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Abstract

The double-edged sword of globalisation has transformed spaces into transnational arenas
that all students must negotiate daily (Nolan 2009; Waters and Brooks 2012). Equally, it has
left many disenfranchised and exposed to inequality fuelling movements like Black Lives
Matter and #MeToo in search of understanding, voice, and social change. Situated in this is
global citizenship education (GCE). Dynamic discourse in the field and recent efforts to map
those discussions offer an opportunity for researchers and educators to use GCE as a
navigating tool for students at school in 2024 (Pashby et al. 2020; Stein 2015).

Situated between the International Baccalaureate (IB) and the English context, this study
explores interpretations and enactments of GCE, and the potential role curriculum plays
within that. It aims to understand different manifestations of GCE across IB and A level,
state and independent settings and navigate how GCE can be better integrated in all schools
to address global crises, embrace diversity, and prepare students for an uncertain future.

Framed within comparative international education, this project takes a small-scale case
study approach. To understand GCE in England and offer actionable ideas, it states research
must be grounded in such a comparative framework (Bray and Thomas 1995; Flyvbjerg
2001). The study uses four sites to act concurrently towards a single case in England (Day
Ashley 2021; Yin 2009). The research works with a process-orientated approach proposed
by Bartlett and Varvus (2017). It is an active process, beginning with lesson observations and
adapting knowledge from those to later interviews and focus groups alongside document
analysis. Rather than binding sites to look for pre-determined ideas of GCE, data collection
lets the culture and context of those sites drive their own data in an active process of sense-
making (Erickson 2011). As such, the case study — of GCE in England — becomes the
phenomenon of study and each geographical site a constituent part.

All four schools in the study exhibited a demand for and actions relating to many forms of
GCE; both A level and IB settings were adapting their pedagogies, content, and co-curricular
offerings to include different knowledges. This is a significant change in the area of global
citizenship education. Those did, however, exist at different stages. A level settings were
beginning to explore alternative perspectives but, simultaneously, remained grounded in
narratives on charity and responsibility. IB schools though were moving beyond that to
critiquing single-story approaches and embracing reciprocal service learning and equity in
the classroom. Whilst arguably still in their early stages, this research highlights the
importance of findings as one of very few studies done in UK but also covering both the
state and independent sectors. Moreover, the overwhelming message was GCE beyond
individualised endeavours — directly countering other academic findings (Lauder 2007;
Resnik 2012; Weenink 2008). Indeed, it was A level schools that were more pre-occupied
with attainment and GCE as a competency tool.



The research offers four important academic contributions. First, the study aimed to answer
earlier and ongoing calls for more empirical work in GCE particularly within England at 16
plus. Second, the research found GCE to be a complex web within all school settings, arguing
the value in that complexity and calling for other research to sit in the nuance and
complexity to develop narratives of schools that are representative of action on GCE. Third,
within the complexities of GCE, all four school sites showed evidence of connections across
different understandings of GCE that was both interesting and encouraging. Findings
suggested that change was beginning to occur in the education world that reflects the rich
discussion on GCE in the academic world. Finally, there was a clear connection from all
findings on GCE, that self-reflection and reflexivity permeate many forms of GCE and could
be a starting point for students and teachers as they embark on the global citizenship
education journey.

Moving forward, the research calls for further empirical research in countries like UK that
connects dynamic discussions on the connections between types of global citizenship
education found in the literature with exciting and equally dynamic activities in schools;
enactments that are beginning to question dominant narratives, increasingly cover more
voices and co-curricular endeavours that are moving from charity to partnership in an effort
to engage global citizens in contemporary challenges facing the world.
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CHAPTER 1: INTRODUCTION

The latest era of globalisation has, in many senses, reconstructed geographical spaces and
societies. At international levels, the current economic model based on innovation, research
and individual profit has meant a new transnational flow of ideas, goods, and services
(Castells 2000; Harvey 1989). Driven by this economic philosophy, alongside the explosion of
technology, new knowledge pools and resources have become connected and, as
proponents of globalisation would argue, provided opportunities for all around the world

(Wolf 2004).

Importantly for this study though, whilst technology and economies have become more
global so have people — particularly the case in England. Traditional migration models have
broken down ideas of having a distinct ‘home’ and then ‘host’ country (Robinson 2001)
instead entwining them in a constant and continued interaction through migrant networks.
Academic discourses refer to these networks as transnational spaces that combine social
and symbolic ties, contestations, and new connections across several nation states (Basch at
al. 1994; Faist 1998). For communities, transnational spaces mean a new ‘de-territorialised
mobility’ that connects all people from all socio-economic strands (Chiang 2008; Orellana et

al 2001; Waters 2002) whether they, themselves, are migrants or not.

However, many find that the transnationalism process often ignores the impact on local
communities. As Waters (2002) discusses, transnational discourses dismiss the importance
of real, localised geographical spaces — spaces like schools. Waters (2002) argues that one
must not abandon the geography - arguing that specific place meaning, and a sense of self is
still constructed by many through localised daily life. The local still has enormous relevance
as a constructor of sense of place and identity. Whilst the local is transforming migrant
identities it is also being transformed by them so acknowledging local changes as a result of
transmigration seems relevant when researching core areas such as education. For schools,
that means understanding the impact of transnational networks within local and national

contexts.
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England, and its school communities, is representative of shifting transnational
communities. Migration to the UK grew exponentially in the post-war era with the British
Nationality Act of 1948 and subsequent movement of people from the Caribbean, migration
from the Commonwealth, India, and Pakistan (Layton-Henry 1984), creation of the
European Economic Community 1957 and, later, European Union which encouraged
movement of people across Europe (ONS 2023; Solomos 1989). Indeed, the 1988
Immigration Act ensured members in the EEC did not require visas to enter or remain in UK,
but individuals were encouraged to stay for their economic value. Since then, membership
in the EU and its growth has enabled a flow of people into the UK, entwining many

communities in these new transnational spaces.

Equally, migration has been linked to disenfranchisement, inequality and, often, conflict
with societies and individuals left outside of the global supply chain or exploited by it.
Historically, animosity towards change has resulted in exclusionary governmental policy —
from the 1971 Immigration Act to the National Asylum Service and its English language
restrictions and, later, the Worker Registration Scheme to monitor movement of people
(ONS 2023). The last 10 years has seen the rise of right-wing popularism with some
communities struggling to adjust to a more diverse transnational society, feeling left behind
by globalisation, and giving credence to politicians like Donald Trump and Boris Johnson. On
the other side, those who welcome people from around the world are calling for more
support and social justice to rectify structural inequalities - leaving communities fractured,

divided and, increasingly, in conflict; perhaps the clearest example of this being Brexit.

As teachers, academics, and individuals, then, research needs to address these changing
social morphologies and societal challenges to support an education that is equally adapting
to change; a system that helps students navigate global discourse and reduces conflict such
that individuals can better empathise with one another. This is where the academic field of

global citizenship education enters.

Emphasis in Education is moving towards human rights, values, and global citizenship to
address the outcomes of globalisation (Abdi 2009). The last 15 years has seen an explosion

of interest in policy with humanitarians and educators calling for GCE as a framework for
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navigating global challenges (Dill 2013; Oxfam 2015; Shultz 2008; UNESCO 2015). This global
‘curricular turn” (Mannion et al. 2011) has seen education become a key aspect of

developing aware, responsible citizens committed to equality and sustainability. GCE then:

“Represents a conceptual shift in that it recognises the relevance of education in
understanding and resolving global issues in their social, political, cultural, economic

and environmental dimensions” (UNESCO 2014:9)

It is a framing paradigm for schools that encapsulates education as transformative —
designed, instead to develop values, skills, and knowledge for peace. Seemingly, global
citizenship education captures the “longings of so many — to help make a world of
prosperity, universal benevolence and human rights in the midst of globalisation’s varied
processes of change” (Dill 2013: 2). However, there remain tensions in the academic and
teaching world about ensuring GCE is a positive force and does not perpetuate ‘othering’
processes, and simply engender sympathy and tolerance over actual change (Dobson 2006).
Indeed, GCE approaches that de-historicise and de-politicise issues can, instead, serve to
extend ethnocentric attitudes and paternalistic responses to global challenges (Andreotti
2008a; Franch 2019). Andreotti asserts that, in practice, this has been the hegemonic
narrative in many secondary schools, whereas more dynamic debate has evolved in
academia (O’Sullivan and Pashby 2008; Pashby et al. 2020). So, whilst arguably playing a
critical role in developing understanding of the world (Abdi and Shulz 2008; Tarc 2011), GCE
remains complex and, at times, convoluted and precarious. This research embraces that
complexity and explores how GCE is, and could be, enacted as a framework for changing
social morphologies in English Schools. It finds that, given current socio-political climates,
global challenges and social tensions, the need to equip students with the ability to navigate

a porous and ever-changing world has never been greater.

From Student to Educator: My journey towards Global Citizenship Education
GCE has come to represent my own journey through education and subsequent experience

as a teacher. Having experienced many different types of schooling: state primary and

secondary, Scottish, Independent day, boarding and American International, | first lived a
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more transient life when my family migrated to South Africa. In a liminal space between UK,
an American International School and South African society in Johannesburg, | experienced
the consequences of globalisation first hand. That experience exposed me to structural
inequality, racism, and poverty on a profound level. It instiled a deep demand to
understand more and strive for social justice in the world whilst facing my own complicity as

a product of globalisation.

