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Abstract

There is a public perception that Canada is an ideal place for cultivating global citizenship
because of its culturally plural demographics and official policies of multiculturalism. Global
Citizenship Education (GCE) is a growing field in Canadéducation and is an explicit

focus in the Alberta social studies curriculuphis thesis brings together four conversations
within which multiculturalism and GCE are both related and conflated: (a) the public
perceptions of Canada asnodel of culturabliversity and global citizenship, (b) the

scholarly discussions of GCE and multiculturalign) the policy context where

multiculturalism is set alongside GCE, and (d) the practical ways that the two are mutually
related in curriculum and lesson documeiitsere are four interrelated sections to this thesis;
each identifies the tensions inherent to multiculturalism, GCE, and the perceived relationship
between these fields. First is a wider philosophical and theoretical framing of the topic.
Second is thexamination of educational research on the topic. Third is a critical discourse
analysis of policy, curriculum, and lesson plan documents in the province of Alberta. Last is

a synthesis of the findings from all three sections

The analysis finds that theagee philosophical and ideological tensions inherent to both fields
and to the relationships between them. This contributes to conceptual and ideological

conflation and confusion. This finding raises some important concerns in terms of



possibilities and awstraints to thinking about cultural diversity and social inequities in new
ways. It highlights how multicultural contexts GCE can lead to the recreatiohtensons,
conflation, and ambiguity. Howevehe Alberta context demonstrates that a multicaltu
context @an also open critical spaces and possibilities for GCE threngagementwith
tensions and complexities. Thus this thesis contributes theoretically, by presenting a
framework and perspective for interrogating and critically inquiring intaréfationship
between the two fields. It also contributes to the policy and curriculum discussions in
educational research and practice by highlighting thertapce of foregrounding key
tensions inherent to each field and by identifying the potemégativeconsequences of

leaving these tensions implicit.
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Chapter One

Global Citizenship Education in a Multicultural Context

According torenownedravel writer and essayigticolyer (2004), Canada ithe
Aspiritual homeéof the very notion m62.an ext
He goes on to sadgsthmec! GPieeriemmrgdadaiuon pol
Canadians a sense of connection to both their homesand tw o r |, 20@4,p.(6R)y e r
Canadian schools, it would follow, are the ideal place for Global Citizenship Education
(GCE). A key assumption embedded in the premise that Canadians make logical and natural
global citizens is that Canada is a multicultun@saic where differences are valued,
recognizedand cherished. After all, Canada was the first country to adopt an official policy
of multiculturalism. Thighesisexamines this premise by identifying key tensions within the
fields of multiculturalism ad global ciizenship education aniithin the assumed positive

relationship between the fields.

Thethesisbrings together four conversations within which multiculturalism and GCE
are both related and conflated: the public perceptions of Canada asoihcwalé&iral
diversity and global citizenship, the scholarly discussions promoting GCE in multicultural
contexts, the policy context where multiculturalism is set alongside GCE, and the practical
ways that the two are mutually related in curriculum andlesg®cuments. It sets out to
critically inquire into fouroverarching questions: What are the theoretical and ideological
tensions within and between multiculturalism and global citizenship education? How are
these tensions reflected in the eduwadi research literature?dw are the tensions reflected
in policy, curriculum and lesson plan documeris® what does foregrounding the tensions
inherent to both fields and to their perceived relationship demonstrate about the possibilities
and constraints afonceptualizing GCE in a multicultural context in terms of public
discourse, scholarship, poliand practice? Correspondingly, there are foterrelated
sections to thighesis. First is avider philosophical and theoreticalapping and framing of

thetopic. Second ithe examination of educatial research on the topic. Thirdcairitical

! Pierre Trudeau was leader of the federal Liberal Party and was Prime Minister of Canada from 1968

1979 and from 1980 to 1984. He was the first Prime Minister to adopt an official policy of multiculturalism in
1971.



discourse analysis of policy, curriculuand lesson plan documents in the province of
Alberta where GCE is an explicit part of social studiest is a synthesid ¢the findings

from all three sections.

| begin by examining the wider theoretical literature to identify philosophical and
ideological tensions inherent to historical and contemporary ways of imagining political
community | examine tensions of inclusi@md exclusion that are part of conceptualizing
community and diversity throughnationaframe,and global framgand in schooling for the
21st century citizen. The first section of the thesis, the theoretical section, draws on a range
of critical theoretical literature to examine how tensions inherent to political community,
citizenship, cultural diversity, socialequities, globalizatigrand education shape the topic
of thisthesis It presents a framework for gling thinking beyond themodern assumptions
underlying calls for new citizenship education for the 21st century. This framework also
helps to map ouhetheoretical and ideological ways that multiculturalism and GCE are
related and conflated. The framework develops a perspective that is iceatify and
interrogate the assumptions underlying the calls for new ways of teaching and learning for
the 21stcentury citizen, including GCE.Wlding from this framework, the next section
reviews educational research literature and identifies that the two fields are conceptually
ambiguous and tend to be conflated both in theory and research. Indeed, a magmargum
and challenge in this thesis is the intersecting and historically shifting language around
cultural diversity, citizenship education, natibuilding and global education that shapee
fields and termsised in relation tonulticulturalism and GCE. Haing establishethat
multiculturalism and GCE are generally conflated and their relationship conceptually
ambiguous, | set out to examine to what extent the wider tensions and confusions are evident

in policy and practice.

A methodology chapter sets the third section: a critical discourse analysis of
educational texts in the province of Albertdiis sectiorexamine how the wider theoretical
tensions are reflected in policy and how these tensions inform understandings of citizenship
in the21stcentuy. Ultimately, the analysinds that there arigleological tensions inherent
to both fields anda the relationships between. This findiragses some important concerns

in terms ofpossibilities and constraints tieinking about cultural diversity andaal



inequitiesin new ways. | argue thabme of the ideological tensions actually work tatze
dynamic and critical spaces. However, othensions of multiculturalism and global

citizenship education potentially shut down more critical possibiktnesreify the modernist
assumptions inherent to the ways of thinking that construct the inequities these fields are
meant to address. These tensions play out in certainthatyswill mapin educational

policy, curriculum and lesson plans so ascantiibute to the conétion of the fields. This
leadsto the constrainingof critical work and a perpetual recreatiortlod widertensions

through vague terminology that serves as a conceptual umbreladbare in factistinct

(and even contradictoryjleological and philosophical stancégentifying the main

discourses that operate to neutralize and normalize what are actually points of tension and
conflation helps to identify these spaces in a way that is neither evident in scholarly research
nor educdional policy and practice.

Thisthesispromotes a foregrounding of these tensions in theory, paliey/practice
and calls for an acknowledgement of #ets ofdynamics thatonstrain and limit their
engagementAt the same time, it highlights howulticultural contexts such as in Alberta,
Canada represent a particular situation where conversations about inclusion and exclusion are
prioritized and central to a citizenship narrative. While this context can lead to the recreations
of tensons, conflaibn, and ambiguitythe Alberta context demonstrates that a multicultural
context can also creapossibilities for GCE to engagéth tensions and complexities
around issues of inclusion and exclusion and cultural diveiditys thighesiscontributes
theoretically, by presenting a framework and perspective for interrogating and critically
inquiring into the relationship between the two fields. It also contributes to the policy and
curriculum discussions in educational research and practibggblighting that it is
importantto foregroundhat there are ideological and theoretiessions inherent to each
field. It also suggests sompetential consequences of leaving these tensions implicit

including the foreclosing of spaces for critical discourses



Context: Multiculturalism an d Global Citizenship Education

Parallel Imaginaries

In The Heart of the Matter: Character and Citizenship Education in Alberta Schools
(2005), one of the key el ement s ooshessor t i zensh
ident ity 0 .pointshkleseile this elédmelii) Sense of identity as a national citizen;

(b) Awareness of multiple identities, such as regional, cultural, ethnic, religious, class,

gender; andc) Sense of global avorld citizenship (AE2009, p. 6). Developing a

consciousness of and identity as Canadian is seen as explicitly linked to respecting multiple
cultures and to having a sense of gl obal cit
diversity and the development of a sense of global citizerssh related or at leastenot

mutually exclusive. In fact, the connection between multiculturalism and global citipegashi

seen as reflective of the newalities of the 24t century learner:

The Alberta Social Studies KindergarterGmade 12Progam of Studies

meets the needmd reflects the nature of 21st century learners. ... It fosters

the building of a society th& pluralistic, bilingual, multicultwal, inclusive

and democr at i c é. Ibelongingantoceptasce instuslents s e o f
as they engage in agg and responsible citizenshapthe local, community,

provincial, national and global leveAE, 20053 p. 1)

However, both multicultural and global citizenship education are complex and contentious
topics in educatio scholarshipRashby2006).

