaning of ‘decolonization’, its relationship to curriculum internationalization, and what it would entail 

for us as educational professionals in universities committed to inclusion, diversity and global 

citizenship, but which nevertheless remain Western-centric.  

Decolonization of the curriculum can be viewed as a strategic response of HE institutions 

(HEIs) to redress past inequalities and injustices, to challenge the dominance of Western knowledge, 

pedagogy, and research, as well as to question the colonial roots of university practices and curricula 

(du Preez 2018). Lorde (2012) reports an attempt to further conceptualize decolonization as: 
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deconstruction and reconstruction; self-determination and social justice; ethics, language, 

internationalization of indigenous experiences, history and critique. Le Grange (2016) similarly frames 

decolonization as uncentering, displacing, deconstructing; a critical engagement with knowledge to 

offer a renewed understanding of history, culture and language, and a process of ‘forever becoming’. 

Lorde (2012) also recognizes that decolonization is not about turning back the clock, or starting with a 

clean slate. What unites a decolonized, internationalized, inclusive curriculum is critical engagement 

with such entangled constructions and openness to self and others with respect of difference valued for 

its intrinsic worth (Le Grange, 2016). 

Individually, we had embraced what Lorde (2012, p. 24) identifies as “the reach of imperialism 

into our heads”. Our challenge, as educators who come from countries and peoples who colonized 

countries and ‘ravaged communities’ (Lorde, 2012) was to critically reflect on ourselves and our 

positions and responsibilities in education. Meanwhile, two of our institutions became involved in a 

European Community-funded project with South African universities on capacity building for 

curriculum internationalization through students’ online collaboration. This evoked the familiar 

discussion on the meaning of internationalization, ‘internationalization at home’, and Africanization in 

the South African context, and the extent to which internationalization has been a Western, neo-

colonial, and imposed concept (see e.g. Teferra, 2019). Nonetheless, our work with our South African 

colleagues has focused our attention in examining how internationalization and decolonization of the 

curriculum are viewed as sharing similar aims. 

The dilemma for us (and what has underpinned this paper) is in negotiating institutional strategy 

and policy whilst engaging in viable practices for operationalizing curriculum internationalization and 

decolonization practices. We wished to reflect on how our research into internationalization, 

decolonization and social justice relates to institutional initiatives and our own professional and 

personal identities, including to what extent we are already addressing aspects of decolonization in our 

current practice. Each of us had contradictory feelings.  We were aware of a sense of unease: how could 

we, as five white Europeans, the products of three colonial powers, engage with decolonization of the 

curriculum in a meaningful way, and in the context of the systemic and structural ways in which our 

HEIs are driving practices, and what would be the validity of that engagement? However, we believe 

that we have expertise, opinions and views that matter in interrogating and challenging current practices 

in teaching and research.  

In this paper then, we present the international contextualization for our research question which 

focused on how individuals decolonize themselves in a given strategic context. We next explore our 

local contexts, then introduce the Collaborative Analytics Methodology and its iterations share data, 

share results, share decisions which we use to structure the remainder of the article. Within this we 

make explicit  a broader contribution to scholarship or practice as a 'consciousness raising' activity that 
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academics might use more broadly in order to help them think through how decolonization might be 

approached, before moving to conclusions. 

Our International Context 

The discourse on internationalization of higher education also includes discussion of its 

Western character, with some authors considering internationalization, including internationalization at 

home, for example, in Africa ‘coerced’ (Teferra, 2019). In our view, however, internationalization of 

teaching and learning should be determined by the context and by local perspectives, needs and 

knowledge in interaction with Other perspectives. We also acknowledge that how internationalization 

is enacted, is no longer determined by the Global North, particularly the Anglophone world, but by each 

local context itself (see de Wit, Gacel-Ávila, Jones & Jooste, 2017). IoC is for all students. We believe 

that internationalization is more than increased mobility, recruitment of international students and 

growth in branch campuses, which undermine the transformative potential of curriculum 

