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DEI and Intercultural Citizenship in Higher Education 1

1 Background
1.1 Introduction

While there are many who believe that Diversity, Equity, and Inclusion (DEI)
efforts and Intercultural Citizenship Education (ICitE) can foster positive
change within highly polarized societies, DEI and ICitE are not universally
supported disciplines. Individuals (within and outside of Higher Education)
hold skeptical views, are tired, or suffer from activist burnout (see, e.g., Chen &
Gorski, 2015). Skepticism toward DEI and ICitE is unsurprising, considering
our current time of uncertainty and instability where democracy has failed in
many countries historically heralded as flagships of democratic practices and
human rights. Beyond skepticism, the fields have also been subjected to chal-
lenges from those who reject the values the fields promote and/or are not
satisfied with how these two are implemented in practice. These critiques will
be expanded on in Section 2.

I begin this section by providing the Reader with a brief overview of the focus
of this Element and its outline. Following that, I delve into the role of higher
education (HE) and the rationale behind the importance of ICitE and DEI efforts
in a globalizing world that paradoxically is experiencing increased nationalism.
Additionally, I share with the Reader my positionality, which is important when
discussing topics such as DEI and Intercultural Citizenship Education.

1.2 The Focus and the Outline of This Element

The objectives of this Element are threefold. First, to make a conceptual argu-
ment about how DEI and ICitE can complement each other by providing
a critical overview of contemporary research and practice in the fields and
investigating their intersections. Second, to demonstrate through an example
of a training piloted at a US university how Intercultural Citizenship Education
and Diversity, Equity, and Inclusion efforts can be synergized in the HE context.
Third, to encourage Readers to become more reflective about their own institu-
tional context and take an intentional approach to pedagogical interventions
concerning DEI and ICitE.

In reference to my first objective, I maintain that a fundamental aspect of
scholarly work is engagement in constructive criticism and critical (self-)
reflection, where peer critique and review of scholarship allow for the
exchange of diverse perspectives and offer opportunities for scholarship
advancement. With regard to this, one challenge that I faced while working
on this Element was trying to ensure that the critical overview — aimed at
identifying opportunities for improving and synergizing the two fields —
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2 Intercultural Communication

would not be misused as an argument to undermine either of them. As
previously mentioned, the fields of DEI and ICitE are currently facing cri-
tiques that are not intended to enhance their academic progress but rather to
reject or discredit them. This, in particular, concerns DEI, which is the subject
of significant political and ideological struggles. Given that my expertise lies
in intercultural education, I am approaching my overview of both fields
specifically through this lens.

Before starting the discussion on Diversity, Equity, Inclusion and
Intercultural Citizenship in Higher Education, it is important to note that neither
DEI nor ICitE can yet be classified as established academic fields in the
traditional sense. However, I contend that both fit the definition of “emerging
academic fields,” which are typically interdisciplinary in nature and arise in
response to societal, technological, or environmental changes and challenges
(see, e.g., Critical Data and Algorithm Studies, Digital Humanities,
Cybersecurity, Climate Policy, Cryptocurrency Studies). Despite being rela-
tively young, DEI and ICitE have already developed a substantial body of
literature that includes scholarly manuscripts, research articles, ethnographies,
case studies, surveys, and textbooks. Both DEI and ICitE are present in educa-
tional curricula, offered as courses or as stand-alone academic degrees and
certificate programs. Additionally, there are research centers and communities
of practice conducting scholarly work and projects in DEI and ICitE, and there
are professional associations that organize regular conferences, workshops, and
symposia. Moreover, both DEI and ICitE have practical applications, such as in
educational policymaking processes or cross-curricular collaboration. Given
these accomplishments, I will refer to them as “fields” throughout this Element.

Traditionally, both within and beyond HE, these fields are treated as separate
entities with ICitE being primarily associated with international diversity, and
DEI with domestic. Although this binary perception is now inadequate due to
the superdiversity characterizing today’s higher education (and the world), the
origins of their separation and distinction can be explained through exploring
the disciplinary roots, theoretical foundations, primary focus, and implementa-
tion approaches for the fields. Quite often, as expanded on in this Element,
intercultural education is criticized for taking an overly simplistic approach and
inadequately addressing topics like power, privilege, and social justice, while
DEI can be critiqued for lacking a global perspective and trying to project
domestic concerns to international contexts, that is, “exporting” and “forcing”
one’s understanding of certain practices on another culture in ways that would
not work in that culture. In the United States, for example, a common critique of
how DEI concepts can be operationalized on a college campus is the introduc-
tory level of DEI “101-type” of training. These trainings tend to see everything
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as “black & white,” “racist vs. non-racist,” “inclusive vs. not inclusive.” This
simplistic approach can put students on the defensive (Linder, 2016) and fails to
scaffold students’ development (Zheng, 2022). Despite the separation between
the two fields, I argue that DEI and ICitE can complement each other in a variety
of positive and productive ways. In this Element, I identify relevant intersec-
tions between DEI and ICitE and shed light on how the two distinct, yet
interrelated fields can be synergized in HE practice.