The current educational context in Alberta is definedffigial and popular
conceptualizations of multiculturalism, varying ideas around global citizenship, and a strong
sense that education must change and adapt to 21st century realities. While multiculturalism
relates to national diversity, global citizenskxtends a notion of citizenship to those outside
of the nation. Scholarly literature on citizenship education prioritizes an inclusive approach
to cultural diversity and increasingly promotes a notion of global responsibility; but, the links
between muiculturalism and GCE are largely assumed. While there is a sense that
multicultural understandings extend to global relations, some argue that multicultural and
global interculturalism are not necessarily mutually reinforcing and that in some ways
multicultural and global approaches to diversity can be conflicting, teygnlicka, 2003.

Thus, in the context of GCE policy and praciice multicultural context, an important



guestion emerges: Are multicultural and global citizenship education mutuafiyroaig

and complementary approaches, or are they ideologically and conceptually distinct?
Furthermore, what can a study of this relationship reveal about the theoretical and ideological
tensions inherent to educating citizens for the 21st century intecahwiral context?

In Canada, the ideal of the multicultural mosaic describes demographics and defines
both a national sense of Canadian identity a
|l yerdos (2004) <cl ai m t hatobalCiéizershdpas notthednlge spi ri
example of Canadian multiculturalism being assumed to positively connect to developing
and leading global citizenshipgn a speech given to open a conference on Diversity and
Canadaobs - knownunuléculturaism thorist Will Kymlicka (2003a) asserted that
AOne of the most powerful aspects of Canadi a
citizens of the world....In Canada, to be indifferent to our obligations as citizens of the world
i's seen a$ o3h3). Similardy tbilyarf2004), he links the idea of Canadians

being natur al gl obal citizens to Canadab6s mu

[1]t is often seen as a distinctively Canadian characteristic to tolerate and
accommodataiversity....Canada is unusualthe extent to which it hdsuilt
these practices into issymbols and narratives of nationhood. Canadians tell
each other that accommodatidigersity is an important part of Canadian
history, and a dening feature of the countryKymlicka, 2003a . 375)

These statements made in a magazine article, @2&4 and in a keynote speech at a

conference (Kymlicka2003 are evidence of a popular view of a sense of global citizenship

relating to Canadian multiculturalism. However, Michael Byers, CanadeaReh Chair in

Global Politics and International Lawontributes a different point @few in an article in the
periodicalThe Tyed2005):A | f we're going to talk about gl
about how and where power vests andielded in today's world, about our own country's

complicity in the global power game, and about the hypocrisies and hollowness of less

rigorous or more benevolent conceptions of global citizenship, whether at UBC or

elsewheré And Yasmin Jiwani (2006) ellenges the perception that Canada is the natural

place for the cultivation of global citizens:

Canada is perceived to be a leader in the internationalrhrigids arena. It is
regardechs an egalitarian nation, motivated by a desire for justice for



minorities and tle underprivileged. Canada is a signatory to various

internatonal accords, conventions, aagreements upholding the rights of

indigenous peples and marginalized groups¢luding women and children.

Yet, the rhetor i c andsolofzedhation, Wanddapuss col oni al
forward a public face that is part @ iown mythologyét hat aboast s

multicultural complexion and a multiracial workforce, dioma signified by its

image ofa peaceful kingdom amid the havoc and turmoil characteriagng

red of the world.(p. 112)

This small selection of quotations demonstrates the tensions inherent to the relationship

between multiculturalism and global citizenship in Canadian academic and popular

discourse. And similarly, the two fields are brougiigether in the field of education. For
example, in a pamphlet produced by the Chil d
network calledNorld Citizenship Education and Teacher Training in a Global Context

Canada is described as extremely welipjoned for GCE. The authors note the prevalence

of multicultural educatiopand although they recognize that there arg@ing challenges

around social cohesion, they present Canada as a leader i(Caggelleet al.,2011,p. 22).

Looking at the hisiry of multiculturalism, citizenship educaticemd global education in

Canada, there are some clues as to how these two fields have developed along parallel tracks.

Background to the Problem:
The Parallel Histories of Multicultural and Global Citizenship Education in Canada

In this section, | provide the historical and political context for the topic by first
outlining the parallel histories of the fields of multiculturaliamd GCEand by identifying
ideological tensions inherent to the history of conceptualizations of cultural diversity in the
national and global imaginary in Canada. | then explain why Alberta is a significant place to

study the perceived relationghbetween multulturalism and pbal citizenship.

Cultural diversity and citizenship are and have been central concepts as well as key
i ssues in Canadab6s educational agenda throug
to the terms citizenship, Canadian identégd diversity have changed overtime and are
reflected in educational policies and programs (JQ@6). While gldal citizenship
educationis a rehtively new field (Davies et al2005) and there have been various versions

of multiculturalism and mdicultural education (Joshe2009),K-12 schooling has served a



central role for the dissemination of national character at the same time as it has reflected and
produced vVvisions of Carding tb&iohardsono(2088 ,i mM tthhee wor
ideologcal orientation, content and purposegtgbal citizenship educatidms changed with

the times and Canadatds ev 2008,ip.h3. Theseashgfteareo f |1 t s
related to the evolving process of building, establighamd critiquingCanada és nat i one

imaginary.

In Canada, issues around cultural diversity were initially managed through policies
that controlled immigration, citizenshignd education. In the late 1800s and early 1900s,
federal legislation limited access to the rights pridileges of citizenship By 1906, there
was a great deal of concern regarding the national character being compromised by the
growing numbers of neBritish immigrants. Correspondingly, b$910 there was an
unofficial White Canada policy which include clause in the immigration rules prohibiting
immigrants of a particular race, class, occupation or character. Meanwhile, under the terms of
the British North American Act (1867) which created Canada as a doméaiohn of the four
provinces were grantezkclusive jurisdiction over education; today, all ten provinces and
three territories have ministries or departn
education devel oped mainly between 1840 and
politicall i beral s to forge a ne®a03pa3b3).Theaverdll nat i on
mission of public education in Canada until the early 1900s was the installation of Canadian
patriotism and national identity so that schools were a homogenizing fedecsreate
good Canadian citizens in an image of British loyalists (Richay@iith). Nation-building
required citizens and therefore students who spoke the national lamgnade k new Canad
literature, history and geography; students needed tmaiiee the national values (Osborne
2000,p. 9). Therefore, the main focus was teaching English language and British ways to
those not of British origins (although the French held some dpacguage and religious
rights). This assimilation approach was most strongly targeted at the First Nations and Inuit
peoples who were governed through relations with the federal government which created a

2 For example, men of Chinesdgin were disenfranchised in 18&mhd in the early 1900s, men of

South Asian and Japanese origiere denied voting rightdoshee2004).