Having completed a Masters in International Development, personally and professionally |
began to confront ethical dilemmas, reflect, and reconsider philosophical debate on
seemingly objective phenomena. Then training as a teacher, | expanded specific educational
understanding of the challenges | had seen in South Africa and Ghana. Immediately, | began
to question my role as an educator not least via the PGCE programme that covered nothing
of global perspectives or understanding different knowledges as a process of self-reflection.
Students and teachers on the programme seemed to ‘other’ different groups, exhibit a lack
of historical understanding of global processes and not question the specifications we were
asked to teach. Equally working in 2016-2019, | was faced with a changing system, questions
about the contemporary world and voices that wanted to understand global issues — of
course, punctuated by the fact that | was teaching Geography and Politics and Head of

Extended Projects.

Global Citizenship Education then, became an opportunity to explore and understand more
whilst also connecting to the ideas of social justice | had first seen in South Africa. To
combine international experience with English settings was an interesting proposition.
Driven by a desire to understand, situate and create tangible ideas for all schools focused on

embracing difference to reduce conflict, embody equality, and move towards social justice.

Research Focus: Aims and Objectives
The research then, is grounded in a positive exploratory journey of learning. Until recently,

GCE seems to have taken two directions: one in the academic world and the other in
empirical research. The first area explores GCE philosophically — what it is and how it links to

different approaches as well as the connections between them — the emphasis being on
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inscription in the individual, power, and later, complicity (Andreotti 2008, 2014; Franch
2019; Pashby and da Costa 2021) and more recent movements forward (Stein and Andreotti
2021; Pashby et al. 2020, Peterson 2020). Research that now debates moving beyond
defined binaries of ‘us’ and ‘them’ in the search for GCE as an emancipatory endeavour
(Stein and Andreotti 2021). Second, global citizenship is being explored in situ via a growing
number of case studies: Australia (Dabrowski 2018), Italy (Franch 2019), Mauritius (Singh
2014), China and India (Sriprakash 2014), Netherlands (Scott 2023) and smaller case studies
in UK (Blackmore 2014; Yemini 2018). Predominantly though, these have done so beyond
the UK and not specifically at 16+ level. Coupled with an historical lack of focus on global
citizenship in UK and changing social dynamics, the importance of empirical studies that are
historically, socio-politically, and contextually grounded is clear. Based in England, this
research draws on Comparative International Education to develop a picture of GCE in four
schools. Rather than be a critique of the schools, it aims to be positive; looking at
interpretations and varied enactments of GCE in schools as well as developing a picture of
the challenges following wider calls for more empirical research (Mannion et al. 2011;

Marshall 2011; Pashby et al 2020). It asks:

How is global citizenship education interpreted and enacted in different post-16 curricula

contexts within English Secondary Schools?

1. How are global citizenship discourses interpreted in different English Secondary
school settings?
2. How is global citizenship enacted in different settings and what is the perceived
impact of curriculum on these enactments?
3. What are the challenges associated with enacting global citizenship in different
settings?
The research uses an exploratory comparative case study design (Bartlett and Varvus 2017)
to understand how setting impacts interpretations and enactments. Via the use of lesson
observations, individual and group interviews, document analysis, this process builds a

picture of GCE in four school settings in England; it presents the ways these schools are

developing global citizenship for different means and the challenges faced in that process.
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Outline of the Thesis
The remainder of this chapter outlines the thesis.

Chapter 1b contextualises citizenship education policy in England. It focuses specifically on
policy related to citizenship in England through the first and second Crick report and post-16
education on citizenship. It then looks at wider antecedents of Global Citizenship Education
in policy from UNESCO to Development and Global Education. Finally, the chapter looks at
specific aspects of the IB context and how its origins and aims connect to Global Education

as a foundation for the study.

Chapter 2 is the main literature review beginning with a look at the connection between
Global and Citizenship Education in the UK context as a starting point for research. The
literature then focuses substantively on the academic groundings of GCE by looking at
different strands of global citizenship education. It continues by critiquing these and looking
at the interactions between them. The chapter concludes by tracing the empirical work in

GCE field and papers that might be particularly relevant to this study.

Chapter 3a introduces the methodology. It places my research conceptually in Comparative
International Education as a small-scale project. The project itself follows an exploratory
comparative case study design matrix of four schools: state A level/IB, Independent A
level/IB. The remainder of the chapter covers recruitment of schools and participants, data
collection methods, research reflexivity, data analysis and ethical considerations. Chapter 3b

then spends time introducing each of the schools.

Chapter four begins the analysis and discussion of data. It considers interpretations of GCE
alongside the importance of context. It traces interpretations of GCE and how students and
staff in the different settings related to global citizenship. Next it looks at critical approaches
to GCE via reciprocal service learning in IB settings. Third, the chapter considers the

importance of the interactions between types alongside context.

Chapter five looks at enactments in more depth — across pedagogical practice and the role
of teachers adapting the curriculum. Using the term enactment is designed to indicate GCE

is a continuous process of doing and acting out the interpretations identified earlier. It also
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spends considerable time examining GCE in both IB and A level content and how this is done

in class.

Chapter six then looks at challenges to delivery of GCE in English settings. It finds the first
hurdle being clarity and coherence of understanding GCE. A level schools particularly cite
lack of clear framework as problematic. The chapter considers tensions between economic
endeavours, competencies, and their apparent incompatibility with GCE for schools
meaning GCE becomes supplementary rather than fundamental. Next the chapter covers
challenges for teachers linked to restrictive and outdated policy and practical issues of low
diversity in teaching. Finally, the chapter considers the curricula themselves across IB and A

level.

Chapter seven concludes the thesis returning to the original research aims and summarising
key findings. It also places research back within the academic field of GCE and offers
practical and academic next steps. As a contribution to theory and practice, | argue the
value of the thesis and other research in sitting in the complexities of GCE and searching for
different types of GCE and how they interact with one another on a day-to-day basis. In
practice, the research finds interesting and innovative ways schools are enacting GCE
alongside the context specific challenges of England and endeavours to navigate a way
through these such that GCE is not only meaningful but embedded in all practices in every

setting.
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CHAPTER 1b: Context of Citizenship Education and Global
Education

Citizenship Education in the English Context
Citizenship Education in England has a long and complex history. Whilst this section cannot

cover the depth of that history, it acknowledges the transitions citizenship education has
made as contextual to the wider thesis. As Heater (1999: 174) said, schools are unique
institutions, places for learning in a collective context and therefore the “obvious place” for
cultivating specific ideas. In T.H. Marshall’s (1992[1950]) book on Citizenship and Social
Class, the history of citizenship is traced. Marshall argues that civil and political rights like
free speech developed in 19t Century and were later enhanced through the development
of the welfare state and state education. As Heater (2001) and Faulks (2006) argue though,
Marshall’s history failed to discuss how important political education is/was to citizenship.
Heater (2001) explores how citizenship in the early post-war period was more linked to
patriotism than developing specific skills for citizenship. After Marshall’s essay, Faulks (2006)
comments that citizenship education became less of a political agenda, beyond basic
welfare and education, until 1979 and the election of Margaret Thatcher. With the
integration of neo-liberal economic policies, Faulks (2006) traces how citizenship education
became an idea that was similarly in line with market-led rather than state-led learning,
stating that citizenship from 1988 Education Reform Act was grounded in the notion of
entrepreneurship and individualism. Faulks (2006) says that citizenship well into the 1990s
related to individual rights, property ownership and charity - the exception being ‘cross-

curricular themes’ in 1990.

As Chitty (2004: 186) quotes of then right-leaning Conservative Prime Minister, John Major,
in the 1990s, “Let us return to basic subject teaching and get rid of courses in the theory of
education . . . Our primary schoolteachers should learn how to teach children to read, not

waste their time on the politics of gender, race, and class.”

When the left-leaning Labour party were elected in 1997, much of the political rhetoric

linked to a “third way” for citizenship education that moved beyond state benefits vs market
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rights compounded, as well, by a perceived public lack of knowledge on political systems
and policies (Pattie et al. 2004). Pattie et al. (2004: 281) said of this history, “it is
extraordinary that the state has largely ignored the task of socialising [children] into

citizenship”. It is within this context that the Crick Report evolved.

As Burton and May (2015) explored, the introduction of citizenship education could be seen
as a reaction to concerns about social and educational futures as well as a lack of political
engagement amongst young people. The Crick Report (1998) defined the aim and purpose
of citizenship education (CE) as being: “to make secure and to increase knowledge, skills and
values relevant to the nature and practices of participative democracy; also to enhance the
awareness of rights and duties, and the sense of responsibility needed for the development
of pupils into active citizens; and in doing so establish the value to individuals, schools and
society of involvement in the local and wider community” (1998:40). The resultant inclusion
of citizenship education into National Curriculum for 11-16 in 2002 emerged from work
developed by the Advisory Group on the Education for Citizenship and the Teaching of
Democracy in Schools (QCA, 1998) and Citizenship Order (QCA, 1999).