The Element comprises five sections, each containing a short introduction
and several subsections. In Section 1, I lay the foundation of the rest of the
Element by interrogating the role of HE, discussing why humanistic goals
should be integrated in higher education, providing an overview of the rest of
the sections, and sharing with Readers my positionality. Section 2 describes the
current context of ICitE and DEI work, including policies, practices, and
pitfalls. Then, Section 3 examines the two fields in more detail through explain-
ing the theoretical foundations and briefly overviewing the history and the main
concepts to ground the discussion of the intersections between ICitE and DEI.
In Section 4, I share insights from the most recent research projects I led as
a principal investigator that include (1) a campus-wide survey on students’
experiences with diversity, equity, and inclusion as they relate to various aspects
of their identity, their perceptions of the importance of intercultural and demo-
cratic citizenship competences; (2) a training initiative that can serve as an
example of how DEI and ICitE can be synergized in higher education settings.
In the fifth and final section, I summarize the Element, offer suggestions for
future research, and share my final remarks.

I recognize that, due to the progressively increasing body of literature on DEI
and ICitE, it is not possible to include an overview of all ongoing research and
education projects in these two fields deserving of discussion. I trust, though,
that this Element will offer sufficient insights into both, demonstrate how the
efforts in the two fields can be synergized, and explain why university students
and society at large would benefit from their purposeful integration into HE.
The aim of this publication is thus not to persuade, nor — as the opponents of the
two fields might suggest — to “indoctrinate” the audience. Instead, it aims to
offer a nuanced understanding of theoretical foundations, practical applications,
and potential intersections of DEI and ICitE, while acknowledging the com-
plexities of the two fields. By sharing the insights from evidence-based analysis,
this work seeks to underscore the transformative potential that emerges when
these fields are intentionally integrated into HE curricula.

This Element is intended for a diverse audience, primarily composed of HE
professionals, graduate students, researchers, educational consultants, trainers,
international education stakeholders, and social justice advocates who are
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4 Intercultural Communication

committed to fostering more inclusive, equitable, and globally minded educa-
tional environments, and who are ready to critically explore their own practices
and engage in constructive critique to enhance efforts in DEI and ICitE. To
support this reflective journey, I have included Thought Boxes throughout the
sections, intended to foster informed dialogue and invite Readers to (self-)reflect
and check their understanding and perceptions of concepts like intercultural
citizenship, DEI, and social justice, among others. The goal of these Thought
Boxes is not to provide definitive or “right” answers but to stimulate discussion
and spur the co-construction of knowledge that respects the diversity of perspec-
tives on the issues addressed in this Element.

1.3 The Role of Higher Education in a Globalizing World

The detailed history of universities and HE is well-documented and encompasses
at least the last one thousand years. The world’s oldest university (according to
the Western understanding of the word), the University of Bologna in Bologna,
Italy, has operated continuously since it was founded in 1088. In the United
States, the oldest university, Harvard University, was founded during the period
of colonization in 1636, so it is older than the founding of the United States in
1776. As societies evolved, universities likewise evolved, albeit sometimes
slowly, which proves the potential of HE to embrace change and meet new
challenges of the ever-developing world. Depending on historical circumstances
and local conditions, universities have incrementally adapted to or have been at
the forefront of societal changes. Before we continue, please take a moment to
reflect on the question in Thought Box 1.

THOUGHT Box 1 REFLECTING ON THE PURPOSE OF HIGHER EDUCATION

» In your opinion, what is the purpose of HE in the twenty-first
century?

A neoliberal view of HE argues that the sole purpose of universities is to
prepare professionals for their careers, and that the education of future citizens
falls outside their purview. Applying Hunt’s (2016) definition of neoliberalism,
such an instrumental approach to higher education can be described as “a
project of potentiality, organizing economic and social process activity for the
accumulation of capital,” with explicitly stated “market-based imperatives”
(2016, p. 381). The profit-driven framing of HE led to the privatization of
campus facilities and services, commercialization of intellectual property,

reduced staff and tenured faculty positions, and smaller salary raises, “while

Downloaded from https://www.cambridge.org/core. Berklee College Of Music, on 20 Feb 2025 at 19:43:08, subject to the Cambridge Core terms of
use, available at https://www.cambridge.org/core/terms. https://doi.org/10.1017/9781009442039


https://www.cambridge.org/core/terms
https://doi.org/10.1017/9781009442039
https://www.cambridge.org/core
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administrative salaries, athletic spending, and campus beautification projects
have continued to escalate” (Schraedley et al., 2021, p. 3, referring to Cloud,
2018; Peck, 2015). Schraedley and colleagues (2021) refer to multiple studies
(predominantly focused on US-students) that show how the neoliberal para-
digm disproportionately affected the most vulnerable student populations,
including ethno-racial minorities, low-income, and first-generation students,
contributing to hardships, including food insecurity, health insurance issues,
housing, and even homelessness (Crutchfield & Maguire, 2018; Goldrick-Rab
et al., 2019; Jimenez, 2019; Pennamon, 2018, etc.).

Both philosophical and educational research literature widely critique
a purely instrumental role in HE and advocate for a humanistic approach (see,
e.g., Barnett, 1997, 2023; Byram et al., 2022; Lantz-Deaton & Golubeva, 2020;
Nussbaum, 2002, 2006; Porto et al., 2023), opposing the opinions of those who
see universities as academic silos' that should only equip students with know-
ledge and skills necessary to master the discipline of their studies.