internationalization (Joseph, 2012). Rather, we contend, IoC should be situated within a decolonized 

and social justice framework. We support the communication of universities’ moral and social 

obligations of educating students to be respectful and culturally-aware; ready to have perspectives 

challenged in a range of learning contexts, for example, through opportunities for greater 

epistemological access and global, as well as local ways of knowing (du Preez, 2018). Moreover, we 

view internationalization processes as requiring critical cultural awareness and understanding of 

ourselves, our world-view and values, which in turn inform our curriculum practices. These practices 

centre on providing students with relevant global and local perspectives of their discipline that prepare 

them as global citizens, able to function within complex and multicultural environments (de Hei et al, 

2019).  

Further, at a personal level, Sanderson (2008) discusses ideas around authenticity of academic 

practices in HE, and how critical reflection and self-reflection of one’s own culture and worldview is 

key in facilitating a transformative process for academics to internationalize their personal and 

professional outlooks. Such self-awareness enables a critical gaze on one’s personal value systems, 

which by extension, are potentially open to transformation over time in relation to broader cultural 

interpretations and influences. ‘Authentic’ academic practice is therefore related to a merging of self, 

professional and academic outlooks; a “whole-of-person-transformation” (Sanderson, 2008, p. 286). 

Being self-aware and self-accepting are thus viewed as enabling ways to dismantle the barriers that 

obstruct a legitimate understanding of ways to comprehend and work with cultural Others.  

Drawing on Sanderson (2008) in that internationalization of HE requires the 

internationalization of the academic self, our research question therefore asks how decolonizing the 

internationalized HE curriculum must begin with the decolonization of the individual. And, how an 

academic might decolonize themselves given their own background and the specific, structural and 
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systemic problems driving HE internationalization and decolonization strategies. In the next section we 

present a cross-case analysis of example internationalization and decolonization strategies from our 

three European HEIs. 

Local Context 

Our three institutions are a convenience sample since they are the authors’ places of work. We do not 

present them as typical of European HEIs, or representative of their countries. Rather, they are 

exemplars of institutions in Europe which employ researchers in IoC and decolonization practices, 

being neither especially different from, nor especially similar to, each other.  

University A, UK 

Internationalization is firmly entrenched in the University A (UA) Education Strategy (2015–2021), 

with ‘Intercultural Engagement and Internationalization’ being core UA policy. The university is 

committed to enabling graduates to acquire the skills to thrive in a global economy. A current focus is 

‘Curriculum 2025’, an institution-wide push towards achieving inclusive curricula that reflect and value 

the diversity of UA’s students’ backgrounds and experiences, to engender a sense of belonging, and to 

enhance the student experience. Curriculum 2025 includes an explicit element of decolonization, 

framed in terms of fostering a plurality of voices and deconstructing systems of domination, especially, 

with adoption of learning and teaching methodologies to meet the needs and expectations of future 

students. Students will be involved in co-curating knowledge through open access teaching and learning 

resources, shared by the academic community.  

In August 2017, the Research Centre for Global Learning: Education and Attainment (GLEA) 

was created with a remit to research and introduce comprehensive internationalization. Current research 

addresses interculturality in deconstructing epistemologies and curriculum design, content and 

pedagogy, including interrogating different practices within and across cultures, having regard for the 

dynamics of class, gender and faith. For example, investigating what decolonizing education means for 

students, staff and pedagogy; how expectations are framed, choices made/offered, and understandings 

and behaviours experienced. 

In terms of wider curriculum practices, the university has recently formed a ‘Decolonization 

@UA Network’, bringing together staff and students to share work and practise, and the many 

challenges and tensions yet to be addressed. The network runs a small-scale monthly reading group and 

plans a staff-student conference. Practical impact assessment will include activities such as designing a 

tool for measuring plurality of reading lists, and investigating ways to connect staff who are disengaged. 