3 Between 1896 and 1914, over three million immigrants came to Canada, and givmntkieat

emigration from Britain and Western Europe was slowing, Canada began accepting Eastern and Southern
Europeans including Poles, Ukranians, Hutterites, and Doukhobo0Q0,p. 2).



system of residential schools. However, there were distinct local and regionatsofte
pluralism and diversity managemelmdeed, here was never a monolithic diversity and
citizenship education approach across Canada despite the strength of dominant
assimilationist beliefs and policies

The late 18 and early20" century markedhe origins of global education in Canada
which, as with the characterizations of citizenship, encouraged social and political initiation
and assimilation. Evans, Ingram, MacDonaldd Weber (2009) trace interest in
international perspectives and issuethtcurriculum of the early #century and point out
the educational work being done by church groups and international organizations such as
the Red Cross that developed along with global governing bodies like the Commonwealth,
the League of Nations driater the United Nations (see also Osbp2®§0). However, any
attention to international issues or a global perspective was lodged in a framework of
assimilation tied to a pedagogy of | earning
responsibilites to others and to Canada. This version of global content in citizenship
education was disseminated through dull and pedantic teacher transmitted contie,eand
was a lack of critical thinking as to the implications of power relations invested in

international relations or global contg(iivans et aj 2009).

World War Il was a major turning point regarding cultural diversity policy in Canada.
Despite restrictive immigration policies, many Europeans immigrated to Canada, and by the
1940s a fifth of th@opulation was of neither British nor French origins (Josh@@4). The
expansion of the railway system played a majot ipadefining and expandingotion of
Canada as the cultural mosaic. There were multicultural fairs across the country, and scholars
from various disciplines influencing public policy began articulating the concept that cultural
di versity was an asset. This vision of Canad
the Citizenship Act of 1947. This Act defined Canadian aszenship distinct from British
and included a significant amount of rhetoric relating to the importance of cultural diversity
(Josheg2004,p. 132). This highlighting of diversity in positive rhetoric demonstrates a shift

4 Joshee (2004) points out that while there were segregatedisdbr Black children in Nova Scotia

and Ontario and attempts to segregate Asian children in British Colombia, schools in the Prairies were
experimenting with instructing children in languages other than English. Manitoba accommodated the French
speakingminority with French schools without allowing others to make such claims thereby not giving up on
Anglo-conformity.



from straight assimilation to ¢hidea of integration. However, it was integration as

assimilation (Joshe2004).

The integration as assimilation and tying citizenship with diversity principles were
reflected in educational policy. Mitchell (2003) notes the way that the education system
effectively expanded the philosophy of liberalism whereby individual rights required the
recognition of diversity; this ethical strand of liberalism was articulated by educational
authorities in thd950s andL960s who promoted a progressive model faraadion. Indeed,
Canadian educational systems were influenced by the American theorist John Dewey
(Mitchell, 2003,p. 393Y. Progressivism was broadly a humanistic philosophy premised on
tailoring the school system to meet the needs of individual stugeatspting special
programs for talented or challenged students, and bringing those previously excluded for
being perceived as different into the system (Mitcl2€103,p. 393). While not directly about
cultural or racial differences, this ethical libéstlpproach to education formed the basis of
what would expand into social justice liberalism in 1#8&0s andL980s, and continued the
integration approach. Thus, the more positive rhetoric around diversity reflected in the
integration model correspondedth the turn to progressivism in education. Integration was
a more positive approach, at | east rhetorica

diversity.

At the same time, in terms of schooling constructing global imaginaries in Canada,
the expeences of World War Il and the geopolitical relations in which Canada was engaged
impacted the construction of the global imaginary in Canadian schooling (Richardson
200&).The notion of Canada as theod diverse and tolerant country in opposition tazida
(Josheg2004,p. 132) was reinforced by the studying of perceived tbdmkcountries in
order to reinforce the rightness and superiority of Canada. The cold war era also set up a

vision of Canada as distinct from communist countries. The imperigiaiwhere Canada

° American philosopher John Dewaygued for a strong focus on individual development through

educational programs that reflected actted}world situations that citizens encounter in a pluralistic

democracy (Mitche}l2003,p. 393). Dewey was a prolific writer, and it is difficult to discern his influence on
education in a few simple sent enciesophyitrelatentoer , f or an
education see Dewey (1924, 1938). For further explication of the influence of Dewey on contemporary

philosophy of education, especially in terms of pluralism and democracy, see Parker (2002, 2003), and for a

critical analysisof Dey 6 s ver si on of progressivi snCaillan(1390¢.e cont ex
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was privileged through its ties to the British Commonwealth became mirrored in the

ideological divisions embedded in the Cold War. Richardson (g0dt&es how social

studies during this time focused on learning about communism to tartkethe motives and

met hods of the rival system and to p5)i nforce

During the 1960s and 1970s, the expansion of the multicultural mosaic model in
education continued as multicultural festivals were alreathbéshed (Joshe2004). There
was a strong belief in the notion that pluralismgesd for natiorbuilding. In addition, the
nurturing of an ethical self through a liberal discourse of rights and of ethical relations
working through differencevas strog andtied to Deweyan progressivism (Mitche2D03).
These two factors worked together to build on a strong narrative of Canada as inherently
good and acceptingtudents were taught about how @enadian cultural mosais distinct
from American modelsf themelting pot (Mitchell 2003. Meanwhile there was an
increased interest in global educatdauring the 1970s. There were new theories, methods,
and conceptual models reflecting global and traatsonal themes in work done by charities,
academicsglassroom teachers, governmental and international development agencies. There
were also new education movements including peace education, development education, and
environmental education. The Canadian International Development Adeatpeen
foundedin 1968. This ushered in a new era of Canadian internationalism and inspired many
young volunteers to contribute to a global v
volunteering overseas and coming back to establish development education centres across the
country (Evans et al2009).

Since the days of Laurier, Canadian prime ministers were concerned about notions of
cultural pluralism in relation to creating frameworks to reduce the animosity between the two
colonial factions, British and French; theressagrowing group of immigrants who did not

fit into either group. The Quiet Revolution heightened these tensions, and in 1971, Prime

6 The Canadian International Development Agency (CIDA) was formed in 1968 by the federal

government. It is the main organization through which the Canadian governriestsdéevelopment

assistance to foreign countries. |Its creation signale
partnershipdo (Morrison, 1998, p. 62). In addition to
CIDA became imolved influential in global education in Canada. In the 1970s, CIDA funded the opening of
development education centres to raise public awareness about their projects overseas. These centres

contributed to the development of global education programmi@anada until federal funding cuts in the

1990s led to the closure of most of these centres (Eataals 2008, p. 27 citing Hollingworth, 1983).
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Minister Pierre Trudeau first TUheMdtcultuiae t er m
Policy was announced in 19@% a complementary policy to bilingualism (Li 2000, 10). It

led to the creation of the Multiculturalism Directorate which promoted many programs to

hel p fiethnic groupso keep their traditions,
the mosaicappoach to Canadian identity and reinfor
Canadi an soci etAthkoughiLis assoQatedvith thepl970slafd)Prime

Mi ni ster Pierre Tr udheaficialpolidy bf melticwdtlralisgnovase r n me n t
predaéd by a long history of cultal diversity relations aniw categorizations of diversity

rooted in colonialism and race. Notions of cultural difference are strongly framed by a

particular categorization of cultural groups in Canadian history. Kymlickebjades the

term the Athree siloso to describe the main
discourse and policyinCanaga{l ) . The first refers to fAethnc
predate colonization: Aboriginal peoples. The secondgrdugre s t o fAet hnocul t u
related directly to the European colonization of Canada: the British and the French (often
referred to as the At w2005fp.duHodeaver,giventhdttheons o) (
British ultimately governed and dominatde:dand which is now Canada, this category is

generally referred to in relation to Francophone rights within a Biitishinated Canada.

The third group refers to fAethnocultural o gr
et hni c/ i mriilngeresingly, the ngtioroofigphnicity is most directly associated

with immigrants despite the fact that each group obviously has ethnicity. Kymlicka (2005)

describes the three groups as fAthree sil oso,

! It was under Progressive Conservati veéenJilyld8Bie Mi ni s
thefederal government passed telticulturalism Actwhich legislated the official policy of multiculturalism

started by Trudeau. At the timewts the first national multicultural law in the world. It put into law the theory

of multiculturalism hat was mitiated in 1971. Thenulticultural policywas to be implemented ail

government agencies, departmeartsl Crown corporations which were and igguired to have plans,

programs, procedures and strategies for decisiaking that take into accouahcouraging théull

participation of all minorities.

