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Abstract

Several countries have been expanding civic education beyond a national focus by
incorporating a more global perspective at primary and secondary school levels. This
trend is especially in Western democracies primarily due to the challenges related to
multiculturalism, migration, and other issues associated with globalization. Thus, glocal
citizenship education (CE) offers a situated, historical and critical perspective, essential
to accompanying students as they become citizens committed to local, global, and
translocal issues. This doctoral thesis is the result of educational research that starts from
an interest in glocal CE in the context of Ticino with an emphasis on the perspectives of
lower secondary school teachers to outline some critical elements for teacher professional

development in glocal CE.

In this qualitative study, among the main objectives, there is the identification of the
attitudes, possibilities, and difficulties pictured by the teachers when implementing glocal
CE. It also considers their knowledge of CE. The study also includes two additional
levels, namely the regional context and the school of the teachers participating in the
study. It allowed gaining a more complex understanding of teacher professional

development needs and understanding of the visions of CE embedded in these contexts.

This case study uses different methods of information gathering (documental revision,
semi-structured interviews with teachers, and key informants). It also contains focus
groups of discussion (FGD) and classroom observations with the teachers. In the
interviews and FGD, specific art-based research methods are used, such as image-based
inquiry and cartography. In addition, the doctoral thesis aimed to provide conceptual
reflections on glocal CE and its components. The theoretical framework was fundamental
for all the levels of analysis as the part dedicated to teachers’ voices as they play an

essential role in research that intends to link theory to practice and social transformation.

Resulting from this research, | observed the need to build a coherent discourse around
glocal CE at a Cantonal, studied school, and teachers’ levels. Several contradicting
visions of CE and its related aspects emerged. Lower secondary school teachers may need

professional development to understand, problematize and apply glocal CE in their
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subject and in interdisciplinary and transdisciplinary manners. It means offering a space
for reflection and action in which they can rethink their roles and practices and collaborate
in creating ways to implement glocal CE. Professional development linked with research
could serve this purpose, and the use of research methods fostering critical learning

opportunities for teachers, such as the art-based methods.

Keywords: glocal citizenship education, teacher professional development, teacher

agency, hidden curriculum



Palma Grano. Glocal citizenship education in lower secondary school.

Resumen

Varios paises han ampliado la educacion para la ciudadania mas alld de un enfoque
nacional, incorporando una perspectiva mas global en los niveles de ensefianza primaria
y secundaria. Esta tendencia se da sobre todo en las democracias occidentales,
principalmente debido a los retos relacionados con el multiculturalismo, la migracion y
otras cuestiones asociadas a la globalizacion. Asi, la educacién para la ciudadania (EC)
glocal ofrece una perspectiva situada, histérica y critica, esencial para acompafiar a los
estudiantes en su camino hacia la ciudadania comprometida con los temas locales,
globales y translocales. Esta tesis doctoral es el resultado de una investigacion educativa
que parte de un interés por la EC glocal en el contexto de Ticino con un énfasis en las
perspectivas de los profesores de primer ciclo de secundaria para esbozar algunos
elementos criticos para el desarrollo profesional del profesorado en la EC glocal.

En este estudio cualitativo, entre los principales objetivos, se encuentra la identificacion
de las actitudes, posibilidades y dificultades percibidas por los profesores a la hora de
implementar la EC glocal. También se considera su conocimiento de la EC. El estudio
también incluye dos niveles adicionales, a saber, el contexto regional y la escuela de los
profesores participantes en el estudio. Esto permitié obtener una comprension mas
compleja de las necesidades de desarrollo profesional de los profesores y entender las
visiones de la EC integradas en estos contextos.

Este estudio de caso utiliza diferentes métodos de recogida de informacién (revision
documental, entrevistas semiestructuradas con ensefiantes e informantes clave). También
contiene grupos focales de discusion (GFD) y observaciones en el aula con los profesores.
En las entrevistas y GFD se utilizan métodos de investigacion especificos basados en el
arte, como la investigacion basada en imagenes y la cartografia. Ademas, la tesis doctoral
pretende aportar reflexiones conceptuales sobre la EC glocal y sus componentes. El marco
teorico ha sido fundamental para todos los niveles de analisis, asi como la parte dedicada
a las voces de los docentes, ya que juegan un papel esencial en las investigaciones que

pretenden vincular la teoria con la practica y la transformacion social.
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Como resultado de esta investigacion, observe la necesidad de construir un discurso
coherente acerca de la EC glocal a nivel cantonal, de la escuela estudiada y de los
ensefiantes. Surgieron varias visiones contradictorias de la EC y sus aspectos
relacionados. Los profesores del primer ciclo de secundaria pueden necesitar desarrollo
profesional para entender, problematizar y aplicar la EC glocal en su asignatura y de
forma interdisciplinar y transdisciplinar. Se trata de ofrecer un espacio de reflexion y
accion en el que puedan repensar sus funciones y practicas y colaborar en la creacion de
formas de aplicar la EC glocal. El desarrollo profesional vinculado a la investigacion
podria servir a este proposito, asi como el uso de métodos de investigacion que fomenten
oportunidades de aprendizaje critico para los profesores, como los métodos basados en
las artes.

Palabras claves: educacion para la ciudadania glocal, desarrollo profesional del

profesorado, agencia del profesorado, curriculo oculto

10
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Introduction

Notre véritable étude est celle de la condition humaine. Celui d’entre nous qui
sait le mieux supporter les biens et les maux de cette vie est a mon gré le mieux
élevé : d’ou il suit que la véritable éducation consiste moins en préceptes qu’en

exercises.

Jean-Jacques Rousseau, L ’Emile

This doctoral thesis is the result of a research born from the interest to discover what are
the discourses about citizenship education in lower secondary school. The context in
which it has been investigated is the Canton of Ticino in Switzerland. It was my intention
to identify whether there are discourses that transcend a vision of citizenship based on the
State and whether there are emerging elements that reflect a glocal understanding of
citizenship education. Considering that teachers are key actors of change (Biesta, 2007),
I was particularly interested in engaging teachers at the same lower secondary school in
a dialogue about the notions of citizenship that arise in their discourses as well as their

attitudes, difficulties, and needs regarding a proposal of glocal citizenship.

Further, in a region (Ticino) where civic education is dissociated from global citizenship,
engaging teachers through research allows us to identify differences and similarities
between the discourses of educational policy and the reality on the ground. It would be
useful to find out whether the disconnection between civic education and an education
for glocal citizenship is also present in the visions of the teachers who participated in the
research and whether they too see utility in integrating these glocal lenses into their
educational practice, or, if they do, to explore further how to do so. The reflections
developed in this study serve to discover not only the notions of citizenship that emerge
at these three levels (cantonal, secondary school and teachers) but also how to accompany
teachers through a professional development that facilitates them in deepening this
transdisciplinary field that invites to an education that embraces pluridiversity (Borghi,
2020) as well as helps making connections with the disciplinary curriculums. Regarding

the role of teachers as agents of change (Biesta, 2015), I also wanted to explore whether

21



Palma Grano. Glocal citizenship education in lower secondary school.

teachers recognize the moral role their profession plays and, thus, the importance of

educating for glocal citizenship.

As a research location, | chose the region in which | completed my compulsory education
(Ticino). Additionally, it is also the place where I first began sharing educational projects
that integrate glocal lenses with the teaching of a language and other transversal
competencies. My experiences made it possible for me to explore the topic of glocal
citizenship in order to share with teachers in the region a vision that resonates with the

paradigm of complexity (Morin, 1992).

Also, it is worth mentioning that this doctoral thesis is the result of following an intuition
(Sinclair, 2010, p.378). As | am convinced that without the enthusiastic responses of
students in my classroom with whom | have introduced glocal lenses, following this
intuition would not have been sufficient to spur me on to continue exploring the purpose
of education for glocal citizenship and how it can be reflected in teaching and professional

development.

Having studied! the term glocal in depth for more than 15 years, | found it to be a
neologism that brings into dialogue different realities (local and global, or local in the
translocal sense). Due to my already culturally hybrid status as the child of immigrants, |
was not able to comprehend why it did not take strength at the conceptual level. Although
Robertson (1992) began to speak of glocalization, glocal citizenship was not widely
accepted as a concept because it was obscured by a universalist and neo-liberal global
citizenship (Canevacci, 2014). On the other hand, the process of glocalization has been
consolidating in tandem with globalization, resulting in a reality of hybrid identities.
Hence, there is a concern to deepen, thanks to a critical and interpretivist paradigm, the
possibilities offered by the school context for glocal CE. In fact, the world in which we
find ourselves invites us to transcend through education a static definition of citizenship
fixed in civic education. It invites us to understand the responsibility we have in the
world-system as citizens. A citizen that is more based on careship than citizenship

(Challinor, 2016). Being teachers key to social change, if we want to build a complex

L When | say “studied” I refer to knowledge embedding conhecimento and saber (De Sousa Santos,
2007).

22



Palma Grano. Glocal citizenship education in lower secondary school.

worldview where the citizen is located in the “in-between", it is essential that teachers
come into contact with this possibility of decolonizing a vision of citizenship linked to
the nation-State.

Concerning the outline of the thesis, this dissertation is structured into eight chapters that

reflect the journey that | have taken in exploring glocal CE in the region of Ticino.

In the first chapter, the main point is to let the reader know what to expect from the
research. | presented the problem of the thesis, the main objectives, and some limits of
the research, as well as my personal interests and theoretical starting points. | also pictured
some crucial studies around CE in Switzerland. | detected just one study (Donati et al.,
2012) concerning CE in Ticino, the region where | did my research. Plus, this was
primarily a research on education, which means that it was commissioned by politicians,
was mostly quantitative, and followed a positivist paradigm. My research aims to deepen
and expand knowledge on CE and GCE in Ticino utilizing a bottom-up approach.

The thesis is divided into two parts. The first part covers the theoretical foundations and
then the design of the methodology. The second part presents the findings, followed by a
discussion of the objectives and conclusions.

It is the purpose of the second chapter to share a body of knowledge focused on glocal
CE by reviewing the main facets that are fundamental to a comprehensive understanding
of the topic. The sub-aspects have helped me to approach the problem, define the
objectives, and define the collection methods. Throughout part one of chapter two, I
briefly discussed the main studies related to CE. This first point can be considered as a
state of the art around the studies of glocal CE or GCE. In any case, the state of the art
continues indirectly around the entire theoretical framework- as in order to build a
conceptual body of knowledge, we must use other studies. | understand the distinction
between the state of the art and the theoretical framework, but decided to explain it here.
Some elements of the state of the art may even appear in the conclusions and discussion,
as educational research continues to advance during my five years of research, and since
it is a process in progress, each chapter reflects a dialogue of this process while allowing

for the possibility of a new study to emerge.
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In the second part of this chapter, | explore the word "glocal” which has too often been
considered a buzz word when it, on the contrary, offers perspectives aligned with the
goals of transformative pedagogies (Hooks, 2004). In this section, | considered ways to
deepen the concept of citizenship. For this purpose, | studied the historical relevance of

the concept and the major division between State and non-State definitions.

After this segment, | presented different views of GCE, and | described glocal CE as one
that provides a critical approach, but that also breaks from the usage of the word global,
as the neo-liberal versions of GCE adhere to mainstream views. As a consequence, |
present several approaches that are similar to glocal CE. In fact, if civic education is the
early stage of glocal CE, planetarian citizenship education is very similar to glocal CE.
This list is not exhaustive, and due to the nature of my study in Europe, | prioritized
European perspectives. Glocal CE has close ties to many topics (gender, ecology, human
rights, etc.) as well as transversal competencies (collaboration, creativity, critical

thinking, etc.). Therefore, the last part of this chapter will focus on these dimensions.

The third chapter focuses on issues related to teachers, specifically teacher agency and
professional development. I will explore the concept of teacher agency in relation to terms
such as teacher identity and moral agency, and to better understand these concepts, | have
referred to some classical scientists as well as the last writers on the topic. Additionally,

I examined the link between teacher agency/identity and glocal CE.

With respect to professional development, | presented the main issue that faces teacher
education today and the different models of teacher education. | then turned my attention
to professional development for secondary school teachers and finally linked it to glocal
citizenship. The chapter provides an opportunity for reflection on teacher education needs
in relation to glocal CE, as well as the format in which professional development could

be conducted on glocal CE.

The fourth chapter describes the methodological framework which is based on an in-
becoming design. That is to say, it was not a rigid structure, but I, as a researcher,

continuously adapted to it. It was necessary to act between the possibilities provided by
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the school, the participants, and the guidelines provided by the doctoral program and the
suggestions of my supervisors. Furthermore, | include "I" in this equation as an in-
becoming researcher. That is to say, | am a doctoral student, | am a novel researcher, and
this thesis indicates my learning process in confronting opportunities and dilemmas that
occur during research. Throughout the entire process, | kept in mind the main objective
presented in the first chapter, but | also understood the importance of letting emerge new
aspects and treating the participants and key informants more like interlocutors than mere
informants. In my view, the main factors that sustain an in-becoming design is its ethical
foundation, which are outlined in four major areas: the relevance of the ethics of care, the

several levels of triangulation, the use of reflexivity, and the scientific rigor.

Throughout the fifth chapter, the cantonal discourses relating to professional development
and CE in lower secondary schools of Ticino are presented. It analyzes the elements that
emerged in the analysis of the information of the documents concerning CE and
professional development as well as the relevant information provided by the key
informants. The purpose of this chapter is also to better understand the types of settings
in which teachers work, and the opportunities offered by documents such as the General
Study Plan (GSP) for teaching glocal CE, as well as the learning opportunities in this
field. Similarly, to the following two levels of the analysis, | conducted a critical thematic

analysis in which | was able to become reflective and connect it with the theory.

The sixth chapter is dedicated to the information collected around the lower secondary
school studied, as its school project, its webpage and some pictures taken around elements
that resonate with glocal CE, such as architectural elements. In addition, I considered the
information provided by the director regarding glocal CE activities at the school. As with
the previous chapter, this chapter helps us better understand the next chapter, which is
devoted to the teachers' voices.

In fact, chapter seven treats the aspects around the conception of CE and glocal CE that
teachers have and if they embrace a “moral agency” when they teach. In addition, it
describes the difficulties and needs they face when teaching the glocal CE at a
disciplinary, interdisciplinary, and transdisciplinary level. This chapter is mainly based

on the results that emerged after the analysis of the interviews, the focus group of
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discussion (FGD), and the unstructured observation. During the FGD, they also discussed
their teachers' educational needs that should be considered when planning professional
development on glocal citizenship. The analysis also sheds light on didactical and
structural aspects. For example, what do they intend with the concept of projects or
elements around the hidden curriculum and practical difficulties related to the ecology of

learning?

It is important to note that this is the last of three chapters devoted to the analysis.
Nevertheless, the portrayal of these results should be seen as a crescendo where the
collaboration with teachers makes this research possible, and their input is important for
creating professional development on glocal CE as well as further research on this topic.

The discussion and conclusion appear in chapter eight. First, I will highlight the aspects
of these results that relate to the theory and sum up the results of the analysis in response
to the main objectives of the research. In this discussion, | present the elements that will
be crucial for creating professional development on glocal CE. The second part, the
conclusion, will summarize the major outcomes of the discussion and explain the
significance, implications and relevance of this study, also placing its results in the
context of the current period, during and after the pandemic. | will explain what it brought
to the field of knowledge and what it taught me as a researcher. Furthermore, | discuss

the limits of this study and the lines of continuity that follow this study.
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1. Chapter I: Thesis presentation

| first present the problem and the main objectives that drove this research, as well as
some limitations, | deepen my own personal motivations for embarking on this doctoral
journey. Next, | will introduce the early theoretical standpoints and the epistemological
and methodological perspectives selected for this case study. In order to give the reader
a clearer understanding of the topic, | also discuss some first elements surrounding CE
within the context of the study (Ticino-Switzerland) as well as in the international

context.

1.1. Defining the problem, the objectives, and the limits of the

research

Research on glocal CE investigates essential questions such as the meaning of education
today, or how schools can contribute to fostering positive attitudes among young people.
Furthermore, it is linked to research of competencies such as critical thinking and how to
deal with controversial questions in the classroom. Glocal education should, however, be
seen in relation to CE itself.

Glocal CE offers the possibility of an education that has as one of its goals the change of
the system and not its perpetuation. The implications of CE in secondary schools are of
interest not only to European researchers, but to researchers worldwide (Crick, 2000;
Martinez & Prats, 2014; Print, 2007). Research on CE in Western Democracies initially
focused mainly on political institutions, rights, and responsibilities of citizens, as well as
moral development regarding actual discussions (Borhaug, 2008). Even though the
research on CE has advanced rapidly, the paper on schools in CE continues to be
controversial. In addition, if authors such as Hannam (1998) suggest that schools should
take the initiative in teaching students how to become citizens, Rooney (2007) advises
educators to be cautious about CE in schools as schools are not responsible for dealing
with political issues. Moreover, he emphasizes that CE in schools is ineffective at

connecting young people with the political system if the primary objective is to increase
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their future participation. In fact, it may even contribute to the participation of the

democratic perversion we are experiencing at present.

Nevertheless, a study by Lundy (2007), Whitty and Wisby (2007), and Thornberg (2008)
showed that students were more interested in topics where they can act without taking
part in a vote. A number of topics are of interest to them, such as poverty, animal
protection, a war in foreign countries, environmental issues, etc. It may be that this
research proves the need for transcending the political and the territory boundaries when
talking about CE and advocating for a broader perspective such as glocal CE. For offering
this broader perspective at the disciplinary, interdisciplinary, and transdisciplinary levels,

teachers may require specific learning spaces.

In my research, | juggle between Perrenoud's suggestion that teachers do possess the
competence to organize their continuing education (Perrenoud, 2001, p.133) and
research’s contribution to dialoguing with them about their professional development. In
addition to addressing the construction of knowledge about glocal citizenship education,
which is defined as a concept related to other aspects of education as well as topics that
should be taught at school to provide students with the skills to become glocal citizens of

the twenty-first century.

CE in Ticino, particularly civic education, has been the subject of political debate,
especially at two points in time. The first occasion was on 23 March 2000 with the
initiative entitled "Rediscovering Civics in the Schools™ (Foglio Ufficiale 25/2000 cited
in Marcionetti et al. 2012, p.5) which resulted in the addition of a new article to the public
education law (the 23rd) that mainly states that teaching of civics and citizenship
education must be made possible in secondary, high and vocational schools (Celio, 2001).
As for the second episode, it was generated through the initiative “Let's educate young
people about citizenship (rights and duties)” of March 27, 2013, which seeks to educate
young people on citizenship and democracy. In both policy initiatives, unlike global
trends, a glocal CE perspective is not raised, and these initiatives treat civic education in
a vague way, without setting the concrete objectives of this training, nor the concept of
civic education (Ostinelli, 2016, p.103).
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A gap exists between CE's inclusion in the new curricula and the professional
development offered to teachers by the Department of Education to deal with this
mandate. According to the only current research in the region, 70% of teachers in lower
secondary school, high school, and vocational school have an interest in teaching CE
(Donati et al., 2012, p.58). This percentage could suggest the need for a research study to
examine the potential for professional development in the subject, as well as the types of
CE that might emerge at different levels (the Canton, the lower secondary school studied,
and the teachers at this school). Furthermore, the new curricula offer possibilities for

teachers to participate in professional development in glocal CE.

Nevertheless, there are no studies concerning the professional development of low
secondary school teachers in CE. There is also no concrete professional development
carried out by the Department of Public Education of Ticino on CE. In addition, the gap
between educational policies and practices is evidenced by the fact that nearly one-fifth
of secondary and high school teachers do not know that measures have been taken to
enhance civic and CE in schools on a legal level due to political initiatives (Donati et al.,
2012, p.88).

Both initiatives were rejected by the Teachers Council. According to Ostinelli (2016),
they consisted of an operation of indoctrination and not education. On the other hand,
they helped confirm the undeniable mandate of the Ticinese public school to deal with
CE. The law gives the public school the mandate to educate in peace, respect for the
environment, and democratic ideals (Ostinelli, 2016, p.103). The University of Applied
Sciences of Southern Switzerland (SUPSI) participated in the European project
"Citizenship pedagogy and teacher education, an alliance between schools, territory,
community” (European Commission, 2015) for primary schools. Additionally, this
doctoral dissertation represents a first study having as participants lower secondary school
teachers; in this respect, it does not overlap with the previous study but follows the
regional need to build knowledge about CE in the region. In addition, focusing on the
teachers' views around professional development and glocal CE, it serves as a preliminary

study that gives insights for their own professional development.
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Unlike the political initiatives on civic education in Ticino, this study made it possible to
follow a key element in CE: “education must not encourage the development of patriotism
as an irreflective attachment to the nation. We need to encourage a civic conscience that

recognizes our integration into the world community” (Janowitz, 1983, p.45).

Since the early stages of this research, | have been asking myself some questions such as:
Which is the perspective of citizenship education of lower secondary school teachers? Do
they see a connection with glocal CE? Do they see teaching glocal CE as part of their
teaching agency? How do they translate it into their teaching practices? What are their
learning needs? Do school laws and study plans include a certain vision of glocal CE?
Which are the important components to follow when creating professional development
in glocal CE? These questions, as well as the literature reading and the early stages of
the negotiation process with the school where the research was conducted, enabled me to

develop the main objectives of this study.

To solve the problem of the research, I tried to guide my research with these four main

objectives:

I.  Analyze the notion of CE and glocal CE and other related aspects presented in the
study plan of the lower secondary school of Ticino and the main school Laws.

Il.  Deepen the regional body of information related to glocal CE and its related
professional development by reflecting on the discourses of key informants of the
region

I1l.  Identify elements related to glocal CE that emerges in the lower secondary school
of the study

IV.  Explore the positions of teachers regarding the notion of glocal CE and what are
their attitudes, possibilities, and difficulties toward glocal CE.