Overall, UA is striving to rebalance any embedded Eurocentric outlook through “a deep interrogation 

of structures that produce inequalities” (Felix & Friedberg, 2019). 
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University B, Belgium 

Strategically, University B’s (UB) research in the context of internationalization is aimed at 

purposefully contributing to the Sustainable Development Goals of the United Nations (United Nations, 

n.d.) while cooperating with foreign institutions for quality education and research. The UB philosophy 

and mission statement mention aspects that can be considered as related to decolonization through 

calling for openness to the Other for a just society - UB “found inspiration within the valuable and 

diverse Christian school of thought while seeking dialogue with and contributing to an open, pluralistic 

and intercultural society …an international vision …open-minded world citizens … who contribute to 

a sustainable and just society for life”. (UB, b, para 1-4). Accordingly, the institution’s educational 

philosophy promotes the following concepts: “open mindedness”, “contribute to just society”, “a self-

declared international and intercultural global citizen”, valuing “a critical and reflective dialogue with 

others”, and a “glocal engagement and commitment”. (UB, a, p. 3) 

UB appears committed to fundamentally question its narratives and assumptions about the way 

it views the world and to systematically diversify its educational sources and adapt its pedagogies for a 

diverse student body. UB’s mission statement specifically mentions transcending borders and 

questioning the status quo. Further, UB recognizes that knowledge is constantly evolving and that the 

search for new knowledge and questions should be undertaken continuously as knowledge is co-created. 

This implies that there is a clear opening for decolonization processes, and suggests that UB has 

reflected on its policies, and in a public way (arguably more than the other two institutions appear to 

have done). However, the question remains whether this approach is radical enough to decolonize 

academics, students and curriculum. The same could be said about UA, and if strategies will indeed 

serve to impact curriculum practices. 

University C, The Netherlands 

University C (UC) aims to be the most international university of applied sciences in the Netherlands, 

and the institution has developed strategies to bring the benefits of internationalization to all its students 

through its curricula. The key focus is therefore on internationalization at home. The benefits of 

internationalization have been determined on the basis of the specific context of UCs’ programmes (see 

Beelen, 2020). However, internationalization is not considered an aim in itself but rather as an 

instrument to achieve global citizenship skills (de Hei, Tabacaru, Sjoer, Rippe, & Walenkamp, 2019). 

The UC mission statement is ‘Let’s change. You. Us. The world.’ This demonstrates that the university 

wants students and staff to bring positive change: global citizens who make a difference. The three 

corresponding values mentioned are: curious, caring and connecting. Over the next few years, UC 

wants to further develop its international profile, in terms of promoting global citizenship, and 

establishing networks. 
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The Centre of Expertise of Global and Inclusive Learning was established to research talent 

development to be ‘a citizen of the world’, as well as rethinking what it means for all our students, 

teachers and curricula. One interesting example project is ‘Leading and learning for global and critical 

citizenship at work’. It shows that global citizenship is a multi-faceted concept, not limited to providing 

students with global experience, gaining intercultural competencies, or dealing with worldwide issues, 

but including other dimensions such as power relations and inclusion, identity, global citizens’ status, 

and the different ways participation can be enacted. The notion of HE responsibility is often framed in 

terms of ‘social responsibility’ with various dimensions affecting individuals, the local community and 

region, as well as education policy (Larrán Jorge, & Andrades Peña, 2017). To fully integrate these 

concepts in formal and informal curricula requires new leadership that empowers and gives students, 

lecturers and staff members a voice.  