8 Kymlicka (2005) does acknowledge this terminol
would be more accuradet o descri be this third categoryéladsfieth
important to emphasize that many members of these groups may be second, third-gefaration
descendents of the or., 2006 mdp.27). mmi grants. o (Kymlicka

ogy
ni c
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because theare defined using different principles am@disconnected in terms of

legislation and administration of cultural accommodatigng )’

Importantly, critics have pointed to the unequal power relations between these silos
that present the Canadian neddtural project as essentially a vertical mosaic. Rather than
three separate vertical silos described by Kymlicka (2005), the vertical idaséeem first
used in the 1960s by sociologist John Pértesfers to the hierarchical relationships that
existbé ween Canadaod $ heGahatians cd Britisg origirunave retained,
within the elite structure of the society, the charter group status with which they started out,
and that in some institutional settings the French have been admitted-esaateogroup
wher eas ot her $196ba. xiexiinMdredecgntBy,aivani €£006) speaks
about the vemciadal ymbasied asti@érnal hierarchi
(Jiwani, 2006,p. 10-11; see also Banner000).Indeed, in terms of demographics, the face
of Canadian society changed significantly between 1971 and 1991. Due to changing
immigration policies, therevere significant changes in termsathnic and racial
di fferentiation in whatoritaed,beaen thalslee ch otth e |
descenfLi, 2000,p. 3)'°. In 1983, the report of the House of Commons Special Committee
on Participation of Visil@ Minorities in Canadianoted a strong sense of urgency and
characterized Cahadcahteoal eapdamufiimiracial o
further Multiculturalism initiatives towards race relations; this was met with reservations on

behalf of somé&Vhite ethnic groups more concerned with cultural preservatigr2(00,p.

o Generalizing, Kymlicka (2005) maps out the history of each group. The Aborigiopleseof Canada

are legislated through the Royal Proclamation of 1973tmathdian Act They are governed through the
federaldepartment of Indian and Northerriféirs. Guiding concepticlude treaty rights, Aboriginal rights,
common law titlesui genes, propery rights, fiduciary trust, seljovernment and setfeterminationFrench
Canadians are legislated throughebec Act of 177British North America Act of 1867Their framework
piece of legislation is the Official Languages Act and centrastitoitional provisions include sections-28 of
the Canadian Charter of Rights and Freedoms (CCRF). Federal government agyettiesgovernmental
Affairs and the Commissner for Official Languages. Main concpétslude: bilingualism, duality,
(asymmetric) federalism, distinct society, and nationhdsetthnic immigrant groups are legislated through the
1971 parliamentargtatement of multiculturalism, the Multiculturalism Act and Section 27 of the CCRF.
Federal agencies are tfegleral department ofétitage and Citizenship and Immigration, and key concepts
include multiculturalism, citizenship, integration, tolerance, ethnic diversity, inclusion (KymHiok&).

10 In the 1960snd1970s, the scalled third forcewas still mostly European. By 1981 decline in

domi nance of those of Euro origin other than British
1991. By 1986 Avisible minoritiesd were 6. 96epf popul
were 11.2% (Li2000,p.5 ) . For example, Canadians of AAfrican ori
to 3.4 in 1991 and of MfAAsi anl®1¢r200Pp.@7). from 5 to 21. 6 i
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11). As a result, thre was a greater emphasis on multiculturalism policy as a vehicle for

promoting racial equality and racial harmothyis includecemployment equity reforms

In the area of global education, the 1980s saw an extension of a vision of Canada as a
world leackr of peace and a champion of human rights through its policy of accommodation
and tolerance (Osborn2000). According to Mitchell (1993), multiculturalism and the
rights-based discourse connected Canada to a new world order where a strong national
identty based in accommodation and respect for diversity was seen to lead to progress,
international cooperatigand increased economic prospept282). Like multicultural
education, the period of the 1970s to the 1990s saw the momentum continuingdbr glob
education initiativesEvans et al(2009) observe that during the second half of tH& 20
century there was more interest in citizenship and global dimensions of educatioati&d
policy and discourse werefluenced by domestic cultural diversigsues including the
Quiet Revolution in Quebec, increased politicization of First Nations groups and aboriginal
land claims, as well as changing immigration pattexl of which posed challenges to the
existing concept of Canadian citizenship. In additmthese diversity issues at home, the
increasing sense of American influence on th
growing involvement in peacekeeping missions abroad created interest in global issues

within Canadian education.

Though the 1980sasv the highest point of interest and investment in multiculturalism
in Canada, by the end of the decade, increased supportifioculturalism and for bringing
control of the constitution to Canada from Great Britathto difficult constitutional debage
and decreased support o f2000)hBy thes1990% aestiong r ol e i n
ideological campaign had taken hold that swung the political climate of Canada to the right
and promoted laisse€aire economic policies at the same time thagtitanched the notion of
public governancéMitchell, 2001,p. 61). There was also a heoconservative ideology
emerging through a discourse of harkening to a gloriassgnd constructing a sense of

crisis thatCanadians do not know their own history (lesR004 see also Sears & Hyslop

1 I n 1984, the ter mméanioffcialtdrmethronghrihe Rdyal CoemissiorbRepoe

on Equality of EmploymentThis report led to the 1986 Employment Equity Act which put forward a policy of

the specific inclusion of First Nati onracepredoprlie, womer
a visible mimbawhbomywere to recevennzeasarés to improve employtroeportunities (Li,

2000, p. 50).
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Marginson 2007).Joshee (2004) observes that aleritp citizenship education, attention to
multicultural education lessened by the i 90s wi t h the shift in fo
competitiveness as a labour force in thébgleeconomyin tandem with the impact of

neoliberal policies on multicultural education, by thieldle of thel990s, funding cuts led

to the closure of almost all the development education centres that had been created in the
1960s,1970s and1980s (Evan®t al, 2009)

By the middle of the first decade of the 21st century, the Conservative Party formed a
minority government with its leader Stephen Harper as Prime Minister, and they now lead
the government with a majority. This current righihg federal government is reaffirming
neoliberalism while introducing some neoconservatieelogy (Joshe009). Themain
rationale for promoting any form of multiculturalism is economichiged. According to
Joshee (2009), the Department of Canadiarntatgr (2007) states a main goal of
mul ticulturalism is to Al ey2009a.88qudtinge benef it
Department of Canadian Heritage 20p726)'2. In an explicit way, multiculturalism is seen

as a resource for globalsinesselations in Canada.

Similarly, by the turn of the 21st century, there was a strong economic discourse
influencing the gpbal imaginary in schooling. Yett the same time, thetes been a recent
increase in theory and policy work in global citizenship edanaiffhis recent scholarly
work has highlighted a mulfaceted and transformative version of citizenship education
An(e.g., civic |literacy, acti vetogiobaagement kB €
perspect i ve.,)2000,p.25E Evanetd. (2009) reote that specifically the
concept of global citizenship education is becoming more recognized and used by ministries
of education, educatqgrand educational researchers. Howetlezy find that despite being a
growth-area in citizenship educati, global citizenship not well developed over akt,
despite the prevalence of an economic agenda of global relations, there is some evidence that
global education remains connected to issues of justice and diversity. At a national level, the

Councilof Ministers of Education of Cada (CMEC) increasingly describ#sat the

12 The Department of Canadian Heritage also finds areas of shared interest with the Department of

Foreign Affairsand | nternational Trade such as fAsocial cohesi
promotion of cultural exchanges in important markets like the United States as well as in key emerging markets
I i ke Chi na an2D09pr9&quatng DepdrtthensohCGaradian Heritagé07,p. 26).
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relationship between the themes of citizi@ip and global understanding aentral to

curricula natioawide (Evans et al2009). Contrary to its genat education reports in the
199G which presented strongly neoliberal views of multiculturalism (Jo2@##t) its 2000
reportEducation in a Global Era: Developments in Education in Canpdamoted an
expansion within curricula of wider understandings of citizenship includinglbroa
definitions of civic engagement and the inclusion of a complex approach to public issues,
both local and global (Evans et,&009,p. 28). Their 2001 reporEducation for Peace,
Human Rights, Democracy, International Understanding and Tolerancented the
decrease in funding to global education and citizenship education initiatives during the
1990s.

