
Chapter 3 
Global Scholars as Ambassadors 
of Knowledge 

Boris Handal 

Abstract This chapter discusses the challenges that global scholars face in their 
interactions with peers, students and the communi ty at thei r destination cultures. 
It argues that global scholars can become powerfu l agents of societal change due to 
their background and unique position in overseas academic communities. A number 
of values and attributes empowering them to assume an effective mora l leadership 
role are presented. These include espousing the principle of world c itizenship to 
embrace unity in diversity; acquiring a humble posture of learning to develop inter
cultural competencies; and becoming involved in social action to achieve universal 
education. The issue of personally fe-examining cult ural assumptions of knowledge 
and teaching and learning is illustrated with examples throughout the chapter. 

3.1 Introduction 

Global scholars have become a precious international commodity. Their value lies 
in their capacity to bring fresh perspectives to learning, teaching and research in 
their di sc ipli nes and through their professional expert ise and cultura l backgrou nds. 
As ambassadors of knowledge, globa l scholars show peers and studen ts that 
knowl edge transcends frontiers and can unite people, like sport s and music. With 
academic communities all arou nd the world well integrated through online tech
nologies. international events and staff travelling, the increasing fl ow of global 
scholars already consti tutes a vital life-blood pumping into sites of higher learning 
all over the world. 
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This chapter explores some of the challenges encountered by global scholars 
from a cultural perspective and from teaching their own di scipline. It al so suggests 
some pathways that global scholars traverse as they struggle to function within a 
local environmen t. The final section of thi s chapter di scusses three attributes 
that build a moral leadership profile arou nd them and make their positions unique. 
This chapler proposes that "global scholar" is a construct thai goes beyond other 
work definitions such as international expert , visiting scholar, expatriate lecturer, 
overseas academic, and the like. Their transition to a new environment is more than 
changing oneself to " fit into" or "adapt to" a new culture. As discussed later in this 
chapter, it is aoout developing a new mind set that allows global scholars to see anyone 
as their own neighbour, being open and fl exible enough to deal with cultural differ
ences, and contributing to the soc ial ad vancement of their new communities. 

3.2 The Challenges to Global Scholars 

The main challenge for a global scholar arriving in a new environment is navigating 
through the cultural differences that might ari se between the home and the destina
tion culture. It is obvious that the direction and magnitude of these differences will 
guide decis ion making on instructiona l issues and social interactions. For example, 
a global scholar moving from Austral ia to the United Kingdom will most li kel y be 
able to function with in the British culture more comfortably than a person from , 
say, French Cameroon. This also means that scholars from reg ions sharing the same 
background, such as among South American nationalities, will find their settlement 
more comfortable. 

Cultural adj ustments are also mediated by differences (or similarities) between 
pedagogical systems and by the nature of the di scipline itself. For example there 
are differences in the pedagogies deployed by American and Chinese university 
educators as reported by Xiuxia Feng (2008) who argues that the latter ones are more 
examination-oriented and less inclined to open di scussions. In regard to differences 
in inst ructional practices betwee n Australian and French uni vers ity educators, 
Patron (2009) wrote, "Class room practices of the French and the Australians are 
high ly contrastive. French students rarel y raise thei r hands to participate in class, for 
it is simply not part of their academic culture, whereas Australian students are encour
aged to be more interactive, as it is usuall y part of their assessment". In addition , 
some di sc iplines such as mathe matics or sc ience are more culture-neutral than 
others, which makes them easier to deliver. However, teaching Australian history in 
the United Kingdom or Chinese literature in Finland will require more elaboration 
on the cultural aspects intrinsic to the subject. 