When discussing “what is it to be a university?” Barnett (2011) draws on
Heidegger’s term “being-possible.” Although there are apparently several pos-
sibilities for the university, “with possibilities comes also responsibility”
(Barnett, 2011, p. 400), and the responsibility of the twenty-first century’s
university, according to him, is “to develop a societal mission, even a global
mission” (p. 453, italics added). Barnett describes it as a university that inten-
tionally and systematically works on “helping to bring about a sustainable
world; and here, sustainability would be understood generously to include
personal and social well-being as much as physical and material well-being”
(2011, p. 454, italics added). He terms it the “ecological university” and argues
that its epistemic efforts should be grounded in transdisciplinarity that includes
“concern[s] for the totality of the world, [and] has a sense of the interconnect-
edness of the world” (Barnett, 2023, p. 126, italics added). In other words, the
ecological university extends beyond inquiries into knowledge that is “multi-
disciplinary, or even interdisciplinary” (Barnett, 2023, p. 126). When scrutiniz-
ing the future of universities, Barnett proposes, therefore, a twofold thesis,
which is “at once conceptual, theoretical and recommendatory,” stating that:

(1) the university should take seriously its entwinement with the world,

indeed, with large eco-systems of the world;
(2) the instrumentality that is so prevalent in universities should be displaced by

an ethic of collective care for the world in which the university is
entangled. (Barnett, 2023, p. 117, italics added)

! Meaning an isolated place where research and education takes place, and which has little impact
on a real world.
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6 Intercultural Communication

Nussbaum (2002, 2006) also emphasizes the importance of humanistic educa-
tion, drawing a clear link between humanistic education and education for
democratic citizenship: “Nothing could be more crucial to democracy than
the education of its citizens” (Nussbaum, 2006, p. 387, italics added). She
argues that

The new emphasis on “diversity” in college and university curricula is above
all [...] away of grappling with the altered requirements of citizenship in an
era of global connection, an attempt to produce adults who can function as
citizens not just of some local region or group but also, and more importantly,
as citizens of a complex interlocking world — and function with a richness of
human understanding and aspiration that cannot be supplied by economic
connections alone. (Nussbaum, 2002, p. 292, italics added)

The concept of students as global/intercultural/world citizens® has gained more
recognition since the beginning of the twenty-first century (see Alred et al., 2006;
Baker & Fang, 2021; Barnett, 2011; Byram, 2012; Golubeva et al., 2017; Lantz-
Deaton & Golubeva, 2020; Nussbaum, 2002, 2006, etc.). Therefore, students are
expected “to see themselves as not simply citizens of some local region or group, but
also, and above all, as human beings bound to all other human beings by ties of
recognition and concern” (Nussbaum, 2006, p. 389), and “to develop a sense of
responsibility or interest in the world and gain an understanding of their potential
impact on the world and their relationship with it” (Barnett, 2011, p. 451).
Furthermore, it is argued that such transformation of students into intercultural
citizens is only possible through civic or social action (Byram et al., 2022). Prior
research suggests that engaging in civic/social action can contribute to educating
plurilingual-and-interculturally competent democratically active citizens, as shown
through a virtual exchange project between university students in Argentina and the
United States (Porto et al., 2023). Such activities do not necessarily need to happen
at the international level: an intercultural citizen can take civic/social action at the
local, regional, or national level (Byram & Golubeva, 2020; Golubeva, 2023).

These deliberations are not meant to disregard the value of equipping stu-
dents with discipline-related knowledge and skills. If one day I needed surgery,
I would hope the surgeon had learned to virtuously master a scalpel in school.
What I advocate for is a balanced and comprehensive approach to higher
education where discipline-related skills can be mastered and that includes
a humanistic purpose, helping students mature emotionally, and preparing
them for life and work in culturally diverse communities. These goals or
purposes for HE do not need to be in competition with each other.

2 Terms may vary and are often used interchangeably. In Section 3, I will return to the issue of
terminology.
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DEI and Intercultural Citizenship in Higher Education 7

I am aware that those who believe in the purely instrumental role of HE may
not see why universities should deal with DEI work and intercultural education.
However, by neglecting the humanistic, they demonstrate a narrow understand-
ing of a modern professional role, where DEI and intercultural competencies are
critical job skills. As Barnett argued in his seminal book Higher Education:
A Critical Business,

The full-fledged professional is adept at engaging with different audiences
(clients, professional peers, managers and other professionals) through inte-
grating critical reason, self and action. As a professional, one has a duty to
speak out to inform the public domain. Being a professional cannot be
a matter solely of professional—client transactions. The professional has to
engage with a wider set of discourses that generate, in turn, wider responsi-
bilities. In the fulfilment of those responsibilities, critical reason, critical self
and critical action are united. The extended professional is necessarily
a critical person. (Barnett, 1997, p. 137, italics added)