Comparing the three universities 

When we compare our three universities we conclude that we have values-driven missions that address 

graduates’ contributions to society. While decolonization is not explicitly found in the missions, policies 

and strategies of UB and UC, their focus on inclusivity, diverse perspectives and global citizenship 

already cover concerns relevant to the process of decolonization of HE. Both UA and UB identify how 

ways of knowing should be challenged and co-created. UC, like UA, emphasizes the involvement of 

students, and what it means to become a global citizen. All three institutions focus on a just society. UC 

and UA connect this more distinctively to challenging issues of domination and power-relations for 

their educational objectives and pedagogies. By putting knowledge questions as well as power 

structures upfront, UA´s policy seems to associate with the notion of “global epistemic justice”, a key 

issue of decolonization of global social justice (Dennis, 2018, p. 190). UA is explicitly addressing 

decolonization through its research and projects. At the same time, UA also approaches 

internationalization as an opportunity for revenue generation and for enhancement of its position in the 

rankings. These latter considerations do not have relevance for UB and UC. Although there is a clear 

desire in UA (and, perhaps, the other institutions) to redress imbalances of power in HE, current 

institutional policies and practices have not been updated to reflect decolonization priorities. 

Collaborative Analytics Methodology  

We framed the study that underpins this article with an unconventional analysis methodology: 

Collaborative Analytics (Wells, 2009), an approach which facilitates group research, and which has the 

ultimate aim of effecting change. It comprises three iterations: share data (gather, communicate, and 

organize the data), share results (analyze the data, validate conclusions, and develop conclusions), 

share decisions (report conclusions, coordinate actions, and determine actions). This methodology 

provides ways of gaining greater insight into (the potential misalignment of) our individual and 
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institutional responses towards decolonization, and of identifying specific actions that would allow us 

to realign them. Our three iterations are explored below.  

Share Data 

Drawing on Sanderson (2008) and the notion of ‘internationalization of the academic self’, we agreed 

to adopt an autoethnographic approach to data collection (Hammersley & Atkinson, 2007). 

Autoethnography is a means of reflecting on the self so as to reveal true feelings and vulnerabilities that 

may otherwise lie hidden, not just from others, but from oneself (King, 2013). Autoethnography is 

particularly pertinent in the current context because it “lies at the intersection of discourses and 

experiences of Self and Other, Insider and Outsider, Native and Colonialist” (Anderson & Glass-Coffin, 

2013, p. 72). Each member of the five-person team created a visualization of their decolonizing self in 

the form of the ‘map’ of an island, following King (2013). Each map was complemented with a reflexive 

commentary. These two qualitative moves enabled each individual to explore their standpoint regarding 

their professional context and practices concerning decolonization. Subsequently, we shared our images 

and our commentaries, and collaboratively explored them. 

We have debated among ourselves whether the use of maps is, in itself, a colonizing metaphor. 

The idea of presenting academic identity through the visual metaphor of an island was originally 

inspired by an artwork by Grayson Perry, RA, entitled ‘Map of an Englishman’ (see King, 2013). The 

irony of such a title was not lost on us. However, Perry intended his map as a critique of cultural norms. 

The process of mapping is inherently political, yet the mapping of the self is personal. It is a means of 

presenting ourselves as individuals, each physically separate from everyone while mentally open to 

collaborations, connections and compromise. Art-based methods, such as these island maps, help to 

unearth deeper understanding of individuals’ experience and self-view (Kortegast, et al., 2019). 

Drawing on Tuhiwai Smith (2012), in uncentering Western methodology which often separates mind 

from body, we sought to consciously view our maps as body, mind, emotion and sense of (academic) 

self, all interconnected. Botsis and Bradbury (2018) suggest that visualization provides “an alternative 

vocabulary for articulating […] experiences” (p. 414), and as such can be an effective research strategy 

when used with multi-lingual individuals, such as several of our team. Our individual visualizations 

were created manually or digitally, and any lack of artistic skill appeared not to hamper the creation of 

these maps. The accompanying reflexive commentary allows the creator to add – or suppress – content, 

examine visual metaphors, consider the island’s topology and labels, their positioning and style of 

presentation, and reflect on elements that were not included (King, 2013). A deliberately blurred 

composite of the five ‘maps’ is set out in Figure 1, providing insight of the process for the reader without 

compromising individuals’ privacy. 