These two dimensions, pedagogy and di scipline, can be represented on a 2x2 
matrix as shown below in Fig. 3. 1. This matrix visuall y represents the type of challenges 
global scholars encounter as they work within their destination cultures. Eac h 
combination as a result of these two variables will require diffe rent strategies. 
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Culture-neutral Culture-laden 
Discioline Discioline 

II I 
Similar A Chilean scholar An Australian scholar Similar 
Pedagogies teaching maths in Peru teaching Australian Pedagogies 

his torY in UK 

III IV 
Different A Korean scholar A Chinese scholar Different 
Pedagogies teaching science in teaching Chinese poetry Pedagogies 

Russia in F inland 

Culture-neutral Culture-laden 
Discipline Discipline 

Fig. 3. 1 Magnitude and direction of cultural challenges for global scholars 

General ly speaking, simi lar pedagogical traditions correspond to simi lar cu ltures, 
such as Australi a and the United Kingdom, or Chi le and Peru . It is also probably fair 
to assert that there are as many pedagogica l trad itions as there are cultu res because 
both are intertwined. Pedagogies differ: a hypothetical pedagogical tradition might 
emphasise mastery of learning perspectives, that is, sk ill acquisition and refinement 
by drill and repeti tion - "practice makes you perfect" - over others that value learning 
through di scovery and intellectual d iscussion. 

Having been trained within a single pedagogica l style is a cruc ial challenge for 
any educator. Very often global scholars are unaware and uncertain of how to operate 
in an alien environment, thereby experienc ing a painful process. Several questions 
might trouble the global scholar's mind and are part of moving between two cultures. 
Should the scholar impose hislher home-grown pedagogical views upon learners 
and co lleagues? How much should the globa l scholar compromise in order to have 
a mu tuall y sati sfactory instructional situat ion? What are the instructional deci sion
making criteria when the global scho lar faces pedagogical dil emmas? 

In the aoove matrix, pedagogical similarity between the home and the destinat ion 
culture are represented along the vertical axis. Pos itions aoove and below the middle 
point of the verti cal axi s - the centre of the matrix - ind icate whether the pedagogical 
difference between two cultures is small or large, respect ive ly. Small d ifferences 
such as moving from Austral ia to the United Kingdom or from Chile to Peru are 
plotted on the upper quadrants I and II , with large d ifferences on the lower quadrant s 
III and IV. An example of the latter would be a Korean educator moving to Russ ia 
or a Chinese scholar moving to Finland. 

The second dimension of the matrix refers to the cu ltural ingredients embedded 
in the d iscipl ine itself. It is obvious that teaching mathematics and Chinese poetry in 
a forei gn environment pose different challenges. The former is more uni versal than 
the latter. Teaching Chinese poetry certainly requ ires more e laboration on Chinese 
themes. Thi s combination becomes more complex as we combine the cultural natu re 
of the subject mailer with pedagogical similarities/differences between cultures. 
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The le ft and right sides of the matrix serve to indicate whether the di sc ipline 
holds a mild or strong cultural ingredi ent. The left side refers to more culture-neutral 
di sc ip lines such as mathemati cs and physics, wh il e the ri ght side refers to more 
cu lture- intensive subj ects such as Australi an hi story and Chinese poetry. When we 
combine the two dimensions of the model, pedagogy and di scipline, the result is 
the above matrix with the qu adrants representing four types of challenges. 

The Australian scholar in quadrant I teaching Austra lian hi story in the United 
Kingdom would probably have to spend more time in class e laborating on the 
meanings behind an Australi an hi storica l episode, such as Ned Kelly' s sto ry or 
the Mabo land case. Teaching and learning implications will be minimised because 
both educational systems share similar pedagogies. Quadrant II is represented by 
the Chilean scholar teaching maths in Peru, its neighbouring country. Both cultures 
share the same pedagogical background while mathematics is more culture neutral 
than many other subjects. A global scholar in thi s quadrant will probably face fewer 
challenges than others. Quadrant 1II is represented by a Korean educator teaching 
ph ys ics in Russ ia. As roth cultures are different , the scholar wou ld focu s more on 
teaching methodologies while less emphasis would be placed on content. Finall y, in 
quadrant IV, the Chinese scholar teaching Chinese poetry in Finland will have to be 
very carefu l both about deli vering the cultural meanings embedded in Chinese 
literature as well as keeping an eye on local teaching methods. This global scholar 
will probably face the greatest challenges. 