The Crick report, named after Bernard Crick, broadly covered three strands on citizenship
education (CE): social-moral responsibility, community involvement and political literacy

(Kiwan 2008; QCA 1998). The following section summarises the key points.
In the early stages of the report, they state:

‘We believe that citizenship has a clear conceptual core which relates to the induction
of young people into the legal, moral, and political arena of public life. It introduces
pupils to society and its constituent elements, and shows how they, as individuals,
relate to the whole. Besides understanding, citizenship education should foster
respect for law, justice, democracy and nurture common good at the same time as
encouraging independence of thought. It should develop skills of reflection, enquiry
and debate.” (A submission from the Citizenship Foundation in response to the White

Paper, Excellence in Schools cited in QCA 1998: 11)
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1. Social- Moral Responsibility

First, social-moral responsibility as a constituent part of CE. For Crick, citizenship education
was linked to the concept of values and embracing morality (Crick 2000). The context of
England at the time included a rise in political apathy and desire to engage people more

with contemporary issues. The Crick Report stated that students:

“Should be helped, in particular, to reflect on and recognise values and dispositions
which underlie their attitudes and actions as individuals and as members of groups or
communities. This is vital in developing pupils into active citizens who have positive
attitudes to themselves, as individuals, and in their relationship with others.” (QCA

1998: 41)

The report says that students should become aware of their moral values and understand
them as the “preconditions of citizenship” (QCA 1998: 11). Later the report clarifies by
saying that these moral values relate to caring for others, understanding how their actions
affect others in communities and caring for the consequences of this (QCA 1998). They

suggest students must have a combination (QCA 1998:44):

Concern for the common good.
Belief in human dignity and equality.
A desire to work with and for others.
Concern to resolve conflicts.
Practice tolerance.

Courage to defend arguments.

Openness to change one’s own opinion.

© N o v B~ W NP

Concern for human rights, environment, gender equality.

The Crick report surmises that before engaging with one’s community, there must be a
foundation of moral value. Of particular interest here is the openness to change one’s

outlook specifically because it involves a level of introspective thinking and reflection.
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2. Political Literacy

The Crick report aimed to develop students’ political awareness and skills for functioning in
the British democratic context; students were asked to focus on understanding both their
responsibilities and rights as citizens in a way congruent to democratic laws and practices of

UK.

The report also covered legal citizenship via studying the laws and institutions of the UK
(QCA 1998). Students were invited to cover democratic practices and institutions at local,
national, and international — at the time, the role of England in the EU. The report states

students should understand how:

“how formal political activity relates to civil society in the context of the United
Kingdom and Europe, and to cultivate awareness and concern for world affairs and
global issues. Some understanding of the realities of economic life is needed including
how taxation and public expenditure work together... the interdependence of
individuals and local and voluntary communities the nature of diversity, dissent and
social conflict legal and moral rights and responsibilities of individuals and
communities the nature of social, moral and political challenges faced by individuals
and communities Britain’s parliamentary political and legal systems at local, national,
European, Commonwealth and international level, including how they function and
change the nature of political and voluntary action in communities the rights and
responsibilities of citizens as consumers, employees, employers and family and
community members the economic system as it relates to individuals and
communities human rights charters and issues sustainable development and

environmental issues (QCA 1998: 44)

The focus here seemed to be developing a situated understanding of one’s legal rights and
responsibilities as a citizen in England. Beyond the state, the report also asked students to
understand the economic and political system at European and International levels with a
notable focus on English, Geography and History delivering that knowledge in the

curriculum.
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For this research, CE seemed grounded in a sense of understanding but also accepting the
existing political and legal structures both in UK and wider society. Legal CE in the Crick
report was bound to the idea of contributing to and being a member of the existing
economic system. Individuals were asked to consider their: “rights and responsibilities as
consumers, employees, employers and family and community members of the economic
system” (QCA 1998: 44). As such, they operated as both part of the society but also as
individuals who have a duty to feeding into it and simultaneously replicating the economic

and political system they were a part of.
3. Active Citizenship

The third component of the Crick report on CE was an active commitment to community.
Students were encouraged to learn about and be actively involved in their community,
learning practically through involvement in and service to society (QCA 1998). Crick argued
that active citizenship was the “glue” (Kiwan 2008: 77) that links moral, legal and
community citizenship together. Active citizenship in the report referred to physical
connections with local and national community but also in knowledge-creation process via
engaging in debate, school councils and institution policy. The report did not suggest one
specific route through active citizenship for schools but more of an urgency for students to

engage throughout their schooling:

“Education, as opposed to mere training, requires an encounter with other

experiences, such as active participation in group decision making” (QCA 1998: 57)

In this form, active citizenship could mean engaging with discussion and consultation of
changes in school as well as the wider community. Quoting the then, Lord Chancellor —
Baron Irvine who said, “Our goal is to create a nation of able, informed and empowered
citizens who, on the one hand, know, understand and can enforce their rights; and, on the
other, recognise that the path to greatest personal fulfilment lies through active
involvement in strengthening their society” (cited in QCA 1998: 61), the report highlighted

the critical value in engaging with community for students.

The first Crick report did not, however, specifically consider the post-16 environment. The

post-16 stage was subsequently covered in a report entitled Citizenship for 16 — 19 Year Olds
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in Education and Training (DfEE 2000). The advisory group, chaired by Bernard Crick, said of
those over the age of 16, that citizenship was predominantly to be delivered through an
experiential approach given their growing rights and responsibilities relating to the
community (DfEE 2000). As such, the report states, CE from 16 should take a slightly
different approach to learning beyond skills and understanding, although still important,

“towards more participation” (DfEE 2000: 14).

The report states that beyond the key skills covered in the original Crick Report, at 16+ more
‘citizenship-specific skills” were of importance which involved: “communication, application
of number; IT, working with others, improving own learning and performance; and problem

solving” (DfEE 2000: 16-17)

In terms of actionable approaches this entailed not just knowledge of rights and
responsibilities but applying those to a particular case, understanding and exhibiting respect
for cultural, gender, religious, ethnic and community diversities within England and globally
whilst working to combat prejudice and discrimination (DfEE 2000). On a practical level that
meant challenging social issues and initiating change for the betterment of all communities
(DfEE 2000). A QCA (2004) report entitled Play your part: post-16 citizenship, provided

planning opportunities and resources for enacting Post-16 CE.

Table 1, from the report, offers possible opportunities for those at 16+ alongside examples

of citizenship actions (QCA 2004: 21):
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Post-16 citizenship should provide young people with essential opportunities to work towards broad learning objectives, while developing
and practising their skills through citizenship actions and activities.

Essential opportunities

Post-16 citizenship
should give young
people opportunities
to:

m identify, investigate
and think eritically
about citizenship
issues, problems or
events of concern
to them

and

m decide on and take
part in follow-up
action, where
appropriate

and

n reflect on, recognise
and review their
citizenship learning.

Citizenship learning objectives

Citizenship learning increases young
people’s knowledge, skills and
understanding so they are able to:

m demonstrate knowledge and
understanding about citizenship
issues

m show understanding of key
citizenship concepts (for example
rights and responsibilities,
government and demacracy,
identities and communities®)

m consider the social, moral and ethical
issues applying to a particular
situation

m analyse sources of information,
identify bias and draw conelusions

m demonstrate understanding of and
respect for diversity and challenge
prejudice and discrimination

m discuss and debate citizenship issues

m express and justify a personal
opinion to others

m represent a point of view on behalf
of others

m demonstrate skills of negotiation and
participation in community-based
activities

m exercise responsible actions towards
and on behalf of others.

Examples of citizenship actions

Citizenship actions involve young
people using skills of enquiry,
communication, participation and
responsible action to, for example:

m discuss and debate citizenship issues
m make a change

m challenge an injustice

m lobby representatives

m increase representation

m provide a service or benefit to others
m empower self or others

m resist unwanted change

m make informed choices and follow
up decisions and/or actions

m take part in democratic processes to
influence decisions.

Examples of citizenship activities

Citizenship activities involve young
people working with others on issues,
for example:

m writing and/or presenting a case to
others about a concern or issue

m conducting a consultation, vote or
election

m organising a meeting, conference,
forum, debate or vote

m representing others' views
(for example in an organisation,
at a meeting or event)

m creating, reviewing and revising an
organisational policy

= contributing to local/community
policy

m communicating and expressing views
publicly via a newsletter, website or
other media

m organising and undertaking an
exhibition, campaign or display

m setting up and developing an action
group or network

B Organising a community event
(for example drama, celebration,
open day)

m training others (for example in
citizenship skills and knowledge,
democratic processes).

The case studies in this pack give

more examples.

Table 1 Showing the aims of Post-16 Citizenship Education. Source: QCA 2004: 21)

Citizenship Education, for 16+ students in England, today, is covered in the Study

Programmes Guide for 2023-2024 (DfE 2023). The programmes guide does not cover

citizenship education explicitly, but it does have areas that are applicable — specifically in

Youth Social Action. The DfE encourages education providers to incorporate social and

service action into their study programmes and other work experiences — whether that

entail A level or wider options available at 16+. The Department for Education suggest

activities around volunteering, campaigning, fundraising, and mentoring other students (DfE

2023). The DfE (2023) give further suggestions around active citizenship steering institutions

and individuals towards what they call “socially impactful” (DfE 2023) projects that support

communities and or social causes.

Moving forward then, the field of CE in UK, particularly at 16+, seems open to many

opportunities for development from the likes of the global citizenship education field. With
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Ofsted now expected to consider, “the spiritual, moral, social and cultural development of
pupils at the school” (Ofsted 2014: 5; Ofsted 2023), it seems demand in school settings for
active, political, moral, and social awareness means more research and practical ideas are
needed around the direction citizenship education and indeed global citizenship education

could take in England.