All these objectives contribute to the main purpose of the study which is to find crucial
elements for professional development on glocal CE. These main objectives and the final
purpose guided my thesis.

It occurred to me as well that this case study presented a unique opportunity to give voice

to the teachers and to contribute to a shift in the research culture in the Canton of Ticino.

30



Palma Grano. Glocal citizenship education in lower secondary school.

Contrary to other regions, the education research carried out in the region often serves to
legitimize political goals rather than detect teachers' real needs. Thus, this case study
provides an opportunity to develop bottom-up research by delivering something to the
region that might be useful as one of the main actors in education, teachers, participate

actively in this research by sharing their major concerns and insights on glocal CE.

This research does not, however, intend to be exhaustive, since it is a research project that
was initiated on a glocal basis. Having been enrolled at the University of Barcelona and
studying in a region such as Ticino, as a solo researcher, | tried to locate as much
information as possible in order to understand the case, but | may have missed some
documents or information. Finding relevant key informants and teachers teaching at the
same lower secondary school who could collaborate was challenging. Additionally, how
I conducted my research was a compromise with their needs and | always kept in mind
that this is a highly political topic and | must carefully decide what information | could
share in this study. Even though I wanted this research to achieve its objectives, | placed

the protection of the participants first.

1.2.  On my personal interests in creating research on glocal

citizenship education

Despite being an academic text, the creative power of wrapping up a thesis dissertation
at the end of the doctoral journey was an unexpected motivation that encouraged me to
pursue the goal. During the last couple of years, in a journey of serendipity between my
personal life and this academic work, | began to understand what Joseph Beuys meant by
"Everyone is an Artist" (1973). The more | considered this, the more | realized how
important it is for social sciences to recognize every human being's artistic nature. I am
motivated to see this work as the culmination of a long process of reflection that has
resulted in a dissertation describing a study that may be of use for social transformation.
I see social transformation as an outcome of the power of our artistic being. At the very
least, we can consider ourselves artists of our lives. In this creative process, | believe it is
appropriate to share a biographical exercise that explains why | chose to embark on this

adventure in this study about glocal CE.
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My own "butterfly journey™ (as a metaphor for this transformative process) began when
I was a kid. Back then, I could not have put a name on my ideal of citizenship by calling
it "glocal”, nor could I have imagined that | would work in education. In fact, | originally
intended to become a lawyer to fight social injustices until my first year of university.
However, while 1 was studying law, | felt unsatisfied because over and above just
knowing about local or international laws, | was interested in the social and political
dynamics that made a law necessary, unnecessary, or something to be
changed. Consequently, | pursued a degree in political and social sciences and then a
master's degree in international cooperation. As I lived in several countries and gained
professional experience, | began to experience a glocal spirit of life. In 2008, when | was
a diplomatic trainee in Bangkok, I saw how the term “expat” has nothing to do with the
condition of immigrants. My work for the Observatory of Social Corporate Responsibility
in Madrid also exposed me to other power dynamics between the centers and peripheries
of this planet. It was paradoxical that many nongovernmental organizations (NGOs)
perpetuated the status quo at the end of the day, meaning that they upheld the same power
structures they were fighting against. In 2013, teaching in a secondary school opened my
eyes to the transformative power of education. As an Italian and French teacher, I
incorporated in my classes topics that related to glocal citizenship: it was a win-win
situation for me and the students. | then began my educational journey at the University
of Barcelona by pursuing two master's degrees in education (Master in Citizenship
Education and Values, and Master in Teaching and Learning in Digital Environments).

These degrees were essential to my admission to the Doctoral Program.

Throughout my previous studies, journeys, and professional experiences in international
cooperation, event organizing, and corporate social responsibility, | have developed my
glocal lenses that are essential to my current research. Yet, these lenses were not solely
shaped by what | read or where | traveled, but also by the fact that | am a second-
generation immigrant who has embraced this glocal attitude from an early age. A second-
generation immigrant born in Switzerland with Southern Italian roots, my experience
taught me the danger of stereotypes, what it means to be born in a country but not possess
its citizenship. With only his first year of secondary school behind him, my father began
studying to become a Swiss citizen, not just to vote, but also to give my family more

options. As a consequence, at the age of twenty-four, | completed a diplomatic traineeship
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in the Swiss Department of Foreign Affairs. My mother, who was an elementary school
teacher, was directly affected, since her certificate was not recognized in Switzerland. In
the nineties, at school, | noticed some separations among teens based on their nationality.
My first question about citizenship came when | was twelve years old. Moreover, another
question arose: why citizenship was not conferred by ius solis? Was it sufficient or was
it still discriminatory? It was the Balkan conflict and the Irag-Iran conflict that helped
me to see that citizenship should not matter in school and that being from a different
cultural background may even be an asset if the teacher is properly prepared. My teachers

were outstanding in their ability to deal with students who escaped war.

My very personal motivation, and | believe the most significant one, is gender-based,
since this thesis is also a means of empowering the women of my family of three
generations (my grandmothers with elementary education, my mother as an elementary
school teacher, and as an educational doctoral student). Working in education and writing
this dissertation may be a logical consequence of this awareness of how social-political-
economical privileges can also be determined by passports. By doing a game of words,
this thesis claims to defend science with consciousness. It is interesting to note that the
Italian consciousness is Co-scienza, as it embeds science and the suffix “co” that means
“together”. My motivation, which can be summed up as “awareness of social injustices”,
might seem unexceptional considering we see them in the media almost daily, but
experiencing it first hand is what made me engage with this thesis. In this sense, Glocal
CE serves as a means of helping to alleviate this inequality by accompanying students in
acquiring the knowledge and competences necessary for them to fully understand and
participate in a globalized and glocalized society. Thus, | view this dissertation, in my
role as an educator and a journalist, as an opportunity to become a professional who
possesses an appropriate instrument to contribute to academia in a way that connects
theory and practice and fosters engagement with various types of researchers.
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1.3. Theoretical starting points and epistemological and

methodological perspectives

In the following parts, | will provide some insights on critical points related to the
theoretical framework and the epistemological and methodological perspectives. | will
discuss how I chose the adjective glocal over the global as well as the importance of the

interpretivist and critical lenses throughout the course of the research.

1.3.1. Starting points of the theoretical framework

Researching global citizenship(s) (Andreotti, 2016), is a way to contribute to the
construction of knowledge of an integral perspective of CE centered on being a glocal
citizen in the liquid world we are living in and in which a glocal perspective that relates
CE with transversal competencies is needed to face the challenges our society faces
(Bauman, 2007). Since this research is built with the lenses of critical and interpretivist
paradigms, | will refer to glocal citizenship, to neutralize in the text the word global which
in the last decade has been an object of criticism (Andreotti, 2014; Gaudelli, 2016;
Swanson, 2011).

As | begin, 1 will take Andreotti's perspective of labeling it global citizenship(s) as "(s)"
that refers to its many interpretations, which change depending on the context, teachers,
students, schools, and administrators, among many other factors. On the following pages,
| refer to the same peculiarity mentioned by Andreotti but by avoiding the word global.
I, as an in-becoming researcher, take a detachment from the neo-liberal, mainly western
view of promoting global citizenship education and use the word glocal with the intention
of not ending up using a word subject to controversy. One could also use “world
citizenship”, which was used during the interviews and group discussions, if intended as
a direct translation of the French version of “citoyenneté mondiale”. Oxley and Morris
(2013) also mention multiple conceptualizations of this term; hence, | am choosing a word
in this article that considers the non-neutrality of “global” as an adjective. Continuing in
this order of reasoning, the postmodern sentence “think global, act local” can be one of
the guidelines that global CE should follow (Robertson, 1992). Although the word

“citizenship” is a political concept, which makes the educational system prioritize topics
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related to civic education, especially by studying the main governmental issues and how
to participate through democratic tools; glocal CE also focuses on topics that transcend a
national territory such as the environment, caring for oneself and others, gender issues,

digital democracy, etc.

Concerning the literature of CE, it is important to state that, when talking about glocal
citizenship, I don’t merely emphasize the national-international dynamic, but also the fact
that it embraces different levels of citizenship, going from personal to international
parameters. Therefore, in defining glocal citizenship there has been literature from
planetarian citizenship (Morin, 1999) to global citizenship or the education for sustainable
development (SD); that said, the lens | am choosing as a researcher, are the ones that

create a dialectic in between different spheres and see how they relate to glocal CE.

Moreover, although there are different visions of CE there are still schools that work with
a narrow concept of civic education. However, in theory, CE is generally recognized as
not merely civic education. Following Trilla studies, there are different levels of
democratic participation, starting from the legal to the conscious and responsible to end

up with participative education (Trilla, as cited in Puig, 2010, p. 83).

From these categories, civic education can be compared to the legal level of being a
citizen of their local environment. CE consists of practices that aim to prepare students to
participate in political and social processes consciously and responsibly, while taking into
consideration global developments and needs. In addition, Puig (2010, p.104) states that
the different angles for teaching citizenship vary depending on the education and
background of the professor. Furthermore, the concept of citizenship differs from school
to school, from place to place, due to the internal dynamics of each school. Some schools
may take a more local approach while another may focus more on citizenship towards
environmental or gender issues, which transcend the state. That said, each proposal of CE
should enclose three different areas:

- a cognitive area (knowing the institutions, human rights, history)

- an area dedicated to attitudes, values, and critical thinking related to being a citizen

- and an area dedicated to active participation (development of competencies for being

active in the public sphere) (Puig, 2010, p.23).
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Puig identifies different perspectives of CE and depending on one’s interest we mainly
find: active and responsible, cosmopolitan, global, multicultural/intercultural, socially
inclusive (Puig, 2010, p. 20). The list could continue with the education for SD, the
education for planetarian citizenship, human education. Media education, emotional
education, environmental education, education for peace is also part of a broader
perspective of CE. All those branches treat topics related to being a responsible citizen.
Morin’s (1999) approach “the seven complex lessons in the education for the future”
develops the concept of planetarian citizenship, meaning a type of citizenship that
practices and understands its connectedness with the environment, and wants to teach the
complexity of the interdependency between human beings and the environment (Morin,
1999, p. 57).

Morin also talks about “planetarization” rather than globalization. For Morin
“Planetarization” is a much more complex concept because it considers the dialectic
between the Earth and all human beings. Globalization offers in itself an anthropocentric
perspective (Morin et al., 2004, p.58). Therefore, education for planetarian citizenship
means to educate for complex thinking and the consequences of actions of a citizen able
to understand the dynamic “human-society-planet”. Morin considers teaching to be more
than just a profession, a service, but also a political function, to provide strategies for life
(Morinetal., 2004, p.87). Morin provides six strategic axes for a transdisciplinary method
that can be developed in any educational institution. First, the conservative/revolutionist,
in which the main aim is to preserve the cultures, but by being open to reforms for the
good of the civilization. The second is resisting the factors that de-humanize, the third is
to teach problematization, the fourth ax allows a “come back” (return for re-invention) of
the future and the past at the service of the present. In the fifth axis, he exposes the various
directions of the political discourse in the global context, and lastly, he mentions a
strategical ax to civilize the civilization. Under all these axes, pedagogical activities for
planetarian and glocal citizenship are pertinent. Morin’s perspective reflects the
complexity in which the society moves, and the transdisciplinary character of CE is useful
for the understanding between the relations of local and global dynamics (Medei, 2004,
pp.16-17).
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An additional relevant aspect of the glocal approach is that the "Earth parameter” is
needed to develop a vision of environmental education that is related to citizenship. When
using materials related to Education for Sustainable Development (ESD), it is essential
to realize that in this definition of ESD the words “sustainable development” that
appeared in the far Bruntland Conference in 1987 have been separated from real
sustainability and seek more economic growth. According to the Degrowth movement,
SD is an oxymoron (Kallis & Latouch, 2009, p.1017). Moreover, the purpose of the
Degrowth Movement is to return to an epicurean lifestyle, which is extremely interesting,
and it can be very useful for pedagogical activities in teaching global citizenship, but it
might be viewed as being too drastic by teachers. The degrowthist critic of SD, however,
connects with a citizenry that reflects glocally on their actions.

Concerning global citizenship, we can see researchers such as Beck who have a glocal
approach. According to Beck, global citizenship is defined as the transformation of our
understanding of reality, viewed through glocal lenses, necessary for the complexity of
experience in the world. (Beck as cited in De Paz, 2007, p.65). This vision of global
citizenship or cosmopolitan citizenship has the main will of wanting to teach the
complexity of the world, as it is for planetarian citizenship education, but it stresses the

glocal dimension.

It is under this perspective that the UNESCO’s guidelines of GCE can be read and useful
for drafting a glocal approach of CE. Although this Institution talks about EGC on the
other side it mentions the local-global dynamics in its principles (UNESCO, 2014, p.22).
The list of perspectives might continue but the purpose of these paragraphs was to
highlight those different approaches that exist and in the theoretical framework chapter
(Chapter 2) where | present different dimensions, topics, and competencies related to
glocal CE. The idea is to acknowledge several approaches and highlight aspects that

resonate with glocal CE and correspondent glocal pedagogies (Mannion,2015).

Other concepts explored in the theoretical framework are teacher agency, teacher
education and its related professional development. Understanding these concepts and
their links with others, was crucial for conducting later the analysis. Specifically, in terms

of professional development, as well as issues related to citizenship, non-formal
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continuing education methodologies, according to Sadio's research (2011, p.8), help
teachers to have personally rewarding training experiences. It may provide them with the
opportunity to develop personal and social characteristics that will enable them to be good
citizens. Meanwhile, the author mentions some challenges in making profound changes
to teachers' educational plans. Among them, the lack of time, a lack of materials, and the

resistance in the educational community stand out as the main reasons.

In addition, I considered also to include teachers’ competencies such as those cited in
Perrenoud (2001), such as facing the duties and ethical dilemmas of the profession, for
example, preventing violence in the school and in the city, fighting against prejudice and
sexual, ethnic, and social discrimination. All these competencies are reflected in the
political role intrinsic to the teaching identity. In this regard, we find studies such as that
of Clemitshaw (2008) who discusses how dealing with CE in the classroom can constitute
a subversive activity for the teacher. Biesta and Lawy (2006) focus on the importance of
focusing on "teaching citizenship to learn democracy"” (p.74). In “service professional
development in this sense requires strategies that allow prioritizing on the citizenship
experience of students. Snart (2010) in the same line states that addressing GCE in the
classroom requires teachers who can address the sense of responsibilities, solidarity, and
the feeling of justice, this and other sub-competencies related to citizenship. It also
requires teachers who “have developed, at least in part, the competence to organize their
own continuing education” (Perrenoud, 2001, p.133). A teacher who deals with GCE is,
according to Meirieu (2001) someone who has “acceptation d’un principe sociétal supra
communautaire est sans doute elle-méme subordonnée a la reconnaissance fondatrice de
I’appartenance de tous les hommes, quelles que soient leur communauté d’appartenance,
a une commune humanité” (p.13). Accordingly, the studies made by Huddleston (2005)
confirm “the idea of citizenship education discussed here differs quite dramatically from
traditional forms of civic education and pedagogical practice and may require something
of a paradigm-shift for its implications to be fully understood” (p.55). Therefore,
Huddleston (2005) warns that in service professional development in GCE it cannot be

taken for granted that teachers understand what CE consists of.

As it relates to teacher agency and GCE, it is undeniable that teachers are essential agents

of GCE (Goren & Yemini, 2016), since they decide how and whether to incorporate it
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into the curriculum and deliver it to their students. Additionally, it depends on whether
they adhere to moral beliefs aligned with GCE while teaching. In fact, GCE is certainly
a moral education, as there is a certain moral vision behind the goals that teachers hope
to reach, such as a moral commitment to global humanity. In the Western democratic
civilization, there is, unfortunately, the risk that even if teachers embrace GCE goals,
highly individualistic, capitalist, and liberal ideals have an impact, and often teachers
conform to a “Western moral order” that might be termed “global liberalism” (Meyer,
2009, p.292). Thus, if I am to reinterpret UNESCO's statement, “the quality of an
education system cannot exceed the quality of its teachers and teaching” (2018, p.5), it is
fundamental that through their agencies they embrace a critical, glocal approach to
GCE. Transformative pedagogy is crucial for students to fight social injustices and

become critical thinkers.

Similarly, Carr et al. (2014) underlined that teachers have too often an ethnocentric,
paternalistic, and salvationist perspective in GCE. They tend to assume a status quo
position on normative discourses such as modernization. They also embrace an overly
universalistic discourse, which is counterproductive, since by generalizing they do not
encourage students to become critical thinkers and glocal citizens. Therefore, Hicks and
Holden (2007) propose that teachers should develop their professional skills by increasing
their knowledge and skills in order to deal with complex and controversial issues related
to GCE.

1.3.2. Epistemological and Methodological perspectives

In an attempt to begin with a metaphor, 1 would describe the researcher's perspective as
the lens or point of view from which | observed and perceived the phenomena. The
interpretivist lens (Creswell, 2007) was combined with the critical lens (Taylor & Medina,
2013). The last paradigm is also known as the transformative paradigm (Riyami, 2015).

Concerning the first one, as much as I tried to reach saturation of participants’ viewpoints,
the interpretation of the information collected is mine. It might seem an obvious statement
but contrary to a positivist approach that seeks objectivity at all costs, | used an
interpretivist approach. Rather than providing deterministic explanations, | wish to
comprehend the phenomenon. | did not enter the field with any concrete hypotheses, as |
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let myself be surprised along the journey of the research. The interpretivist approach is

characterized by examination of documents, semi-structured interviews, FGD, and

observation, as is the case in this type of research. Furthermore, all meetings with the

participants were prepared in advance with topics and questions but I always leave room

for new aspects to emerge during these moments of sharing with the participants. What

also makes this research an interpretative one is that my personal interpretation of the

information collected during the collection itself guided the research. The ethical pillars

supported this interpretation, which is only one of many possible interpretations.

Interpretivism is best understood when it is viewed in opposition to the positivist

paradigm, as depicted by Pizam and Mansfeld (2009) in Table 1.

Table 1.

Differences between positivism and interpretivism.

Assumptions Positivism Interpretivism
Nature of reality Obijective, tangible, single Socially constructed,
multiple
Goal of research Explanation, strong | Understanding, weak
prediction prediction

Focus of interest

What is general, average and

representative

What is specific, unique, and

deviant

Knowledge generated

Absolute (time, context, and

value free)

Meanings
Relative  (time,  context,

culture, value bound)

Subject/Researcher

relationship

Rigid separation

Interactive, cooperative,

participative

Desired information

How many people think and
do a specific thing, or have a

specific problem

What some people think and
do, what kind of problems
they are confronted with, and

how they deal with them

Note. Recreated by the author following the original in Pizam and Mansfeld (20009,

p.337).
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Through the interpretivist paradigm, | tried to “Verstehen” (understand) by exploring
what is an empathetic understanding. The two pillars of interpretivism are subjectivism
and theory. Subjectivism admits that reality is our experience, perceptions, and feelings
and theory offers the opportunity to give meaning to the results of the research (Howell,
2013). In addition, as it is common to criticize interpretivism as being subjected to the
bias of the researcher, I think that through acknowledging explicitly the “I”, as a
researcher, the reader can understand by whom is written and triangulation also helps

limit the bias.

Moreover, the interpretivist paradigm deserves a parallelism with the social constructivist
one. Gorski (2013) made social constructivism visually comprehensive thanks to this
sentence “the dominant philosophy is positivism. Its oldest rival is interpretivism. The
young upstart is social constructivism. The three approaches are premised on very
different social ontologies (i.e. theories of social reality)” (p.659). In fact, if social
constructivism is often seen under the interpretivism paradigm umbrella for its pretension
for exploring and describing a phenomenon (Carr & Kemmis,1989); as the socio-critical
perspective, it has also an undeniable ideological component which is translated in the

main purpose to transform educational practice.

The socio-critical paradigm in this research is reflected in the search for a foundational
equation of this model. The equation consists in the interplay between the habitus, capital,
and field resulting in different constraints (Bourdieu cited in Maton, 2008, p.50).

The equation proposed by Bourdieu is:

[(habitus)(capital)] + field = practice

| take this equation of socio-critical paradigm not as a limitation and strict mathematical
formula but as a metaphorical potential that shows how research with a socio-critical
paradigm seeks transformation in educational practices. As a final note, it is also why the
objectives of the research were not just focused on the critical description and explanation
but also on the envisioning of elements crucial for a change in teacher education in glocal
CE.
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In this equation, the individual habitus works as both "a structured and structuring"
presence interacting with different individual forms of capital. The combination of them
depends on the state and the position of the individuals on the field. Only in this way it
can be understood the scope -or lack of it - of their agency on the field. In other words, it
is the combination of the habitus and one’s current circumstance that combined with the

field’s “unwritten rules of the game” define the research (Maton, 2008, p.51).

1.4. Citizenship education nowadays

In the following pages, | share some pivotal information on citizenship education
focusing on some historical information on how in Europe it was implemented under

different form, we can understand better how potentially glocal CE could serve the

purpose of local and global and translocal concerns that transcend CE or civic education.