 

Figure 1: Composite of the five maps, content deliberately obscured for anonymity 
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Figure 1: Composite of the five maps, content deliberately obscured for anonymity 

Share Results  

We each found the mapping and reflexive processes uncomfortable, and felt exposed by the subsequent 

analyses. We employed different media and different conceptualizations to create our maps. One digital 

representation had been ‘unconsciously influenced by the island off the coast of Western Turkey, on 

which [they] did archaeological fieldwork’. Another presented a landscape rather than an island, 

suggesting a strong sense of connectivity to others in the academy. A third map took the form of a 

photograph of a crumpled piece of paper on which the island had been drawn in pencil, inked over, 

discarded, then recovered from a wastepaper basket. All team members reported finding the 

visualization process revealing. Each felt the others’ maps were ‘better’ – more thoughtful, more 

expressive, or encapsulating more telling characteristics. We allowed ourselves the option of revising 

the images and texts but, despite having expressed the desire to alter them, none of us did. Creating the 

originals had been a powerful, personal undertaking, the results of which, we felt, could not usefully be 

edited. 

We employed a patchwork of different analysis strategies to understand the range of responses 

that we had captured through our maps and reflexive commentaries. We undertook several analysis 

iterations over a six-month period. Thematic analysis across the full set of reflective pieces broadly 

followed Braun and Clarke (2006). It was initially separated from the visual analysis which, following 

Botsis and Bradbury (2018), was undertaken for each individual. Both analyses suggested themes 

concerning individuals’ roles, biography, and professional practice – particularly in relation to 

decolonization. However, as Botsis, and Bradbury (2018, p. 415) suggest, visual analysis “resists the 

imposition of a linear form”. The reflective piece provided scope for the map author’s personal values 

to be shared, shaping and framing their worldviews, and to discuss the influence of the passage of time 
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on the decolonizing self; and it eventually became clear, that these were also represented in the maps, 

but in subtle ways. The visual imagery used also suggested layers of our respective academic identities. 

Interpreted through a geographical lens, compass points and topographical features provided insights 

into individuals’ priorities and relationships with others. Graphical devices illustrated perceived 

linkages and divisions between self and Other, accountability, community, and ideas around the ‘work-

self’ and ‘home self’. The maps also presented numerous different personal and professional selves, i.e. 

‘teacher’ , ‘linguist’ , ‘sister’, ‘facilitator’ , ‘action researcher’, indicative of our complex 

lives. Eventually, the two analyses were amalgamated during a face-to-face meeting of the whole team. 

The four agreed themes are: Personal Values, Struggle, Learning, and The Other. 

Personal values 

Our maps and reflections demonstrate that individuals did not separate the personal and professional 

values they associated with decolonization, whether or not these aligned with organizational values. For 

example, one wrote “[I] acknowledge my intertwined professional, personal, and academic-

educational-researcher self, and within that the interweaving nature of [these] values”. While another 

reflected: “I am being de-colonized by meeting, working and changing perspectives with colleagues 

and students from all over the world. Here I receive the best lessons in intellectual humility”. 

The islands show the effect of HEI policies on the individual academic, particularly where 

policies are felt to be misaligned or poorly implemented. For example, one suggested that by enabling 

placements abroad, they felt guilty of “supporting ‘academic tourism’”. A distancing from certain 

institutional standpoints is evident in the way we wrote about institutional vocabularies of “Low and 

Middle Income Countries”, “the Global South” and “develop[ing] countries”. Along with Kortegast et 

al. (2019), we found that the initial visual elicitation opened the way to deeper reflection, which 

subsequently led to our finding meaning beyond policies in our team meetings: 

“Writing this article has changed me...I say to my kids: ‘Did you see that?’” 