In their 2021 report, the Commission on Race and Ethnic Disparities focused specifically on
developing a more inclusive curriculum which could also factor into wider discussions on
citizenship. The report itself references, “linking the story of different ethnic groups to a
unifying sense of Britishness” (UK Government 2021), arguing that “empowering young
people with a greater understanding of the past is seen as...long overdue”. Referring to
citizenship specifically, the report goes on to explain the importance of exposing students to
the variety of British culture to promote integration. In terms of curricula in particular, the
report urges the increased value of Commonwealth writers like Derek Walcott and Andrea
Levy who have been both influenced by and simultaneously contributed to the evolution of

British culture. The commission calls for more nuance:

“Students should be taught about all famous and important people in the society
and these famous people should come from every race, religion, class and creed,
so that, by the time students leave school they have a rounded understanding of
the contributions made by ethnic minorities, how they fit into society and the
contribution ethnic minority people have made to the fabric of the society and

history of UK” (Commission on Race and Ethnic Disparities 2021)

Outside of commissioned reports, the last 5 years has also seen an explosion of interest in
citizenship and society from students and staff. According to a 2021 Guardian article,
hundreds of schools have now signed up curriculum developed by teachers and Hackney (an
area of London) Council (Guardian 2021; Hackney Services for Schools 2021). Titled — The
Diverse Curriculum: The Black Contribution — the resources are designed to support wider
inclusion and discussion on British identity which began largely as a response to the murder
of George Floyd in USA and inequalities that emerged during COVID-19 pandemic.

Meanwhile, the educational pressure group — The Black Curriculum — partnered with
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Camden Town Council (in London), Mayor of London, and Members of Parliament (MPs) to
diversify over 1000 schools across the UK. Similarly, Manchester Gorton MP, Afzal Khan
argued in 2021, “the current curriculum is no longer fit for purpose...it no longer truly
reflects the makeup of British society today” (Khan 2021). The culmination of these
initiatives, whilst particularly grounded in identity and ethnicity, has been that citizenship
beyond active participation alone is coming into question and people are trying to negotiate
both their identity and their role in the changing social morphologies of England as well as

the rest of the world.

Whilst this section cannot possibly cover all the contributions to citizenship education, it has
hoped to illustrate the relevance of developments in CE in UK and illuminate both a demand
for and opportunities where GCE can connect to the English context; the focus being the
provision of programmes that attend to changing societies and demands for more

representative curriculum that reflects the complexity of English communities.

Antecedents of GCE: Global Education in Policy and Practice
As concepts of citizenship education have begun to conceptualise identity and students’

multiple, nested, and overlapping views — citizenship and global education have, arguably,
become more aligned. The following section looks at the antecedents of global citizenship
education in policy and contextualises the International Baccalaureate in the global

education field.

Indeed, the curricular turn globally cannot be ignored. GCE was identified by UNESCO as one
of 3 core pillars for the organisation from 2014 — 2021 to strengthen civil literacy and
understanding in young people (UNESCO 2014; Evans and Kiwan 2017). Their 2014

document on preparing learners for the challenges of 21t Century describes GCE as:

“a framing paradigm which encapsulates how education can develop the
knowledge, skills, values and attitudes learners need for securing a world which is
more just, peaceful, tolerant, inclusive, secure and sustainable — a conceptual

shift...recognises the role of education moving beyond the development of
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knowledge and cognitive skills to build values, attitudes and facilitate

international co-operation” (UNESCO 2014: 9)

In this sense, students are to be taught not in or about global citizenship but as active
citizens themselves. But teaching GCE did not start with Ban-Ki Moon saying, “education
must do more than produce individuals who can read, write, and count. It must nurture
global citizens who can rise to the challenges of the 215t Century” (UNESCO 2005); NGOs
have been promoting GCE since the start of the 215t Century as well. Oxfam’s (2006) work
on GCE has driven classroom practice and provided a framework for teachers — clarifying the
knowledge and skills connected to global citizenship as well as the values discussed.
Crucially, Oxfam state that global citizens should be “outraged” by social injustices and
actively work to eradicate discrimination (Oxfam 2006, 2015). Oxfam say that the global is
not “out there” but embedded in everyday practices across the world (2015:4). It is no
surprise, therefore, that GCE remains high on the UN Education 2030 Agenda (UNESCO
2018).

GCE is an integrated concept rooted in several different policy streams — the first being the
world studies movement of the 1970s/80s. The World Studies Project (WSP), spearheaded
by Robin Richardson, emerged in the 1970s, but it was James Henderson (1968) that first
coined the term ‘World Studies’. Between 1973 and 1980, the WSP ran conferences for
educators to enhance concern for issues related to poverty, violence, personal and shared
values (Hicks 2008; Richardson 1976b). Whilst it may not seem revolutionary, this was a
seminal moment in 1970s — recognising education as more ‘child-centred’ and ‘world-

minded’. The World Studies Project (WSP) had similar aims:

a) Study cultures beyond one’s own that are different.

b) Consider major issues facing countries and cultures around the world
relating to conflict, development, and human rights.

c) Study the impact of the wider world on everyday life.

(adapted from Fisher and Hicks 1985)

What made the British version of world studies unique was its active nature — much like

Oxfam’s approach. Hicks and Steiner (1989: 128) went further by saying that “didactic and
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passive methods do not encourage discussion and debate, reflection and critical thinking”. A
more active stance is reflected across both modern GCE and citizenship education
connecting the discussions around shared humanity in the field with active community
engagement. Indeed, UNESCO documents all state there should be opportunities to develop
community engagement in GCE (Evans and Kiwan 2017). Despite its popularity in the 1980s
— with over 50% of local authorities in England and Wales teaching world studies — the
overall project fell from favour because it appeared to avoid sensitive political issues and

critics argued it was devoid of content (Lister 1987).

Another source of GCE in policy came from development education. Again, developed in the
1970s, development education roots are far more supranational as a field, across several
NGOs, with a focus on building networks such as the National Association of Development
Education Centres and teaching resources (Hicks 2008). Whilst there was tension about the
role NGOs might play in terms of education — via resource provision or the growth of
development studies as an academic field as well as the kind of development that was to be
taught — it proved very popular well into the 1980s (Braun 1981; Hicks 2008). Bourn (2014)
suggests that development education worked as a precursor to the legal, human-rights

based conceptions of GCE with key themes such as:

a) Interdependence and interconnections between people

b) Giving a voice and perspective from the global majority that is reflected
upon in the rest of the world.

c) A focus on social justice, human rights, and fairness

d) A focus on ‘moral outrage’ — as noted in Oxfam’s definition of global

citizenship.

An important pedagogical distinction here is that learning is focused on self-reflection — a
process that encouraged students to considering their framings and how that might connect
to a sense of injustice and the system whilst acknowledging and engaging with alternative
voices. As is discussed later, development education appeared an antecedent of more
critical forms of GCE in its focus on perspectives from around the world and social justice.

Critics of development education, though, suggested that involving NGOs meant that

30



specific agendas were likely to be pushed in areas like sustainable development and
invoking a type of development led by their own agendas and perceptions of issues rather
than dismantling metanarratives about aid and ‘helping’ the developing world (Andreotti

2006).

Global Education and the IB
This section covers the other element of this research in global education. It traces the

ideological groundings of the International Baccalaureate as part of the wider context of this

thesis both in UK and part of global education.

Whilst the IB is closely connected to the processes of hyper-globalisation, the programmes
evolved from the goal of promoting peace via intercultural understanding and respect
(Bunnell 2010). Contextually, the IB is thought to have grown from the classroom via subject
committees, student feedback and teacher conferences very separately from the state (Hill
2002). As Hill (2002: 198) argues, “this was not an innovation imposed by educational
administrators or governments. It was an innovation almost passionately desired by
teachers which responded to the concerns of parents and elite decision-makers” many of

whom worked for the UN. Context and ideology were the driving force (Hill 2002).

Beginning in the 1940s, students, teachers and parents who were considered leaders in
Education both in academia via Alec Peterson, then Director of the Department of
Educational Studies at University of Oxford and those from international schools (later to
become the Conference of International Schools) like Holocaust survivor Kurt Hahn who
later led the United World College School came together to discuss alternative approaches
to education focused on peace and conflict resolution rather than knowledge acquisition for

examination.

The inception of what became the IBO was, arguably, the 1947 UNESCO Summer Seminar in
Education for International Understanding in which 100 educational leaders from 25
countries met with the goal of exploring a new form of curriculum that could contribute
towards UNESCO'’s goal of global peace and security. Two years later, led by headmaster of
Dutch School — Kees Boeke — 15 Heads met to define what students of this new system

might exhibit, concluding that:
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“An understanding of his past as a common heritage to which all men irrespective
of nation, race of creed has contributed...understanding of his present world as a
world in which peoples are interdependent and in which cooperation is a necessity.
In such an education, emphasis should be laid in a basic attitude of respect for all

human beings as persons (Course for Teachers 1950)

The 1962 conference for social studies considered how a curriculum could develop a more
outward looking student. Instead of specialising at 16, it was felt that a more nuanced and
connected understanding of the world could come from studying more subjects that
spanned across the social and natural sciences. It was in 1964 that the first draft proposal
was formed and 1967 when the core — Theory of Knowledge (TOK) — was added with a study
of literature and philosophy of different cultures as compulsory (Hill 2002). But it was not
until 1968 that the IBO (International Baccalaureate Organisation) was formally founded in

Geneva.

The culmination of these consultations, conferences and lesson practices is found in the IBO

mission statement which (IBO 2024):

“aims to develop inquiring, knowledgeable and caring young people who help to create a
better and more peaceful world through intercultural understanding and respect. To this end
the organization works with schools, governments and international organizations to develop
challenging programmes of international education and rigorous assessment. These
programmes encourage students across the world to become active, compassionate and

lifelong learners who understand that other people, with their differences, can also be right”.