1.4.1. From citizenship education to global citizenship education

At the end of the past century, Delors (1996) was already mentioning that citizenship
education is one of the major challenges in all democratic countries. This is related that
in the 1990s, the process of democratizing new States in developing countries and in
Eastern Europe, had an effect: a resurgence of “citizenship education” research in these
countries as in the mature democracies (Evans, 2004; Hepburn, 1995). On one inside, in
the 1950s citizenship education (CE) was researched under the umbrella of political
socialization that studied the role of schools to foster democratic participation (Hepburn,
1995). On the other side, the lack of consistent findings resulted in the decline of research
in this discipline. The third millennial was just starting and the research on CE benefited
from a new era. Moreover, nowadays civic and CE in their different versions are part of
the curriculum of most of the Nation-State worldwide. However, the modality they
implement might vary depending on the jurisdiction of each country. As the common
ground in all countries, CE constitutes the educational effort to contribute to available
and stable democracy. Thus, CE is a part of the school curriculum in many nation-States
(Kennedy, 2012, p. 121). Therefore, most countries consider citizens’ rights and

responsibilities for participating in the democratic game as themes of CE.
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Due to the pressures of globalization, CE takes a global perspective, challenging in this
way a more local version. Globalization is defined by Giddens “as the process of
intensification of cross-area and cross-border social relations between actors from very
distant locations and growing transnational interdependence of economics and social
activities” (Giddens, 1990, p.9). Various processes characterize it such as transnational
migration, the homogenization of cultural practices, and the development of supranational
groupings. Plus, these issues challenge more local versions of citizenship. Being part of
a world network justifies an approach of citizenship education that goes further than just
teaching citizens’ rights and obligations in a specific State. This dialectic between local

and global might justify to explore the need for a third way: glocal CE

1.4.2. Historical European background on citizenship education

As mentioned in the lines above, each country shapes differently CE. From previous
studies, we can mainly see that each State has a vision of CE or civic education. Some
countries have a subject dedicated to it and others follow a transversal approach.

Concerning Europe, the first division was between the Central and Eastern European
regions and the Western European countries (Print and Smith, 2002). The last ones had
to face issues based on “a mix of new demographics, growing prosperity and a voter
apathy” (Print and Smith 2002). The Central and Eastern European countries, being
relatively new democracies, had to use CE as something necessary for educating people
to follow new values, conventions and behaviors necessary for living in a democracy
(Print and Smith 2002, p. 103). Although this need for teaching citizenship in the
European classrooms started for different reasons, in all European countries CE is used
in schools to foster future democratic participation. The way it is shaped varies in time
and it depends on national and regional educational politics. That said, there are mainly
three different ways to treat citizenship education at school. As it is mentioned in the
Eurydice report 2017, “it can be a separate subject, integrated into broader compulsory
subjects or learning areas such as the social sciences or language studies, or it may be
across-curricular objective to be delivered by all teachers” (p.11). Among these three
options, the cross-curricular or the integrated approach is the most adopted system for
integrating CE in the curriculum. Moreover, many use both approaches at all levels of

43



Palma Grano. Glocal citizenship education in lower secondary school.

general education. This implies that teachers of most subjects are involved in teaching

somehow CE.

The cross-curricular and integrated approaches are the most popular in all European
countries. This results in a request of information by the schools in Europe that generates
the creation of seminars, projects, and publications that try to define the development of
citizenship education that seeks common principles at a European level. Already in the
early XXI Century, Naval et al. (2002), affirmed that “there is considerable contestation

concerning the place of democratic citizenship in the school curriculum” (p. 109).

Moreover, the concern for CE in European countries happened with a deep cultural
change in the school system in the 90s. In this period, the school started to integrate
competency programs such as education in media, health, sustainable development, and
so on. In this context, citizenship education is part of the educational mission of the
school. This mission includes the personal and social life of the student.

For instance, the study directed by The International Association for the Evaluation of
Educational Achievement (IEA) Civic Education Study (Boss & Schwippert, 2009), in
which 23 countries participated including Switzerland, showed that there are few ones
that do not stick with a superficial factual knowledge of civic education but integrate a
democratic approach in their class. These countries show better results in citizenship

education. Unfortunately, this dynamic happens rarely (Kerr, 2003, p.21).

Plus, Torney-Purta’s study (2002, p.134), mentions a common point between the post-
Communist countries which are the so-called new democracies, and between older
democracies such as Switzerland. In post-Communist countries, schools transmit better
democratic principles than skills. In older democracies, such as England, Sweden, and

Switzerland students perform better on a skill level rather than on the conceptual level.
In the studies of Naval et al. (2012), the analysis of policy and curriculum documents of

various forms of CE in Europe and abroad brought them to consider democratic

citizenship education programs, which include:
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draw not only upon traditional views of civics and citizenship education, characterized by learning
about government, democratic institutions, national allegiance, the legal system, national
constitutional and political history, as well as the responsibilities of citizens, but also expand them
in the context of a globalizing world where most countries are now democracies. Furthermore,
learning about democratic citizenship emphasizes understanding democratic principles and
processes, broader conceptualizations of national identity, democratic values, citizen rights and
responsibilities (including human, social and political rights), global and multiple citizenships,
the rule of law and judicial independence, all designed to foster active, engaged, democratic
citizens. (Naval et al., 2002, p.110).”

It is at the beginning of the XX century that global citizenship education (GCE) starts to
get its place in Europe but under the form of Democratic Citizenship. Although it was
approved by the European Commission and the Council of Europe and had clearly a
European vision of citizenship, it also included information, values, and skills, not just
that apply to the rules of a single State but that transcend and are useful worldwide.

This situation of coexistence of GCE and CE in Europe, does not reflect in equivalent
research on GCE and CE in the region under study.

1.4.3. Pivotal information on citizenship education of the context studied

In Ticino, Donati et al. 's study from 2012 is the only research on CE that includes lower
secondary school. It examined secondary schools, high schools, and professional cycles
to discover relevant data for understanding students' knowledge and attitudes. In this
report, there is only one section that is dedicated to the relationship between CE and
teachers, and it uses a quantitative methodology to highlight whether teachers involve CE
in their classes or not (Donati et al., 2012, p.58). There is no professional development

for teachers in Ticino regarding glocal CE or any similar program.

As far as the work on CE in Switzerland is concerned, the work Pagoni et al. (2009) stands
out in the French-speaking part of Switzerland. They focused their study on the didactics
of school disciplines and citizenship education. Their research is mainly concerned with
questioning the skills and knowledge built by pupils thanks to a series of participatory
devices in schools, and the knowledge and skills used by teachers to accompany pupils

in this process of CE training.
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Audigier's (2001) work in French-speaking Switzerland focuses more on strategies for
civic education in primary and secondary schools and invites us to study the basic
concepts of the key competencies of citizenship education derived from law. Audigier
(2001) takes law as a reference to define CE by articulating between the collective and
the individual, inviting to deal with individual rights and fundamental freedoms.
According to Audigier (2001, p. 10), in schools of a democratic society, law serves to
organize relations between individuals as well as relations between individuals and

power.

As far as studies on teacher education in CE in German-speaking Switzerland are
concerned, we find the works of Ziegler who focuses on civic education in the new
curricula (Ziegler, 2011) and how civic education is above all a matter of History (Ziegler,
2013). Civic education does not have its timetable and for this very reason, Ziegler's
(2011) studies deal with civic education in History and First Language. Here it is
emphasized that civic education is more about dealing with institutions and how to act

within them.

According to Ziegler's studies (2011) teachers are free to deal with civic education in their
classes without having to follow a defined program. As far as the Ticino region is
concerned, civic education gives priority to citizenship education and it is a matter for
History teachers as well as for others, under a transversal perspective as it is presented in
the GSP as "Vivere assieme ed educazione alla cittadinanza”. However, there are no
studies on this curricular aspect of the GSP. There are other studies on this topic, but
Waldis, of the Center for Citizenship and History Education (Northwestern Switzerland
University), has devoted herself to research on aspects of CE and teacher education
(initial teacher education and professional development) that concern primarily history
didactics (Waldis, 2016). Moreover, they do not deal with CE but with civic education,
i.e. what for Puig (2010) is the first level of CE.
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PART I
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Presentation of the theoretical framework

The theoretical framework has two chapters. The first chapter treats the concept of
citizenship and the different notions CE. The focus is given to glocal CE and the main
potential ramifications that glocal CE embeds. The second chapter presents the main
concepts that are linked with teachers' professional development on glocal citizenship.
These concepts are teacher agency, teacher identity, in-service teacher education, and
teacher professional development.

Giving a certain weight to history by explaining the roots of some of these concepts as
citizenship or identity, was crucial as | position myself as a critical glocal (or translocal)
researcher. Thus, | consider essential to contextualize the concepts also through history

as it contributes to better understand them nowadays.

Embracing the complex paradigm (Morin, 1992) was essential for writing with critical
lenses. It meant that | pictured in these chapters the relevant components that support
complexifying the subject. Both chapters served the purpose of building a theoretical
standing point from which | enter the field and do the analysis of the information
gathered. In fact, they served the purpose to sustain the research with lower secondary
school teachers in glocal CE. However, it is in the finding and discussion section that new

theoretical aspects not considered in these two chapters appeared.
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2. Chapter Il Glocal citizenship education

This chapter represents the first part of the theoretical framework. It highlights the key
elements concerning glocal CE. The first point | make is that glocal is more than just an
adjective. Canevacci (2014) named it an “extraterritorial territory” (p.46) that was
disqualified in the name of rational reason. Prior to presenting glocal CE, | introduce the
concept of citizenship through historical lenses. Next, | will explore glocal CE as a glocal
pedagogy, continuing with other forms of global CE. As glocal CE can be related to other
“educations”, | also introduce them. Lastly, a part is dedicated to the topics and
competencies associated with it. In this theoretical part, since the study is based in
Switzerland, | consider mainly European discourses. However, there is an attempt to
make a parallel with other non-European "educations of" or “philosophies”. Allthough
they are a couple of points, | consider them important to include them in the kaleidoscope

of glocal CE.

2.1. Glocal: more than an adjective

Before hitting the concept of citizenship that is fundamental to understand the various
versions of citizenship education, glocal included, | portray what sustains naming CE as
glocal. The process of glocalization is actually something that is more important than
ever, as the need to remain "in between™ universal and relativist discourses, as glocal

citizenship offers a citizenship that is continually dialogical.

2.1.1. More than globalization: glocalization, the connection of the local
and the global

The term glocalization (Robertson, 1992), which is linked with the postmodern sentence
“think global, act local”, is fundamental in this study. It helps to justify the sense of a
non-nationalistic approach to citizenship education.

Citizenship is a philosophical and anthropological concept that transcends political

boundaries. Nonetheless, the terms glocalization and globalization are the terms that
demonstrate the need to address topics and competencies that transcend national borders.
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Scientists and technologists have made huge advancements in the last century, such as
airplanes, cars, telephones, and the internet, which have made it possible for people to

communicate no matter where they are.

We see the emergence of globalization (Robertson, 1992; Krugman & Venables,1995;
Robertson 1997; Gorg & Hirsch, 1998; Tomlinson, 1999; Inglehart, 2000) and
glocalization (Kraidy, 1999; Roudometof,2005; Kjeldgaard & Askegaar, 2006; Willems
& Bossu, 2012; Joseph & Ramani,2012) dynamics, where one’s local world becomes
increasingly impacted by global events and vice versa. The economic turmoil we have
experienced in the last years highlights the increasing global interconnectivity. Although
we have become increasingly connected on a global scale and our actions have an impact

on one another, this has not led to a global identity.

Bauman (2007) argues that understanding and addressing this phenomenon in schools
and enhancing transversal competencies is essential. The new generation of students will

be able to engage in a proactive manner in the global-local dynamics of the 21st century.

It is important not to forget that youths have incorporated the process of glocalization into
their own identities. They are building their consciousness of a locality’s position in
relation to a global system of centers and peripheries and creating a consciousness of the

world as a whole (Robertson, 1992). As Kjeldgaard and Askegaar (2006) mention:

There is a youth cultural similarity since the youth culture is (becoming) universal
as a symbolic space for identity articulation. And there are local contextual
differences that determine the particular young consumers engage with the
ideology. The constructions of local versions of youth culture are, however,
restrained by glocal structural commonalities. (p. 245)

Despite the fact that this paragraph deals with the identity of young people in a consumer
society. Additionally, it relates their identity to the dialectic between the local and the
global. Therefore, as future citizens, they are likely to be most interested in topics that
extend beyond the local, such as national visions for example. Thus, topics such as

environmental issues, gender equality, human rights, etc. can be considered to be glocally
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or translocally relevant for CE. Translocal in the sense that glocalization also refers to the

dialectics between two or more different communities or regions.

2.1.2. Universalism and relativism

The concept of glocal citizenship is at the intersection of universalism and relativism.
Glocal citizenship is in fact related to universalism in the sense that we are all living in
the same world and as such, we are all citizens of the world. According to Soetjakmoto
(1984):

the human species as a single and indivisible unit comprising a global society of
many cultures”. As humans being part of a common society, we all strive for some

universal goals such as global peace, justice, and cooperation (p.11).

Additionally, world or glocal citizenship also recognizes a certain relativism due to the
specificities of each nation and culture. Teaching glocal CE does not imply ignoring the
particularities of each country. In their work, Arnove (1999) and Belle-Isle (1986)
recognize the dialectic between universalism and relativism when teaching citizenship.
In CE, topics such as human rights have been the subject of this dialectic between
relativism and universalism. Callan (1997) and Kymlickha (1995) delve deeply into this

issue.

Hanvey (1975) describes it as the awareness of human choices, which means that we
decide to be aware of the fact that as humans we have many qualities in common that

transcend our passports.

Besides, this dialectic between universalism and relativism in values, attitudes, and
competencies is related to the frame of glocalization. This frame represents a permanent
dialectic between a global culture and the cultures or other relevant aspects of each nation,

region, village, or individual.

Considering relativism and universalism, it is like considering the connection between
the local and the global. Glocal CE education helps to see how students driven by a certain

relativism of values and their local reality, make choices motivated by a universal good

55



Palma Grano. Glocal citizenship education in lower secondary school.

and the wellbeing of the entire world. The region is acceptable when it does not affect
people of the whole globe and the planet itself. Glocal CE in this sense fosters the feeling
of connectedness with the people of the whole planet and the earth itself.

2.1.3. Awareness of the “state of the planet” embedded in glocal

citizenship education

Glocal CE, as mentioned in the previous paragraph, refers to education that considers the state of
the planet and our relationship with it. In fact, as Badie (2002) noted, territorial boundaries
become fluid and ecology is crucial in determining a world/planetarian citizen's identity.

This statement may be related to environmental ethics, which is a subset of applied ethics.
Elliot (1995, p. 6) refers to environmental ethics as “all ethics” that govern our
relationships with the natural environment. Environmental ethics is fundamental to glocal
CE because it raises awareness of the relationship between humans and the environment,
and it promotes a clearer understanding of environmental issues. It is particularly relevant
in the perspective of CE as glocal, which transcends the State and examines the global
dynamics as well those of the local from a variety of perspectives, such as the
environment. Considering the present context, glocal citizenship education should
promote a type of education where economics and oikonomia go together (Medina, n.d.,
p.3). Therefore, modernism and postmodernism both pointed out very clearly that an
anthropocentric vision brought us to acknowledge the many problems that must be
counterbalanced. As a result, human beings become a component of a system in which
no one has greater power. As a matter of fact, the keyword has been "at the service of"
humans, as agriculture is governed by a "western-style” that has encouraged
homogenization of production without respect for biodiversity. The anthropocentric
approach is consistent with this observation (Medina, n.d., p. 4). It has been the century
in which we most rapidly destroyed the Ashb law (or the law of the necessary variety),
meaning that it is possible to regulate a system, in this case, the environment, if it disposes

of the major variety of the species that generates what is regulated (Medina, n.d., p.4).

The “awareness of the state of the planet” is usually explained by “sustainable
development” which is a fundamental tenet of GCE. Nevertheless, explained in another

part of this theoretical framework, the partisans of SD pretend to integrate environmental
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awareness with humanity’s SD (Hill, 2002). Degrowth is opposed to SD because it is an
oxymoron and teachers should link the "awareness of the state of the planet" with the
incompatibility with continuing progress under a neo-liberal economic view since all

economic growth will harm the environment (Alier et al., 2010).

2.1.4. Awareness of cosmopolitanism

Migration, globalization processes such as integration of the European Union (EU), and
multiculturalism in European countries justifies the need for glocal citizenship education.
The awareness of cosmopolitanism is a fundamental aspect of glocal CE. The
anthropologist and philosopher Magoroh Mayuyama (1997) present the concept of trans-
section that is linked to the post-modern understanding of the experience of “other”. This
term means moving beyond empathy. For Muyuyama (1997) there is a common
recognition of common human experiences and emotions that every human being is
familiar with and that makes empathy something proper to our being. This vision, as naif
as it might seem, occurs mostly when we are in contact with people from different cultures
and know people that are foreign to our way of life. This is the case in most European
schools where there is a high percentage of pupils from different countries and
backgrounds in the same class. This environment in a classroom is an opportunity for the

teacher to help students to experience cross-cultural awareness.

Martha Nussbaum (1996) makes this anthropological vision more explicit by talking
about cosmopolitan abilities. As one of the defendants of cosmopolitanism, in her book
"Patriotism or Cosmopolitanism", she defines the Cosmopolite as “the one compromise
with the entire community of human being” (Nussbaum, 1999, p.14). A number of other
approaches to cosmopolitanism have been developed by various authors, for example
David Held (1995) for the political approach, or Ulrick Beck (2006) for the sociological
approach that analyzes the processes of intercultural communication from which the
cosmopolitan vision is derived. These visions, among others, as they are fundamental for
glocal CE, are treated in the segments to come where the main topics of glocal citizenship

education are presented.
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2.2. The concept of citizenship

By explaining the concept of citizenship starting from an historical perspective and
continuing with “western” approaches and post-national visions, it helps to understand
how glocal CE embeds different levels of CE and it is an approach that can dialogue with
other “educations of” that expand the concept of citizenship. CE is based on a certain
interpretation of citizenship. While some countries, such as Canada, emphasize global
citizenship in their CE curricula, others follow a more national approach. Citizenship
education occupies a middle ground between global citizenship education and citizenship

education in countries such as Switzerland.

Since ancient Greece, the concept of citizenship has continually evolved. In our society,
it is currently a subject of debate, especially from a political perspective. Specifically,
there is concern about how schools should handle the issue of citizenship. As a school in
Europe, one of its missions is to develop the next generation of citizens. Furthermore,
when deciding how to approach CE, different western political philosophy perspectives

are relevant.

| present the main definitions of citizenship as a concept. These different visions may
coexist in the CE. Meaning that although the study plan might englobe a certain mission

of CE, the definition of citizenship might take different angles.

In the State perspective of citizenship, this last word is used to mention the relationship
between a person and the State. However, this vision tends to be restrictive. What is
common in a State oriented citizenship is that some are citizens because some others are

not. The sense of exclusion is the fundamental element (Parsons, 1999).

2.2.1. Historical perspective of the concept of citizenship

Even in ancient Greece, Diogenes believed that citizenship should embrace the entire
world.
The concept of citizenship indicates the relationship between the State and an individual.

More specifically, it is the rights and obligations that come from the relation between the
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two subjects. From the polis times until now the term evolved, but it is during the French

revolutions that it changed the most (Brubaker, 1989).

As it was mentioned in the introduction of this chapter, what is common throughout
history, is the concept of exclusion opposing citizenship. A citizen has certain rights, such
as the one to participate in the decision process of political decisions. Meanwhile, the

democratic game is not open to non-citizens (Lagasse, 2000).

In the Greek and Roman world, civis and civitas, describe the relationship between the
individual and his city. We can say “his” because females were excluded from it.
Moreover, in the Greek poleis, the condition for being a citizen was to be a free male, son
of a citizen of the same polis. This is what nowadays we would be calling ius sanguinis,
meaning that it is needed to be a descendant of a citizen of a country and not just be born

in that State. This last situation corresponds to the ius solis.

In the Roman Empire, the concept was extended while the empire was growing. The
condition of being a free male was still excluding slaves and females, but it was including
people living out of the city. After the fall of the Roman Empire and the illuminist era,
the idea behind citizens was mixed with the idea of the commoner. Aristocrats,
ecclesiastics, and commoners had distinct rights during middle age. Often the rights of a

citizen were established by the possessions of lands (Mathisen, 2006).

With the 1789 Declarations of human and civil rights, there is a clear distinction between
the concept of commoner and citizen. In the second case, there is an association between
the term nation and citizenship. It is more inclusive for the recognized rights, and in terms

of possible people that can be entitled to these titles.

It was in 1948, with the Universal Declaration of Human Rights, due to the start of a new
philosophical and political process that a revolution in the international law system
occurred. In 1948, a crucial change occurs due to the recognition of fundamental rights
for all individuals, regardless of their citizenship status. Such a system is rooted in values

that transcend States.

59



Palma Grano. Glocal citizenship education in lower secondary school.

In Class, Citizenship and Social Development of T.H. Marshall (1964) the political and
sociological aspects that constitute the word citizen or foreigner are incorporated. He did
not analyze citizenship only under legal lenses. Moreover, he advocates for a conception
of citizenship focused on ensuring equal civil, political, and social rights (Marshall and
Bottomore, 1950, p. 11). Due to the apparent success of post-war welfare, this conception

seemed to be consolidated.

Marshall highlights that the concept of citizenship not only refers to the distinction
between citizens and strangers at a legal level. He states there is also a political and
sociological significance that explains what is the conception of democracy and what it
means to be a citizen adopted by each State. Another element relevant in Marshall's vision
is that the post-second world war definition of citizenship serves to overcome the
distinctions of classes. Furthermore, under a historical approach Rocher (1999) explains

the three stages that refer to the extension of citizenship.

As a first stage, the 18th Century is characterized by civil citizenship. The tribunals that
guarantee civil rights allow individuals to exercise their beliefs, freedom of thinking, as
their rights of property and jurisdictional rights. In the second phase of the 19th Century,
it was called political citizenship, which meant being a citizen meant participating in the
sovereignty of a state. Furthermore, it refers to the process of making political decisions
through universal suffrage, which was granted first to men and then to women. The
parliamentary system, which reflects the representation of all citizens, allows the people
to participate in state decisions at a national and local level through the corresponding

local administrations.