At the heart of one map are three bands labelled personal self, academic self, and professional 

self. Turning the image 180 degrees provides an interesting comparator. Just as ‘South-up’ map 

orientations help to overcome culturally imposed biases (Marks, 1960), so this rotation allows the 

viewer to see through the spatial conventions employed by this map-creator. Viewing the map ‘upside 

down’ suggests that these bands had expressed a hierarchy with the professional at the bottom, academic 

in the middle, and personal at the top. Thus, perhaps, the map author sees their decolonized self as 

encompassing both their professional and academic selves. Our institutions’ policies are not especially 

helpful in this regard; however, this provides us with a way forward. We are each immersed in 

decolonization in our everyday personal and academic practice. Over time, this has transformed us. 

Institutional policy does not change this. Our maps present our claims to be advocates for decolonizing 

values through our roles as doctoral supervisors, curriculum developers, academics, researchers, and 

colleagues. 
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Struggle 

Kortegast et al (2019, p. 500) suggest that visual methods may help to uncover “participants’ anxieties 

and challenges”. We found that each struggled in some way with feelings of vulnerability in relation to 

decolonization. For example, one archipelago of seven islands included two labelled Emotion, and of 

these, one was explained as representing embarrassment at perceived ignorance in relation to 

decolonization. Other depictions of struggle include a map which features a ‘Don Quixote’ figure 

waving their sword, two colleagues talking but with a jagged line dividing their conversation bubbles, 

and an island of self that is shrinking as cliff-edges crumble into the sea and marshland is engulfed. 

These graphical images are reinforced in the accompanying reflections 

Research practice itself was defined by one as a site of struggle. However, although they wrote 

of the importance of recognizing “socialized, cultural and epistemic understandings of the self in 

relation to one-another”, this individual’s map portrayed a collaborative landscape. The struggles 

against power and control involved in becoming a critical academic (Bernstein, 2000) are echoed in our 

own experience. For one, decolonization was just one more aspect of their private and work lives that 

felt unbalanced. For another, feeling defensive of their former discipline was characterized as “unseen, 

unvalued, not understood” by more powerful and established disciplines.  

Teaching is also an area of struggle, both on an individual and institutional level. Several maps 

conveyed struggles to connect different students to the institution – for example, showing them on 

separate islands or grouped together and dreaming of other lands. One expressed concerns regarding 

ways of integrating decolonized understandings into their teaching whilst themselves feeling “clumsy 

and ignorant”. Another wrote that decolonization makes us “aware of wider implications of colonised 

power, such as gender, and the links to IoC where so much of the hidden curriculum [has implications 

for] equity”. Thus, in different ways, we each expressed feelings that being and becoming decolonized 

involves strenuous personal effort which is largely hidden from others. 

Learning 

One of us reflected that their former discipline had taught them that “facts can be interpreted in different 

ways”, and that this insight underpinned their critique of institutional policy and the decolonization 

literature. Another suggested that they had learned to acknowledge “the interweaving nature of values, 

attributes, emotions, skills, knowledges and wider societal influences and relationships”, and that this 

supported their academic approach. With regard to their teaching, another wrote that their “key concern 

is how to achieve that students acquire critical perspectives on these issues and how we can support 

lecturers to make such perspectives an integral dimension of teaching and learning for all students”. 

Thus, the academic self, its power to critique, tolerate and instil these notions in others serves to promote 

a decolonized mind-set.  
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In discussion, one team member argued that they did not accept that “to advance the case of 

decolonization you must belong to the colonized. We all have a role to play. We’re entitled to an opinion 

because of our professional expertise”. This argument is encapsulated in one of the maps which features 

an island labelled ‘Curiosity’. This was explained as providing the “the bridge to get across the gap” 

between self and unknown aspects of decolonization. 

The Other 

While our institutions establish policies to promote tolerance, inclusion, diversity, and global 

perspectives, we live these lives already. Our maps and reflections convey our attempts to overcome 

the simplistic binaries that typically gel wider society. One wrote: “the more I read on decolonization, 

the more I’m confronted with the reality of my whiteness, and my [nationality]”. The kinds of research 

and academic practice we undertake seems to have made us unusually aware of ‘Otherness’. 