In its mission statement, the IB is focused on a number of areas from compassion to open-
mindedness, being active learners and grounded in intercultural understanding — a term
covered below. To achieve this goal, the IB Diploma Programme offers 16—18-year-olds six
taught subjects across language, arts, social and natural sciences surrounded by a core of
TOK, CAS and an extended research essay (EE). Figure 1 illustrates the IB’s core structure
with approaches to teaching and learning at the centre through the IB learner profile. This is
followed by the core and supported by the 6 knowledge areas: Language and Literature,

Individuals and Societies, Maths, Arts, Science and Languages.
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Figure 1: IB Diploma Formation (IBO 2021)

The mission statement itself connects to the ‘learner profile’ which specifies the qualities
the IB hope to develop in their students. The 10 attributes of the learner profile (IBO 2014,
2018) are:

e Thinkers

e Inquirers

e Knowledgeable
e Communicators
e Caring

e Open-minded

e Principled

e Balanced

e Risk-takers

e Reflective

Combined, these learner profile attributes are embedded into all subjects in the IB Diploma
Programme and regularly referred to in each of the subject guides. Of particular note to this
study, though, is the language the IBO use around international mindedness and

intercultural understanding.
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Aims of the IB: International Mindedness and Intercultural Understanding
The language of the IB centres on ideas around international mindedness and intercultural

understanding. Whilst it is not the remit of this paper to discuss the origins of these terms, it
is relevant to explore how the IB understands them and therefore how this might relate to

the present study on global citizenship education.

The IBO define International Mindedness as “an overarching construct related to
multilingualism, intercultural understanding and global engagement” (Hill 2012 cited in
Hacking et al. 2018) saying that it should be a learning process rather than an intended
outcome. According to the IBO, this means nurturing/facilitating the child from first entry to
school to become open, curious and “concerned with developing a deep understanding of
the complexity, diversity and motives that underpin human interactions” (IBO 2009:4).
International mindedness underpins all the IB programmes from the Primary years up to
Diploma level (Skelton 2013; Hill 2012). Hill — ex-secretary general of the IB defines

international mindedness as:

“Embracing knowledge about global issues and their interdependence, cultural
differences, and critical thinking skills to analyse and propose solutions. International
mindedness is also a value proposition: it is about putting the knowledge and skills to
work to make the world a better place through empathy, compassion, and openness —
to the variety of ways of thinking which enrich and complicate our planet.” (ibid 2012:

246)

Drawing on specific attitudes, Harwood, and Bailey (2012) suggest international mindedness
relates to a “person’s capacity to transcend the limits of a worldview informed by a single
experience of nationality, creed, culture or philosophy and recognise in the richness of
diversity a multiplicity of ways of engaging with the world” (ibid 2012: 79). Some think that
internationally minded students therefore become notable in terms of their cosmopolitan
attitudes but also their understanding and interest in world politics and events (Cause

2009). However, there remains discussion about what international mindedness means.

The definition used by the IBO and Hill was summarised by Singh and Qi (2013) who

concluded that international mindedness consists of three pillars:
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1. Multilingualism
2. Intercultural Understanding

3. Global engagement

They argue that learning several languages specifically acts to reconfigure how one thinks
about language and social contexts thereby developing a critical awareness of others.
Intercultural understanding - discussed later - is, according to Singh and Qi, about engaging
with one’s own values and culture to develop respect and empathy for others. Finally,
students must actively commit to addressing global challenges and engage beyond the
classroom. In their 2018 study, Hacking et al. found that many of the teachers they
interviewed agreed with this final point — international mindedness could only be achieved
by engaging with different cultural perspectives such that a change in attitude is sought as

opposed to simply adding to experience.
Harwood and Bailey (2012:79) suggest that International Mindedness is:

“a person’s capacity to transcend the limits of a worldview informed by a single
experience of nationality, creed, culture or philosophy and recognise in the

richness of diversity a multiplicity of ways of engaging with the world.”

Whilst part of Singh and Qi’s (2013) definition of international mindedness, intercultural
understanding has retained a specific mention in the IBO’s mission statement and therefore
also deserves some further attention. It could be thought that intercultural understanding
has its own particularities that are worth situating in the wider discussion on the link

between the IB and global citizenship education.

According to Heyward (2002), intercultural understanding allows an individual to
successfully live and work in pluralist settings. Intercultural understanding is predicated on
two concepts — the fluidity of culture and cross-cultural engagement. Originating in the work
of Lysgaard (1955) and Gullahorn and Gullahorn (1963, 1966), intercultural understanding
focuses on cross-cultural experience. Lysgaard’s (1955) work created a U-curve of

experience:
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Stage 1: Initial excitement/enthusiasm towards others — usually via a migratory

experience living abroad, a spectator.

Stage 2: Disenchantment — whilst knowledge of the other culture has developed

further, progress is blocked by the inability to understand cultural norms.

Stage 3: Recovery as the individual develops language and a kind of cultural

relativism.

Gullahorn and Gullahorn (1963) took this further with a W-curve that considered
reintegration into one’s own community. Essentially the experience seemed to be based on
‘culture shock’ (DuBois 1951). What remained essential for intercultural understanding
though, was some form of cross-cultural experience (Heyward 2002; Meyer 1991; Adler
1986; Allport 1954) - interactive and experiential spaces that are commonplace in IB settings

given its international identity.

Byram said that intercultural understanding consists of 5 elements (Byram 1997; Deardorff

2004):
1. Knowledge of others and oneself
2. Ability to interpret and relate to others.
3. Skills to discover.
4. Value of others
5. Belief/Behaviour to relativise oneself.

Intercultural individuals are thought to be cognitively complex, content amongst cultures -
in a process of continual negotiation - and therefore tolerate and thrive in situations others
may find ambiguous or uncomfortable (Walton, Priest and Paradies 2013; Bennett 2009;
Byram and Feng 2004). Whilst this is like international mindedness, it is far more explicitly
linked to interaction and exposure to others. To trigger the process of ‘becoming’
intercultural some form of challenge to the status-quo is needed bringing into question an
individual’s verbal and non-verbal communication and shifting them into a ‘third place’

between ethnocentric positions (Kinginger et al. 1999; Hiller and Wozniak 2009).
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Thomas et al. (2008) found that the process of intercultural understanding begins with
recognising the existence of other cultures and defining the differences between them — this
allows an individual to develop levels of predictability in social interaction in an active and
practical way. The intercultural learner listens, observes and evaluates scenarios such that
they can competently communicate with others (Tuncel and Paker 2018; Byram, Gibkova
and Starkey 2002). Often, the process occurs best with enhanced exposure as well as

sociolinguistic skills (Fantini 2009).

Walton et al (2015) found that whilst exposure to others and the development of language
abilities factors into intercultural understanding, in many cases change begins with an
awareness of the self and one’s own cultural identity (Byram and Feng 2004; Walton et al.

2015). Deardorff explains this within a pyramidal model of intercultural understanding:

Desired External
Outcome
(behaviour and
communication)

INEIE]
Outcome -
adaptability,
flexibility,

P ethnorelativism AN

Knowledge, Skills,

comprehension
and self respect and

awareness openness

Figure 2: Adapted from Deardorff (2004) cited in Covert (2014)

Deardorff’s model — adapted in figure 2 - explains that interculturalism is about the self and
manifests in both an external way through skills and openness towards others but also an
internal one that is a cognitive process around understanding and critical self-awareness.

Occasionally, Deardorff’s model is referred to as a combination of cognitive, behavioural,
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and affective change for individuals. From a cognitive perspective, an individual understands
cultural conventions and how these affect how we think and behave — in doing so, they
develop awareness of cultural dynamics (Demircioglu and Cakir 2016). The affective stage
links to internal desires and motivations to understand difference i.e., attitudinal. Finally, is
the external or behavioural stage — intercultural adroitness. The individual therefore
experiences an internal shift in frame of reference that enables the external competences

discussed.

The internal shift is often referred to as intercultural sensitivity and alters the person’s
affective response (Straffon 2003; Perry and Southwell 2011). Intercultural sensitivity is a
cognitive process that involves gaining clarity, interest, and desire to explore other cultures
so that one can critically reflect on the self (Walton et al. 2015; Chen and Starosta 1996;
Auernheimer 2010). To achieve intercultural understanding, an individual therefore needs
combine internal reflection with affectual change. Intercultural understanding and wider
international mindedness suggest an individual endeavour to be more global in outlook. In
the IB therefore, the subject or student’s journey is one of self-reflection, reflexivity and
change towards being more global in outlook. However, the process of developing
intercultural understanding does not necessarily translate into active citizenship or

connection with society for social justice purposes it is more introspective and personal.
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CHAPTER 2: LITERATURE REVIEW

Literature Review

Global + Citizenship Education: Returning to an English Context
Whilst exploring the policy origins of Global Education and situating this research within the

IB world, it is important to understand that this research is situated in England. As such,
research needs to connect the richness of IB and Global Education to the English context to
then understand how GCE can and does operate in England. A useful starting point for this

could be the work of Davies, Evans and Reid (2005) because it was situated in England.

Their paper, situated in the context of England, considered the notion of global education
plus citizenship education in England, connecting the English setting to that of the IB and
wider academic literature on GCE. The study found that, at the time of writing, there were
significant differences in positionality between CE and GE on the basis of focus, relationship
to the government and pedagogical practices in action where global education was largely
missing in the English system. Nevertheless, they argued for both the value and need to

integrate the global into the English education system.