The above is of course a simpli fication of reality as with any model . It is, however, 
useful in ex plaining the complex ity of the so-cal led "cult ural shock" experienced by 
scholars operating outside their own culture and provid ing spec ific cross-cultura l 
competencies (Deardoff 2009). There are many others vari ables involved. Regard less 
of the su rrounding cu lt ure, there are educational establi shments or supervisors 
who advocate alternative approaches to teaching and learning. Also, teaching and 
professional infrastructure will inte rtwine with cu ltura l challenges (Auriol 2(07). 
Proficiency in the language of the destination setting is another important vari able 
for obvious communication reasons (Borjas 2000). Add research methodologies, 

classroom management assessment and curricu lum design and a more complex 
panorama is revealed. 

I have been lucky enough to somehow go through the four quadrants myself. 
Based on my observations I believe a global scholar moves through various stages 
of development. At the first level , global schol ars use their native knowl edge as a 
measure to judge local pedagogies. There is no other frame of reference that 
provides alternat ive views due to the lack of local knowledge. This is a survi val 
approach. At the second stage, the g lobal scho lar deve lops a trial -and -error method 
for adopting pedagogical elements of the local system. This "testing the waters" 
strategy continues as the g lobal scholar grows in professional confidence and 
cross-cult ural competencies. However, their instructional behaviour still remains 
guided by home standards because what they are actually doing is appraising the 
pedagog ical worth of the new system in relation to their own. Many will stay at this 
stage and try to impose their own pedagogies by being unwilling to evolve. I would 
call this a colonia l approach to education. 
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Those who move fo rward to the nex t stage wi ll enter the "exchange rate" 
approach, where the educator becomes more skil fu l in trad ing assumpt ions and 
practices between the home and the local pedagogies. It is like the approach of a 
touri st shopping in an overseas country where they compare sale prices to their own 
currency. This goes on for a whi le until, tired of the mental mathematics involved, 
they begin think ing in terms of the fo reign currency only. 

That was also my experience. When I was operat ing in Peru I W'1S a Peru vian 
scholar. When I decided to move to Austral ia I knew that I would have to pose as an 
Austra lian educator and that saved me from looking further into a more coherent 
strategy. Then J moved to China and had to pretend I was an Asian educator, because 
I had to work within their cult ure. When I was working in Afri c<l , India and the 
South Pacific I <l lso tried to act as a local educator, but somehow this was not as 
successful as my previous experiences because, apart from deve loping a split 
personality syndrome, th is was a fragmentary approach - I was missing the concept 
of be ing a g loba l educator. I therefore began questioning the very convenient 
strategy of fitt ing my teaching personality to any local context. J embraced the 
concept of globa l scholarship because, while ac knowledging cultural differences, 
I understood that there is a core of professional attributes across cultures. nationalit ies 
and religions to abide by. This is the stage when I detached myself from my own 
background and became a universal teacher, an educator for all people and certainly 
a trul y global scholar. That is when a g lobal phi losophy of education guided me 
rather than the local context or my home knowledge. That is the stage when. like an 
airplane, you feel you can Hy and land everywhere with case. 

I propose three mora l leadershi p att ributes fo r becoming <I global educator 
consisting of: ( I) espousing the principle of world citi zenship to embrace uni ty in 
diversity; (2) acquiring a humble posture of lea rn ing to deve lop intercultu ral 
competencies; and (3) becoming involved in socia l action to achieve un iversal 
education. 

3.3 World Citizenship 

The growing process of g lobali zation taking place has made the principle of the 
unity of hu manity an assertion that very few people wi ll deny. The world certainly is 
becoming a vill age, uniti ng peoples from different nationalities. Most people will agree 
that the ad ve nt of new telecommunication technologies such as the internet and the 
satell ite has led to greater understanding of each another and awareness that there is 
effectively just one big country. Geographica l borders and frontiers arc becomi ng 
meaningless as economic and polit ical barri ers are coll apsing in a world that for 
mi ll ennia has been di vided by imaginary national, religious and social prejudices. 