In increasingly globalized societies, intercultural competence holds significant
importance for employability and worker productivity (see Lantz-Deaton &
Golubeva, 2020). For example, surveys showed that in Jordan, 95% of employers
believed that intercultural skills are “very important”; in Indonesia and the United
Kingdom, 70%; in South Africa, 63%; in India, 60%; in the United States, 58%; in
the United Arab Emirates, 57%; and in Brazil, 42%; with China closing the list at
25% (British Council, 2013, p. 9). This is not surprising considering the increasing
diversity in workplaces. Nowadays, it is common for job advertisements to
explicitly prefer employees to have intercultural communication competence
and to be committed to the values of diversity, equity, and inclusion (either
explicitly or implicitly) regardless of the industry. This requirement accurately
demonstrates a broader trend in the labor market of recognizing and valuing
cultural diversity. For instance, in the Department of Modern Languages,
Linguistics and Intercultural Communication, where I am tenured, English is
not the first language for 75% of faculty members (including myself). We not
only speak different World Englishes,” with a variety of accents, we bring a wealth
of diverse perspectives and practices into our classrooms that enrich our students’
understanding of the world. We navigate intercultural communication every day
through varied idioms and phrasal verbs, communicative styles, and nonverbal
cues. While this inevitably brings challenges in workplace communication, the
advantages of our diverse workplace, including collective problem-solving and
creativity, are significant.

* For definition and discussion of “World Englishes” please refer to Kachru (1997) and Jenkins
(2006).
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8 Intercultural Communication

Additionally, a large study that synthesized data from over one thousand
companies across twelve countries (Hunt et al., 2018) suggests that diversity
enhances productivity and improves financial performance. The findings demon-
strate a statistically significant correlation, revealing that companies with diverse
leadership in terms of gender and ethnic/cultural representation are 21% and 33%
(respectively) more likely to produce higher profits. Hence, even those who desire
to pursue a purely instrumental agenda for HE cannot disregard the importance of
diversity and intercultural education in the workplace. Furthermore, sustainability
is a top priority for most businesses and industries, which can be achieved
through integrating economic, environmental, and social perspectives into educa-
tion (Jiménez-Castillo et al., 2021). Universities play an important role in Education
for Sustainable Development’ (UNESCO, 2012) and have a responsibility to
prepare the next-generation workforce for a sustainable lifestyle and work through
education for equality, intercultural citizenship, and human rights.

I would like to conclude Section 1.3 by quoting Barnett (2023, p. 122), who,
in a very sharp and concise manner, summarized the role of the universities:

Not only, for instance, are there conflicting ideas of democracy, rights, well-
being, citizen, truth, freedom and so forth, but it is part of the role of
universities to go on adding to those debates. This welter of conflicting
ideas is a domain of supercomplexity (Barnett, 2000), where disputes can
never be resolved but only deepened; and deepened in part by the university
itself. (Barnett, 2023, p. 122, italics added)

1.4 Author'’s Background and Positionality

To you, the Reader, I want to offer a brief insight into my background and
positionality that provide the foundation for my work on this Element.

My career in academia has followed a nontraditional, yet progressive, trajec-
tory. I began as an English and Spanish language teacher, working mainly
in adult and vocational education. My early research steps were inspired by
intercultural interactions with my students. By the time I entered my PhD
studies, I had already accumulated substantial experience as a language and
intercultural educator, and these hands-on insights deeply informed my
research. For a decade afterward, I combined full-time administrative leader-
ship roles in academic affairs, project management, international education, and
study abroad programs with research, teaching, and nonprofit work. Given that

4 Education for Sustainable Development “empowers learners to take informed decisions and
responsible actions for environmental integrity, economic viability and a just society, for present
and future generations, while respecting cultural diversity. It is about lifelong learning and is an
integral part of quality education” (Sandoval-Hernandez et al., 2019, p. 4).
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DEI and Intercultural Citizenship in Higher Education 9

during this period I was raising two small children, while my husband served as
a military doctor on peacebuilding missions, it would be more accurate to use
“juggled” instead of “combined” — I felt like I was burning the candle at both
ends, but this intense phase in my career provided me with invaluable learning
opportunities. For instance, varied facets of my professional identity helped me
see issues like internationalization from multiple, often opposing, perspectives
(see Golubeva, 2020). Despite my demanding and responsibility-laden roles,
a grueling schedule, and short sleeping hours, there was one aspect of my
professional life I refused to give up: teaching.

The classroom, I believe, is where my most profound learning as a person and
an academic takes place. I get a lot of positive vibes and useful feedback from
my students. This is, I would say, where most of my own intercultural learning
happens. I recall, with a touch of self-irony, stepping into my first classroom in
the United States, filled with enthusiasm, curiosity, and a fair share of second-
hand stereotypes. My first group of thirty undergraduate students turned out to
be the most diverse I had encountered up to that point — a truly enriching
experience that helped me realize how widely misguided and ideological in
nature the category of a “typical American” student is.

My professional and personal experiences have inspired, enriched, and continue
to inform my research, teaching, and service to the profession and the broader
community. These past experiences serve as a constant reminder that the pursuit of
intercultural competence is a lifelong journey. Despite having visited almost fifty
countries, fluently speaking four languages, fully understanding two more, study-
ing and working in four different countries, raising bilingual children, and living in
a multicultural and plurilingual family where intercultural communication — with
its whole spectrum of challenges — is a daily practice, I do not yet consider myself
fully interculturally competent, nor do I believe I ever will be. Intercultural
competence is inherently context-dependent, meaning in certain contexts you
may be more interculturally competent, but less so in others. Furthermore, the
development of intercultural competence occurs along a continuum, as described
by scholars such as Bennett (1993), who outlines this process through a set of
stages. It is a matter of becoming interculturally competent through experience,
(self-)awareness, analysis and critical reflection. Most importantly, it is no matter
how competent you become — there will always be room for further growth and
improvement.