As explored in the previous chapter, much of the early work on citizenship — through Crick
but also policy, had often been grounded in skills development, action, and legal
responsibility of being a citizen (Heater 1990; Kiwan 2008). Heater (1999: 171) quotes

Aristotle saying:

“The citizens of a state should always be educated to suit the constitution of their

state.”

Green (1997) saw a similar link between building a nation and education as interwoven:
“National Education systems were first created as a state forming processes” (ibid: 131). In
this respect, citizenship education is grounded in the responsibilities of students to
contribute to their society and the formation of England as a state. Davies, Evans and Reid
(2005) note that the link to state and nation had endured throughout the 20th Century in
England. Indeed, even in 2015, the Department for Education referred to “human, moral,

legal and political rights and duties” (2015: 6) of students and teachers in the UK. The role
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the state played and continues to play in the development of citizenship education in
England cannot be understated nor removed from discussion in a way that GCE circumvents

because it is beyond a single state.

Davies, Evans and Reid (2005) went on to discuss how one can connect citizenship, bounded
by the state in England, whilst not also acknowledging globalisation has led to changing
social morphologies that question the form citizenship education might take in the future.
Quoting Heater (1997), they go on to consider this possibility of dual consideration. Heater
(1997) tracks citizen relationships to the world — moving from member of the human race to
responsibility and promotion of a world government. They discuss how, in England, this
spectrum of a relationship to the global could well be integrated to build a new form of GCE
appropriate to an English context. Whilst acknowledging the overlap between ideas in
global education and citizenship policy, Davies, Evans and Reid (2005) consider that three

issues must be addressed if GCE can work in an English context.

First, is a fundamental difference in focus and origins. As stated, citizenship education in its
relationship to legal responsibility, national identity and active responsibility is grounded in
the British state (Davies, Evans and Reid 2005; Chitty 1989). The Department for Education
stated that, as in section 78 of the Education Act (2002), state-maintained schools must
promote rule of law, democracy, and tolerance of different faiths — students should
understand “right and wrong”, respect for political institutions and teachers identify
discrimination whilst not promoting specific beliefs that contradict their own. In this sense,
Davies, Evans and Reid (2005) go on to argue that Citizenship Education in England is
designed to address “social fragmentation, ignorance and alienation with low participation
rates and the growth of support for extremist groups such as the British National Party”
(ibid: 76). In many ways, CE functions as cognitive reflection of one’s role in society and how
individuals can bring communities together. Indeed, if one then includes policy such as
PREVENT!- a policy designed to track and reduce extremism in schools - it does appear that
the narrative is about addressing perceived issues of social fragmentation through educating
students based on legal responsibility, political awareness, and a communitarian approach

in active citizenship.

1 PREVENT: Anti-terrorism and Anti-radicalisation of vulnerable people
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Global education on the other hand, in its policy origins is more related to World Studies
and Development Education (Hicks 2008; Bourn 2014). Whilst linked to legal responsibilities
and active citizenship for community, they were, potentially, more politicised and focused
on social justice whether related to poverty or conflict resolution (Tint and Prasad 2007) and
addressing contemporary issues (Davies, Evans and Reid 2005). As is discussed later, | argue
that complexity in academia is not necessarily a challenge but an opportunity to sit in the
nuance and develop new ideas in the field. Nevertheless, Davies, Evans and Reid (2005)
suggest global education is less coherent in origin than citizenship education appears in the

English context making it challenging to apply and understand.

Second, Davies, Evans and Reid (2005) suggest a difference in the relationship Citizenship
Education and Global Education have had with the British state. As the previous chapter
noted, often citizenship has not been at the forefront of governmental policy in England let
alone global education. Drawing on the work of Lawton et al. (2000), it is argued that global
education has remained on the periphery of policy rather than central to discussions on
citizenship. Indeed, even in the newest references to Citizenship Education, policy is still
grounded in national interactions with citizenship education, and communitarian responses

to internal conflict or social issues rather than global citizenship approaches (DfE 2023).

Returning to the argument of Davies, Evans and Reid (2005) though, even now, the Global
elements of Education in England appear to be connected to being a British citizen. In a
2021 report, the Commission on Race and Ethnic Disparities focused specifically on
developing a more inclusive curriculum. The report itself references, “linking the story of
different ethnic groups to a unifying sense of Britishness” (UK Government 2021), arguing
that “empowering young people with a greater understanding of the past is seen as...long
overdue”. Referring to citizenship specifically, the report goes on to explain the importance
of exposing students to the variety of British culture but with the express focus on
integration in UK. Reading more from different contributors is designed to enhance
historical understanding of British identity but grounded in the aim of ‘unifying’ the nation

into a combined sense of Britishness rather than becoming a citizen of the world.

41



The third issue raised by Davies, Evans and Reid (2005) in relation to citizenship education
and the global in England, is pedagogical approach and the role of teachers. They argue, that
despite articles like Kniep (1986)’s work calling for education that grounds students in the
exchange of knowledge amongst civilisations over time, often teachers ignore citizenship
and find it problematic to implement. Whilst CE exists in policy, often citizenship becomes
limited to individual teachers or subjects rather than being seen as a cross-curricular

endeavour integrated into the pedagogical practices of all.

Rather than becoming an add on to existing citizenship education policy in England, Davies,
Evans and Reid’s (2005) paper explored the importance of understanding how the global
landscape needs to be incorporated for students in schools in England. It was an early
attempt to consider the value of global citizenship education and how the global could be
situated in an English context and offered an avenue into the academic field of GCE for

studies like this research to take place.

Global Citizenship Education: Theoretical Origins
Global Citizenship Education in the academic sphere is a complex and nuanced space with

no one single definition. Its exploratory nature offers both challenges for researchers but, as
this study suggests, also opportunities for dynamic discussion. This chapter traces those
discussions in the academic field and aims to map the different approaches to ground later
research. The chapter finds that, whilst seemingly distinct, many of the academic
discussions around GCE are multifaceted and overlap — informing and recreating one
another. Beyond the desire to define GCE in one way, more recent literature has urged
researchers to embrace this nuance to enhance its dynamic nature. Global citizenship
education then provides conceptual freedom and breadth reflected in the apparent polarity

it often engenders.

In her work, Davies (2006: 13-14) offers different approaches to global citizenship
education based on the relationship between the three core elements: ‘global’, ‘citizen’ and

education’ in a development from Davies, Evans and Reid (2005):
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(a) global citizenship + education (definitions of the “global citizen”, and the implied
educational framework to provide or promote this)

(b) global + citizenship education (making citizenship education more globally or
internationally relevant; think global, act local)

(c) global education + citizenship (international awareness plus rights and responsibilities)

(d) education + citizenship + global (introducing “dimensions” of citizenship and of

international understanding into the school curriculum, but not necessarily connected).

Whilst acknowledging the plethora of different approaches to GCE, the following chapter
focuses on the three broad fields that have dominated the GCE academic arena: neoliberal
approaches to GCE, liberal-humanist understandings and critical forms of GCE then moving
to more recent debates in GCE and moving beyond specific typologies of GCE. By looking at
the literature, this research finds that a common theme emerges of self-reflection and a
resultant reflexivity in individuals; a practice that asks students to consider their roles and
lenses in relation to global issues and the cognitive process of reflexivity that might change

those perspectives.

Neo-liberal approaches to GCE
The following section explores neoliberal approaches to GCE and what neoliberalism means

in the context of this research.

Writers such as Friedman (2005) and Wolf (2004) argue the core tenets of neoliberalism
cover the individual, deregulation of markets, often privatisation, and cuts in taxes that
enable more individual choice and freedom of movement as well as overall economic
growth. As such, individuals and corporate entities are no longer bound by the nation-state,
but neoliberal globalisation has fundamentally altered the influence of government and
wider global arena. In relation to GCE then, neoliberal lenses cover ideas around corporate
capital development and consumption (Schattle 2008; Marshall 2011; Bauman 1998);
competitive abilities and competencies of individuals (Gaudelli 2009; Young 2008; Weenink
2008) and attainment of individuals in the focus for the future (Andreotti 2014). These
approaches see neoliberal approaches to GCE as instrumental and normative, providing
students with specific skills designed for individual mobility into the job market and existing

economic system (Schattle 2008).
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Marshall (2011) and Schattle (2008) explore the idea of corporate forms of neoliberal global
citizenship through agendas like ‘Corporate Social Responsibility’ (CSR) and the ‘Global
Business Citizenship’ (Logsdon and Wood 2005) which focuses on ethical business practices
and responsible growth - the idea being mutually beneficial growth for companies and the
wider planetary interests in what Richardson (2008) describes as a ‘global imaginary’. The
presumption here is that all individuals fundamentally want the same goal as businesses and
thus, whilst tied to notions of competition and human capital, serving self-interest everyone
benefits from CSR. Of course this elicits criticism from writers like Tully (2008), who argue
that CSR merely masks the fact that companies are still operating in their own self-interest
whilst also connecting to global citizenship. Indeed, one could question how this corporate
manifestation of global citizenship can co-exist with other forms more grounded in social

justice and ethics.

For education, discourses around neoliberal approaches to GCE relate less to corporate
goals but more to both the relationship between institutional and governmental agendas
and within individuals themselves in the form of competences such as decision making,
language skills, IT abilities and negotiation. Schattle’s (2008) paper on GCE calls this a form
of competency based GCE under the wider umbrella of neoliberalism. Competencies here
relate to key attributes that, in a knowledge-based economy, improve the employability of
individuals —like risk-taking as well as knowledge of others and the ability to engage with
others (Veugelers 2011; Oxley and Morris 2013). In the context of a deregulated global
market, the neoliberal approach focuses on helping students develop the tools to thrive
economically in a far more competitive arena (Schattle 2008; Gaudelli 2009) both nationally
and globally (Weenink 2008). As Gaudelli (2009) identifies in the different dimensions of
GCE, the neoliberal perspective is focused on increasing transnational mobility and global
economic participation. In the neoliberal sense, citizens have a primarily economic role — as
members of the economy but also consumers which in turn influence society through

patterns of consumption (Shultz 2007).