Yu ri Usachev. the most experienced Russian cosmonaut, said it plainly: "When 
you look down to earth from the station you don' t see frontiers: there are no political 
boundaries, j ust one shared planet. All of us un ited on one small planet in the vast 
darkness of space" (Pinsent 2004). 
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This awareness has grown in parall el to worldwide integrationist processes sel in 
mot ion particularly in the last centu ry. They include pro-environmental, human 
ri ghts and world peace movements, the formation of the League of Nations, and the 

establi shment of the Internat ional Court of Justice at The Hague, as well as many 
int ernationa l institut ions based on internat ional cooperation. Names that eas ily 
come to mind are: the United Nations Organization and its global agencies, the 
establi shment of the European Community, the Organization of American States, 
the Pac ific Islands Forum, the Assoc iation of Southeast Asian Nat ions, the Caribbean 
Community and the African Union. In the field of knowledge, cooperation has been 

brought about by transnational scientific and cultural institutions such as UNESCO 
and its agenc ies, and the growing network of uni vers ities for research purIX>ses as 
well as the dramatic rise in the international mobility of global scholars. 

The unity of humankind is not a utopia any longer. It is rather a reality manifest 
to many people, which is changing the way communities see each other. To live and 
func tion effic ientl y within thi s new state of things, a new mindset is necessary 
where we a ll consider ourselves as c iti zens of the world. Globa l scholars w ill 
therefore consider their destination country as the ir own country because in the fina l 
analysis we are part of one family. Baha ' u' lIah 's ( 1817-1 892) words more than 
100 years ago are very rel eva nt : "Let not man glory in thi s that he loveth hi s country, 
let him rather glory in thi s that he loveth hi s kind" (cited in Esslemont 1980). 

Such a perspect ive emIX>wers scholars, particularl y global scholars, and gives them 
the tools to free themselves from blind a ll iance to their own cu ltu re. This implies 
that some aspects of hi s/her beliefs systems need to be re-examined . By moving to 
a new cultural environment , the globa l scho lar is called to recognise, furthermore 
to appreciate, the rich diversity of the human race and therefore to become a con
tributing community member. The g lobal scholar becomes a bui lder of bridges 
of und erstand ing among geograph ically di stant commun ities. It is the pe rsonal 
transformation from "Other" to " Brother" or "Sister" wh ich marks the difference 
from the work of the mere educat ional expert. 

By becoming c itizens of the world global scholars will be ab le to rise above 
traditional prejudices and misleading stereotypes, cleans ing their personal di s
courses from false cliches such as " third world" or " first world", or dimini shing 
di chotomies such as "developing" versus "developed" countries, "primiti ve" versus 
"advanced" soc ieties, and so on. 

3.4 Developing a Humble Posture of Learning 

To reach the state when the destination culture becomes their own, global scholars 
must refine their attitude to learning and become cu ltural ly competent. The fo llowing 
are thoughts, examples and suggestions to confront productively our assumpt ions 
about knowledge and teaching and learning when these appear to interfere with 
those of the local culture. 
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Pedagogical knowledge is relati ve not absolute. It is soc ially constructed and 
situated. What works in Ind ia may not work in Canada , and vice versa. In dealing 
with such di ssonances global scholars must learn to suspend judgement , detach 
themselves from learned conceptions and make an effort to examine issues from 
the other s ide. In their own intell ectua l explo rat ion of knowledge as well as 
with their interactions with their new community of interest, global scholars must 
be able to identify the cultural ingredients in any problematic si tuation . The capabilit y 
to e mbrace fo rms of knowledge deve loped by other c ultures becomes cruc ia l 
in their role. 