It was in the XX century that it was possible to talk about social citizenship (Gorham,
1995). It is reflected in terms of the level of lifestyle. The main social rights that citizens
can claim are the right to social security, work rights, and economic security such as
health service and education. States, in order to implement these rights, comprise three
fundamental institutions, including the health system, the educational system, and social

services.
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Summarizing this historical excursus, it in the western philosophical-political tradition,
being a citizen refers to a legal dimension, rights, and obligations. It also has a
sociopolitical dimension, meaning that citizens can participate in the debate regarding

their society and can make political choices such as deciding for their governors.

2.2.2. Western approaches to citizenship

The concept of citizenship and how it is portrayed in each country, based on its
philosophy, offers a glimpse of the various models of social organization that can be
adopted by a society. There are different ideal approaches to citizenship, such as liberal
citizenship, republican citizenship, and post-national citizenship. This last model will be
discussed in the second part as it pertains to the concept of world citizenship that

transcends national boundaries.

About liberal citizenship, the main emphasis is placed on the respect of individual
liberties and freedom (Lister, 2008). Under this vision, the differences are promoted and
the expression of each one depends on his/her possibility. This type of citizenship is also
named “English citizenship” (Schnapper, 2000) where the abuse of power by the
governors is prevented. This is thanks to the respect for the variety of affiliations. Under
these approaches, different communities can claim citizenship. Weinstock (2000)
highlights that for citizens to actively participate in society, some rights confer them the
possibility to participate in the economical, professional, and private sphere of their
country. Under a liberal notion of citizenship, citizens of such a state feel primarily

connected to their community and less connected to their political collectivity.

In contrast, the second approach, the republican, defined by Schnapper (2000) as "French
citizenship", does not place a priority on everyone’s freedom. Rather, it focuses on the
preservation of the common interest and the respect for the law that citizens jointly
formulate. In fact, what is most important in this approach, is the interdependence
between citizens and common interests. This approach accentuates that some citizens
would have more power compared to others due to their strong interdependence and sense
of community. At the same time, other citizens should be protected by the government,
its institutions, and its laws that serve to protect the rights of all citizens no matter their

role in society.
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The republican vision of citizenship promotes the development of civic virtues such as a
national identity. This is because citizens are pushed to participate in political activities
to protect their rights (Weinstock, 2000). On the contrary, the liberal perspective of

citizenship prioritizes, as said, the private sphere rather than the public one.

To summarize, citizenship in western democracies is rather defined by the legal status
that each country grants to its citizens. This status constitutes the rights and obligations
that determine the citizen/State relationship. The rights mostly confer political benefits to
citizens. Constant (2000) named them freedom-rights as they serve to protect from power
abuses by the institutions. In this sense, participation in the political decision of a State is
essential to prevent those abuses. Then Constant (2000) named “rights-debts” the social
rights that are fundamental for the independence of everyone. Kymilchkha (2001) adds
the cultural and collective rights to the legal status of being a citizen. The collective rights

are, for example, the ones that consider the specificity of a minority.

Concerning obligations, some of them, such as taxes, are also obligations for non-citizens.
Thus, being a citizen in capitalism is unstable. Capitalism imposes the definition of being
a citizen while creating an unfair mechanism for rights and obligations in which non.

Citizens have obligations not counterbalanced by their rights.

Moreover, the obligations concern different sides of political participation. These are the
obligation to vote in certain countries, or the military service, and the tax payment to be

able for the country to provide the collective “goods”.

Concerning political participation, it also refers to the “political acting” that happens in
the local, regional and national spheres. This means not just deciding through voting, but
also debating, and monitoring decisions and actions.

In all these approaches citizenship refers also to national identity, which is the link
between a citizen and its State. At this point, formal and informal education has an
important role (Constant, 2000). In fact, the family, media, and school, among other
institutions lead the public common culture (Gagnon & Pagé, 1999). This is not just led

by legal principles but also by lifestyle, history, habits of the society of a specific State.
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As of last, both the republican and liberal approaches of citizenship rely on these legal,
political, and identitarian dimensions. However, the deference to the country of belonging
changes depending on the interests of each citizen. This point is fundamental to introduce
the possibility of the post-nationalist vision of citizenship explained in the following
paragraphs. Moreover, citizens of the same state benefit from the same rights, but in
practice, some can benefit more than others. This creates a division of citizens that are
“full citizens” and others that are “citizens of the second category” (Jenson, 2007). Under
this vision, post-national citizenship, as it is centred on inclusion, can sound more
appealing in a context of glocalization where similar issues are happening worldwide

(ecological, gender...).

2.2.3. The “non-State” or post-national definition of citizenship

To better understand this concept of citizenship, it is also useful to go back to its Greek
origins. We can see how in the text of Cabrera (2002), the idea of exclusion is present in
the concept of citizenship. Being a citizen means being different from the others that are
not because they have been historically excluded for sex, nationality, and income reasons,
among others.

Being a citizen brings along some rights and obligations proper to this status. Not having

this status in society brings a difficulty of inclusion at different levels.

Nevertheless, as it is seen in the article of Valadier (1991), the concept of citizenship
should be more open and inclusive. In this sense, the concept of world citizenship,

although it might seem an oxymoron, goes beyond the State and it is inclusive.

The word “citizenship” is a concept that transcends the political. It is a philosophical and
anthropological word. The concept of global/world/glocal citizenship might be

understood under the world society theory’s concept of increasing isomorphism (Meyer

et. al., 1997D).

Researchers such as Nussbaum (1997), Ramirez (1997), Frank et. al. (1997) tried to
provide empirical data to support this increasing phenomenon (isomorphism). The major
argument to support this idea is the concept of “world citizen” itself due to a larger

community, as the world itself. According to Ramirez, there is a worldwide tendency to
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focus on human rights and the world community as well as “global and internally
dependent character of educational employment, and environmental issues” (Ramirez,

1997, p.60).

For other researchers, the non-governmental organizations (NGOs) have been
fundamental in transforming “the authority of world citizenship into specific rights,

claims and prescriptions for state behavior” (Boli & Thomas, 1990, p.40).

Moreover, the Imagined Communities of Benedict Anderson (1991) is proof of the fact
that humans as citizens can exist in a bigger community than the Nation-State. This
imagined community can be large as the world itself and it gives the possibility of the
existence of the concept of a world citizen. This is fundamental to make us realize that
people have not always imagined themselves as being part of a unit as large as the Nation-
State. In Anderson's theory, although he used it for nation-State citizenship, imagined
communities are concentric circles, in which the smallest one is the people we relate to
and as we increase more in size we have the Nation-State as a circle but we can go beyond
it.

In a normative approach to citizenship, to understand world citizenship as a concept, it is
useful the concept of normative universalism (de Moraes, 1998) and the global norms of
Therborn (2000). Normative universalism justifies a “global civic culture”. This idea is
defended by Boulding (1998) who - with this idea- sustains a new world order of universal
humanity, which can be named global citizenship.

Braud (2004) highlights that the States themselves are open to globalization that sustains
international institutions such the United Nations (UN) and the World Trade Organization
(WTO), or the supranational ones such as the EU. This results in citizens feeling a lack
of power when taking part in the political life of their own country. However, these
institutions, as well as NGOs or other individual citizens, that use social media to
highlight problems that transcend a State, made powerful the idea of citizenship that

includes everybody on this planet.

64



Palma Grano. Glocal citizenship education in lower secondary school.

Post-national citizenship relies on the solidarity that citizens worldwide have with each
other. It is based on the rights given by the international and supranational organizations,

such as the Human rights chart.

The concept “world citizenship” appeared in 2012 in the speech of the general secretary
of the United Nations “Education first” in the meeting of the international development
organization. Quoting world citizenship as one of the priorities of education worldwide
(United Nations, 2012).

Also, globalization - and its new dynamics and economic, cultural, and social spaces that
go beyond the State borders - makes citizenship happen behind the Nation-State concept
(Sassen, 2002).

Moreover, glocalization (Robertson, 1997) is the core concept, due to the fact that thanks
to the Internet and technology, citizens can “travel” everywhere without any need for
documentation. The WWW opens the path to the possibility to make citizens feel like
part of the whole world. This is because there are global issues that the world community

is facing everywhere such as global warming, gender issues, and labor rights.

Already straight after the second world war, Emery Reves used the term world citizenship
in his bestseller The Anatomy of Peace (Reves,1946). In fact, as an American citizen, he
renounced his own citizenship for claiming to be a sovereign citizen. Through the
experience of war, he felt that he was part of the same family- the human kind. In Maine,
through the Declaration of Ellsworth, in September 1953, he explains that Socrates and
Thomas Paine were already claiming their status as world citizens, and he linked world
citizenship to history. Moreover, more than the freedom of movement, world citizenship
is based also on the responsibility to the other human being and the planet. Anedotic yet
symbolic, an organization named the World Government of world citizens exists and it

delivers passports to its candidates.

However, the legal aspect of citizenship makes it hard to consider the concept of
citizenship under a post-national approach. Because also the regime of the Universal

Human Rights transcends the borders, but it is always the States that consider them.
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Citizens are never considered legally as an international entity, and that makes the world

approach of citizenship utopic at a legal level (Lagos, 2002).

It is more at a moral level that the concept of world citizen can take place. It is by
embracing “humanist values” that we can see the effective reality of the existence of
world citizens. In the 90s, those citizens were related to activists of causes that transcend
a single State. Meyer and Sandy (2009) consider that when we talk of citizenship

education, we include all citizens no matter their consciousness in fighting for a cause.

Finally, to better understand the post-national approach to the citizenship concept,
Weinstock (2000) introduces “the differentiated citizenship”. He makes a contrast
between the liberal and the republican perspective of citizenship. It refers to the world
citizenship approach to a global social and geographical space. To better understand
Weinstock (2000), it is interesting to see the economic question of being a citizen. He
considers that globalization has an impact on a local scale resulting in citizens being
affected by it when politically participating. Connecting the economical aspects with the
political ones, he shows that there is an unequal distribution internationally and that
reflects in unequal participation at a national level. A postnational approach focuses on
the legal aspects of being a world citizen thanks to Human rights, and international
political action. Through international activism, the concept of “differentiated
citizenship” also goes beyond the State. Being part of a larger community, which Beck
(2001) names a “society of risk”, a post-national conscience of citizenship results in

solving problems that are the product of the economic interconnection.

2.3.  Glocal citizenship and global citizenship(s)

Global citizenship education (GCE) is the common expression used by government non-
governmental and inter-governmental organizations such as Oxfam (2015) to refer to an
education that fosters “a vision of oneself being part of the world community and being
willing to act for the good of humanity” (Dill, 2013, p. 2). This broad definition varies
according to the academics that use it. Many scholars have tried to make distinctions
among several visions of GCE, so it ends up being a contested “umbrella” term. Bosio

(2017), for example, mentions the critical, cultural, psychological, evolutionary, and
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sociological perspectives. In fact, several authors highlight that GCE has not a single
meaning and therefore it can be interpreted differently (Schultz, 2007; Gaudelli, 2009;
Nodding, 2009). Also, Pashby explains that GCE constitutes “a complicated idea that is
infused with various meanings” (Pashby, 2016, p.71). For Pashby it is mainly because
GCE relates to other discursive fields and that “each of them is contested as well as
marked by particular histories, challenges, and possibilities” (Pashby, 2016, p.69). Oxley
and Morris also present GCE as an associated construct that “is also entwined with a
number of overlapping ideas including development education, democratic education,
education for cosmopolitan citizenship, peace education, and human rights education.”
(Oxley & Morris, 2013, p. 302). They group all these variants in three major categories
named “dichotomous” (polarized categories of GC), “GC attributes” and GC “-isms”
(ideological underpinnings of GC) (Oxley & Morris, 2013, p. 302). The dichotomous
vision of GC offers a division between hegemonic or dominant forms of global citizenship
versus counter-hegemonic ones. The second categorization is based on the construction
of the desired attributes of global citizens such as empathy, responsibility towards
humankind. This second categorization is quite problematic as “these models provide a
strong normative vision of GC but are not strongly linked to the ideas such as rights,
action and social dynamics that are the foundations of theories and GC, particularly within
the political sciences and philosophy” (Oxley & Morris, 2013, p.304). The “-ism”

category refers to the fact that GCE varies based on the different ideological foundations.

This attempt of dividing GCE into several categories is crucial for acknowledging the
complexity of this construct. No matter how GCE is categorized, it is interesting to
remember that being a global citizen refers to “practice” more than identity, and this
practice is built also in real life and not just through GCE in schools (Biesta & Lawy,
2006, p.72). Biesta (2009) also offers some lenses of interpretation for GCE divided into
three main functions of education: qualification, socialization, and subjectification.
Qualification refers to the fact that GCE is reduced to learning outcomes such as some
knowledge, skills, and understandings related to global competencies. When it refers to
socialization, it means that GCE is related to the acquisition of certain values that will
allow a person to be identified as a “citizen of the world”. At last, with subjectification,
Biesta means that GCE encourages students’ natural freedom, and it implies non-

dominant knowledge and values. | present in the next pages these three ways of seeing
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GCE: the liberal vision; the humanist vision, and the critical vision of GCE. These three
main approaches of GCE are fundamental for contextualizing and starting a dialogue
about switching to glocal CE. As explained at the beginning of the chapter, the glocal
goes further than a simple adjective. It opens a way in which GCE thought as glocal CE
embeds all these visions putting in the center a contextual dialectic based on geographical,
historical, environmental, social, and subjective aspects related to GCE. The glocal
pedagogies help present this shift. Thus, this section presents first glocal CE and then the

three main versions presented in this introduction.

2.3.1. Glocal citizenship education and glocal pedagogies

In the first instance, we can consider Glocal CE as a continuum of critical GC and it does
not attach itself to words such as “Western”, “Global South” or “Global North”. Although
they are overly used and silently accepted in the literature, they simplify the potential of
GCE seen as glocal CE. The adjective glcaol opens up a vision of dialogue between
places and the interconnectedness we experience as human beings on this planet. Glocal
CE is linked to the word glocal that comes from the phenomenon of glocalization. The
dialectic around these terms is explained in point 2.1. Glocal CE embraces the main
critics of a critical vision of GCE and offers a fourth way that adapts to the
environment. Miller (2011) criticizes the concept of GC as seen through political lenses,
while the word “citizenship” in GC should be seen as a concept that transcends politics,
as an apolitical idea (p.2). Gaudelli refers to the idea of connecting the local, the
everyday, and the mundane with the universal, the transcendent, and the global (Gaudelli,
2016). He explains about GCE:

is simply mindfulness about how the world is present in all material and relational
interactions, a habitual way of thinking that actively works away from the way
we tend to see ourselves in the world and towards the way that we need to perceive
ourselves: from isolated to integrated, disconnected to interconnected and

separated to inseparable (Gaudelli, 2016, p.163).

This level of interconnectedness of a critical perspective of GCE is present in glocal CE.
Hahn (2001) highlights that “[c]itizenship education must acknowledge that decisions

made in one part of the globe have consequences elsewhere” (p. 21). This sentence, for
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example, does not necessarily refer to a “North-South” division of the world. The glocal
parameter offers a much more complex approach where it is essential to do “most good
least harm” (Weil, 2009) as in the core principle of Humane Education (HE). Inspired by
Davies et al. (2005), the guidelines for a global approach and a glocal approach could be:
a) using global content, b) linking past, present, and future, ¢) emphasizing the affective,

d) exploring issues, and €) encouraging action.

Hence, "going glocal” means being grounded locally, recognizing the connection between
local and extra-local circumstances and the transnational dynamics that may be at play at

different local levels. For Mannion (2015):

Going glocal helps us comprehend and respond to the lived realities of
transnational forces. This can help with ameliorating and potentially overcoming
some of the risks and critiques associated with weaker formulations of ‘education
for global citizenship. Glocal pedagogies can enable us to address ecological and
social justice and produce viable knowledge and practices within a reframed

education for global citizenship (p.19).

In this order of reasoning, it means:

a concern with transnational and global issues through and within local
experience; a realization that it is through being situated in local places that we
encounter differences; the idea that we are all local and cosmopolitan to some
degree on a cosmopolitan-local continuum; and the need for challenging
educational encounters that change ourselves and our relations (Mannion, 2015,
p.19).

Miller talks about globally concerned citizens rather than global citizenship (Miller, 2003,
p.23). Glocal citizens are locally and globally concerned and the “globally concerned”
could be concerned about the planet in general or at a “local” level, far away from the
closest reality of a citizen. De Prada Garcia writes:
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el ciudadano glocal, global y local simultaneamente, el cual resulta especialmente
necesario en el campo del medio ambiente, donde esa glocalidad ciudadana se
especifica en la defensa del tradicional espacio de los lugares y de una nueva
concepcion del tiempo -el tiempo glacial-, frente a las concepciones inducidas por
la sociedad red: el espacio de los flujos y el tiempo atemporal (De Prada Garcia,
2002, p.50).

Glocal CE would address also all the critiques around a global approach of CE as
reframed by Mannion (2015):

1. Failure to understand how local and global domains are connected. The
risk here, especially in the policy rhetoric, is that focusing on the global and
globalization leads to ignoring the local, seeing global issues in the abstract or ‘at
a distance’ (for example, ‘global poverty or ‘climate change’), and a failure to
adequately connect local and extra-local domains.

2. The lack of political analysis and response. The risk that we fail to recognize
the importance of political aspects when curriculum policy is founded on an
analysis of globalization as merely social, cultural, and economic, or where the
political is seen as acting as a good responsible citizen in pre-given ways.

3. The lack of ecological analysis and response. The risk that we fail to address
the material and ecological aspect of the way the Earth is changing through
focusing on globalization as a social process.

4. Ethnocentrism and neocolonialism. The risk is that we in the “West” position
ourselves as the ones who can see things globally global mindedness may be a
new form of colonial perspective taking.

5. A transmissive approach. The risk that we take the view that education is
about encouraging learners to learn ‘about’ the global processes of change rather
than collaborating with others to invent new responses and practices within
processes that have both local and extra-local elements.

6. The individualization of competencies. Within a skills-based and
competencies-oriented curriculum, we run the risk of seeing learning as an

individual process, neglectful of the situated and collective contexts for creative
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response making to shared challenges(Andreotti as cited in Mannion, 2015, pp. 9-
10).

Mannion tries to give an answer through glocal pedagogies that embrace glocalization as
a cultural, economic, environmentally political, social phenomenon and that consider

these three main aspects:

-Global concerns are important but so are local ones

-We are all cosmopolitan-locals

-We need places of educational encounter, dialogue, exchange, and action (Mannion,
2015, pp.10-14).

It is highly relevant to see that glocal pedagogy has no pretension to foster a “purified
cosmopolitan”, reject one’s own culture or embrace an abstract global mindedness

(Mannion, 2015, p.15). It rather pretends to:

The constant discursive flow across spatial scales and symbolic borders structures
internal parallaxes and paradoxes that | have argued necessitate a glocalizing
pedagogy and praxis (Swanson 2011, 2012) in performing a critical global
citizenship. These to-and-fro processes act as forms of Aristotelian phronesis and
Deleuzian rhizomatic play (Deleuze & Guattari, 1987) between the local and
global, and between local and local trans-locally and with connected communities
in solidarity, all of which are critical actions demanded by an action-oriented
global citizenship (Swanson, 2015, p.30).

In this regard, it is crucial to act locally as “the local is the site of struggle of competing
discourses in the social domain, in which racialized bodies and lives easily get caught up”

(Swanson, 2015, p.28).

2.3.2. Neoliberal vision of global citizenship education

According to Gaudelli (2009), among the dimensions of GCE recognized by the author
is a neoliberal version. This version is related to the fact that in the last few decades the

global markets have affected many aspects of communities and Nation-States.
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Globalization and a neo-liberal version of GCE affect the purpose and goals of education.
The pretension of this vision is that students are expected to develop the knowledge and
skills that will make them able to function in a global society (Banks, 2008). Functioning
in the global society means that they can become a part of the economic development of
societies. Competitiveness is a crucial point such as adaptability, flexibility, and being
open to interculturalism. The ideal global citizen is in this case someone who understands
and accepts the globalized economy based on technological progress and capitalism
According to Bourn (2016), the neoliberal agenda places a high focus on economic
imperatives and human capital, but less focus on the good of the individual and society.
In fact, as Harvey (2005) mentions, neoliberalism operates as a powerful hegemonic
discourse making a free market based on freedom and autonomy governing the world.
Thus, individuals may be considered disconnected by the idea of being citizens of a State
and global citizen, makes sense, but mostly for economical purposes. According to

neoliberal GCE, a global citizen is a corporate global citizen. It is defined as:

International business leaders must fully commit to SD and address paramount
global challenges, including climate change, the provision of public health care,
energy conservation, and management of resources, particularly water. Because
these global issues increasingly impact business, not engaging with them can hurt
the bottom line. Because global citizenship is in a corporation’s enlightened self-
interest, it is sustainable. Addressing global issues can be good both for the
corporation and for the society at a time of increasing globalization and
diminishing state influence” (Schwab, 2009, p.1).

The parallelism shows how corporate global citizenship and a neoliberal version of global
citizenship fostering wealth are contributing to perpetuating the status quo of the
neoliberal world and its power dynamics. Also, advocating for SD is a mere branding
version of embracing ethics in the actions of global citizenship. Moreover, every State
embracing a neoliberal version of GCE is the one not problematizing the oxymoronic
world of SD. In addition, the purpose of the State in a neoliberal world is for protecting
the markets and therefore fostering a vision of GCE that helps students to become
competitive in the global labor market and have the skills to become corporate global

citizens. Practical examples of a neoliberal version of GCE are school experiences that
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promote the mobility of students abroad or volunteering. The neoliberal GCE is mainly
skills-based. A clear example is the Organization for Economic Cooperation and
Development (OECD) that created the Programme for International Student Assessment
(PISA)’s Global Competence Framework (OECD PISA, 2018). This framework serves
to certify if teenage students acquire or not knowledge, skills, attitudes, and values.
Schools have a key role to play as they are responsible for making “students cope and
succeed in an increasingly interconnected environment” (OECD PISA, 2018, p.5).
Pedagogically speaking it is a reductive model as it is based on a test that certifies through
the performance of a written test whether students have acquired PISA’s global
competence. This aspect resonates with what Marshall (2011) calls a perspective that
serves a technical-economic instrumentalist agenda of GCE. Biesta (2009) highlights the
absurdity of reducing GCE to a qualification level and giving to schools the responsibility
of social agents to help students become globally competent. In the same line of thought,
Bamber et al. (2018) explain that it is a reductionist vision of GCE based on test
performance and it has nothing to do with the transformative purpose that GCE should

have.