In terms of specific traits, Oxley and Morris (2013) reference the work of Hanvey (1976)

here and five global perspectives:
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Perspective Consciousness
‘State of the Planet’ Awareness

1

2

3. Cross-Cultural Awareness

4. Knowledge of Global Dynamics
5

Awareness of Human Choices

Marshall (2011) and Young (2008) discuss the neoliberal approach as ‘Technical-Economic
Instrumentalism’ connected to corporate capital. As Young (2008:22) argues, “the
curriculum has always been, albeit selectively, related to economic changes and the future
employability of students” particularly when placed alongside teaching standards and
competition like league tables in the English context (Blanden and Machin 2007; Walford
2002). Marshall (2011) says that technical instrumentalism has often dominated education
policy on the basis of economic need both nationally and internationally — in UK that means
a knowledge-based economy hence a preoccupation with attainment. Indeed, the
neoliberal approach to GCE sees education and knowledge as a means to an end rather than

the end itself (Shultz 2007; Schattle 2008).

A similar argument can be made in the IB context that schools create GCE around the
individual success of their students and ability to be internationally competitive. As Schattle
(2008) considers, some IB schools offer the qualification as a pre-university curriculum that
enables social mobility; a similar finding to Fielding and Vidovich (2017) and Resnik (2012).
Bunnell argues instead, that many international schools are simply “elite-class reproducing
institutions growing in demand as the English language has been impinging ...on labour
markets” (ibid 2014: 76). International schools are not simply about producing globally
minded individuals but function as a mechanism for comparative advantage and, ultimately,

exclusion (Brown et al. 1997; Waters 2012).

Some IB schools now offer a global citizenship education qualification that students can use
as part of the Higher Education application process (Schattle 2008). Yokohama International
in Japan — one of the first international schools — offers a Global Citizen Diploma that
emphasises the participatory elements of GCE whereas Sotogrande in Spain offer a

programme based on: global mindedness, social entrepreneurship, service learning and
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environmental sustainability (Hughes 2020; Sotogrande International School 2024). As
Waters (2012) explores, formal international education in Vancouver operates to exclude
less privileged groups. Combined with ideologies relating to social responsibility, Lauder
(2007) finds that, in many instances, students can develop a kind of moral and academic
sense of superiority with regards to their national counterparts which, as Koh and Kenway
(2012) argue, simply legitimises the leadership status of transmigrant children in much the
same way as independent schools in UK. In this sense, those that attend international schools
and the schools themselves already have a high degree of socio-cultural and economic
capital and the experience of international schooling serves to reproduce and secure their

status by developing skills for comparative advantage in the global economy.

In a recent paper, Peterson (2020) explores different interpretations and potentially “(mis)
intentions” (ibid: 19) of GCE. In the paper, there is a section where Peterson draws on
Petrovic and Kuntz (2014) to explore the impact of neoliberal economics on citizenship and
the idea of individual power, mobility, and competitiveness rather than a sense of common
humanity or justice. Peterson (2020) explains how the ideas of individual liberty present in
neoliberalism and freedom of choice, challenge ideas around collective identities and
position inequality and poverty not as structural but based in individual attitudes and
choices. Peterson (2020) says the economic model of neoliberalism has potentially impacted
how people then engage politically and enact change because the focus is on individuals as
producers and consumers of society. The impact of the transition and focus on global

capitalism has affected GCE both internally and externally.

Peterson (2020) says that neoliberalism has determined that time and effort be spent in
curricula on generating economically competitive students — particularly in STEM subjects.
Arguably, the result has been that focus on understanding of others, knowledges and
community values have become marginalised. Internally too, social issues have been largely
ignored, with focus being placed, instead, on social mobility and culturally “aware” students
for the purpose of being competitive — in essence, GCE then functions as a “commodity”
(Peterson 2020: 29) with students designed to be participants in the neoliberal economy. As
such, Peterson (2020) argues that GCE in this way has led to students becoming apoliticised,

unaware of power narratives and structural injustices.
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Liberal- Humanist approaches to GCE
Others have explored GCE as a kind of responsibility (Nussbaum 2001), political equality

(Veugelers 2011) or a kind of moral cosmopolitanism (Schattle 2008). These approaches to
GCE broadly fall into the liberal-humanist approach. The following section explores more
around literature on liberal-humanist understandings of GCE as well as how this intersects

with other forms of GCE.

Nussbaum’s (2002) work is one of the most cited in relation to this approach. As Stein
(2015) explores, Nussbaum begins from a position of criticality around economic or “market
exchange” (Stein 2015: 245) as the foundation for social connections. Instead, Nussbaum
suggests that existing education for national citizenship, which emerged from the nation-
state system, should be expanded for a more globalised and changing society (Nussbaum
1996 cited in Gaudelli 2009). Nussbaum posits three areas of GCE in response: a) critical

self-examination, b) ties to other humans and c) the ability to develop empathy.

This position asks individuals to appreciate common humanity that accesses the “other”
through recognition and imagination (Nussbaum cited in Stein 2015) pulling from Diogenes
of Sinope, a Cynic Philosopher (Dill 2013; Miller 2009). Diogenes is said to have coined the
phrase “citizen of the cosmos” (Kosmopolites) to reject localised concepts like the city-state,

arguing, instead, for openness of mind.

It was not until the Stoics, though, that the ethics of Cosmopolitanism developed. As Rizvi
(2009) explores, the Stoics were in direct opposition to the likes of Plato who considered
citizens as having a duty to a particular city and its rules. In contrast, as Nussbaum (1996)
discusses, the Stoics focused on the rationality of humans, people as all equal and
connected to a wider societal and environmental framework. Indeed, it is this connection to
nature that meant the Stoics believed in Human Rights by virtue of us being human (Rizvi

2009). Plutarch discusses the Stoics views in On the fortunes of Alexander:

“That our life should not be based on cities or peoples each with its own view of

right or wrong, but we should regard all men as our fellow countryman and
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citizens...should be one life, one order, like that of a single flock on a common

pasture feeding together under a common law.”
(Plutarch cited in Baldry 1965: 159)

Later, the Enlightenment revived thinking on common land and common law. Kant saw
Cosmopolitan education as the greatest hope for the world — based on a deep moral ideal in
humanity and, arguably, became the basis for world-mindedness, universal good and peace.
Peters et al (2018:3) say that Kant “defended and popularised the idea that human beings
belong to a single moral community.” Context was relevant here: indeed, Kant’s essay
Perpetual Peace (1795) was written in a time of turmoil in Europe — it is hardly surprising,
therefore, that Kant was looking for a way to consider order and saw cosmopolitanism doing
that (Rizvi 2009). Rizvi reflects that Kant perceived a kind of integrated moral order — linking
science as part of universal laws applicable anywhere. Crucially, one can see a link between
cosmopolitanism and the moral elements of citizenship discussed. They both value the
notion of universal human rights to protect and support others and both believe in the value

of the rule of law (Marshall and Bottomore 1992; Russell 1964).

Important to the cosmopolitan approach to GCE is the capacity to appreciate and listen to
others at the local, national and international level and implies a kind of shared sense of
humanity and dialogue (Osler 2008). Nussbaum said students should learn “all modern
democracies are inescapably plural” (2002: 291) cited in Peterson (2020). Whilst
acknowledging one’s own interests, identity and lenses, students must also work towards
common aims and values that embody a plethora of cultures and societies. The importance
of liberal-humanist approaches to GCE is in multiple stages. Nussbaum (2002) explains how
GCE in a liberal-humanist sense entails first a reflection of the self and one’s own lenses,
values, and beliefs and then the ability to change those opinions based on new perspectives

whilst being connected to having a shared sense of humanity (cited in Peterson 2020).

Within the cosmopolitan approaches to GCE, is an embedded feeling that global citizenship
means having the ability to hear, listen to and consider different perspectives. Osler
(2008:22) cited in Peterson (2020) said of cosmopolitan citizenship: “implies a sense of

solidarity with strangers in distant places but it also requires solidarity, a sense of shared
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humanity and dialogue with those in the local community and the national community

whose perspectives may be very different from our own.”

In a recent paper, da Costa, Hanley and Sant (2024) explore liberal-humanism and how it
has dominated pedagogical practices in England (Goren and Yemini 2017). They begin by re-
examining exactly what liberal-humanist approaches to GCE are, finding that liberal-
humanist GCE emphasises acquisition of knowledge about others and inclusion of different
perspectives whilst not always challenging the dominant view — which they refer to as Euro-
western (ibid, Stein 2015). Specifically looking at the origins of liberal humanism, da Costa,
Hanley and Sant (2024) are drawn to cosmopolitanism as an extension of national identity
towards a global community based on common humanity (Nussbaum 2002), universal moral
principles in a kind of “moral cosmopolitanism” (ibid), cultural cosmopolitanism and cultural
awareness (Oxley and Morris 2013). Cosmopolitanism, according to those in the field,
emerges as a criticism of the nation-state and its inability to respond to complex global
issues particularly in more diverse transnational societies. Cosmopolitanism as an idea, then,
is based on human rights because it “rejects the we versus they binary that works to
differentiate groups of people as citizens and immigrants” (Orlowski & Sfeir, 2020: 20). By
moving from the state to common humanity, cosmopolitanism begins to include
international organisations and “universal moral-ethical value that call for an obligation to
the human “other” and a sense of care and empathy towards them based on an ability to

imagine what it is like to be in their shoes” (da Costa, Hanley and Santa 2024: 3).