Cult ural interferences are part of the learn ing and teach ing agenda and ex ist 
everywhere. I remember how my concerns abo ut high absenteeism among my 
Indigenous school students in the South Ameri can Andes were clarifi ed when, as I 
newcomer, I realised that parents had to take them out of school to work on their 
farms during the harvest season. I also found that successfu l mathematics teachers 
were those breaking the official ru le of teaching only in Spanish because they 
switched to Aymara - the nat ive language - in the privacy of their classrooms to 
ensure concepts were better understood. For these student s, the term "three-cornered" 
stood fo r a tri angle, while a "wooden box" had become a cubo id, and yet they were 
all learning mathematics. I remember them trying to do mathemat ical operations 
with examples of elephants and airplanes, th ings totall y al ien to them. These students 
had to wa lk hours to get to their school while fo llowing an urban-centred curriculum 
with strong Eu ropean influences and in the fo reign "offi cial" language. Working 
within an indigenous cultu re taught me as much about education as all my under
graduate and postgraduate degrees. 

Conceptions of learn ing and teaching vary fro m country to country. Fo r instance, 
I will al ways remember my students in South East Asia tell ing me at the beginning 
that the real-life research project I gave them d id not seem like real mathematics 
because they d id not see any formulas or formal defin itions. It was j ust that they had 
never been exposed to that type of learning, but later they loved it. Although I 
worked hard on getting them to participate orally in class, many of them were not 
used to ideas be ing thrown open by the teacher for whole-class d iscussion but rather 
to more structured learning formats. I also got a parent complaint because I was not 
giving them enough homework despite my giving the students plenty of work for 
their evenings ! 

C ulture also makes a d ifference to the relationship between teache rs and 
students. I should acknowledge that calling my Austral ian lecturers by their first 
name was a test that somehow I managed to overcome when, once a lecturer mysel f, 
I was to correspondingly receive the same candid treatment. I found them more 
o ut sIX>ken than my previous Asian and Latin American students and more ready to 
argue and defend their cases. I later learned that had something to do with their 
Iri sh background! 

Because I publish my research work in both Engli sh and Spanish, I have al ways 
been amazed as to how much I needed to change my writing to suit each of these two 
aud iences. Recently, I translated one of my books from Spanish to English and due 
to the concise style o f English writing the book reduced to two th irds of the original. 
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What I thought of as being a relati ve ly easy translation job, virtually ended up being 
a re-writin g of the book because gradually I found that Spanish and Eng li sh 
audiences have different readership styles. It seems to me that Spani sh has more 
room for metaphors and analog ies a nd g ives the writer more space for more 
fi gurati ve express ions using nouns, whi le in Engli sh you do the same by using 
verbs more strateg ically and conc isely. 

One of the greatest sati sfactions of my teaching career has been teaching here in 
Sydney schools and universities with an amazing cultural di versity, as compared to 
my work in South American and Asia where my classes were more cu lturall y 
homogenous. It is here that I was exposed to lit erature and seminars on cross
c ultural understanding in the classroom and later called to prepare training resources 
on the issue. My point is that profess ional deve lopment of global scholars is vital to 
their success because their international mobility is a booming phenomenon and we 
cannot assume that these capabilities are held by all. 

In all the above s ituat ions I could always recognise cultural ele ments that were 
different from my home bel iefs. However, it was especiall y gratify ing to learn from 
sound research aoout being careful in judging different soc ieties. The case of the 
"Asian learner paradox" described next is an example of be ing carefu l about 
c ultural stereotypes. 

The 1996 International Study of Science and Mathematics Education revea led, 
to the surprise of many, that American students scored we ll below their peers in the 
so-called Confucian-heritage societies (CHS) which included China, Tai wan, 
Singapore, Hong Kong, Japan and Korea (Robi taill e and Garden 1989). Iron ically, 
for many decades CHS educational systems had been belittled in the literatu re 
because of doing what most Western research was advocating against. Yet the afore
ment ioned study found that East Asian students were performing much better than 
their American counterparts. Researchers had called thi s phenomenon "the paradox 
of the East Asian learner" (Mok 2(06). The news provoked a national outcry and 
became the focus of intense public and academic debate. CHS educational systems 
had long been portrayed as relying on large classes, an apparent vertical communi
cation between teachers and students, rote-learning oriented and so on. However, 
when more focused research was conducted it was found that rich problem solving 
and questioning were indeed embedded in those large classes. Also, the assumed 
authoritarian relationsh ip in class turned out to be a sign of loving respect for elders 
wh ich enhanced communication. Furthe rmore, the new body of research found that 
the so-call ed rote learning when oriented towards mean ingful repetition was actuall y 
an inst ru ment for effec ti ve learning (B iggs 1994). Needless to say, American 
educationalists re-evaluated their views on teachi ng and learning based on these 
findings, kept away from old cultural stereotypes, and performance consequent ly 
began to improve among students based on the new policies. As Hamlet said : "There 
is not hi ng either good nor bad but thinking makes it so." 