2.3.3. Liberal or humanist vision of global citizenship education

Nasibova (2018) differentiates a liberal vision of GCE from the neo-liberal one by

affirming that:

The liberal approach to GCE would possess core components of liberal education
as the breadth of knowledge and ideas, autonomy that enables critical thinking,
and non-instrumental purpose. The non-instrumental purpose of the liberal
approach in this context is the aim to raise caring, democratic, and engaged global
citizens who will intend to bring positive changes to the world, rather than study
exceptionally to secure a financially stable future of themselves and become

players of the global economy (p.152).

It is closely linked with Biesta who describes GCE as a form of socialization that stresses
“socializing members to particular social, cultural, and political ‘orders’” and secondly,
orienting individuals into “ways of being that hint at independence from such orders”
(Biesta, 2009, p. 40).
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Ikeda provides three main lenses that frame humanism in global citizenship:

The wisdom to perceive the interconnectedness of all life and the living.

The courage not to fear or deny difference, but to respect and strive to understand
people of different cultures, and to grow from encounters with them.

The compassion to maintain an imaginative empathy that reaches beyond one’s
immediate surroundings and extends to those suffering in distant places (Ikeda,
1996b, p. 3).

It is quite easy to relate these lenses with a cosmopolitan view which is funded on
providing personal or communitarian responses based on caring and pluralism (Appiah,
2006).

The UNESCO GCE pedagogical framework (UNESCO, 2014) is the closest to a
socialization approach of GCE. In their strategic plan of 2014-2021 (UNESCO, 2014),
although a neoliberal vision of GCE is tangible, the concern for social justice is still very
present in this document. In fact, as it also promotes the acquisition of certain
competencies it also embeds the qualification of a neoliberal perspective. However,
UNESCO's framework of GCE emphasizes cognitive, behavioral, and socio-emotional

aspects that have a socialization component.

Other organizations, such as Oxfam (2015), also show this humanist approach and
highlight the fact that globalization is not just an economic phenomenon but also a social

and cultural one. They stressed about a global citizen who:

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

Has an understanding of how the world works economically, politically, socially,
culturally, technologically, and environmentally.

Is passionately committed to social justice.

Participates in and contributes to the community at a range of levels from local to
global.

Works with others to make the world a more sustainable place.
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Takes responsibility for their actions (Oxfam, 2015, p.5).

This socialization or humanist vision of GCE is object of critics. In fact, it is an idealized
vision of GCE that normalized “North-South” power dynamics of assistentialism by
States and international institutions. For Schultz (2007), this perspective of not addressing
the deep problems of the world system can be regarded as superficial or as a charity-based
GCE (Andreotti, 2006). It promotes a vision of citizenship that relates to neoliberal and
individualist GC.

2.3.4. Ciritical global citizenship education

Critical GCE embeds the main critiques of the previous two models presented: the

qualification and the socialization GCE perspectives.

Many postcolonial, anticolonial, and decolonial scholars have criticized the fact that there
are far too many hidden assumptions behind GCE. The major critique concerns the
potential that GCE has of perpetuating and reinforcing ethnocentric hegemonies and
serving the interests of the elites. Thus, rather than fighting inequalities through a more
equal distribution of power, wealth, and labor, it would have the side effect of
accentuating injustices (Andreotti & de Souza, 2012; Pashby, 2016).

The anti-colonialist researchers highlight that the debates around GCE started in “western
countries” such as Australia, Canada, European countries, the United Kingdom, and the
United States. Many assumptions about GCE took place in the neo-liberal world system
where universal values are ones of the so-called “western countries”. This said, for anti-
colonial scholars, it means that an unquestioned vision of GCE reinforces violent colonial
relationships of power (Abdi, 2008; De Sousa Santos, 2014). Thus, if GCE is passed
through lenses of “decolonizing” visions of power, it can be a powerful instrument for
equilibrating power schemes on this planet. If not perceived under this major critique,
GCE is at risk of reproducing an imperialistic vision of education. It is interesting that
Andreotti (2015) talks about global citizenship(s) in the plural as she refers to the
adaptation of GCE in any context. Nevertheless, she also suggests that the adjective

“global” could be substituted with the expression “glocal”.
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On a note, | use the three terms postcolonial, anticolonial, and decolonial as the three
discourses criticize colonial or neocolonial power dynamics. However, the decolonial
theory has a more profound approach. In fact, decolonialism proposes that the
“Coloniality of power” did not end with colonialism (Quijano, 2000). It describes a
geographical division of power and highlights that we live in a capitalist world-system
where racial-ethnic classifications among other classifications are still perpetuating a
system of inequalities. In this sense, a decolonial vision of GCE means decolonizing the
lens of our mind, history, perception, and knowledge. Therefore, it is highly

complementary to glocal CE.

2. 4. Other approaches of citizenship education related to glocal

citizenship education

Glocal CE does not exclude other CE or “educations of”. In fact, it must be seen in relation
to these other proposals. Indeed, civic education, as well as democratic CE, are important
components of glocal CE. In the next section, | will portray these approaches to
highlighting the major aspects that resonate with global CE. It is an attempt to also include
approaches that are not European-centered. By including them in this framework, the CE
intended to be glocal can be the umbrella term used to encompass this plurality of
perspectives, while still taking from them what contributes to decolonize each perspective

in order to contribute to the education of glocal citizens.

2.4.1. Civic education, citizenship education and democratic citizenship

education

Civic education, citizenship education and democratic citizenship education might be
considered constituent parts of GCE. CE has spread worldwide, and it is no longer a field
of education associated with the “Western world”. Plus, it is noticeable that religions
contributed to shaping the vision of CE of each State. If we think of East Asia, there is a
significant influence of Confucianism in CE, and in countries such as Spain or Italy, the
role of the Catholic Church is quite evident. Also, in authoritarian regimes such as South
Arabia, citizenship education is taught (Sant et al., 2018, p.81). The way to treat these

three types of CE varies in function of the duties and rights of each Country.
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Rietbergen-McCracken (2006) explains that civic education tackles three different

components: civic disposition, civic knowledge, and civic skills. She writes:

Civic knowledge refers to citizens’ understanding of the workings of the political
system and of their own political and civic rights and responsibilities (e.g. the
rights to freedom of expression and to vote and run for public office, and the
responsibilities to respect the rule of law and the rights and interests of others).
Civic skills refer to citizens’ ability to analyze, evaluate, take and defend positions
on public issues, and to use their knowledge to participate in civic and political
processes (e.g. to monitor government performance, or mobilize other citizens
around particular issues). Civic dispositions are defined as the citizen traits
necessary for a democracy (e.g. tolerance, public spiritedness, civility, critical
mindedness and willingness to listen, negotiate, and compromise). (Rietbergen-
McCracken, 2006).

Kerr (1999) and McLaughlin (1992) distinguish between civic education and CE. Both
connect civic education to a narrow and procedural mode of citizenship and citizenship
education to a broader and substantial mode of citizenship. Although this is commonly
accepted by many scholars, often these two forms are mixed up. Democratic CE is the
term that is primarily used in Europe and highlights the importance of participation.
International researchers (Davies et al. 2002; Trafford, 2003) relate it to democratic
schools. These schools are spaces for exchanging opinions, sharing of power, and

decision-making.

What links all these three approaches with glocal CE is “bridging the formal political and
legal status of a national citizen with the perspective that could be brought to that
engagement” (Sant et al., 2018, p. 81).

What remains quite problematic is relating rights and duties mainly to the political and
legal status of a citizen. Thus, it is hard to transcend the State borders when working on

these issues.

The report of the political scientist and philosopher Crick from 1998 is still valid in

understanding the three aspects of citizenship education related to GCE:
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Firstly, children learning from the very beginning self-confidence and socially and
morally responsible behavior both in and beyond the classroom, both towards
those in authority and towards each other...

Secondly, learning about and becoming helpfully involved in the life and concerns
of their communities, including learning through community involvement and
service to the community...

Thirdly, pupils learning about and how to make themselves effective in public
life through knowledge, skills and values-what can be called “ political literacy”,
seeking for a term that is wide than political knowledge alone. (Dfe/QCA, 1998,
pp.9-12 in Sant et al., 2018, pp.82-83).

What is still problematic in making parallelism between civic education or CE and glocal
CE is identifying pupils with future citizenship rights. In a glocalized world, we know
that many students do not have the citizenship of the country where they live, and if the
school program stresses civic aspects of citizenship, this is quite controversial. The
republican vision based on rights and the liberal view based on duties perpetrate an unfair
situation among pupils that differ depending on their status of becoming a future citizen.
In addition, the focus is often on legal aspects rather than institutional ones (Fry et al.,
2012). CE stresses more on the participation of students. However, it depends on how this
participation is done and whether it alters the power scheme (Estellés & Fischman, 2021).
The idea of Biesta (2006) to shift from citizenship to democracy sounds quite appealing.

He proposes the usage of the word human being and not the word citizen when teaching
pupils.

In this sense, a common practice in democratic CE is the debates defined as competitive
discussion around controversial issues. There is evidence that it improves students’
knowledge of civic processes and their interest in politics (Kawashima-Ginsberg &
Levine, 2014). It is questionable whether we should go in the line with dialogues rather
than debates. Gerzon (2006) for example highlights the fact that debate and dialogue have
a different basis. In a debate, people assume that there is a right answer and they have it,
while in dialogue the assumption is “many people have pieces of the answer”. In addition,
in a dialogue, it is assumed that it is collaborative rather than combative. The main goal

in dialogue is to find a common ground and not to win. Among other aspects, it is
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interesting to see that while a debate seeks a conclusion or a vote that ratifies a particular
position, the dialogue is open to discovering new options and not seeking closure. We can
imagine then that a democratic CE aligned with glocal CE should promote dialogues

rather than debates.

2.4.2. Peace education, human right education, ecopedagogy

embedding glocal citizenship education

Among the non-State-based “education” that relate to glocal CE, we find several
“transversal educations” that treat topics and competencies aligned with glocal CE.
Without any pretension to be exhaustive in this critical list, the idea is to show the overlap

with glocal CE.

Among these approaches, we find critical peace education (Verma, 2017). The main
topics that relate to critical peace education are contested narratives of belonging and
nationhood, gang violence, gender identities, human trafficking, and the importance of
mentoring (Verma, 2017).

All these “educations” do not just relate to glocal citizenship education. They also relate
to transformative pedagogies (Hooks, 1982). Transformative pedagogy has five crucial

elements:

The cornerstone is, first and foremost, creating a safe environment for learners
where trust and facilitation prevail. Second is encouraging learners to think about
their experiences, beliefs and biases, to develop critical thinking skills by
examining assumptions and imagining alternatives. Third is using teaching
strategies that promote student engagement and participation, based on the
assumption that students are active learners and generators of knowledge through
interaction among themselves and with their facilitators or teachers. This can be
practiced through collaborative learning, problem-solving games, role-playing,
school dramas and the like. Fourth is posing real-world problems that enable
students to observe social reality inside and outside school, examine alternative
perspectives and experiences, discuss and examine themes of social justice such

as inclusion and exclusion, access to resources and opportunities, and the impact
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of political and economic power and hierarchy. Finally, by reflecting on these
issues and implementing action-oriented solutions, learners can experience
transformative pedagogy (Yonas, 2008, as cited in APCEIU, 2019, p.28).

All of these five elements are essential to peace education. In addition, it assists students
in developing knowledge, skills, and attitudes that will help them build sustainable peace
and live in a diverse society. One of the most fascinating aspects for glocal CE is that
peace education is oriented towards mindfulness practices and psychological wellbeing
in general. Plus, it offers a vision of global history based on a global memory space
fluctuating between de-territorialisation and re-territorialisation (Lim, 2010). It indicates
juggling between these glocal and interconnected spaces of history and memory

awareness.

As Reardon (1997) reminds us that:

Human rights education, fast becoming another global educational phenomenon,
appears to be developing along equally varied, but more substantively focused
and prescriptive lines. It comprehends some of the same normative goals espoused
by peace education, provides a dimension of concrete possibilities for alternatives
to current world conditions, and offers a constructive action dimension to
complement and apply to all the diverse forms of peace education. It provides a
dimension of concrete possibilities for alternatives to current world conditions and
offers a constructive action dimension to complement and apply to all the diverse

forms of peace education (p. 1).

Plus, the foundational principle of the Universal Declaration of Human Rights is peace.
The Preamble sets the connection between human rights and peace: “recognition of the
inherent dignity and of the equal and inalienable rights of all members of the human
family is the foundation of freedom, justice, and peace in the world" (United Nations,
1948).

Peace education pretends to control, reduce and eliminate all forms of violence. Among

the most important concepts in human rights education, there are human dignity, its
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recognition, fulfillment, and universalization. Both lenses are crucial in glocal CE as well
as in ecopedagogy. It is “a critical approach to the teaching and learning of connections
between environmental and social problems” (Misiaszek, p.280). Plus, what seems to be
aligned with glocal CE is that “ecopedagogues teach to unveil oppressive global
citizenship models that help to sustain social inequalities caused by environmental ill
actions” (Misaszek, 2015, p. 281). Not to forget the words population or communities
follow a biocentric perspective and not an anthropocentric one. It includes all organic
organisms, and also non-organic ones. Another pivotal element is that it highlights the
responsibility of humans as reflexive beings. They can use empathy, cultural histories and
knowledge to have a positive impact (Freire, 2005). These three other “educations”

without having in their title “citizenship”, are aligned with glocal CE.

2.4.3. Humane Education

Human Education (HE) is a branch of education with its origins in the United States, most
precisely in Oregon. Where it was founded at the beginning of the XIX century thanks to
the Oregon Human Society. The logic of the HE program is that teaching kids kindness
towards animals results in the development of empathy to them and also all other humans.
Thus, there is also a reduction in aggressive behaviors and violence (Nicoll and Samules,
2008, p. 45). For Arbour, Signal, and Taylor, many studies: “have contributed to the
burgeoning idea of “The Link”. This means that “those who engage in deliberate harm of
animals are more at risk of engaging in various forms of antisocial behavior, including
interpersonal violence” (Arbour, Signal et al., 2009, p.137). For these authors, HE is

useful to prevent phenomena such as harassment or other negative behaviors in schools.

In the United States, since the beginning of the XIX century, more than 2000
organizations exist in which empathy is taught with animals and kids. They all have
different pedagogical formats starting from extra-curricular activities to camps of HE.
They also have in the scholar curriculum activities and exercises dedicated to HE such as
is the case in natural science. Mostly they are divided into two main approaches, the
Animal Assisted Therapy (ATT) and the Human Education Program (HEP). Inthe ATT,
an animal, such as a dog, is the central element of the workshop and the main objective
is to prevent animal abuse. The HEP, apart from promoting attitudes that foster the

protection of animals, empathy for the environment and other human beings, is also a
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central element of the sessions (Nicoll and Samuels, 2008, p.46). Nowadays, the tendency
Is that the programs of HEP treat also a frame of human, social, and environmental justice
(McLaren & Houston,2004, p.30). In fact, the Association of Humane Education from
the seventies, changed its name today to Western Humane and Environmental Educators
Association (WHEEA).

The HEP of the Institute of Humane Education of Zoe Weil combines animal respect with
transversal competencies such as critical thinking, emotional education, environmental,

media communication, etc.

The four principles are the following: to proportionate the information precise on the
presented topics; to foster the three “C” (curiosity, creativity, and critical thinking); to
fuse the three “R” (reverence, respect, and responsibility), and as last, to offer possible

decisions and instruments to try to solve problems (Weil, 2010, p.3).

The topics considered in the HE Institute are social, environmental, and human justice
detected in the book Most Good, Least Harm (Weil, 2010, p.1). They are directly related
to glocal citizenship education, and to media education, environmental education, human
rights, intercultural issues, etc. (Weil, 2009, pp. 7-9) Moreover, it fosters complex
thinking by connecting these topics. The transversal approach is also fundamental for HE
concorded in the educational center program. As Weil (2009, p.15) emphasizes, in
schools a teacher of history, or literature, geography, biology can treat the same topics
from different angles. HE has embeded a glocal vision of CE.

2.4.4. From sustainable development to the degrowth movement: their
relations with glocal citizenship education

Understanding the ecological composition of CE involves familiarizing ourselves with
the various approaches to environmental economics. These approaches are fundamental
for teaching students how to interact with nature. In fact, until the Bruntland conference
in 1987, economics was not consistently in debates concerning the environment. During
this Conference, concepts such as Sustainable Development (SD) were developed. More

than just preserving the environment, this concept supports economic growth. SD means
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more concretely “the idea that human societies must live and meet their needs without
compromising the ability of future generations to meet their own needs” according to the

Brundtland Report (WCED, 1987)

For the theorists of the Degrowth movement, such as Serge Latouche, the concept of SD
iIs an oxymoron in itself. Each word is a word that is in opposition to the other.
Development cannot be sustainable. The Degrowth idea supports the defense of values
with an ecological component and that the industrial society reached its limit and a change
is necessary. The change proposed by the Degrowth movement is to rescue the epicurean
fundamentals for the good of subsistence of all the elements of the planet (Latouche,
2006).

For the theories of Degrowth, the perspective of sustainable development serves the
transnational lobbies and the political elites to reach their own interests. Although we can
say that the concept of SD is positive, unfortunately, it offers individual solutions that are
proper of consumerism. Humankind delegates the power to consumerism and the future
of the planet. As it will be mentioned in the topics related to glocal CE (most precisely
the theory of governance), nowadays, it starts to take form in approaches such as the one
of the New World Order. An elite led by transnationals does not care to protect the
environment and sustain values going against the protection of the Earth. Postmodernism
is in crisis opening new opportunities to rebuild the relations existing between
individuals, animals, and the earth in a real sustainable way. This perspective of the
theorists of Degrowth is very fascinating, mostly, for educating about the protection of

the environment.

Although politics and economy are theories, pedagogy puts theory into practice by
transmitting these theories. Environmental ethics. is a valuable instrument eligible in CE.
Moreover, CE refers to how to transfer the values intrinsic to theories such as degrowth,
which allows human beings to be part of the planet in harmony. The HE of Zoe Weil
(2009) or the Integral Pedagogy of Ken Wilber (1997) are examples of how to take over
the degrowth principle into education. In this way, it promotes values such as the
protection of the environment. Therefore, it is meaningful that environmental education

as a branch of CE could be fundamental according to Degrowth and Ecological Economy
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(Martinez Alier, 1992). It is also interesting to see that a sustainable society is primarily
an ethical issue. Kemp (2005, p.78) sees crucial an ethic for sustainability based on a
cosmopolitan citizenship and intragenerational justice preceding the intergenerational
one. Plus, he considers Emmanuel Lévinas, who explains that the “other” is of non-human
nature (Lévinas as cited in Kemp, 2005, p.86). This shift happens also with deep ecology
and degrowth, both perspectives fundamental for glocal citizenship education. It also
resonates with the “Buen vivir”, an Andean indigenous cosmology “representing, in
broad terms, a particular vision of society, relationships with nature entailing a radical
questioning of colonialism, the dominant development model, and modern institutions”
(Bressa Florentin, 2016, p.3). It refers to the coloniality of nature (Maturana & Varela,
1987). Plus the “Buen vivir” recognizes legal rights to the Pacha Mama (in English the

mother Earth) where even the Constitution is biocentrically oriented.

2.4.5. Alternatives to GCE for decolonizing global citizenship: Ubuntu

and the need of indigeneous visions

GCE is way too often linked to a liberal view that rather than fighting glocal inequalities,
polarizes the world and imposes a sort of “Western” view. There are ethical principles
that indirectly connect to a critical version of GCE and are very accurate for glocal CE.
As, Swanson says about global citizenship discourses: “On the surface, these discourses
seem to herald a world humanism that reflects a sense of global interdependence and

mutualism.” And she continues referring to Bourdieu:

Under a banner of globalization and economic progressivism, the world
embetterment these discourses herald appears uncontestable and lies within the
current common-sense toxic order of things that render alternatives improbable

and irrational (Bourdieu, 1990 as cited in Swanson, 2015, p.28)

GCE offers a divisionary discourse “us” and “the others” and the power relations are
neutralized or not mentioned as well as “the cultural imperialism, the individualistic
orientation and self-interestedness, and the latent symbolic violence (Bourdieu and
Wacquant, 1992 as cited in Swanson, 2015, p.28).
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Ubuntu is a southern African indigenous philosophy that offers a possibility to break the
almost automatic and counterproductive connection between GCE and capitalism. It is
the equivalent of the African philosophy of humanitarianism where the collective matters,
as we are all brothers or sisters of the same community. Moreover, it offers the possibility
to break with the predominance of western epistemologies.

Ubuntu comes from an isiXhosa and isiZulu phrase “Umuntu ngumuntu ngabantu”, it
literally means that a person is a person through other people (Ifejika,.2006) Therefore,
Ubuntu offers the importance of interdependence of all human beings and the obligation
that we have toward the “other”. The “other” for Ubuntu is all of us no matter which

culture, subculture, nation-State, etc.