I acknowledge that this manuscript is influenced by my experiences, know-
ledge, and worldviews, both consciously and subconsciously. Furthermore,
I anticipate that at some point, due to new experiences, knowledge, and ideo-
logical influences, some of my statements may evolve (perhaps even taking
a different stance). As a scholar, I am open to this because I believe it is
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10 Intercultural Communication

important to practice dialectical thought in order to recognize the value of
contradiction and the limits of contemporary epistemological trends (Veraksa
et al., 2022).

I consider myself an interculturalist whose research, teaching, and service
to the broader community are pursuing the same overarching purpose of
enhancing intercultural understanding, diversity, equity, and inclusion on
campus and beyond. I was born behind the Iron Curtain and raised in an
undemocratic state, so I deeply appreciate the principles of democracy. As
a granddaughter of those who fought against Nazism and nationalism,
I cherish their memory and appreciate their sacrifice, and I advocate for
peace and civilized dialogue. Therefore, throughout my academic career,
I have followed the values that reside in cultural humility, inclusiveness, and
collaboration, and I have made it my mission to develop students’ and my own
intercultural citizenship competencies, promote peaceful solutions to con-
flicts, and encourage intercultural dialogue.

Being socialized in the atmosphere of constant censorship, I am particularly
sensitive when I perceive freedom of speech being restricted, especially when
this is done under the flag of “political correctness” and “democracy.” At the
same time, I do recognize that there is a risk of unrestricted freedom of speech
because of hate speech that may occur. The vulnerable should be protected
against expressions of hatred and incitement to violence against them.
Therefore, I am very upset by the double standards adopted by the mainstream
media: while, on the one hand, they advocate against hate speech, on the other
hand, they demonize their opponents (this critique refers to both wings: the Left
and the Right). Instead of promoting intercultural dialogue, they contribute to
further dividing already strongly polarized nations, thus threatening social
peace. While the degree of polarization varies between the two wings (see,
e.g., Desilver, 2022; Hmielowski et al., 2020), I am concerned about people’s
willingness to believe whatever is said against their opponents and the lack of
intercultural dialogue between opposing sides. I am also deeply troubled by the
amount of fake news, misinformation, and populism (for some examples see
McKenzie, 2019) that continue to mislead people (sometimes the populations of
whole countries). The ability to evaluate information objectively is clouded by
strong emotions. Critical thinking is shut down. Populism is on the rise.

When I advocate for freedom of speech, I advocate for freedom of thought.
As Benjamin Franklin wrote 300 years ago, “Without Freedom of Thought,
there can be no such Thing as Wisdom; and no such Thing as publick Liberty
without Freedom of Speech” (Labaree, 1959, original spelling). Therefore, the
purpose of this Element is not to impose my thinking about DEI and ICitE on the
Reader, but rather to invite you to explore your own thoughts on the subject
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DEI and Intercultural Citizenship in Higher Education 11

matter. I encourage you to consider multiple perspectives that could be more
appropriate in your local context. Our viewpoints are shaped by our back-
grounds, the privileges we have experienced, and the oppression and discrim-
ination we have encountered. I value the opportunity to share my thoughts on
DEI and ICitE in higher education, and I approach this opportunity with care,
mindful that any criticism I present on the fields may be extracted from its
context and used by opponents of DEI and ICitE to undermine them. I believe
both fields offer value, and my critiques are in an effort to strengthen, not
invalidate, them. I recognize that my understanding of these two fields is heavily
influenced and limited by my (mostly) privileged personal and professional
experiences. Therefore, I invite Readers to engage in an open dialogue, and
I welcome constructive criticism, especially if it leads to actionable outcomes.
Moreover, I am open to future collaborations.

2 The Current Context
2.1 Introduction

This section offers a brief overview of the current context of DEI and ICitE.
After sharing insights on policies, practices, and pitfalls of the fields, I make
a call for an intentional approach in synergizing ICitE and DEI efforts on
university campuses, and I argue that the “intercultural” in Intercultural
Citizenship Education needs to be dissociated from “international,” and that
“diversity” in DEI needs to be dissociated from “domestic.”

2.2 Overview of Current Policies, Practices,
and Pitfalls in DEI and ICitE

I initiate the discussion on current policies, practices, and pitfalls in ICitE and
DEI work as an explicit supporter of both fields and, as mentioned in
Section 1.2, T want to see them develop. I like to think that most of the
Readers of this Element share the idea that there is room for improvement in
both fields and believe that DEI efforts and ICitE can bring about a positive
change in societies that are highly polarized, misinformed, and full of preju-
dices. Let us first have a closer look into the praxis of Intercultural Citizenship
Education and then follow with the discussion of DEI. Before reading on, please
take some time to explore the mission statement, policies, and strategic plan
documents at your organization or institution by reflecting on questions in
Thought Box 2.