Consideration of the self was connected by one of us to consideration of the hidden curriculum (Leask, 

2015), and the knowledge that “the hidden curriculum is often invisible from the inside and [to] those 

who grew up in and with that curriculum”. Some of our work colleagues, collaborators and students 

may perceived us as Other, or we may be suspected of Othering them. We cannot change our cultural 

heritage but we each strive for equity and mutual understanding.  

Three of the five maps comprise multiple islands which represent different selves, or aspects 

of self. For one map author, this is an attempt at compartmentalization: “Just like my life, my island is 

split in two”. The map shows links between the two halves, but some are fractured. Another map 

portrays one island representing a decolonizing academic self, and a second representing author’s 

personal life. The author reflected that “fault lines characterized the structure of my metaphorical 

island”, however, their graphical imagery suggests attempts to bridge these fault lines. 

Share Decisions 

When we compare the thematic analysis with the review of our university contexts, we recognize a 

value perspective, an historic perspective, and a holistic view of people. These elements underpin our 

discussion. 

Decolonization of the academic self as a continual process  

Being open to the need to decolonize one’s academic self is a continual process, and one which requires 

time and (safe) space to engage in often uncomfortable introspection and deliberation. Our analysis 

alerted us to question how internationalization and decolonization relate to our academic selves and 

how these academic selves relate to our varied roles within our universities. Ultimately, we question 

how our values, perspectives, concerns, and vulnerabilities relate to the values and approaches adopted 

by our universities. This crossroads of professional expertise and daily socio-political environment 

outside of work, represents the intersection of professional and personal values which autoethnography 
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is particularly useful at revealing (Hammersley & Atkinson, 2007). It also addresses the extent to which 

our identities are influenced by our former academic disciplines, and by a Western perspective. We 

have concluded that our sense of struggle and vulnerability is an asset for our roles of researchers and 

curriculum developers since it increases our perceptiveness. 

Considerations for curriculum relationships  

William Pinar refocused curriculum on the significance of individual experience, and its “alignment 

with society or the economy” (Pinar 2011, p. xii). In privileging the individual, Pinar (2011) argued, 

curriculum is a complicated concept not least because of our difference; genetic makeup, upbringings, 

families, race, gender, class, and so on. Further, as Pinar’s theory of the horizontality and verticality of 

curriculum studies highlights, horizontality concerns researching curriculum studies from a global to a 

local level while verticality entails researching the past, present, and future of curriculum studies 

(Lorde, 2012). Fundamental questions about being human and how humans relate to the world are 

clearly part of discourse taking place in global HE communities. Our focus on curricula here relates to 

the coming together of pedagogies, practices and learning communities as an active force of human 

educational experiences. Our research and focus on the internationalized curriculum are on how critical, 

dialogic encounters can take place amongst students and staff and wider communities, confined not by 

national contexts, but with international perspectives, and in the interest of ethical spaces for learning, 

which encourage creativity and do not distance learners. 

The need for change in our universities’ policies and strategies.   

While our universities’ visions, policies and strategies underpin a decolonization approach it may be 

argued that a more explicit focus is required to work towards operationalizing the decolonized 

curriculum and within that the decolonizing of our academic selves. This is particularly relevant where 

the diversity among academics is considerably less than among students. We contend that universities 

should offer opportunities for their academic staff to engage in critical dialogue with disciplinary 

assumptions and hidden curricula, as we embarked upon in the process of internationalizing curricula. 