Schattle (2008) also explores nuances around Moral Cosmopolitanism and Liberal
Multiculturism. Again, drawing from Stoics, Schattle (2008) explains how moral
cosmopolitanism is grounded in an imagined sense of universalised human rights and
dignity. In turn, Schattle (2008) explains, a Moral Cosmopolitan approach to GCE would
suggest a sense of responsibility or obligation to enhance the wellbeing of all people for
common good. Schattle (2008) proffers a connected but slightly different view in liberal
multiculturalism. Whilst still under a liberal-humanist umbrella, liberal multiculturalism

covers:
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“Moral visions of mutual respect and engagement across cultures as well as the duty
to protect the rights of ethnic, religious, linguistic and cultural minority groups within
a diversely populated nation-state, thereby encouraging minority groups to maintain
particular traditions even in the face of pressures to assimilate into a dominant culture

(Schattle 2008: 77)”

This perspective seems to operate within the framings of the nation-state rather than the
imagined global order of World Justice GCE. Schattle (2008) draws on the context of England
to exemplify this point. Referencing the work of Oxfam (1997), Schattle explores the
emphasis on human rights, world poverty and solidarity between nations and cultures (ibid).

The contemporary Oxfam vision (Oxfam 2015:3) of global citizens is:

e Isaware of the wider world and has a sense of their own role as a world citizen.
e Respects and values diversity

e Has an understanding of how the world works.

e |s passionately committed to social justice.

e Participates in the community at a range of levels, from the local to the global.
e Works with others to make the world a more equitable and sustainable place.

e Takes responsibility for their actions.

Schattle (2008) explains how the goals of Oxfam (1997) drew on a combination of moral
cosmopolitan, environmental and liberal multicultural strands to create resources and a
“guidepost” (Schattle 2008: 78) for teachers and students engaging with citizenship in
England during the early 215t century. Schattle (2008) suggests that the example offers
positivity that there is some level of coherence in the liberal-humanist approach despite

complex nuances.

In the academic field of GCE, though, a grounding in common humanity comes with more
complexities and nuances. Gaudelli (2009) for instance, draws a distinction between
Cosmopolitan GCE and a World justice and governance approach. Describing Cosmopolitan
GCE, Gaudelli (2009) explains a connection to care for all of society and processes and
communication and discourse. In Education, Gaudelli (2009) contends, discussion and

connection to the cosmopolitan moves students from a localised sense of self to a global
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one in terms of morality and society. As Stein (2015:245) argues, the liberal-humanist
approach often focuses global relationships on a similarly individual level, rather than on a

structural scale” using intercultural understanding as an example.

In the Global Justice approach to GCE, discourses around humanity and morality connect
specifically to areas like the International Criminal Court or Human Rights charters and
codified human rights frameworks to function in an imagined global moral order. As
Gaudelli (2009:74) suggests, “the creation of an International Criminal Court (ICC) extended
criminal prosecution authority to a global body with the consent of states that have ratified
such procedures” is an example of World Justice oriented GCE. Drawing on the work of
Soysal (2000), Gaudelli (2009) explains how a shift in international law away from nationally
grounded understandings of citizenship towards international laws on the rights of humans

has meant that personhood has increasingly moved to the global arena too.

Gaudelli (2009) then traces how Global Justice in GCE functions in practice, citing examples
of Model United Nations, efforts to teach about ICC and European Court of Human Rights in
schools. Indeed, one can see traces of this in the older iterations of Citizenship Education in
England and Crick Report (QCA 1998) as well as the IB programmes around learner profile
values and the mission statement focused on the promotion of peace in the world (IBO

2024).

Oxley and Morris (2013) also contribute to the strands of liberal-humanist understandings of
GCE in their model of global citizenship. In their approach, they touch on universal values,
openness, cultural equality amongst other overlapping ideas drawing on earlier policy in
Development and Peace Education (Oxley and Morris 2013). Under the heading of
Cosmopolitan GC, Oxley and Morris (2013) suggest three further sub-categories: Moral,

Political and Cultural.

The political strand looks at the relationship between individuals and the state and a form of
global governance that promotes democracy and international institutions like UN (Oxley
and Morris 2013). Oxley and Morris (2013) refer to a cosmopolitan democracy. A second
strand, helpfully also named Moral Cosmopolitanism, looks at the ethical positioning of the

individual and the idea of universal human rights. A similar strand to Schattle’s (2008) Moral
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Cosmopolitanism, Oxley and Morris (2013) explore the importance of universal human
rights that, perhaps controversially, supersede individual nation-state laws (see also Abdi
and Shultz 2008). A final strand of Cosmopolitan GC refers to cultural global citizenship
around the globalisation of arts, language and media that can connect communities

transnationally but also exclude and divide others.

Liberal-humanist perspectives of GCE then are multifaceted and complex. They can have
moral groundings in Stoicism and Kant for Nussbaum and Veugelers or some elements of
the political as Oxley and Morris (2013) explore - along with the ethical positioning of people
and groups towards each other particularly around human rights. However, the liberal-
humanist perspective appears grounded in understandings of a shared sense of humanity,
respect for other perspectives beyond the nation-state and open-mindedness. Liberal-
humanist approaches to GCE respect the different knowledges of people and remain open

to changing their own perspectives for positive social change.

Critiquing Liberal-Humanist Approaches
In their later critique of liberal-humanist approaches to GCE, Andreotti (2006) and Stein

(2015) give it a singular name under ‘Soft” GCE. Similarly drawing on notions of common
humanity, responsibility for the ‘other’ and the desire to make the world a better place,
‘soft’ GCE, explains Andreotti (2006, 2004), involves engaging with international
organisations such as the UN. However, Andreotti (2014) goes on to identify that whilst
different perspectives are welcomed in ‘soft’ GCE, these perspectives are expressed within
existing liberal frameworks and a single view of progress, development, and justice.
Andreotti (2006, 2014) explains this framing is from within a narrative that maintains the
dominance of the Global North and envisages progress to follow the same trajectory as the
Global North (see also Sen 1999). Stein (2015) exemplifies the point within a US Higher

Education context.

Stein (2015) uses the example of Penn State University Office of International Programs’
Strategic Plan (2008) to explain how liberal-humanist approaches to GCE can serve to
entrench a sense of moral supremacy, responsibility and “vanguardism” (Andreotti 2014:

22) in needing to save the world. The program aims to use embed service learning in travel
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abroad, on the logic that its students have the skills and knowledge to tackle global issues
covering AIDS awareness, building infrastructure, providing medical aid, and empowering
women through education. The implication being that the communities in question thereby
lack sufficient skills and knowledge to address these issues. Indeed, one could go further
and argue that there is an assumption that these issues are the most pressing in the areas of
concern and that the local communities do not understand their own development

priorities.

As Stein (2015) explains, therefore, the program has a dual effect. First, the messaging
solidifies the idea that students are acting for the common good as humans of the world.
Second, it reifies the idea that the students are morally and intellectually superior to others
and, in doing so, recreates the dominance of the Global North and its ways of knowing
(Stein 2015). It does so, Stein (2015:246) suggests, because the programme does not
connect these good intentions with a critique of power or “colonial histories and ongoing
racialised structures of expropriation and exploitation”. As a result, the students do not
confront or situate themselves in the global order, critique the structures that have led to
dominance or understand their complicity with that socio-economic and political structure.
Returning to Andreotti (2014), a key line of argument then, is that if students and staff do
not critically reflect on themselves, the result of ‘soft’ GCE is one of a ‘civilising mission’

(Andreotti 2014:22) to save the world.

Looking historically too, Wynter (2003 cited in da Costa, Hanley and Sant 2024) considered
the invention of Man during a similar time period. Wynter (2003, 2006) argues that Man
was conceptualised during a break with Christian conceptualisation of humans in both the
Renaissance (Man 1) and Enlightenment (Man 2). Wynter cited in da Costa, Hanley and Sant
(2024) argues the idea served to justify the creation of the “other” and is central to
understandings of race, class, gender, sexuality, environment, inequality, the
refugee/economic migrant binary. The so-called Homo Politicus or, as Wynter (2003) calls —
Man 1 — was about order, rationality guided by moral values and laws taught through

III

education in opposition to the “irrational” non-Christian (ibid). Christianity was still the
foundation as the individual tried to get closer to God by promoting a specific social order

based in caring for all creatures including indigenous people who were granted “rights” if
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they converted to Christianity (Mignolo 2021) Still, “rights” framed a distinction between

people.

At the time of Kant and the Enlightenment, the ‘break’ with theology was the creation of the
nation-state and “rights of man and of the citizen” (Mignolo 2021: 204). Society became
about co-existence between nation-states rather than peoples. Da Costa, Hanley and Sant
(2024) draw on Wynter (2003) to explain how Kant built on the difference created during
the Renaissance to ‘other’ indigenous communities as “impossible to educate and,
therefore, unable to acquire moral maturity and autonomy” (ibid: 5). Cosmopolitanism then
was about exclusion around who constituted a Man and who did not - with education at the

centre.

Da Costa, Hanley and Sant (2024) explain how Cosmopolitanism has continued to develop a
narrative of exclusion through United Nations Declaration of Human Rights and the expo