> Understood here as established practice.
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12 Intercultural Communication

THOUGHT Box 2 REFLECTING ON THE MISSION STATEMENT, POLICIES, AND STRATEGIC
PLAN DOCUMENTS AT YOUR ORGANIZATION OR INSTITUTION

After having explored the mission statement, policies, and strategic
plan documents at your organization or institution, please reflect on the
following questions:

» How is intercultural, global, or world citizenship articulated in these
documents, if at all? How is this implemented in practice at your
organization/institution? What is your level of satisfaction in this regard?

» How are diversity, equity, and inclusion articulated in these documents,
if at all? How is this implemented in practice at your organization/
institution? What is your level of satisfaction in this regard?

» What could be improved at your organization/institution in relation to
ICitE and DEI efforts, if anything?

Important to note that how you as the Reader see both DEI and ICitE
practiced is dependent on your individual (as well as institutional, and maybe
political) context. For some Readers, DEI or ICitE may be associated with
specific offices or positions that explicitly incorporate these fields as part of their
role. While other Readers may view DEI and ICitE as a responsibility for
everyone. In this Element, I have intentionally refrained from imposing what
constitutes DEI and ICitE practices in higher education, as all institutions may
have different needs and contexts. Instead, I encourage Readers from diverse
perspectives on DEI and ICitE to engage in an open discussion and identify
what is relevant and applicable to their own contexts.

2.2.1 Praxis of Intercultural Citizenship Education

It is quite common nowadays for the pursuit of global, intercultural, or world
citizenship (terminology varies) to be included as a goal of HE in policy
documents at institutional, national, and supranational levels. In terms of
ICitE, T reflect only on the institutional level because this falls within the
scope of this Element. At the institutional level, the education of global,
intercultural, or world citizens is often included in university mission statements
and internationalization strategy plans (Aykol et al., 2021; Lundgren et al.,
2020; Woodin et al., 2011, etc.). However, these documents seldom delve into
ICitE in depth. Despite a large body of research on global, intercultural, world
citizenship education — institution documents tend to lack a clear definition or
theoretical grounding for the terms they use. Even when the language used in
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DEI and Intercultural Citizenship in Higher Education 13

the institutional policy documents can be traced back to some widely known
publications — including White Paper on Intercultural Dialogue (CoE, 2008),
Reference Framework of Competences for Democratic Culture (CoE, 2018),
and PISA Global Competence Framework (OECD, 2018), — they do so in
a superficial manner, remaining ambiguous in terms of implementation and
evaluation. Such superficiality can give an unfortunate impression that the
incorporation of citizenship education in mission statements and international-
ization plans is more of a “buzz” word than an ongoing and operationalized
value or institutional goal that is rooted in academic scholarship that has theory,
pedagogy, implementation, and evaluation practices. Moreover, these docu-
ments often focus solely on the instrumental benefits of acquiring intercultural
competence, such as better employability, neglecting the humanistic value of
intercultural citizenship education.

Such articulation of intercultural (global/world) citizenship in institutional
policy documents often leads to a limited, and piecemeal approach to ICitE in
the everyday practices of universities, for example, by reducing it to participa-
tion in study abroad programs. Although the pursuit of intercultural citizenship
is typically cited as a main goal of international mobility (Aykol et al., 2021;
Baker et al., 2022; Kishino & Takahashi, 2019, etc.), the impact of studying
abroad on students’ civic education remains an unfulfilled promise in most of
the programs (see, e.g., EC, 2019; Golubeva et al., 2018; Mitchell, 2012). This
concerns even such a prominent program as ERASMUS® (European Region
Action Scheme for the Mobility of University Students), designed to promote
supranational identity and foster active citizenship (EC, 2018a). Prior research
indicates that the way these programs operate does not effectively contribute to
increasing students’ civic responsibility (Golubeva et al., 2018). Even when
study abroad experiences lead to fostering a sense of belonging to
a transnational community, that sense of belonging does not necessarily trans-
late into active civic participation. For instance, when in a study conducted
among 174 ERASMUS students from 23 countries (Golubeva et al., 2018), the
participants were asked about the main impact of studying abroad, “increasing
civic responsibility” was the least frequently mentioned outcome (out of 16
offered response options). On both personal and professional levels,
I wholeheartedly endorse the value of study abroad experiences and acknow-
ledge that they have the potential to develop intercultural citizenship. However,
the current practice of relying almost solely on study abroad programs for an
institution to achieve its intercultural citizenship education goals falls short.

® The European Region Action Scheme for the Mobility of University Students (ERASMUS) was
established by the European Union in 1987.
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14 Intercultural Communication

In this Element, I argue that intercultural citizenship education at universities
needs to be done in a more systematic manner, and opportunities to develop
one’s intercultural competencies should be offered to everyone, not just those
able to participate in study abroad programs. Not all students have the means to
study abroad due to financial limitations, disabilities, personal circumstances, or
full-time employment commitments. They should not be excluded from inter-
cultural learning. I believe that the strong emphasis institutional international-
ization strategies place on the benefits of study abroad, featuring it as “the one
and only way” to develop intercultural and global competences, contributes to
many students from marginalized groups feeling like outsiders. This perception
leads them to believe that intercultural (global or world) citizenship is elitist
beyond their reach.