Vandeyar (2019) argues that decolonization of curricula in South Africa will fail if academics are not 

decolonized. This would apply all the more to European universities, where the drive to decolonize 

teaching is clearly heard, but where learner demographics have not changed as drastically as in South 

Africa. In this respect, the challenges for leadership resemble those for the implementation of 

internationalized curricula. While included in policies, there are generally few strategies in place to 

stimulate and support meaningful decolonization in teaching, learning and assessment. Mestenhauser 

(2011) discusses the importance of addressing the ‘dispositions’ of academics to move beyond existing 

Western paradigms and achieve transformation. We argue that this applies equally to decolonization 

since there are similarities between internationalization and decolonization of education. 
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Appreciating relationships between internationalization and decolonization  

Decolonization promotes the need to revisit the curriculum to redress injustices done to the colonized, 

while IoC uses cross-cultural engagement to inform understandings and challenge assumptions in the 

promotion of global relations. A decolonized, internationalized, inclusive curriculum requires critical 

engagement with such entangled constructions and openness to self and others with respect of 

difference valued for its intrinsic worth (Le Grange, 2016). We recognize the challenge of tackling the 

mindsets or ‘dispositions’ of academics, which Mestenhauser (2011) considers obstacles to 

internationalization. Similarly, Vandeyar (2019) highlights research gaps in our knowledge around 

decolonizing oneself. 

Building on du Preez (2018), our contention is that decolonization and IoC are not opposites, 

but enable curriculum scholars to rethink the transformative potential of university curricula. Such 

transformation includes promoting global citizenship, fostering understanding between and amongst 

cultures, and working collectively to address societal challenges (du Preez, 2018). Moreover, as the 

internationalized curriculum requires attention to knowledge exchange, teaching and learning and 

community engagement, the ‘what, how and where we teach and research’ should be at the heart of the 

institution. For this to have impact, it has to start with decolonizing the self – as unlocking one set of 

relations most often requires unlocking and unsettling the different constituent parts of other relations 

(Lorde, 2012). Moreover, drawing on Sanderson’s (2008) internationalization of the academic self, we 

contend that philosophical self-awareness and critical self-reflection are required for introspective 

engagement with ‘Otherness’. Starting at the personal level, and then turning that lens outwards, we 

better explore and define the necessary support structures and spaces for dialogue required alongside 

the role of educational developers in these initiatives – as with internationalization (Wimpenny, Beelen 

& King, 2019). (Re)alignment of individual and institutional responses is required to move beyond the 

rhetoric of openness, pluralism, tolerance, flexibility, and transparency, towards ways in which 

decolonization and internationalization are reflected in educational practice. 

Conclusion 

In this article, we have questioned how an academic might decolonize themselves in the context of 

structural and systemic problems driving internationalization and decolonization strategies within HE. 

By adopting Collaborative Analytics, and employing an autoethnographic approach to data capture, we 

have cooperatively shared our intersecting ideas and perspectives. The three iterations of share data, 

share results, share decisions have helped us investigate the many facets of decolonization of the 

academic – itself, a Western perspective. Pursuit of knowledge can be deeply embedded in colonial 

practices and consequences, yet there is a need for our voices to be part of the discourse. In having our 

voices heard, we recognize how the act of writing for a Western journal is immersed in the Western 

academy. We appreciate that academic writing involves selecting, arranging and presenting knowledge, 

privileging text, and considering carefully what issues count as significant. If engaged in uncritically, 
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we could be guilty of rendering indigenous writers invisible or unimportant, while reinforcing the 

validity of our voices in this paper. As Lorde (2012 p. 28), asserts “writing is never innocent”. Whilst 

in many ways a self-reflexive exercise, our autoethnographical approach has enabled an intersection of 

discourses and experiences of Self and Other, and with recognition of the challenging education 

contexts in which we work.  

There are grounds to consider that decolonization and IoC have similarities. Hidden curricula, 

which have long been a component of the discourse on internationalization of curricula, seem equally 

relevant in the debate on decolonization. Implementation processes for internationalization and 

decolonization may also run along similar lines. Yet, even with dedicated university policies, strategies 

and support, meaningful decolonization ultimately depends on radical investment and focused 

operationalization initiatives for curriculum transformation to occur. Nonetheless, we also argue that 

individual responsibility and commitment is required, and at all levels, to engage in what Le Grange 

(2016) identifies as a critical engagement with knowledge to offer a renewed understanding of history, 

culture and language, and a process of ‘forever becoming’. 
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