This African philosophy, as Bhabha highlights, offers a “post” in postcolonial meaning
“only embody its restless and revisionist energy if [it] transform[s] the present into an
expanded and ex-centric site of experience and empowerment” (Bhabha, 2004, p.6).
These possibilities of a humanitarian philosophy exist in the ex-centric, meaning out of
the” western” center, worldwide and they offer a possibility to fight through education in
the various crises (economic, ecological, migratory...) the world is facing. Their
advantage is the fact that they speak a “human language” that transcends cultures and puts
the real universal value of “love” in the center of the debate of GCE. Plus, also Swanson
believes Ubuntu is pivotal for this necessity of glocalizing pedagogies and praxis
(Swanson, 2012).

2.5. Topics related to glocal citizenship education

In this theoretical framework, it is relevant to characterize the main topics treated in glocal
CE. In fact, glocal CE is related to certain topics of relevance. It is also an opportunity to
deepen the human rights perspective or the environmental ethics, both related to their
correspondent “educations of” that resonate with glocal CE. Other topics that are
presented are cosmopolitanism, the theory of “governance”, digital citizenship, and

gender. Topics such as migration are embedded in these main topics.
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2.5.1. The theory of “Governance”: l0ss of power of the State and

increased power of the multinationals

It is essential to underline the dynamics and tensions of globalization in an era in which
postmodernism is in crisis. We are facing a superposition of different modus vivendis at

a global level.

For Giddens globalization is “the process of intensification of cross-area and cross-border
social relations between actors from very distant locations and growing transnational
interdependence of economics and social activities ” (Giddens, 1990, p.9). Moreover, for
Giddens, it is through globalization that social ties between different world regions are
possible because all these regions are part of the same world networking. In this process,

the nation-State lost part of its capacity of political leadership.

The main reason for this is that power is related to a particular territory. The big problems
affecting humanity today, such as global warming, disease, terrorism, or the economic
downturn, are not confined to a single territory, but impact people around the
world. According to Cutler (2002), international laws are the result of compromises
between these international actors (p.29). Among the conclusions of Cutler's thesis is that
the State does not lose authority at the international level and that it can also influence the
political regulation of economic globalization through cooperation or delegation of
responsibilities to non-State actors. In this regard, Strange's State and Market (1994)
affirms the importance of non-State actors in the international arena, and their capacity to

influence the political process.

Cutler challenges the primacy of the States in economic cooperation through the concept
of an international private regime defined as “an integrated complex of formal and
informal institutions that is a source of governance for an economic issue area as a whole
“(Cutler, 2002, p. 29). For example, we observe that a high level of institutionalization
and regulation allows industries certain practices that sometimes are detrimental for the
States themselves. At the same time, the international private regimes can also help the
States to fight against the perverse side-effects of the neo-liberal economy. Moreover, the

increasing institutionalization of this set of formal and informal institutions can confer to
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the private organizations, such as transnational companies, a statute of private authority

at a national level.

As Haulfer (2001) affirms “all side views industry self-regulation as a potential new
source of global governance, that is to reach a collective decision about transnational
problems with or without government participation” (p.1). Additionally, this era of
globalization is defined also by a market economy, characterized by the liberalization of
commerce, investments, and financial transactions. During the neoliberal era, the
phenomenon of delocalization of companies has become more prevalent, as well as their
positive and negative effects. This situation implies that multinational corporations are
also recognized as political actors; in addition to their economic role, they also have social

and environmental responsibilities.

If at this complex dialectic between States and multinationals, politics, and economy, we
sum theories such as the one of the State-Building: Governance and World Order in the
21st Century (Fukuyama, 2004) it becomes a more important topic for the public opinion
and the academic world. Therefore, it can be thought that society meaning citizens, are
facing less power of action due to too much delegation of their authority of decision
concerning topics of the whole community. In addition, there are some alternative options
such as the Degrowth concerning for example the environment, one of the fundamental

topics to be taught in CE.

2.5.2. From interculturalism to cosmopolitanism

To define what interculturalism is, it is important to be able to understand the concept of
culture. Authors such as Pulido (2005) help us understand in which framework we are
moving when speaking about this concept. Pulido affirms that nobody is part of a culture;
however, culture belongs to people. They use it, manipulate it, and transform it during
their whole lives. For him, “cultures” in plural do not exist, because we cannot draw the
limits that distinguish one from the others. To him, there is a difference between the
cultural characteristics of people (Pulido, 2005, p.33).

Similarly, to be able to define the term culture, Bourdieu’s contribution (1972) is relevant.

He explains that:
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it is established as cultural the world of significations, sense; the world presents
in the relations that are established in the society, which are fixed by strength, that
are driven by an intrinsic manner the values of use and change and, inside of them
we find also the ones of meaning that are the ones organize the social life to endow

of meaning the products of the existing relationships (Bourdieu, 1972, p.178).

Silva rescues the dynamic part of culture by affirming that “the culture and cultural
identity are dynamic processes, subjects to continuous reconfigurations” (Da Silva, 2007,
p.33). At last, in trying to understand the concept of culture, Medina (2005) states that
culture is a permanent process that can generate certain paces of thinking and emotion as
well as conduct change. All these definitions are helpful to understand how vital is
intercultural education when trying to rescue this dynamic character of each culture. Thus,

cultures should be considered equally, as another aspect of each individual's identity.

The concept of interculturalism is fundamental to addressing topics of CE. In contrast to
the multicultural perspective which presents “the cultural other” as a group of different
subjects, interculturalism recognizes the other as equal. The multicultural educational
perspective recognizes diversity without truly overcoming the differences. It relates to a
type of education that promotes and creates certain spaces of co-existence of different

cultures without interconnections.

Education should be subscribed in an intercultural reality of societies nowadays and
intercultural education and CE should go together. Moreover, the final mission of
interculturalism is ending the necessity for intercultural education. It would lead to getting
an education of humbleness. For Panikkar the humbleness “is the hummus that allows the
water to permeate and descend deep down.” (Panikkar, 2008, p. 188). With this quote,
Panikkar shows us how learning is possible from humbleness. We learn to recognize what
for Morin is the human trinity: person-species-society. And in this way living in harmony

with the ecosophical relationship: “brain-subject-society-world-cosmos”.

Therefore, intercultural education looks for equality in differences, meaning it tries to
find and recognize the common points between individuals. This vision is also present in

a model of education for global or cosmopolitan citizenship in which the idea is to form
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students as active and democratic critics. Critical analysis serves to contextualize and
bring students to reflect on how to participate in the world. It teaches them to be conscious
and how to deconstruct the reality presented by agents such as the mass media.
Furthermore, critical thinking should decentralize the class from the teacher’s perspective
and push the thoughts of the students to become aware of the ethnocentric optic of seeing
the world. As it is seen in Essomba’s writings on interculturalism, through the concept of
“Open Code” (Essomba et al., 2009) the teacher acts as a social agent. At the same time,
it is relevant that in this learning process there is a certain distance between the teacher

and the student so that this last one can feel free (Meirieu, 1989).

2.5.3. Cosmopolitanism: a cultural dialectic between the local and the

global

Martha Nussbaum is fundamental for understanding the world of cosmopolitanism and
cosmopolitan education, she is a reference in this subject. Shared humanity and the
Socratics values constitute her vision of cosmopolitanism (Nussbaum, 1997). Although
there are some cultural tensions concerning the term of humanity, Nussbaum bet on a
type of humanity that overcomes all types of cultures. She refers mainly to three aptitudes
necessary to be able to cultivate the humanity of the students: the Socratic auto-test that
would be like an auto criticism of one’s own traditions. In the second place, the concept
of world citizen” affirms that we are all part of a superstructure above any State. And at
the end, a narrative imagination, that is related to empathy. That is to be able to imagine
ourselves in the place of the other and try to understand what the other feels. The

parallelism with glocal citizenship.

Moreover, other aspects of her cosmopolitan vision are relevant, such as the social aspect
of the necessity of intergenerational responsibility. This relates, not only to the family
relationship of mother/father-daughter/son. It goes further, it refers to whatever
generation and taking care of other ones worldwide. For example, in her publication Not
For Profit: Why Democracy Needs the Humanities (Nussbaum, 2010, p.82) the author
mentions the importance of studying the history of global economy and the role of
colonialism in order to be able to understand even products that we use nowadays. These

elements allow us to understand the social costs of product consumption at the local level
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that at the same time affect a faraway society. This analysis is necessary to promote,
certain universal values and to form citizens with a cosmopolitan responsibility. Although
the nussbaumean vision is quite utopic, it is the first step for a more cosmopolitan

citizenship.

Kemp, theorizing about the future merely based on the past literature such as the one of
Martha Nussbaum, includes also the intra-generational responsibility. This type of
responsibility is not just between human beings but also between “not- human beings”,
referring mostly to raw materials. For Kemp cosmopolitan citizenship would be
“citizenship with responsibility for our ecosystem including intragenerational and
intergenerational dimensions, where responsibilities are asymmetrical and consideration
of the other is the only way to develop the moral self-assuredness needed for a global
ethics”(Kemp, as cited in Sund & Ohman, 2011, p.24). Although Kemp includes nature

in the concept of world citizenship, his vision is far from being multicultural.

Other scholars, such as Appiah (2006) refer to a partial cosmopolitanism where there is a
dialectic between the particular and the global. Appiah claims the necessity to find a form
of coexistence between the responsibilities towards our relatives and the global ones
(Appiah, 2006, p.39). It could be added that all these stands have in common certain
ethnocentrism in the sense that cosmopolitanism serves to equilibrate the imbalances that
are proper of the Western countries. For example, if we think about the environmental
question we could affirm that an indigenous population of Brazil would have full respect
for the environment, the human beings and nature included. Therefore, most likely they
may not have any need to open themselves to new horizons with intercultural education
because it already follows the rules of nature which transcend all types of cultures and

they could be an example for others.
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2.5.4. Environmental ethics: an option for relating the human being

with the environment

As we saw in the part dedicated to Degrowth and SD (sub-chapter 2.4.5), teaching
ecology or debating about it in schools relates to ecological ethics, which is a branch of
applied ethics. Elliot Eisner refers to environmental ethics as “whatever ethics that guide
us in our treatment with the natural environment (Elliot, 1995, p.6). Knowing it, is useful
for raising awareness at school concerning the dialectic existing between people and the
environment. This dialectic is pivotal in glocal CE as it is crucial for thinking about glocal
environmental questions. In this sense, ethics serves CE and citizenship that transcends
the State. It considers the glocal aspects, considering the global and local dynamics from
different angles, including nature. Bearing in mind the actual context, it would be useful

to foster a type of education in which economy and oikonomia go aligned (Medina, 2008,
p. 3).

Previous historical moments, modernism and postmodernism, showed that an
anthropocentric vision has nefast side-effects that need to be counterbalanced by putting
human beings as a part of a system where everybody is equal. Until now the keyword was
at the “service of”” (Medina, 2008, p.4). The proof of anthropocentrism is that agriculture
in the “western way” homogenized production, without respecting the diversity of the
biosphere. In the XX and the XXI centuries we are destroying the Ashby law (Ashby,
1956) with most vehemence and rapidity. The Ashby law is the law that remembers that

just variety makes variety.

There are several principles that for Elliot guide the way we face nature and constitute
environmental ethics. Nevertheless, there are different approaches to environmental
ethics, and sometimes they have common points. Elliot Environmental Ethics (Elliot,
1995) shows how for each different perspective the action of a company in a certain
environment would or would not be justified. The article explains each possibility a
business has to act which corresponds to an approach of environmental ethics. Those
different perspectives are meaningful at a political level because they support certain

environmental policies depending which perspective a region follows.
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Elliot primarily detects environmental ethics based on human beings, another based on
animals, then the one centered on life, and lastly the one on ecological holism. In the first
perspective, the one based on human beings, it refers just to people’s interests,
considering them as the only ones that are morally relevant. According to this perspective,
they are the only ones capable of doing an ethical evaluation. In the second perspective,
people and animals are relevant for making decisions, but there is also a ranking that
differentiates each species. The ethic life centered on the ranking of living beings includes
plants, algae, unicellular organisms, and for some philosophers the ecosystem and the
biosphere are included. In this case, moral relevance is given to living beings, but this
does not mean that it corresponds to the same moral significance. The moral significance
depends on the complexity of the subject, and the differentiation between these
components of the biosphere, it depends on the moral evaluation of the mutual
consequences of the elimination of one of these. As Naess (2009) reveals in his book
Ecology of Wisdom, this could give place to an equalitarian biotic where all are morally
relevant. If this, as Elliott states, is “justifiable, it would make it really difficult to defend
moral human interventions in the natural environment” (Elliot, 1995, p. 20). Then Elliot
proceeds by saying that an “ethic of the whole” is an ethic in which also not human beings,
such as stones, have their own rights to be considered. This is the case when aesthetics

matter in an environmental cause.

As of last, the Ecological Holism for which “two types of things are considered morally
relevant: the biosphere as a whole and the large ecosystems that compose it”. (Elliot,
1995, p. 6). It is a systemic approach in which individuals, differing from other
approaches, are not morally relevant. The American Callicott (2010) is the theorist of
such a non-anthropocentric perspective in whichistrithe main focus is given to the objective

of the protection and the maintenance of the biosphere.

All these different approaches of environmental ethics, differ on what can be for each of
them “morally relevant”. Elliot also believes that what is morally relevant, is not because
it has an interest, but because it has a property that gives them something intrinsic. If we
think about what has an interest, then in this case we can include plants and also
ecosystems. If we extend the interest to have a proper good and we are willing to protect

it, the fact of being something aesthetically appreciated or complex, could be justified by
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holistic or mixed ethics.

Comparing all these perspectives, the holistic one could be the most comprehensive one.
Thus, the ethics based on ecosystems might go in opposition with human interests.
Meaning it breaks a dualism vision where people use nature as an instrument at their
service. If the human being is considered as part of an ecosystem, an extra component,
then human beings would see a different perspective to obtain some benefits from nature,
rather than the one based on exploitation. In this case the last one is considered as a way
of doubtful utility. It is a merely materialistic interest. In this sense, environmental ethics
could serve environmental and citizenship education to visualize these questions.
Teaching that the human being him/herself is a system that should be in harmony with
other superior systems and he/she is willing to sustain in a form that is veritably

sustainable.

Therefore, related to this aspect is an education that fosters vivid experiences through
contact with nature, and that also fosters awareness that we are ourselves part of nature.

Thus, it is important to be aware of the holistic aspect of our body.

The perspective of the World Ethic of Kiing, is also thought-provoking. He elucidates
that:

Declaramos que todos somos interdependientes. Cada uno de nosotros depende
de la salud del conjunto. Por esto, respetamos la colectividad de los seres
vivientes, hombres, animales y plantas, y nos sentimos preocupados por la
conservacion de la Tierra, del aire, del agua, del suelo. These interdependent
issues are declared. We are dependent on the Health of the Whole. For the
purposes of the Convention on the Elimination of All Forms of Sacrifice, animals
and plants, and pre-existing plantations on Earth Conservation, Air (Kiing, 1994,
p.16).

This optic of interdependency and reciprocity is needed. As it is shown in Torralba, the
ecological crisis is an opportunity for the creation of an environmental ethic, which

considers the relations that the human being has established with nature, and that he/she
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has a posture that is at the intersection between the radical biocentrism and the excluding
anthropocentrism (Torralba, 2003, p. 19). This would be allowed to not infringe the Ashb

Law.

2.5.5. Gender: a plurality of perspectives for glocal citizenship
education

Western educational systems based on democratic citizenship consider gender equality to
be one of their main principles. The gender concept in education research is quite

problematic as often it refers to a vague and conflated meaning as:

writers for both academic and popular audiences often use the term gender when
considering differences between the educational experiences of male and female
students, and the distinction of then appears to be based on a traditional
understanding of the term sex (Glaser and Smith, 2008, p.343).

For example, when exploring this definition:

Gender refers to the socially constructed roles of men and women ascribed to them
on the basis of their sex that depends on particular socio-economic, political and
cultural context and is affected by other factors, including race, ethnicity, and
class. Gender is one of the most fundamental organizing principles that shape
human life in all its dimensions that also creates and perpetuates social differences
and inequalities. Lastly, gender must also be understood as a structure of
institutionalized social relationships that organize power at all levels (Mahler &
Pessar, 2006, p. 27).

It is interesting to combine this definition with the most updated vision of gender that
englobes the GBTQQIP2SAA (lesbian, gay, bisexual, transgender, questioning, queer,
intersex, pansexual, two-spirit (2S), androgynous, asexual) (Education Glossary, n.d.) or
LGBTQ+. The “+” refers to anybody who believes that their gender identity or gender
expression is not sufficiently represented in society. The last theorist on gender
differentiates between forms of gender, making a distinction between gender, gender

identity, and gender expression. With such a complexification of the concept of gender
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which reflects a plurality of visions, it is interesting to consider gender as an identity
marker such as age, social class, ethnicity, and others (Jargensen, 2012).

For any feminist movement considering gender, gender identities, and gender expressions
in education means to have equal access in schools of any gender form. If gender equality
is an undeniable principle of democracies nowadays, it does not mean that the school
systems are considering other gender concerns. As Marshall (2007) says, “all too often
discussions of citizenship are abstracted from real social (gender) relations and little
attention is paid to the gendered nature of citizenship ideals” (p.11). To better integrate

gender in education, Marshall (2007) proposes:

We might begin by reviewing some important feminist academic insights into the
curriculum, such as the fact that schools are productive institutions creating both
agency and stratification through their knowledge reproducing work and that the
formal and hidden curriculum (the overt and the covert) are interlocked and

equally important to any understanding of gender construction (p.11).

In this sense, gender education is intrinsic to CE as it is crucial for redefining what is
democratic. Moreover, gender exists in different areas, such as economics, politics,
cultures, in all societies, and especially in all relationships between people but also in the

relationship with oneself.

Being a diverse gender society, glocal CE promotes a concept of citizenship that breaks
a binary vision of gender recognizing only a division among two genders: female and
male. Moreover, GCE requires integration of a gender perspective (Marshall and Arnot,
2008) where the national curricula recognize and if needed deconstruct the binary
gendered vision embedded in it. Similarly, it should deconstruct gender power dynamics
presented at different levels (curriculum, school material, classroom). Moreover, it is also
important to work on teachers’ gender perspectives to improve GCE, and glocal CE, in

secondary schools (Banks, 2008).

The gender perspective is essential for glocal CE because it contributes to equalizing the
relations between genders at different levels. It complexifies the reality by dismantling

the dichotomization of our societies defined simplistically by a dual vision of the world:
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men-women, public-private, north-south, rich-poor, and so on. Moreover, it allows
breaking from a hierarchical, patriarchal, and heteronormative organization and
interpretation of our societies (Martinez Martin, 2016, p.129).

2.5.6. From digital citizenship to glocal digital citizenship

In the age of the internet and social media, it is undeniable that some skills of Digital CE
are highly linked with GCE. These skills are the responsible use of technology or the
ability to use the internet to find and create digital content responsibly, safely, and
respectfully. Being a citizen refers to being part of a community; being a user of the
internet means also being part of a digital world community where we learn, share, work
and live interconnectedly. Behind the idea of being a digital citizen, there is a “civic”
level of citizenship that means also having rights and responsibilities when using the
internet. Having digital citizen competencies also transcends the civic level, as it also
means helping to create a safe and ethical space for using technology. Digital citizenship
can be defined as “the quality of an individual’s response to membership in a digital
community” (Heick, 2018). It is easy to see an analogy between the glocal citizen and
digital citizen. As glocal citizens, we are part of different communities at different levels
as the world itself, and we act in a way to contribute to all these different levels of
communities or at least to not do harm to them. In digital citizenship, we adhere to
guideline that make the use of the internet ethical and we must be responsible for the
interactions that the digital world offers us. Watanabe-Crockett (2017) combines digital
citizenship with global citizenship by referring to global digital citizenship. He highlights
that knowing how to use digital technology means also governing, seeing the world as an
interconnected community, and acting for its benefit. Moreover, digital citizenship is
proof that we are part of a more extensive community than the State, as we are all on the
same platforms despite our social status, culture, or political and religious beliefs
(Watanabe-Crockett, 2017).

Ribble (2017) identifies five different aspects englobed in global digital citizenship:
personal responsibility, altruistic service, global citizenship, digital citizenship,
environmental stewardship. Together with Bailey, he speaks about three different
categories: respect, educate and protect, which are embedded in nine elements presented
in their book Digital Citizenship in Schools (Ribble & Bailey, 2007). This book is
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directed mainly to educators, students, parents, and administrators. They write about nine
components: digital, access, digital commerce, digital communication, digital literacy,
digital etiquette, digital law, digital rights and responsibilities, digital health and wellness,
and digital security. The authors develop these aspects through critical and ethical lenses.
For example, in digital communication, the researchers mention that educators should
foster the importance of effective and respective communication skills. While in digital
literacy, they highlight aspects about citing information properly or deciphering

information to verify its authenticity as it happens with fake news.

Similarly, the study of the Center for Human Rights and Citizenship Education in
partnership with Trocaire also presents a clear overlap between digital citizenship
education (DCE) and global citizenship education (GCE). Goren and Yemini (2017)
highlight the importance of empathy, critical thinking, civic participation, and activism
in GCE. Andreotti and Pashby (2013) insist that the link between DCE and GCE is not
just about looking for news but also having a critical eye and being able to understand the
quality of news or even knowing how to recognize fake news. For them, taking for granted
the benefits of technology, might lead to a lack of critical engagement (Andreotti &
Pashby, 2013).

In Martinez Sainz and Barry’s (2019) study, Figure 1 shows clearly these overlapping

aspects:

Figure 1.
Key elements of Global [Digital] Citizenship Education.