Conceptions of the global imaginary passed on through education have changed along
with Canadads status as a morataffacs(Richardsoni t s per
2008). In this sense, they reflect as much abbmw Canada is imagined as how a Canadian
imaginaryimagines the world. Richardson (2@)$oints to an early emphasis in education
on the rights and responsibilities implicitin@d a 6 s member shi p i n the I
the Commonweal th (of former British colonies
invol vement as wel|l as Can a-doiddvar partieipatioh in o n s hi p
a matrix of organizations and agments (e.g. NATO, WTO, G8, NAFTA). Through these
various articulations of the global imaginary in Canadian education, Richardsoi)2008
points to a common and traditional paradigm
and social studiesedugcat. S udent s are ideally | ead Afrom |
progressively wider and more sophisticated u
(Richardson2008&, p. 54 citingEgan 1999 Kincheloeg 2001, Sears1997). Similarly to
Josheeds (2004) observation that Canadians g
global citizenship education remains tied to issues of culture and diversity despite the

economidnstrumentalistrend of the 1990s.

13 Formed in 1960, CMEC brings together authorities responsible for education to try to coordinate

education across the country to the | argest extent pc
sydems to key international for &ké the OECD (Joshee, 2009, p. 97).
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Global Citizenship Education in Alberta:
A Complex Political Corntext

Alberta has a reputation for being thexas of Canada. Ithe nationally syndicated
newspapemhe Globe and Mailcolumnist Gary Mason used the term in an article
commenting on the spring 2012 Albeptad ovi nci al el ecti on. He s ums
was supposed to be the Texas of Canada, a rural hinterland populated by rednecks in Stetsons
whose idea of fun was performing doughnuts in their-pigk t r Masdn,2@12pér, 3).

Mas on6s phatehe election df & female premier and a Muslim and Harvard

educated mayor in Calgary suggests that the stereotype is out of date. Indeed, the dominant

view from the outside of Alberta is that it is a conservative province politically and in terms

of sacial norms; however, as with any stereotype, this reputation has never told the full story.

Pal mer and Pal mer (1982) characterize Al bert
economic power and success pa0).durtmenare, theym pol it
note that whilerightvi ng pol i ti cal conservatism has bee:
province was also the site of two major protest movements in the United Farmers of Alberta

(UFA) and the Social Credit party.

The political history of Aberta is marked by long reigns of single party rule, weak or
divided opposition parties, and a tendency t
man rul eo by a st r @mnd.Fiom thatine & itsiinpeptipreasad onal i t vy
province in P05 until 1921, the Liberal party dominated provincial politics. Significantly for
the topic of thighesis Alberta has always been an ethnically diverse province with tiorty
fifty percent of the population neither of British nor French origin datiral baas early as
1905 (Palmer & Palmefi982,p.2 2 ) . During the agricultural e
block settlements gave ethnic diversity a solid geographic, cultural, social, religious and
l i ngui st i ¢ kPaneslO8?,p.RRH. &Atlthattnre, ethnic difference was barely
accepted by the dominant AnglRyotestant majority. Yet, with urbanization, ethnic diversity

became generally understood as an asset (Palmer & PaP&er.

Educational developments in Alberta have followed with theeggmational trends
but with a particular Albertaflare. For example, during the era of the UFA, students, as in
the rest of Canada, learned about important figures in Canadian and British history; however,
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a 1921 curriculum revision focused imcreasig vocational programs and delayledmal

history courses until grade seven (von HeykR{@06,p. 1130).With the severe economic

downturn of the 1930s, many farmers went to the cities for work and better access to relief;

this corresponded witAnincreasen class conflict and discrimination against those ethnic
groups seen as taking |jobs ae®gp.Ifl3lacitng ir eal O
Palmer & Palmerl990,p. 247-52). This situation contributed to the political change from

UFA to Social Cedit. At this point, politicians argued that Alberta needed a curriculum that
reflected life in the West. The result was a combination of practical curriculum suited to life

in Alberta with progressive approaches influenced by Dewey emphasizing prepadiegts

for their role in social |l ife but interprete
inf-Al bertad curr i 2006,p b32). Veatbooks feoyn khat erg reflected the

main issues seen as provincial concerns; for exariag réderred to economic imperialism

in examining the dominance of Eastern Canada over the West (von HE&ME]. In a

sense t hen ;imagehbsexistedid aparadex of old and new; traditional and
progressive. From 1945 to the late 1970s, nationages and priorities became more

prominent in Alberta education as Canadatriotism and nationalistmeightened during

World War Il. A new social studies curriculum was developed in the 1970s and implemented

in the early 1980s; it answered a federdll fom more Canadian content in schools while also
using some of the required topics to assert
examination of historical and contemporary examples oCdreadianVest being

subordinated by Central and Easterm&ia(von Heyking 2006,p. 1140).

The popular narratives oflBertan identity running from the New West to the Boom
Province have been strongly contested by aboriginal groups and postcolonial scholarship
(e.g, Rosenbert et al2010).And yet, Alberta was atsan initiator in the area of diversity
education. In 1983, Premier Lougheed established the Committee on Tolerance and
Understanding that set out to encourage tolerance and respect for minority groups in Alberta.
Ron Ghitter served as chairman of the citagive committee and expresses going into
communities across the province: fAlt was an
deeply held religious views against the more secular responsibilities of the broader pluralistic
community, while briging an awareness to Albertans that behind our aura of prosperity and

comfort were very disturbing si,@00Ep. @) prejud
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The final report of the committee recommended an evaluation of curriculum to ensure it
encourged fishared experiences ameuohobh&0dIi( Gain ¢ ¢
p.14).

Meanwhile, global citizenship has emerged as both an explicit concept in policy and
curriculum (which is unique among Canadian provinces) and as a strong iateoes}
teachers. For example, in 1988, the Alberta Teachers Association began the Global
Education Projectand there is now the Global, Environmental and Outdoor Education
Council made up of Alberta teachethis councilproduces a journal and hosts arflnua
conferences and retreats. It represents a strong push for global education, environmental
sustainability educatiqrand social justice and human rights issues in education. Their
summer 2012 edition of the journal includes an article written by Eard@hwho is a
global education team leader with the University of Alberta International, former director of
the Alberta Global Learning Projeeind the president of the Canadian Multicultural
Education Foundation. He makes a clear link between globartstizp education and the

multicultural context of Alberta:

The schools and society in which we teach glabalt i zenshi p have char
for several years, Canada has been welcoming a quarterithiba m

immigrants a year, moftom Asia and Africa. So ware a much more

heterogene us s oci et y é . dhdléenges and @pottumites forat h

gl obal educati oné. | heenyirorimentand pesesving f pr ot ec
human rights] there has & considerable change and students come to us
with newattitudes and ideas. me ner al , s o c beeamgmmse vi ews hayv

polarized, making our work more chaltgng, as global educators take
advantage of controversial issues for their great teaching value. (Choldin
2012,p. 29)

Alberta is thus an interestimgace to examine how multiculturalism and global citizenship
education interact and to map out the ideologies working within the relationship between the
fields. | chose to include an empirical section to this thesis in order to deepen the findings
from the theoretical sectioit was outside the scope of the project to analyze all documents
relating to multiculturalism and global education in Canada. Given that Alberta is the only
province (at the time of my research) to have global citizenship explitilyded in its

policies and courses devoted to globalization, nationalism, and ideologies, | selected it for my
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study.Indeed, it is because it is a leading context in Canada for the inclusion of multiple
perspectives (including, importantly, First NasoMeétis, and Inuit) and proposes the
cultivating of gobal citizens that | chose to examine how wider theoretical tensions are
reflected in documents from Alberta.