On a positive note, there is a notable increase in incorporating global,
intercultural, or world citizenship focus and learning outcomes at curricular
level across a variety of disciplines including:

» Language education and virtual exchange (e.g., Byram et al., 2017; O’Dowd,
2020; Porto et al., 2023);

» Engineering (e.g., Dan Hirleman, 2011);

* International studies (e.g., Johnson et al., 2011);

* Medicine (e.g., Blum et al., 2019);

* Social studies (e.g., Myers, 2006; Ortloff, 2011);

+ and many other areas (for further discussion see Aktas et al., 2017).

However, as Baker and Fang (2021, p. 1) rightfully point out, “the extent to
which intercultural citizenship goes beyond promotion and marketing and is
meaningfully incorporated into university curricula and teaching practices is
still unclear. Most significantly, there is little evidence that students them-
selves are aware of, motivated by, or develop a sense of intercultural
citizenship.”

In addition to the issues discussed earlier, it is noteworthy to reflect on
another key critique of ICitE. Some view Intercultural Citizenship Education
as being “too” ideological or political. I believe education in general, and
education for intercultural citizenship in particular, are inevitably political and
ideological. Even very liberal education is still strongly ideological and politi-
cized. Why? Because it endorses certain values (even if these values are about
tolerance and appreciation of differences). In Byram, Golubeva, and Porto
(2022), for instance, we suggest as a way to ensure the minimization of
nationalist perspectives in language education that it should embrace inter-
nationalism (which is an ideology, too), criticality and intercultural citizenship,
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DEI and Intercultural Citizenship in Higher Education 15

competencies for intercultural and democratic culture (again, ideological)
(see Section 3.2 for detailed discussion). To believe otherwise would be naive.

2.2.2 Praxis of Diversity, Equity, and Inclusion

Now, let us have a look at the praxis of DEI. In the US context, commitment to
Diversity, Equity, and Inclusion is often much better articulated in institutional
policies than education for intercultural (global/world) citizenship. DEI efforts
are often supported through law,” funding, and apparatus (except for the states
where anti-DEI bills have been recently introduced; see Adams & Chiwaya,
2024). However, this support is experiencing pushback in the current political
climate. It is noteworthy to mention that in such countries as the United States,
federal and state laws can differ dramatically on this, and create a conflict that is
irresolvable at the institutional level. For example,

Florida Gov. Ron DeSantis (R) said Thursday his state “will not comply” with
recently unveiled changes to Title IX by the Biden administration. “Florida
rejects [President Biden’s] attempt to rewrite Title IX,” DeSantis said in
a video posted to the social platform X. “We will not comply, and we will
fight back.” (Suter, 2024, web)

It is hard to predict the future, but with the rise of conservative sentiment, the number
of states in the United States introducing bills to either regulate or restrict DEI
initiatives is growing (see for details Adams & Chiwaya, 2024). If enacted, these
bills will ban public institutions, which receive state and federal funding, from using
these funds on DEI initiatives and staff. One of the main arguments underlying this
legal battle is that the legislators in those states “don’t want public money going to
political activism” (Adams & Chiwaya, 2024). Those in favor of these restrictions
argue that DEI imposes “orthodoxy” on students, “not even necessarily in the
classroom, but through the administrative apparatus of the university itself”’; and
those against these anti-DEI bills say they “suppress|. . .] academic freedom and
insert[. . .] conservative political orthodoxy into the classroom” (CBS/News Service
of Florida, 2023). To grasp the nature of the current debates around DEI in academia
see, for example, recently published papers by Baker (2024) and Herbert (2023),
who share different opinions on DEI. Baker (2024) advocates for the principles of

7 For example, in the United States Title VII of the Civil Rights Act of 1964 (prohibiting discrimination
in the workplace, including discrimination based on race, color, religion, sex (including pregnancy),
national origin, age (40 or older), disability, or genetic information); 7itle IX of the Education
Amendments of 1972 (prohibiting sex-based employment discrimination in federally assisted schools,
educational programs, and activities, see 7itle VII of the Civil Rights Act of 1964 (Pub. L. 8§-352), the
Clery Act (requiring colleges and universities across the United States to disclose information about
crime on and around their campuses, see Jeanne Clery Disclosure of Campus Security Policy and
Campus Crime Statistics Act of 1990, 20 U.S.C. §1092(f) (2018)), etc.
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16 Intercultural Communication

individual merit and fairness. He explores a case study where a “concerned”
member of a Faculty Senate at a US university requested “precise and agreed-
upon” DEI definitions and “terms of reference” before voting a proposal to include
DEI mandates in the Faculty Handbook, explaining this by the need “to ensure that
[they] are focused on constitutional and legal agreement in what [they] are trying to
accomplish” (2024, p. 2). When doing so, the Faculty Senator emphasized “the
importance of clarity and legal considerations in the implementation of DEI policies
compliant with the SCOTUS ruling” (Baker, 2024, p. 5), but was “verbally
attacked” by the Vice President for Diversity in front of colleagues (see Baker,
2024, for full transcript). The author of the other paper (Herbert, 2023) advocates for
diversity and analyzes how terms related to DEI — such as “critical race theory,”
“woke ideology,” and “cancel culture” — are “being manipulated for political ends”
(2023, p. 261). Citing more than 700 sources, Herbert (2023) challenges, among
others, topics of “equity versus free speech,” “academic freedom,” and “the merit-
ocracy myth.” The two papers serve as an accurate reflection of the debates in
Western higher education. Regardless of the side a university administration is
leaning toward, one thing is certain: there is little dialogue on campuses intentionally
organized to address opposing views from multiple perspectives. In practice,
universities encounter many difficulties (for example, when a student organization
invites on campus a speaker who is seen as a radical left or radical right) and the
administration can find it challenging to foster an environment where intentional
dialogue around opposing views is encouraged, so all individual students feel like
they belong. This prompts the question: after funding cuts, will institutions remain
committed to diversity, equity, and inclusion, or will they follow the example of the
corporate world?