Global Citizenship Digital Citizenship
Education Rights Education
Racism Safety Privacy &
Cuttural Relationships S Security
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: Poverty & identities Computational
Civilg development thinking
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copyright

Note. Retrieved from Martinez Sainz & Barry (2019, p.4).
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Livingstone (2009) pointed out the mistaken belief that the young generation are digital
natives because they were born in a digital world. Collins (2011) believes that students
need the training to engage with technology, and therefore digital literacy is a must.
Digital literacy englobes different aspects such as: instrumental skills, productive and
strategic competence, and cognitive skills. This broad sense of digital literacy is
equivalent to the concept of digital competence developed by Hatlevik and
Christophersen (2013). Furthermore, engaging with technology, as suggested by
Andreotti and Pashby (2013), requires being critical.

2.6. Transversal competencies: a broad concept

Many education systems worldwide focus their policy on the development of learners’
transversal competencies. It means they prioritize “transversal competencies” meaning
the combination of knowledge, skills, attitudes and values in general or holistic areas such
as global citizenship, digital citizenship among other general education areas. Before
going more in-depth with the definition of transversal competencies, | will explain what
it means to be competent according to Boterf (2003). He highlights that a competent
person must be able to act and react in a given context. For Boterf (2003), a competent
person needs to have initiative and creativity, to have metacognitive abilities, and be
autonomous. In this sense, a competent person shows that he/she has acquired transversal
competencies. Other names used for transversal competencies are “key competencies,
core skills, generic skills, transferable skills, soft skills, employability skills, 21st-century
skills” (Sangwan et al., p.3) and the list continues. The idea behind them is that they
“contribute to the learners’ holistic development by making them capable according to
the needs and changing demands in different situations and conditions” (Sangwan et al.,
p.3). As Terzieva, Luppi and Traina mention: success in the 21st Century requires
knowing how to learn. Students today have several careers in their lifetime. They must
develop strong critical thinking and interpersonal communication skills to be successful
in an increasingly fluid, interconnected and complex world (Terzieva & Traina, 2015,
p.26).

This sentence is aligned with a neoliberal vision of GCE close to the “qualification”

category developed by Biesta (2006). That said, it is undeniable that transversal
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competencies have always played a role in education as they are knowledge, skills and

attitudes necessary in daily life.

In social sciences, there is not a standardized definition nor a unitary use for the concept
of competence. Among the many frameworks, we find the ones by Binkley et al. (2012),
Delors et al. (1996), Gordon et al. (2009), Lippman et al. (2015). Terzieva and Traina
remind us that “notions such as “key competencies” and “core skills” have become very

fashionable” (Terzieva & Traina, 2015, p.27).

It is also essential to differentiate between the terms competency and competence. Alder
Koten explains that “the competence is the capability to carry out a defined function
effectively and competency is the description of the knowledge, skills, experience and
attributes necessary to carry out a defined function effectively.” (Kéten, 2011). That said,
often in the literature, the usage of the two terms is mixed up. Competencies are often
divided into three groups: cognitive, affective and conative. They are aligned with the
education pillars known as learning to know, to be, to do, and to live together which are
also the ones followed by the UNESCO.

(Delors, 2013). These competencies do not necessarily embed a neoliberal vision but,
depending on how educators introduce them, they can also foster glocal citizenship
education. Moreover, Delors presented these principles by affirming that “competitive
spirit is no longer compatible with the spirit of cooperation” (Delors, 2013, p. 327). He
embraces a view for fighting global injustices through education and the competencies
are a tool for creating a more cooperative and fair world. As we can see in Figure 2,
Whittemore (2018) identifies seven essential transversal competencies (see image X): (1)
collaborative problem solving, (2) learning to learn and continuing to learn, (3) digital
competencies and mindset, (4) initiative and independent thinking, (5) resilience, (6)
adaptability, (7) cultural awareness and expression. For Whittemore, these essential
transversal competencies are the product of the “synthesis of key and definitive policy
sources from the major International Organisations, such as the World Economic Forum,
European Commission, UNESCO and the OECD” (Whittemore, 2018, p.5). He admits
that the total transversal competencies emerged are ten, writing: “International

Organisations reveals a broad emerging consensus on a common core of 10 transversal
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skills: digital competencies, problem-solving, initiative, learning to learn, cultural
awareness, resilience, social intelligence, creativity, critical thinking, adaptability” (2018,
p.5). He excludes critical thinking, social intelligence and creativity, not because they are

not more important but because they are embedded in the other seven.

Figure 2.

7 core transversal skills.

Note. Retrieved from Whittemore, S. (2018b, p.5).

The UNESCO model, (Care and Luo, 2016a) has an approach of exponing transversal

competencies more extensively. As can be seen by comparing figure 2 with figure 3.
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Figure 3.
What are transversal competencies.
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Note. Retrieved from Care and Luo (2016b, p.6).
A transversal competency that neither Witthermore (2018) nor UNESCO put in the list is

empathy. Nevertheless, Witthermore specifies that it is included in emotional
intelligence, social intelligence and in learning to learn.
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2.6.1. OECD PISA’s Global Competence: a glocal competence?

Since 2018 the Programm for International Student Assessment (PISA) is assessing 15
years old students if they are “globally competent”. PISA defines the Global Competence
(see Figure 4).

Global Competence is a multi-dimensional construct that requires a combination of
knowledge, skills, attitudes, and values successfully applied to global issues or
intercultural situations. As the name suggests, global issues are those that affect all people
and have deep repercussions for current and future generations. Intercultural situations
refer to face-to-face, virtual or mediated encounters with people who are perceived to be
from a different cultural background (OECD PISA, 2018a).

Figure 4.
Global Competence.

Global

competence

Note. Retrieved from PISA (OECD, 2018b).

The main purpose is to see whether schools contribute to collective well-being and to SD.
Here again, we can see the link with a neoliberal vision of sustainability. It also relates to
the qualification level of GCE (Biesta, 2006).
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More specifically it pretends to support students to:

develop cultural awareness and respectful interactions in increasingly diverse
societies;

recognise and challenge cultural biases and stereotypes, and facilitate harmonious
living in multicultural communities;

prepare for the world of work, which increasingly demands individuals who are
effective communicators, are open to people from different cultural backgrounds,
can build trust in diverse teams and can demonstrate respect for others, especially
as technology continues to make it easier to connect on a global scale;

capitalize on inherently interconnected digital spaces, question biased media
representations, and express their voice responsibly online;

care about global issues and engage in tackling social, political, economic and
environmental challenges (OECD PISA, 2018a).

All these points are relevant for schools to take a step forward and tackle the many crises

that we are facing. Unfortunately, they lack a real critical glocal perspective. Moreover,

assessing such competence seems quite problematic. It is relevant that Engel and

Thompson (2019) remember that governments by categorizing people, “make them up”.

They referred to the philosopher Hacking as:

he refers to this as dynamic nominalism, the process whereby the naming of
things, particularly abstract concepts associated with human dispositions or
characteristics that are assumed to be measurable, comes to determine how we
understand the construct and the actions that we take as a result (Hacking 1986,
as cited in Engel et al., 2019, p.6).

Plus as Conolly et al. (2019) remind us “critical global education contends that

mainstream definitions of global competency privilege particular groups (i.e. those from

higher socio-economic and richer country backgrounds” (p.2).

In addition, they suggest we should view PISA global competence under global

consciousness lenses, which is the humanist approach of GCE. Seen that way, global
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competence does not challenge sufficiently current imbalances of power and they

perpetrate a specific worldview (Conolly et al., 2019, p.2).

2.6.2. Global citizenship and the curriculum

GCE can be embedded in the curriculum through a holistic approach, integrated into the
subjects or as a specific subject. Concerning the cross-curricular approach, the principles
and values of a school can reflect GCE. For Sant et al. ( 2018), the holistic approach
happens through activities that take place across different subject areas ( e.g. interdisciplinary
projects), in extracurricular time If we consider GC being one of the transversal key competences
taught cross-curricularly, it means that “the learning objectives or outcomes are incorporated into

the part of the curriculum and that are not subject bound,(e.g. school assembly”(p.29).

Terzieva and Traina (2015) also remember that:

Transversal competences may also be integrated into existing curriculum subjects.
Where it occurs, learning objectives or outcomes related to digital, civic or
entrepreneurship competences feature within the specific curricula for these
subjects. The choice of subject is relatively consistent across countries, although
some differences are apparent. For instance, the subjects which incorporate
citizenship education are mostly the social sciences, languages, and
ethics/religious education; but sciences and mathematics, as well as artistic

education are also mentioned by some countries (p. 197-198).

The most common way to present GCE is through school assembly (Nelson and Kerr,
2006 as cited in Sant et al. 2018, p. 198), through school activities that promote solidarity
at a local, translocal or global level, through an initiative that promotes political literacy
or cultural awareness. Any level of GCE, from civic education up to glocal CE can reflect
working toward a certain vision of GCE. On the other side, depending on how educators
create these activities can perpetrate or not the status quo or stereotypes. What matters is
relating CE to complexity. In the literal sense, a complex (com-plexus, to weave together)
is that which brings together several different elements, that which can be described by

an intersection of relationships and a complex object is a node in a network. It is both
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constitutive of the network as part of it and constituted by the network since it would not

exist without it (Morin, 2017). Sterling (2001) identifies four functions of education:

1. Social: To replicate society and culture and promote citizenship.

2. Vocational: To train people for employment.

3. Personal: To develop the individual and their potential.

4. Transformative: To encourage change towards a fairer society and better world (p.25).

We can also expect that in glocal CE this complexity can be tackled under the fourth
function: the transformative one. While the first three, have mainly a reproductive
character, the fourth function breaks this reproductive scheme. It must be said that the
transformative function of education has already had its roots with Maria Montessori,
Rudolph Steiner, John Dewey. Most recently, Pinar also affirms that the curriculum is not
a neutral and objective document. He says that the “school curriculum is what older

generations choose to tell younger generations” (Pinar, 2012, p.188).

He proposes a cosmopolitan curriculum, pointing out the subjectivity of cosmopolitanism
that he calls “worldliness”. He defines it “ as a state of being between the local, and the
global, simultaneously self-engaged and worldly-wise, cause and consequence of a
cosmopolitan education, worldliness is a subjective supplement to cosmopolitanism”
(Pinar, 2012, p.4) Pinar’s cosmopolitan curriculum is a provocation to think critically
about ourselves and the world (Pinar, 2012, p.189). Thus, it resonates with glocal CE and

its correspondent glocal pedagogies.

2.7. Conclusion of the chapter

Metaphorically, the purpose of this chapter is to present glocal CE as a vector made up of
different points (topics and competences). It also intersects different spaces (“education
of") and has almost parallel vectors (versions of global CE). In addition, it was
fundamental to portray glocal CE as a vector closely related with the concept of
citizenship. A concept in continuous evolution throughout its history. By this
mathematical metaphor, the glocal represents the multidimensional angles that position a

vector (glocal CE) in a space (curriculum). This kaleidoscopic presentation of glocal CE
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is, however, only a partial view. This framework is an invitation to consider the potential
of glocal CE to incorporate other knowledges that are related to CE, but that are not
necessarily seen by academia as scientific terms, as was the case with Ubuntu philosophy.
Thus, this kaleidoscope of terms associated with glocal CE was crucial to providing a
theoretical and conceptual background for exploring the discourses that emerged in the

study.
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3. Chapter I1I: Teacher agency and teacher professional
development: critical components for a glocal teacher

subjectivity

In this chapter, | present two main concepts that are pivotal for this study: teacher agency
and teacher professional development. In fact, teachers are the main agents of change in
the school system (Bourn, 2016) and understanding their agency and the possibilities for
professional development is fundamental in this study. Plus, Biesta et al. (2014) and
Pyhaltd et al. (2002) showed that the teachers’agency in professional development
contributes to implement school reforms. However, in order to present both concepts, it
seems essential for teacher agency to be related to both, personal identity and professional
identity, and for professional development to be integrated into teacher education. It is in
fact my intention to explore the concepts in dialogue with other concepts in the same
manner | did in Chapter 2. Tao and Geo (2017) demonstrated that agency and identity are
interdependent. While professional development may be crucial for teacher professional

identity which reinforces teacher agency (Mockler, 2011).

To continue with mathematic metaphors, as I did in the conclusion of Chapter 2, if teacher
identity might be the variable X, teacher agency is the vector and professional

development contribute to its direction toward glocal CE.

3.1. From teacher identity to teacher agency: understanding the

glocal teacher

As mentioned earlier, teacher agency cannot be understood without connecting it with
teacher identity. Both contribute to the understanding of how teachers consider and
integrate glocal citizenship in the curriculum. Having presented the two sides of the coin,
I relate them to the field of glocal CE, since the identity and agency of teachers are

essential to the teaching of glocal CE.

As Giddens (1991) argued, identity can be considered as a mediating force between

structure and teacher agency. Both identity and agency are ongoing processes in which
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teachers keep reinterpreting dynamically their own knowledge and values of the
profession. It is important also to see how this continuous interpretation takes place inside
and outside the school. It is pertinent to consider the following: “for teachers, this is
mediated by their own experience and outside of schools as well as their own beliefs and
values about what it means to be a teacher and the type of teacher they aspire to be”
(Sachs, 2001a, p.6). Teacher identity helps to understand the sense of agency for teaching
glocal CE.

3.1.1. Teacher identity

To explain the concept of teacher identity, it is important to understand the notion of
identity. The concept might appear simple, but it is rather complex. The Cambridge
Dictionary defines identity as “who a person is, or the qualities of a person or group that
make them different from others” or “the reputation, characteristics, etc. of a person or
organization that makes the public think about them in a particular way” (Cambridge

Dictionary, n.d.).

This definition is just a starting point for a concept introduced in the social and
psychological sciences in the United States in the 1950s.The definition of the dictionary
highlighted how identity can refer to the individual or a collective, such as the teacher
community. The events in the 1960s in the United States helped to advance the social
studies on identity. The definition of the developmental psychologist Erickson (1968),
who talked about the concept of “identity crisis”, is crucial. Erickson related the concept
to a salient moment of American history in which the Afro-American community was
fighting for their rights. Not that this claim for rights can be limited to the 1960s, but his
reflections took place in that period relevant for democracies worldwide. His notion of
identity had two main referents, William Jones and Sigmund Freud. Even if he was a man
of his time, he acknowledges the fact that James and Freud developed their theories
inherent from the patriarchal system of values. However, Erikson quoting James is still

valid:

A man’s character is discernible in the mental or moral attitude in which, when it

came upon him, he felt himself most deeply and intensely active and alive. At
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such moments there is a voice inside which speaks and says: “This is the real me”

(William James in a letter to his wife, as cited in Erikson, 1968, p. 1968)

Concerning Freud, Erickson highlighted the cultural aspects that were relevant for him
such as being part of a Jewish community. To clarify, Freud was not religious person,
rather he was mentioning the Jewish cultural nature. By referring to Freud and Jones,
Erikson highlighted two aspects such as subjectivity and culture that are pivotal for
identity. It is also interesting that he acknowledges the impermanence of identity as he
defines it as a fundamental organizing principle that develops constantly throughout the
lifespan (Erickson, 1968). Although he focuses on adolescent development, his broad
definition is useful for understanding teacher identity. In fact, by talking about
psychosocial relativity he also connects the psychosocial and social factors as elements
that are interconnected and have a role in the continuous constitutions of each person’s

identity. Ragaliene (2016) sums up Erickson’s concept of identity by writing:

Identity provides a sense of continuity within the self and in interaction with others
(“self-sameness”), as well as a frame to differentiate between self and others

(“uniqueness’) which allows the individual to function autonomously from others.

(p. 97)

It is interesting to see how Erikson (1980) sees identity as an ego subsystem that is closest

to social reality. He affirms:

...could be said to be characterized by the more or less actually attained but
forever-to-be-revised sense of the reality of the self within social reality; while the
imagery of the ego ideal could be said to represent a set of to-be-strived-for but

forever-not-quite-attainable ideal goals for the self (p. 160).

Moreover, the sociologist Peter Berger (1966), coming from a phenomenological and
social constructionist tradition, as well as Erving Goffman (1967), father of symbolic
interactionism, have contributed to expanding the use of the word identity in
sociology. This list continues in sociology with the studies of Bourdieu, Baumann,
Giddens, but what counts in presenting this historical excursus is the complexity of
defining identity.
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Although teacher identity is a key concept for this research, it is still accurate to remember

Brubaker & Cooper (2001) quoting George Orwell’s sentences:

the worst thing one can do with words is to surrender them (...) a language is to
be an instrument for expressing and not for concealing or preventing thought™ and,
“let the meaning choose the word and not the other way about (Orwell, as cited in

Brubaker & Cooper, p.1).

These sentences aim to emphasize that even if the word identity is used in the social
sciences, it has political and intellectual consequences. The meaning of the word
“identity“can signify too little, too much, or even be ambiguous. Therefore, they invite
us to find less ambiguous concepts such as commonality, groupness, or connectedness.
Thus, just when identity embraces these meanings, teacher identity is a useful concept. In
fact, Brubaker & Cooper (2001) affirm:

The point in suggesting this last set of terms is rather to develop an analytical
idiom sensitive to the multiple forms and degrees of commonality and
connectedness, and to the widely varying ways in which actors (and the cultural
idioms, public narratives, and prevailing discourses on which they draw) attribute
meaning and significance to them. This will enable us to distinguish instances of
strongly binding, vehemently felt groupness from more loosely structured, weakly
constraining forms of affinity and affiliation (p.21).

Also, Gee (2000) affirms that there are other terms, such as “subjectivity” or “core
identity”, but it is relevant that “identity” can be used as “an analytic tool for studying
important issues of theory and practice in education” (p. 100). Most recently Mahmoudi-
Gahrouel et al. (2016) have referred to identity in terms of interpretation, reinterpretation,
negotiation, and integration of personal (individual) and professional (educational)

relationships.
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Claude Lévi-Strauss (1977) characterized identity as “a sort of virtual center (foyer
virtuel), to which we must refer to explain certain things, but without it ever having a real

existence” (p.332).

A fundamental way to understand identity is as a form of affectively charged self-
understanding that is often referred to as "identity"”- particularly when discussing issues
concerning race, religion, ethnicity, nationalism, gender, sexuality, social movements,
and other phenomena conceptualized as involving collective identities” (Brubaker &
Cooper, 2000, p.19). For them identity is self-understanding being part of group
conditions and social and political actions. They advocate for shifting from the word
“identity” to a combination between the commonality of the words (referring to common
attributes) and connectedness (referring to the ties between people) that create
“groupness” (Brubaker & Cooper, 2000, p.19-20). All these words should be nuanced
with the lenses of hybridity and fluidity fundamental for “network theorist”. In fact,

Somerville, referring to Latour’s theory writes:

The actor-network perspective stresses both the contingency of networks, that is,
they are not determined, permanent, or universal, and what is referred to as their
emergent qualities. What this means is that networks are rarely stable for long and
are continually bringing in new elements and changing the relationships between

actors (Somerville, 1999, p.9).

Melucci (1995) worked with an identity-oriented approach to social movements. He
believes that in the idea of identity a sense of permanence is embedded. He talks about
“collective identity as a process refers thus to a network of active relationships between
the actors, who interact, communicate, influence each other, negotiate, and make
decisions” (Melucci, 1985, p.45).

The formation of these identities is linked with the power of the “historically variable
relational embeddedness “(Somers, as cited in Brubaker & Cooper, 2000, p. 34) rather
than the commonalities. This can also help to reconfigure the word identity under the
concept of narrative. Unfortunately, with all the limits that the word “identity” embeds, it

is used in much research around teacher education. For example, Farrell (2011) explains
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that for understanding the “beliefs, assumptions, values, and practices that guide teacher
actions both inside and outside the classroom” (p.54) teacher identity is crucial.
Accordingly, teacher professional identity, as elaborated in the following point, serves as
a link between teacher identity and teacher agency. Teachers may see themselves as

agents of change depending on their professional identity.

3.1.2. Teacher professional identity

Teacher professional identity corresponds to a type of collective identity. Which starts
from "an individual construction referring to the teacher's history and social
characteristics, but also from a collective construction linked to the context in which the
teacher works" (Valliant, 2007, p.3). Several scholars explore this concept related to how
teachers construct their professional identity (Maclure,1993; Clandinin and Connelly,
1995; Gee, 2001; Mockler, Sachs, 2001; Sfard and Prusak, 2005; Flores and Day, 2006).
Under this perspective, teacher professional identity is understood as a dynamic and
continuous process of construction. This process does not end with obtaining a
professional title. On the contrary, it embraces teachers’ own trajectory linked also to
their life stories, collective actions. It also depends on the surrounding working realities.
Mockler (2011) highlights the complexity and untidy dimension of this “human
enterprise” (p.1). She also stresses how neo-liberal tendencies do not consider such a
complexity. In fact, there are personal, professional, and political dimensions involved in

this construct.

Other scholars also highlight the plurality of contexts (social, cultural, political, and
historical) shaping teacher professional identity (Buchanan, 2015; Kumaravadivelu,
2012; Mockler, 2011; Varghese et al., 2005). They also focus on the environments,
experiences, and interactions. In reviewing Mockler (2011), it is noteworthy that she
emphasizes the messiness, the non-linearity, and the value of narratives when considering

identity formation. Butler states the following:

Identifications belong to the imaginary; they are phantasmatic efforts of
alignment, loyalty, ambiguous and cross-corporeal cohabitations, they unsettle the
I; they are the sedimentation of the ‘we’ in the constitution of any I...
Identifications are never fully and finally made; they are incessantly reconstituted
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and, as such, are subject to the volatile logic of iterability. They are that which is
constantly marshalled, consolidated, retrenched, contested and, on occasion,
compelled to give way. (Butler, 1993, as cited in Mockler, 2011, p. 105).