Breakdown of Research Questions

A preliminary glimpse into the context of global citizenskducation in the
multicultural context of Canada generally and Albsgacifically suggests that
multiculturalism and global citizenship echtion have parallel histories. Andhile there are
popul ar understandings t hakesit&lagrca iflrotddeal mul t i c u
place for GCE, there are tensions inherent to both fields and wider ideological and political
contexts shaping how they are assumed to be related. Therefotieedidsets out to engage

in a critical inquiry into four keyuestionsand several sufjuestions
1. Within the theoretical context, what are the tensions within and between
multiculturalism and global citizenship education?

a. What are the tensions inherent to imagining political community through

modern, liberal notionsf citizenship?

b. What are the tensions inherent to understandings of citizenship in relation to
diversity and globalization?

c. What are the tensions inherent to schooling atizkciship educatioas main
sites for the dissemination of notions of national global community?
2. How are these tensions reflected in the educational research literature?

a. the research literature specific to citizenship education in the context of

globalization

b. the research literature specific to the explicit relationship between

multicultural education and global education

c. the research literature specific to global citizenship education in multicultural

contexts
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d. the research literature specific to multicultural education and global

citizenship education in Canada

3. How are thdensions reflected in policy and curriculum documents, and
publically available lesson plans in Alberta?

a. What conceptual ambiguities are evident in the documents that contribute to
the conflation of and/or relationship between multiculturalism and global

citizenship?

b. What are the main discourses through which ideologies of cultural diversity

and equity, citizenship and globalization are iterated?

4. What does foregrounding the tensions inherent to both fields and to their
perceived relationship demonstrate @thihe possibilities and constraints of
conceptualizing GCE in a multicultural context in terms of public discourse,

scholarship, policy and practice?

Organization of the Thesis

| start from the notion that the public conversation, policy conversation, and
practitioner(in terms of writers of lesson plans)nversation have all unproblematically
linked global citizenship education and multicultural education, assuming a focus on one
leads naturally to the other. What | have sought to do in this thesibrisgoclarity to these

conversations by:

1. Mapping out the philosophical and theoretical context of the topic;

2. Examining the ways each of the ideas is taken up in the theoretical and

educational literature;
3. Understanding how the two ideas are connectdldaiterature;

4. Explaining the consequences of this lack of conceptual clarity in terms of policy

and practice; and
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5. Proposing new ways to understand the connectiadgo probe the assumptions
underlying these fieldthat are useful tahe ultimategoal d both fields the

promotion of diversity, equityand social justice

To achieve this, | will first sketch out the philosophical underpinnings of my argument and
examine the theoretical context in which these two fields emerge and relate. Building on the
theoretical framework constructed in thatson, | articulate some key areagbflosophical
confusion and conceptual and ideological conflations inherent to the theoretical context of
thetopic] apply Andreotti 6s (2016 bpjsterdolbdicalc) fr ame
ontological, and ideological approaches to teaching and learning in the 21st century to map
out the larger tensions defining the theoretical and ideological context of the topic. Using that
her framework, Brgue for a particulgserspective on the confusion: it is important to
foreground tensions and to interrogate modernist assumptions in order to avoid reinscribing
theepistemological and ontological ways of thinking that have led to hegemonies of cultural
power withineducatioml approaches to citizenshiglobal and multicultural education

then examine the educational literature in the two fields in lightyobiniosophical

approachand mapping of the theoretical conteMioving into the empirical research section,

| articulate my methodology for using critical discourse analysis to examine key educational
texts from Alberta to understand how the lack of clarity in the thinking has affected policy
andcurriculum development in thatqvince. | will be building an argumeabout the

relation and conflation of these fields through identifying central conceptual confusions and
key discourses in the Alberta textend by bringing the theoretical, policy, practice, and

public conversations back together to show what | bebegesome promising avenues for

moving ahead in these fields.
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Theoretical Context

WCHAPTER Philosophical Framing and Situating the Researc
WCHAPTER 3ensions inherent in imagining political community
through modern, liberal notions of citizenship
WCHAPTER 4Tensions in understandings of citizenship in relatign
to diversity and globalization
WCHAPTER 55Schooling and citizenship education as main sitesffor
the dissemination of notions of national and global community:
Postasafter modernism versus Pesaksinterrogating modernis

Educational Researc
Literature Review

WCHAPTER @éxamining literature specific to \
ua) citizenship education in the context of globalization

ub) the explicit relationship between multicultural education and
global education

aal) global citizenship education in multicultural contexts

we) multicultural education and global citizenship education in
Canada )

Empirical Research:
Critical Discourse
Analysis of Alberta Te

Synthesis, Discussio
and Conclusion

WCHAPTER Rethodlogy: Critical Discourse Analysis \

WCHAPTER &itizenship Education Policy and Social Studies
Program of Studies

WCHAPTER S$econdary Social Studies Courses and Publically
Available Unit and Lesson Plans

ua) conceptual ambiguities that contribute to the conflation of
and/or relationship between multiculturalism and global
citizenship

o) main discourses of cultural diversity and equity, citizenshiyxnd

globalization

~

WCHAPTER 10

oPossibilities and constraints of conceptualizing GCE in a
multicultural context in terms of public discourse, scholarship,
policy and practice

J

Figure 1 Outline of the chapters into the four sections of the thesis
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This chapter has set up the topic of ttnesisby raising the popular perception that
C a n a nhdtiéustural context makes it an ideal place for global citizenship education.
Canadian multiculturalism has developed in tandem with citizenship education and global
education. However, tensions around hierarchical understandings of cultural and racial
groups in Canada and in the connection of the national and global imaginary in Canadian
education to a sense of superiority raise some concerns around the perceived natural
relationship between multiculturalism and GCE. The next chapter will start theefotson
of the thesis. It will preserthe philosophical framework that | will use to map out the

theoretical contexbf the topic.



Chapter Two
Locating the Researchand the Researcher:

Theoretical and Praxis Context

In this short chapter, | will outline my approach to philosophy of education and
identify the philosophical stance from which | will explore the theoretical and empirical
sections of théhesis First, | locate the research in my PhD program and in the context of
how | came to study this topitalso locate the work within a distinct version of situated
philosophy of education. Next, in order to also situate the critical discourse analysisthat is
empitical study of educational texts in the latter part ofthesis | elaborate on this
philosophical stance by making explicit my theoretical foregrounding of ideology and
discourse and by locating my work within a turn in the social sciences towardsrsiscou
studies. | apply this broader theoretical context to the study of education through a notion of
praxis. | also articulate a gling analogy theorizing from the pivepointd that frames my
approach to identifying complexities, tensipasd paradoxesWhile theorizing from the
pivot point, | intendo make conclusions and find insights within a shifting ideological and
philosophical landscape.

Thisthesisis being completed as part of a doctoral program in Philosophy of
Education in the departmeot Humanities, Social Sciencasd Social Justice and in a
collaborative program: Comparative, International, and Development Education (CIDE). |
situate my work within the CIDE program in that it probes the notion of internationalism, and
thisthesissituates the Canadian, and specifically Albertan, context within the current
pressures of internationalization and globalization on education. While it is not explicitly
comparative in nature, there will be some comparisons hodtie U. K. and American
contextsand those in other Canadian provinces. | situatedhbsswithin the field of
phil osophy of education by referring to Burhb
the metadebate inherent to the field. They identify a broad division within conteanpo
philosophy of education whereby the field is characterized by two fundamentally different
views of the nature and pudpbst¢ eof i ghirlaoedph

explicitly, Ait i s exempl i fialdgmatcn one way or

24
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di sagreements we have with o0n00&m26d).lOrer 0 ( Bur
view looks at philosophy as a mode of inquiry whose virtue is based on its distanced
objectivity and commiofmeanrtg utnoe nitb eaomedl greesaossot madn
recurring attention to fundamental questions of truth, value, and meaning that establish

continuity across philosophers from before S
Abowitz, 2008,p. 268). This view understands philosophyoagective, distancedeliable,
andreasofpbased. The other view is a Aradically h

fas the expression of worldviews within a pa
partisan and implicated in social dymics of power, and merely contingent in its ability to
persuade or compel a s s e n,2008,p. 268). While Burshulése s & Kn
and Knight Abowitz(2008)acknowledge that there are few philosophers of education who

adopt either of these views in the extreme, they describe a familiar divide.