Positions on the nature of knowledge might also constitute potential areas fo r 
cultural misunderstanding. Notable among these perspecti ves is the issue of seculari sm 
in society. Many soc ie ties rely heavily on reli gion as a valid system of knowledge. 
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Science and rel igion are seen as complementary rather competing systems. In fact, 
my own observation from working with scholars in Lat in America, South East Asia, 
Africa and India is that being a sc ienti st is not the same as being an atheist. In these 
places, where I ran classroom management seminars, I was impressed with the 
amount of time educators wanted to spend on the issue of moral education particu
larl y from a re ligious perspective. For them, rather than a dichotomy, science and 
rel igion were the bas is for their conceptions of what ideal education should be. 
In part icu lar, there was a consensus among the participants that the process of 
managing students' behaviour cannot be separated from fostering the development 
of spiritual qualities - sometimes called virtues - such as justice, respect, resIX>nsibility, 
friendl iness, trustworth iness, pat ience, and the li ke. In those soc ieties, spiritual 
education based on religious concepts was the norm. 

I mention thi s issue because by becoming a global educator you are not obliged 
to alter your view of rel igion or rel igion in education. Ne ither are you on an overseas 
post to change people's beliefs on those topics. It is about respecting other cu ltures 
in having their own stance on the nature of knowledge and the human being. 
It seems to me that in many academic circles the d ialogue between religion and 
science has got stuck on the dilemma between "Darwinism" and "Evolutionism". 
In many societies this dialogue goes further than that. It is about the spiritual education 
of the chi ld through the fostering of qual ities and virtues. Some countries have made 
it explicit that re ligious education is an official educational aim. For example, the 
firsltwo of the fi ve major purposes of the Sudanese system of education are literally: 
( I) The consolidation of the re ligious doctri ne, and (2) the estahl ishme nt of an 
independent society, and the trust in God and in self-rel iance (UNESCO 2000). 

Furthermore, conceptions about knowledge and the human being influence 
teaching and learning in many other aspects. There are societ ies where intellectual 
differences may be taken more personally than in other societ ies where these differ
ences are interpreted only through rat ional argument. Th is is imIX>rtant in terms of 
providing feedback because some students and global scholars might cu lturall y 
react different ly. I know of an overseas student who thought that a blatant tutor's 
feedback was di srespectful. It was not. It is just that in some particular cu ltures 
e ither positive or negative feedback on academic performance might be a mailer of 
losing face. This student might have come from a cu ltu re where competencies are 
seen with in a relationship framework rather than in isolation. 

Interestingly, our most popular educational psychology theories come from the 
Western trad ition that has a strong secular view of the human being. Pavlov's theory 
of classical conditioning compared human beings to dogs in order to explain stimu li 
response processes. Skinner within the behaviourist schoo l used the metaphor of a 
mach ine to explain learning behaviours that he cons idered to be easy to manipulate. 
Piaget, probably influenced by hi s training as a biologist, compared human beings 
to a plant and its digesti ve system. Information-process ing psychologists compared 
people to a computer and its parlS, wh ile cognit ive psychologists explained learning 
as the interaction of chemical and phys ical neural react ions. In all these paradigms, 
there is a materiali sti c assumption of the human being which has influenced research 
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methodologies and the design of curricu la (Handa I 2007). Supporters of reli gious 
education argue that messengers of God such as Kri shna, Zoroaster, Buddha, 
Abraham, Moses, Jesus Christ and Muhammad proved that these personages, 
contrary to human logic and lacking sc ientific training, were ab le to create new 
c ivilizations without the need to reproduce or accommodate an existing system. 
In arri ving in those soc ieties. the global scholar must be aware of such belief 
systems and work with them rather than be little them. A humble, that is, an open 
and flexib le. posture of learning is therefore essential. 