Just a year after George Floyd’s murder (between summer 2020 and summer
2021), hiring for DEI positions spiked 92% across the United States (Hsu, 2023). In
the summer of 2023, the US Supreme Court ended race-conscious college and
university admissions (see for details a 237-page document on the website of the
Supreme Court of the United States, 2023). This was preceded by two lawsuits that
Students for Fair Admissions (SFFA) filed against Harvard College and the
University of North Carolina (UNC) “to defend human and civil rights” of students
of all races (SCOTUS, 2023, p. 2). SFFA argued that the race-based admissions
programs of the two universities involved stereotyping of applicants based on their
race and resulted in fewer admissions of Asian-American students (SCOTUS,
2023, p. 7), thus violating Title VI of the Civil Rights Act of 1964, 78 Stat. 252,
42 U. S. C. §2000d® et seq., and the Equal Protection Clause of the Fourteenth

# Title VI provides that “[n]o person in the United States shall, on the ground of race, color, or
national origin, be excluded from participation in, be denied the benefits of, or be subjected to
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Amendment (SCOTUS, 2023, p. 6). Harvard College and the University of North
Carolina’s practices were criticized for “using racial categories that are plainly
overbroad (expressing, for example, no concern whether South Asian or East Asian
students are adequately represented as “Asian”); arbitrary or undefined (the use of
the category “Hispanic”); or underinclusive (no category at all for Middle Eastern
students)” (SCOTUS, 2023, pp. 6-7). Although the US Supreme Court decision
regarded affirmative action in HE settings, the companies that never believed DEI
a priority used it as “a moment to get out” (Hsu, 2023). Within just a couple of
months, the number of DEI job announcements dropped by 38% (Hsu, 2023). One
may only speculate on how all of these will influence university DEI policies and
practices, especially given that many institutions pursue a neoliberal agenda, as
discussed in Section 1 of this Element.

Undoubtedly, there is a considerable degree of divisiveness surrounding the
discussion on DEI. Even within organizations that generally endorse and
advocate for Diversity, Equity, and Inclusion efforts, there is noticeable “DEI
fatigue” (Bhasin, 2022; Laing, 2022; Rae, 2023; Willingham, 2022). For
example, according to a campus climate survey at one of the universities in
the United States, more than a quarter of faculty and staff (27%) believe that
“DEI distracts from achieving [the university’s] academic mission,” and more
than one-third of respondents (36%) thought that “there is too much emphasis
put on issues of diversity, equity, and inclusion” (UI, 2022, p. 6). Although the
overall percentage of respondents agreeing that their university is “strongly
committed to DEI” is very high (83%), a discernible average decrease of 8%
has been observed in the course of four years between 2018 and 2022 (UI,
2022, p. 6). Interestingly, among faculty and staff, the most significant decrease
was observed among postdocs; and among students, the most critical were the
graduate students (UL, 2022, p. 26).

Willingham, an expert in DEI, explains the situation by multiple causes and
I am highlighting the three ones that are relevant to our discussion. First, she
mentions lack of training, rightfully pointing out that “[...] DEI roles require
specialized training and a high degree of expertise. You can’t just expect someone
to perform well in a DEI role because they are the only multicultural person on
your team” (Willingham, 2022, web). Second, there is an observable disconnect
between values and implementation. Discrimination and microaggressive behav-
ior remain present despite numerous DEI training sessions, raising the question of
whether DEI training is impactful for reducing discrimination and harm. For
example, a compulsory “Responsible Employee” training on Policy on Sexual

discrimination under any program or activity receiving Federal financial assistance.” 42
U. S. C. §2000d. (SCOTUS, 2023, p. 6).
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Misconduct, Sexual Harassment and Gender Discrimination, which relates to
three acts (Title IX, Title VII, and the Clery Act), is designed for thirty minutes
only. To pass the required training and become a “responsible employee’/a “good
citizen” of the campus community, one has to complete two five-question quizzes
with a score of 80% or higher. The questions in these quizzes mainly focus on
“responsible” reporting procedures. To me, this type of DEI work appears to be
more about educating on compliance requirements than educating on “good
citizenship.” This is closely connected to the third problematic issue from
Willingham’s list, that is, that there is a greater focus on compliance and appear-
ances rather than on sustainable transformation:

Social justice movements have fueled a reactive urgency and pressure for
DEl initiatives, forcing many diversity leaders to focus on vanity metrics and
social media messaging over sustainable, long-term change. This isn