Thisthesisengages theoretically with the second viewitfatedphilosophy as
historicized and implicated in theqauction of worldviews through discourses. Rather than
applying the canon of valued philosophers starting with Socrates and mining the great works
of philosophy to apply to my inquiry intoontemporary citizenship education, | look dtat
is going on ilmmoment and context in education and doawand applynsights from
contemporary theorist3 his approachelps me to identify distinct sets of assumptions
underlyingthe conflation of particulacomplexities and tensiomslated to my topicl
attempt © theorize and identify the expression of worldviews within the current cultural and
historical context and to make explicit the assumptions underlying ideologies defining social
dynamics of powey historicized and ne&v that compel consent. At the same tirhiey to
define my partisan and implicated set of assumptions as an educator exploring these
complexities. | find a situatedpproacho philosophyhelps me to work to locate the
historical and contextual worldviews that operate in overlapping amdactzting
ideologies.These conflicting forces coexist what are seen as neutral concepts like
citizenship education, multiculturalism, and global education. Thus, the theoretical context of
thisthesisc s al i gned wi th a fr a dphiloesaphy, partidularlgitsor i ci z e
prioritization of the notion of the turn in social sciences and philosoptgrtisrecognizing

and mapping out ideological landscapes through identifying discourse.
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When considering my work in terms of philosophy of educattas,a situated and
historicized approach ithat | am very influenced lgyostmodernist, posstructuralistand
postolonial accounts of how swalled objective approaches to argument and reason have
failed to recognized the degree to which the notibneutrality is a myth. My interest in the
philosophy programat OISE/University of Torontwas largely influenced by my varied
experiences as a student and an educator. | entered my Bachelor of Education program at
McGill after transferring out of the geral Bachelor of Arts program at the end of first year
when Idecided to pursue studies of education and a careeremieator My undergraduate
studies were from that point on characterized by praxis in that | took academic courses in the
faculty of Arts at the same time as | was taking courses in the Faculty of Education and
completing a series of practicum experiences. | spent one semester studying in England and
needed to catch up on a credit, so while spending one of three summers in Dawson City,
Yukon, | took a distance education course on First Nations and Inuit Education. Much more
so than my first year general (traditional) philosophy courseyarequiredphilosophy of
education course, that distance education course engaged me criticallpigmpeld much
of what | had considered neutedbout education. For the first time, | began to conceptualize
ethnocentrism and to recognize the degree to which the education system to which | had
devoted myself was complicit in systemic injustices amongay First Nations
communities. This critical and historicized lens engaged my undergraduate learnings and had

a major influence on my view of education.

| withessed some of the complexities of the role of education in First Nations and
multicultural conexts first had when doing my final practicuplacement. | had previously
been placed in urban schools in Montreal and took the opportunity to do my final student
teaching placement in Chibougamau, an isolated town over 500 kilometereastrthf
Montreal. The school served a few White Engigbeaking students; a number of White,
Frenchspeaking students who had a parent/grandparent educated in English in Canada

(hence could claim the right to English education under Québec languad®;land a

14 Bill 101, the Charter of the French Language (1977), defines French as the official language of

Québec. It legislated French as the habitual language of business, communicatiodscatidne French

education was compulsory for immigrants including people from other provinces which limited English
language instruction to the children of those who had been educated in english in Québec. After some supreme
court challenges put the law fension with the Canadian Charter of Rights and Freedoms, a grandfather clause
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groupof students from the nearby Cree reserve who were billeting in town to play hockey. |
followed that with teaching in two extremely diverse schools in Toronto during my first years
of contract teaching work. Those years of teaching were shaped signifizcatily

neoliberal educational reforms of the Progressive Conservative government led by Mike
Harris'. | then taught at an elite private school in Campinas, Brazil where | experienced a
number of mtersecting issues of privilegelating to classism andhetocentrism. When |

started graduate work in education, | brought with me this wide variety of experiences and
collectionof various inherent tensions brewing underneath the surfang understanding

of education. A central tension had to do with the flaat in nearly all of my experiendes

locally in Toronto, regionally in Quebec, and internationally in Béazihave been in

positions of privilege as a middi#ass, white, heterosexual woman from the Global North

and from an urban centre. The interdistii nary approach to my Maste
introduced me to critical scholars such as Stuart Hall and Henry Giroux and to cultural
studies and postmodern critiques. | began to find different concepts through which to identify
the tensions inherent tay teaching experiences: culture and race, privilege and oppression,
hidden curriculum and standardization. Discourse was a central concept in that learning. |
began to understand how norms are produced and reproduced into hegemonic systems.
Courses on glmalization introduced me to analyses of neoliberalism and the influence of
capitalistic values when conflated with liberalist notions of democracy. When it came time to
pursue doctoral studies at OISE, | continued to engage in a variety of courses from the
introduction to philosophy of education course, to adiedcted reading course, to cultural
theory and citizenship theory courses, to a course on decolonizing education and including a
course on HIV/AI DS and Womeno avidRinggdhtlas i n Sou
(Seodi White).

allowed English education to those whose parents were educated in English in Canada. | understood from my
colleagues that some of the students here claimed right to Englisatiea through a grandparent.

15 Mike Harris was premier of Ontario from 1990 to 2002. His government made sweeping reforms to

education and this era was accompanied by a great deal of labour strife and protests by teachers. His reforms
included the intnduction of a new standardized curriculum from Kindergarten to Grade 12 which included
standardized testing. His government cut the number of school boards and how they received their funding. The
education reform policies of his government increasedrtmuat of time teachers had to spend in the

classroom (my first year of teaching included the 6/7 policy where | had to teach an extra class for half of the
year totaling my students to 180 and denying me any preparation time during the school day exveaynth

also remember the extremely poor morale among teachers at this time and watching television commercials
sponsored by the Harris government suggesting teachers were not doing their jobs well enough.
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Because | continue to regard my work as outside of a particular discipline and as
influenced by many soalled disciplines, and because | have continued to work part time as
an educator in a variety of positions and arfianonto high schoolssgularly and volunteer
at a youth centre serving newcomer Canadiarystheorizing is alwaysnplicitly at least in
part a response to my experiences in school s
Kni ght Ab o wotonaoftsisuatdd pHilasdaphy They reeagni ze that
continually tossed between the ideas that we are all philosophers who only happen to apply
our tools to educational problems, or that we are educationists seeking philosophical
underpinning for isswgeof policy and practice to which we feel commitments on other
groundso ( Bur bul,2008,p27HK.n align imyselfAvithahe lattez They

promote a complex and Asituatedo view of phi

[Situated philosophy] is seteflexive, recognizing how its conditions and
circumstance®f practice influence the content of the work that is doris. It
particular, reflecting the uniqumntexts, cultural influences, identities, and
spaes that bindrad frame it. ltconsciously considers the conditions of its
own reproductiorover time. And it attempts tmeasure and weigh its effects,
the social repercussions okttexts and ideas it producéBurbules & Knight
Abowitz, 2008,p. 271)

Thus, thisthess will be written from the point of view of an educator seeking to identify and
analyse the rationales and key governing discourses underlying the relationship between
global citizenship education and multiculturalism. | also intend to practice a vefsion

situated philosophy whereby | recognise that my work is contextualized and governed by my

own political and theoretical stances as well as by the conditions of writivegia

Situated Philosophy and the Discursive Turn

Theorizing From the Pivot-Point

This approach to philosophy of education is highly influenced by arpodernis,
poststructuralist, and postlonial account of how scalled objective approaches to
argument and reason do not account ferdbgree to whicheutrality is a myth. Botimy
conceptualization of multiculturalism and of global citizenship education prioritize the
ideological nature of notions of citizenship, community, and schooling and recognize the role

of schooling in relaying hegemonic views of what it means to bezamiof a diverse
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community locally and globally. In this sense, my work uses the notion of the discursive turn
(Andreotti 2010a 2010c, 2011,a2011b) to recognize the extent to which current scholarship
is involved in deconstructing and examining honglaage constructs reality and governs
understandings of self, other, and state. Indeed, | borrow the term from Andreotti, but it is an
overall description of the fact that identifying and analyzing discourses is a common and

central preoccupation acrosgthumanities and social sciences (Fairclo@§o4,p. 123).