3.5 Involvement in Social Action 

One way to achieve universal education, that is, education for all , is through social 
action. Global scholars can help. both as observers and part icipants, in theirdestination 
countries to achieve universal education goals such as balance in gender participation 
in higher education courses and university access to soc ial and economica ll y 
di sadva ntaged groups. Inclusion of minorities is also a fundamental human right. 
There is no secret that nowadays ethnic cleansing or religious-motivated di scrimi
nation occurs in the world, such as the Iranian government ban of students of the 
Baha ' f Faith from pursuing university studies (Ghanea 2002). 

I am of the opinion that global scholars, like any other academic, should resist 
the temptation of Ivory Tower isolation while overseas and immerse themselves in 
the local society. Many will agree that education is an important factor leading 
to soc ial and human development - the very purpose of what knowledge is about. 
No matter how abstract a disc ipline might be, it is still necessary to keep in focus 
the intrinsic relationship between social reality and human inquiry, particularl y in the 
cu ltural context. Pursui ng scholarly knowledge should be seen both as a cooperative 
enterprise as well as our own intellectual endeavour. This might mean gelling 
involved with the broader community in acts of serv ice, using action research 
methods, participating in local professional associations, and so on. 

As part of their ob ligation to be promoters of universal education , g loba l scholars 
should commit themselves to rai sing and empowering local human resources within 
their communiti es of interest. Caution is needed in two aspects. Firstly, endeavours 
in the field of social and economic development must take place in non-patroni sing 
terms: both the global scholar and the community of interest are to work together as 
equal partners forming a commonly owned vis ion. Secondly, it should be noted that 
in many soc ieti es a scholar does not necessarily mean holding a formal academic 
qualification. This is an interesting view because it makes the concepts of scholar 
and scholarship more egalitarian. It makes a lot of sense because the pursuit of 
knowledge is a natural human attribute that begins at birth and makes itself mani fes t 
in different degrees throughout our life regardless of someone's career. Int erestingly, 
the Lat in root of the word university implies universalism. 
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3.6 Conclusion 

This chapter proposes a model to understand how pedagogies, cu lture and subject 
matter interact with one another. As a result , four combi nations of challenges are 
ident ifi ed and their implicat ions di scussed. In order to traverse through these chal
lenges and become sound global educators, it is essential that scholars courageously 
confront their own culturall y-held beliefs about knowledge and education. 

Above all , these potentially conflicting assumptions about teaching and learning 
or knowledge itself are to be taken as opportunities for learn ing, unlearning and 
relearning. Th is process involves learnillg new perspectives but also relearnillg the 
way we have been approaching some issues. In both cases we need to re-examine 
what we know and unlearn concepts to relearn them aga in from a different cultural 
perspective. This is a harder and more painful process because, either rat ionall y or 
irrationally, we build our personal belief system on assumptions that often are 
based on one-cultu re stances. Vlliearn also implies havi ng the disIX>s it ion to accept 
(hat we must di scard some of those beliefs. This is no doubt an uncomfortabl e 
process, since we have to challenge our own belief system whose mere purpose is, 
paradoxically, to keep ourselves comfortable. This ongoing cultural and inte llectual 
confrontation, often an un pleasant one, requi res openness and courage. It has been 
called reverse engilleerillg. For lack of a better term, I call it adoptillg a humble 
posture of learnillg. 

This chapter has also proposed that becoming a global scholar is more than being 
a mere educational expert . By changing cu lt ural assumptions about culture and 
education , the scholar has the potent ial to become a citi zen of the world anywhere, 
a lifelong and flexible learner and a promoter of universal educat ion. 
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