Other relevant components of teacher professional identity are the emotional, relational,
and symbolic elements. They connect to the subjective and objective sides of being a
teacher (Tardif, 2004, p. 79). Plus, the constant question behind teacher professional
development is not “who am I?” but rather “who I want to become?” (Beijaard & Verloop,
2004). In this in-becoming, there is a constant dialectic between the person and the
context. According to Beijaard and Verloop, (2004) teacher identity is composed of sub-
identities each playing a role depending on the context. A sub-identity constituting the
teacher identity could push or not teachers to embrace their moral role of being a teacher.
In fact, what links teacher professional identity and glocal CE, is what Dewey named his
vision of teachers “engaged, not simply in the training of individuals, but in the formation
of the proper social life”. (Dewey, 1897, p. 80). Maybe, it can also be related to “the sense
of purpose for teaching and being a teacher” (Rex & Nelson, 2004, p. 1317).

Among this sense of purpose, there is the “embracing of a moral role”. This role has to
do with the “why” and the “what” teachers do (Mockler, 2011, p.5). Fullan (2002), a
pioneer in this aspect, mentions the relationship between the “good teacher” and the
“moral purpose”. He even juggles between a moral and spiritual leadership that might
relate to a planetarian posture of glocal CE. Nonetheless, Freire (2006) reminds us that
purpose was not enough. Wigging and McTighe (2007) refers to how many teachers

disconnect with the moral purpose embedded in teacher identity:

Over the years, we have observed countless examples of teachers who, though
industrious and well-meaning, act in ways that suggest that they misunderstand
their jobs. It may seem odd or even outrageous to say that many teachers
misconceive their obligations. But we believe this is the case. Nor do we think this
IS surprising or an aspersion on the character or insight of teachers. We believe
that teachers, in good faith, act on an inaccurate understanding of the role of
“teacher” because they imitate what they experienced, and their supervisors rarely

make clear that the job is to cause understanding, not merely to march through the
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curriculum and hope that some content will stick. (Wiggins & McTighe, 2007, p.
128, as cited in Mockler, 2011, p.6)

Similarly, Cambpell (2008) states that:

Yet, the moral dimensions of teaching and the ethical nature of the teacher’s
professional responsibilities often seem to be taken for granted in both the
academy and the practitioner communities, overshadowed by cognitive theories
connected to teaching and learning, effective approaches to measurement and
assessment, classroom management strategies and other aspects, that while,
naturally important, are rarely viewed from a moral or ethical perspective
(Cambpell, 2008, p.358).

Already Sachs’s (2003) study showed that when teachers embrace a connection between
their purpose and their practice, and they have a sense of professional identity, they
connect more with the “moral purpose” of being a teacher. In this way, they fully embrace

certain aspects of glocal CE.

3.1.3. Teacher agency

Considering that identity is:

multiple, fluid, constantly re-negotiated, and so on does not solve the Orwellian
problem of entrapment in a word. It yields little more than a suggestive oxymoron
multiple singularity, a fluid crystallization but still begs the question of why one
should use the same term to designate all this and more. Alternative analytical
idioms, we have argued, can do the necessary work without the attendant
confusion” (Brukaber & Cooper, 2000, p.34).

In this continuum of concepts, this could be also the case for the notion of agency. Both

of these notions, however, appeal to a construction process that:

is influenced by a variety of factors, such as the social relationships

and interactions with others within a sociocultural, historical, and institutional
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context, emotions, values, beliefs, traditions, educational background, discourses,

and job and life experiences; among many others (Zembylas, 2003, p.224).

Plus, the concept of teachers’identity construction matters as “teacher identity—what

beginning teachers believe about teaching and learning as self-as-teacher—is of vital
concern to teacher education” (Robert, 1997, p.21). However, teacher agency is a crucial

component underlying that teachers construct themselves intentionally as professionals
(Beijaard et al., 2004, Varghese et al., 2005). In other words, teacher agency is a core

aspect of identity formation and development (Tao & Gao, 2017, p. 347).

An essential component for understanding teacher agency, is the notion of agency itself
theorized by sociologists such as Bourdieu (1977) with his notion of habitus and Giddens
(1985) with the theory of “structuration”. It followed Archer (1995) with the realist social
theory and more recently Elias’s concept of configuration (2000). These concepts served
to nurture the conversation around social action by juggling between the individualistic

and holistic explanations of social action both of which are central to agency.

Three main conceptualizations exist in the definition of agency: agency as capacity,
agency as a variable, agency as phenomenon/doing (Priestley et al., 2015). When
referring to agency as a variable means that it can be innate or is structurally determined.
Agency as capacity stands for “the socioculturally mediated capacity to act purposefully
and reflectively on [one's] world” (Rogers and Wetzel, 2013, p. 63 as cited in Tao & Gao,
2017, p. 347). This approach is criticized as it fixes the agency and it does not highlight
its evolution. In the case of teacher agency, it can be for example possible through
professional development. The phenomenon/doing approach of agency (Priestley et al.,

2012) accounts for this becoming.

What it appears is that teacher agency is a critical concept in educational policy
implementation (Biesta et al., 2015). Thus, it is normal to consider them crucial for
educational change and reform. Teacher agency recalls the teachers’ active contribution
to shape their work and actively influence the classroom atmosphere, learning process, or
the school setting among other aspects. Teacher identity and teacher professional identity

contribute to determine teacher agency. However, when teacher professional
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development is complexified, it is also used as agency. For the question of what agency

is, Priestly et al. (2015) provide the following answer:

agency remains an inexact and poorly conceptualized construct in much of the
literature, where it is often not clear whether the term refers to an individual
capacity of teachers to act agentically or to an emergent ‘ecological’ phenomenon
dependent upon the quality of individuals’ engagement with their environments.

(Biesta & Tedder(2007, p.137), as cited in Priestley et al. (2015, p.3)

What associates the importance of teacher professional agency with glocal CE is
embedded in this paragraph:

A glocal educational teacher agency and philosophy must be built upon respect
for the individual and the local, with an understanding and respect of the history,
political and cultural institution of a country or State, while, at the same time,
realising a common universal understanding, interconnectedness and humanistic
potential of globalisation. All these are necessary in an international corporation
of education. “The glocal teacher” is a vision of such an educational institution.
The philosophy of glocal teaching draws its influence from the bildung tradition
in European educational philosophy, from public theory and from ancient roots in
Greek philosophy (Are Trippestad, 2015, p.22).

For Priestley et al. (2012, p.191), the agency is even synonymous with change. Glocal CE
needs teachers that embrace this agency of change. However, Biesta (2015) reminds us
that is not something that people own but agency is more something that people do. In his

work Biesta emphasizes the contributions of Emirbayer and Mische:

the temporally constructed engagement by actors of different structural
environments — the temporal-relational contexts of action — which, through the
interplay of habit, imagination, and judgment, both reproduces and transforms
those structures in interactive response to the problems posed by changing
historical situations. (Emirbayer & Mische, 1998, p. 970; emphasis in original,
cited in Biesta et al. 2015, p. 627).
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Plus, when they combine it with the ecological conception of agency-as-achievement,

they constructed in the model presented in Figure 5.

Figure 5.

A model for understanding the achievement of agency.
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Note. Adapted from Biesta et al. (2015, p.627).

I question where Biesta et al. (2015) includes the affective emotional, spiritual, and
psychological elements that might also determine the agency. If we think about agency
for implementing glocal CE, and caring, for Danielewircz (2001) to make a change the
teacher’s “self is fully invested in teaching and caring” (p.165). Biesta, on the contrary,
refers more to the beliefs. However, when he refers to Nespor by paraphrasing his
definition of beliefs defined “affective, narrative in nature and relying on correspondence
with evaluation from the past, such as a particular student being “immature” or “bright™”
(Nespor, 1987 cited in Biesta, 2015, p.628). Beliefs in this sense mean that past situations
and experiences affect or have an impact on teachers’ achievement agency. Thus, this is
the “umbrella” concept, that also Biesta et al. (2015) acknowledge. It is the importance
of other components such as the emotional aspect that constitutes agency. What is clear
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for all authors is how teacher professional development is crucial for teachers’ agency as
well as for teachers’ profession for their whole career. However, the link between teacher
agency and professional development, is inherent on seeing.

teacher professional identity as an ongoing process that respond to the question “who I
want to become” (Kerby, 1991). To build their professional identity teachers, choose
according to their identity and beliefs the professional development that mostly fits their
agency. However, these notions are all deeply interrelated as, also professional
development itself helps building a sense of agency. The three notions presented above
cannot be separated for professional development and the relationship among them

should be seen as essential for understanding teacher practice around glocal CE.

3.2. Teacher professional development and glocal citizenship
education

Today's teachers are expected to play a multiplicity of roles and perform a variety of

functions in order to meet the demands of our times. In fact:

Teachers throughout the world are experiencing an unprecedented
transition in their role and status and demands on them are becoming
increasingly multifaceted... Many teachers do not have the training or
experience to cope  with this changing role (European Commission,
2000, p.40).

In this situation of fast changes, teacher professional development:

constitue un vecteur d’optimisation des pratiques enseignantes sur lequel le
systeme d’éducation doit pouvoir compter. De fait, les études comparatives
internationales sont venues confirmer que le développement professionnel des
enseignants demeure 1’un des meilleurs moyens pour améliorer la qualité¢ de

I’enseignement offert aux éléves (Richard, 2020, p.54).

Throughout the dissertation, | use the concept of professional development.
Nevertheless,this chapter also adresses in-service teacher education, since both terms

serve better the purpose of agency.
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However, as for professional development in global CE (An, 2014; Guo, 2014), we have
to leverage the responsibility of professional development for a teacher agency allowing
the incorporation of glocal CE in teaching practices. However, it is undeniable that to
become a “glocal CE teacher”, professional development is pivotal. This section
continues to discuss teacher competencies that can be acquired through teacher
professional development. However, it is crucial to detach teacher professional
development in glocal CE from the idea of a teacher that is “a passive receptor of a list of
good cosmopolitan behaviors” (Rizvi & Beech, 2017, p. 128). The chapter concludes by
depicting relevant models of professional development and how they relate to glocal CE.

3.2.1. From in-service teacher education to teacher professional
development

A primary distinction is made around the world of teacher education between pre-service
teacher education and teacher professional development. Although pre-service teacher
education is marginally considered in this research, there are some key points that should
be noted. Pre-service teacher education is crucial for teaching glocal CE and democratic
citizenship education. Plus, the role of teacher educators is fundamental. If teachers’
educators do not embrace a democratic way of teaching (Carr, 2008) or certain knowledge
on glocal CE, it is difficult to imagine teachers embracing these crucial aspects of
education nowadays. Logan (2011) reminds us: “if schools are to educate for democratic
citizenship, the manner in which preservice teacher education helps teacher candidates to
understand citizenship and how it will be utilized in their future teaching practices, is a
true concern” (p. 153). Marri et al. (2014) and Borghi et al. (2012) show that preservice
teachers have a weak knowledge of concepts such as citizenship and democracy.
Additionally, Gaudelli and Wylie (2012) and Rapoport (2015) claim that pre-service
teacher programs do not incorporate components of global CE. The dialectic between the
vague knowledge of pre-service teachers on these topics and the role of teacher educators
for the implementation of global CE (Robbins et al., 2003), invites us to the relevance of
teacher professional development for recovering the lack of knowledge acquired during

their pre-service education.
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Often, concerning teacher professional development, we see the use of the words “ in-
service” which is defined as “a workshop for employed professionals, paraprofessionals,
and other practitioners to acquire new knowledge, better methods, etc. for improving their
skills toward more effective, efficient, and competent rendering of service in various
fields and to diverse groups of people. Further, such a workshop is training designed to
benefit a specific group of teachers at a particular school. Good in-service training should,
via workshop trainees and improve the quality of programming for the development of

teachers in service” (Nkechinyere, 2013, p.174).

Thus, we could tell that in-service teacher education is part of teacher professional
development. There are several modalities for in-service teacher education such as
attending exhibitions, films, seminars, conferences, etc. The particularity is that these
events are solution-oriented (Alkus & Olgan, 2014; Osamwonyi, 2016). Also, in-service
teacher education refers usually to punctual activities. Nowadays the tendency is to talk
about professional development. In other words, it refers to an increasingly engaged
teaching process where teachers also engage in learning communities (Borko et al.,
2010).

Plus, Borko, Jacobs, and Koellner (2010) explain that:

Many teacher educators, e.g., share the view that professional education
for teachers should (a) be a collaborative endeavor, (b) be about the work
of teaching, and (c) situate learning opportunities for teachers in the
context of that work (p.175).

They highlight that the teacher classroom is not the only place where professional learning
opportunities take place. They refer to Ball and Cohen (1999) for explaining practice-
based professional development. It requires the identification of central activities of
instructional practice and/or selecting or creating materials. These materials serve as some
learning opportunities for the teachers involved. Professional development education
includes all types of learning opportunities for teachers. It can be a course or a college
degree, informal learning opportunities (theoretical or practice-oriented), conferences,

workshops, lesson studies (Speck & Knipe, 2005). This last approach as communities of
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practice or mentoring and coaching is characterized by being a collaborative, reflective
process. (Coenders & Verhoef, 2019). It is also not to forget that teachers learn throughout
their whole life (Hernandez-Hernandez et al., 2018). Hence, for a transversal topic such
as glocal CE, it could have some implications in professional development. This point
invites us to think about professional development that combines different dimensions:
practical, theoretical and personal (Korthagen, 2017). Concerning the personal

dimension, it refers to learning experiences related to personal life.

Another crucial aspect of professional development experience is evaluation. McChesney
and Aldridge (2018) remind us that:

Finally, there are calls for the evaluation of professional development to be
viewed formatively, rather than (solely) summatively, so that evaluation
findings can inform the ongoing refinement of professional development
practice, leading to increased levels of impact on teaching and learning (p. 12).

Among other literature, they mention mainly the study of Arbaugh et al. (2016) and
Guskey (2014). The first one highlights the educational paper of evaluation of
professional development for teacher educators and the second study tackles the

effectiveness of educators’ professional development.

What seems significant is that evaluation can be a positive support for teachers’
professional development if it is in search of actual effectiveness complexified by several

parameters built collaboratively and pursuing an educational purpose.

Through teacher professional development, teachers learn new teaching strategies to
improve the quality of instruction. This allows them to make changes in the way they
teach their students, incorporating innovative teaching methods in the classroom. It
teaches them how to work with a variety of learning styles since not all students learn the
same way. It also helps teachers change their day-to-day teaching methods, encouraging
them to accept new methods based on accurate education research. So, which type of
professional development seems useful to help its teachers be agents of change? For Sabri

(1997) in-service techniques teachers familiarize themselves with several teaching
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methods that combine the integration of technology, experiences into classroom practices,
and also the use of technology. Participatory action research, although a research
methodology, is a consistent way of professional development (Morales, 2016).

3.2.2. Teacher competencies for the “glocal teacher”

Several models of teacher competencies exist that can be utilized in professional
development for teachers. The following pages deepen Perrenoud's (2004) model of
teacher competencies (2004), since his list resonates with the transversal competencies
related to glocal CE. Furthermore, there are other authors such as Sarramona (2007),
Trib6 (2008) and Zabalza (2007) who create models that are in line with Perrenoud
(2004). In addition, it is important to note that if Zabalza's model is very similar to
Perrenoud's one (2004), Tribd directly refers to Delors (2012) competencies for the 21st
Century and applies them to secondary school teachers. Teachers' competencies comprise
the following four sections: subject competency (learning to know), methodological
competency (learning to do), social competency (learning to live together), and personal
competency (learning to be). Trib6 (2008) points out the importance of a holistic

approach for these four competencies.

Although, it is important to regard these competencies as an ideal rather than as a
requirement. Sancho-Gil and Hernandez-Hernandez (2014, p181) note that they may be
far from the needs of teachers. Even so, the following competencies are still an ideal-

model that aligns with the idea of a "glocal teacher":

. Organize and facilitate learning situations.

. Manage the progression of learning.

. Design and develop differentiation systems.

. Involve students in their learning and their work.
. Work in teams.

. Participate in the management of the school.

. Inform and involve parents.

. Use new technologies.

© 00 N O O B~ 0N -

. Confronting the duties and ethical dilemmas of the profession.

10. Manage one's own continuing education. (Perrenoud, 1999)
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As shown in Table 2, these ten competencies should be understood as each one being a

group that embeds several competencies.

Table 2.

Perrenoud’s teacher competences.

Competencies
reference

More specific skills to
work in continuing education
(examples)

1. Organize and facilitate
learning situations

To know, for a given subject, the contents to be taught and
their translation into learning objectives

Work on the basis of students' representations

Work on the basis of errors and obstacles to learning

Build and plan didactic devices and sequences

Engage students in research activities, in knowledge projects

2. Manage the progression of
learning

Designing and managing problem situations adapted to the
students' levels and possibilities

Acquire a longitudinal vision of the objectives of primary
education

Establish links with the theories underlying learning activities
Observe and evaluate students in learning situations, using a
formative approach

Establish periodic competency assessments and make
progression decisions

3. Design and evolve
differentiation devices

Manage heterogeneity within a class group
Decompartmentalize, extend classroom management to a
larger space

Practicing integrated support, working with students in great
difficulty

Develop cooperation between students and certain simple
forms of mutual teaching

4. Involve students in their
learning and work

Stimulate the desire to learn, make explicit the relationship to
knowledge, the meaning of school work and develop the
child's capacity for self-evaluation

Establish and operate a student council (class or school
council) and negotiate various types of rules and contracts
with the students

Offer optional, "a la carte" learning activities

Encourage the definition of a personal project for the student

5. Working in a team

Develop a team project, common representations
Leading a workgroup, conducting meetings
Form and renew a teaching team
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Confront and analyze together complex situations, practices
and professional problems
Manage crises or conflicts between people

6. Participate in the
management of the school

Develop and negotiate a school project

Manage the school's resources

Coordinate and lead a school with all partners
(extracurricular, neighbourhood, parents' associations,
teachers of language and culture of origin)

Organize and develop student participation within the school

7. Inform and involve parents

Facilitate information and discussion meetings
Conducting interviews
Involve parents in the development of knowledge

8. Use of new technologies

Use document editing software

Exploit the didactic potential of software in relation to the
objectives of the teaching areas

Communicate at a distance through telematics

Use multimedia tools in teaching

9. Confronting the duties and
ethical dilemmas of the
profession

Preventing violence at school and in the city

Fight against prejudice and sexual, ethnic and social
discrimination.

Participate in the establishment of common rules of life
concerning discipline at school, sanctions, assessment of
conduct

Analyze the pedagogical relationship, authority,
communication in class

Develop a sense of responsibility, solidarity and justice

10. Manage your own
continuing education

Knowing how to explain one's practices

Draw up one's own skills assessment and personal continuing
education program

Negotiate a joint training project with colleagues (team,
school, network)

Be involved in tasks at the level of a teaching order or the
DIP

Welcoming and participating in the training of colleagues

Note.Table adapted and translated from Perrenoud (2001),

(https://www.unige.ch/fapse/SSE/teachers/perrenoud/php_main/php_2001/2001_04.htm

).
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These competencies are crucial for teachers to serve the economic and political needs of
society. They would actually assist teachers in teaching new generations of citizens and
workers. According to Perrenoud, these are not truly new competencies. Additionally, he
places the word "new" between brackets which signifies that they are not really "new".
Furthermore, he recalls that he listed ten competencies, but does not claim to be
exhaustive. These competencies simply serve to stimulate the debate surrounding the role
of the teacher and the need for professional development. Perrenoud (2001) also explains
what professionalization of teachers involves: autonomy and responsibility. The
authorities wish to maintain control over teachers and schools. But on the contrary,
teachers do not want to render accounts. The combination of these two factors is highly
problematic. To overcome this situation, professional development educators collaborate
with a research department devoted to creating research in education (for real education
improvement) and not on education (for political needs and detached from its main
actors). In order to solve this problem, he proposes an eleventh competency that refers to
the work of Gather Thurler (2021).Teachers must be able to act as collective actors, |
would say, agents, to embed the change. However, he reflects on the importance of
reflexive practice as well as mastering new technologies. We can also extend six crucial

points of the “school as an agent of learning” for its teachers:

1. The value of diversity: the school learns when it recognizes that the strength of
a living system is diversity rather than uniformity when it allows and encourages
the sharing and valuing of local the sharing and valuing of local experiences.

2. The right to make mistakes: the school learns when it adopts problem-solving
procedures problem-solving procedures when it accepts the provisional and
unfinished nature of programs structures, that it abandons the spirit of the system
and the myth of the definitive reform, that it substitutes the reform, that it
substitutes concerted trial and error for directives and recipes from above. from
above.

3. Arealistic and critical epistemology: the school learns when it accepts the limits
of knowledge of the child and of learning, recognizes the impasses and the
impotence of any pedagogical of all pedagogical action, refuses magical thinking,

and frees itself from defensive mechanisms and the effects of the facade.
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4. The concern for method: the school learns when it gives itself the right and the
means to do so, when it organizes itself to formulate problems, to inventory
hypotheses, not to go round in circles, and to identify changeable variables.

5. A certain objectification: the school learns when it accepts to take itself and to
be taken as an object of analysis and theorization, when structures and practices,
representations and attitudes can be described and explained rather than judged.
6. An openness to the outside world: the school learns when it accepts to look
beyond its own walls, to seek hypotheses, paradigms and strategies in other
organizations and other social fields, to expose itself as it is to the outside world.
(Gather Thurler, 2021, p.39).

Considering glocal CE, | would suggest that more than diversity, it could be interesting
to use “plurality of uniqueness”. Independently on the type of professional development

related to Perrenoud teachers’ competencies, it is important to point out that:

it needs to be further inquired on what such places (...) of knowledge and practice
production allow and forbid, so the question of the discursive production of
teachers professional development (including analysis of teaching practices) stop
hearing always the same bell (De Certau, 1993, p. 718).

Zavala (2017) also acknowledges the importance of academic research for professional

development but adverts:

academic research theorization investment on teachers’ professional development
and teaching practices as well, entwines in a fashion that is not always dialectic
two worlds with mutual otherness. Being able to tell the other, the colonial other,
the subaltern other, the other just other, h