It is a challenge to describe the complex field of discourse studies (Ma2DO);
however, some overarching concepts serve to introduce how | understand the turn to
recognizing and analyzingjscourse in wider theoretical work and through an application to
the study of education. Discourse is used in the social sciences in a variety of ways and often
under the influence of Michel Foucault (FairclougB04,p. 214)*°. Foucauld s  Wi®#2k
1977, 1979, 1980) providemalyses of social history and contemporary culture through
which he demonstrates that discourse constructs and positions social subjects. In Foucaultian
terms, discourses describe, diagnose, and normalize truths about thewadtdrtiat
become takeifior-granted categories which, in turn, form the basis of how populations are
governed and govern themsel@#ile ideologies are belief systems through which people
understand and act in the world, discourse is the primarywayidepy i s produced:
discourse is a product of historical and social circumstances that provide the discursive
practice® terminology, values, rhetorical styles, habits, andtduthshat constr uct i
(Knight Abowitz & Harnish 2006,p. 655). Throughthe relationship between discourse and

ideology, knowlede is produced within language.

Language describes and produces the belief systems through which people understand
and act in the world. And, as Hartley (2004) (drawing on Volosih®¥3) points out,
Al anguage is never a transparent pm@pdinum t hr o
this sense, no discourse is exempt from ideology as there are at any given time numbers of

contending ideological discourses at play in a given social contexalfetugh both

16 | do not mean to infer that Foucault is the only scholar to have influenced the discursive turn but rather

am highlighting his contribution to how | understand the concept of the discursive turn in this thesis.itndeed,

is beyond the scope of this theisexamine the complex history of discourse studies and inherent debates

around which traditions and specific theorists led to the discursive turn. For more on this, Luke (1996) offers a

l engthy geneal ogy of what hcencesépl 124, artd Van Difk (1998)pfieisat i ¢t
synthesis of the complex history of the development of discourse studies (p. 251).
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knowledge and power are central to the way ideological discourses are produced, iterated,
regulated, institutionalized, and resisted, there is no single unitary ideology that is all
encapsul ating: niEven deminaideotlogythéreaare contendiogd t en ¢ a
and conflicting positonsas bet ween, say, different educat
(Hartely, 2004,p. 106). Thus, one objective version of truth is not observable through

language because there are many contendireglapping and/or conflicting ideological

discourses at play in any given context. In fact, even dominant ideologies, those narratives

that take on a neutral status by being taken as given, include contending and conflicting

positions. Goldberg (1993)slec r i bes domi nant di scourses as i
relations of power at a given moment come to assume authority and confér séditest the

materi al rel ati ons p. 194)tIn thisesensegdiscotrdeenamedandmi n a nt
therefore makeanceivable and comprehensible the social condition (Goldbh883,p.

194).

Camicia and Franklin (2011) refer to the
genres and topics that are contextually related when groups construct diagnoses, prognoses,
and cdls to action p. 313 drawing on Steinberd999;see also Tully 2008). The next
chapters will examine how nationhood, citizenship, globalization, multiculturalism and
cosmopolitanism function as discursive fields that are conjoined in particular wags in t
current context of educating the 21st century citizen. Despite potentially distinct and even
competing ideologies and points of view, strong discourses emerge that make it appear that
the field is changing; ideologies are expressed through differems #md concepts using
new rhetoric but remain based on fundamentally the same world view. In this way, discursive
fields are contested spaces with doamihdiscourses emerging. This enalbllegemonic
ways of thinking to become ongoing processes wiele ihetoric makes a discourse appear
to change or renew. Reading discursive fields through the discursive turn allows a theorist to
see that ideologies shift and change through particular iterations and political manifestations;
however, metanarratives liketranhood (as will be discussed in the next chapter) remain a
conceptual umbrella for containing and shaping shifting ideologies. According to Parker
(2011) , di scourse is working | anguage: Al ang
connectiont@w i r cumstance including the cpodBR.tnr ai nt s

this sense, discourse is not only about conveying meaning, but it is also about reinforcing
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some practices while at t h,015m48@490). Camciafi s | i gh
and Franklin (2011) note that not all discourses have the same weight because all discourses

are embedded in a larger political economy in which one discourse can be favoured over

another and function hegemonicallyltecome dominantn this £nse, the concept of

ideol ogy is dynamic: Aideology is not a set
the changing circumstances of a social activity to reproduce familiar and regulated sense or
struggling to resist established and natuealisense thus to transform the means of sense

making into new, alternative or oppositional forms, which will generate meanings aligned to
differentsocialmt er e st $2004,0.H06) t | ey

According toAndreotti (2010y, the discursive turnis identifiddly fian emphasi s
the ideological nature of language and its role in social praxis, including thelsistosical
construction of social realitesn d i dent i t 20806 p23%).Amedliscarsivie turin
in social sciences proposes a correlaietween language and reality and is represented in
the tracing of Aidi fferent interpretations o
culturally | ocated Ometanarrativesd, or stor
know | e d(4nelréotti 2010¢ p. 236).A key component of the discursive turn is therefore
the recognition that one phrase or one concept can carry and produce significantly different
meanings tied to significantly different positions, be this grand metanarrativbsasu
nationhood or progress) or overarching concepts of the need for new ways of schooling to
educate the 21st century citizen. Multiple, overlappargontradictory ideologies can work
within what are perceived as niml descriptions of reality. Distcirsesc an fAr epr oduce
regul ateo or can fistruggle to resist establi
new meanings resent to the hegemonic ideologi@dartley, 2004,p. 106). For example, the
phrase multiculturalism in Canada can reééea description (e.g. Canada is a maititural
country), political programs (multicultural policies and collective rights), and normative
ideologies (minoritized and/or marginalized etroudtural groups in Canada deserve certain
rights or recently, makulturalism is a failure) (Inglis1l996 see Figure X1 Therefore, one
word, in this example multiculturalism, can represent different referents and encapsulate
what can be an ideologically contested concept. Similarly, global citizenship can refer to a
description of the perceived increases in interconnections among peoples and political

systems in the contemporary geopolitical moment, to formal and informal political
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organizations and programs (UNESCO, World Trade Organization, NGOs, religious
organizaions, charities) and normative and contending ideolodiesnl also describe a

coming together of two fields: global education artzenship education (Davies et,al.

2005). Thus, understanding discourse is particularly useful in this thesis becthese of
challenge of distinguishing between the main fields of study (multiculturalism and GCE). By
looking at the distinctions and conflations within each field and between the fields, particular
tensions are evident as well as the different ideologicalafdbe terms in each of the
conversations | explore: public, scholarly, poliapd practice.

demographie
descriptive

programatie

‘ political

ideological
normative

MULTICULTURAL/ISM

Figure 2 Multiple referents of multiculturalism (Inglis , 1996)

Thus, the discursive turn is both an ontological orientation amghiatemological
one.Andreotti (2011b uses the metaphor of a constantly swinging pendulum to describe
how trying to theorize with the recognition of the way language constructs reality leads to a
constant str ugg/!l p308).cSheffindshis pakicularty the case inglebal (
citizenship education initiatives wherein
motion between the excestaitjackets of homogenising universalisms (especially those

advocating normalcy and civility) vars parochial specifisms that freeze s#Her identities,
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negotiations and poethbrolAvdreptd B011Hw 308 italecs at i on s
added. Theorizing GCE is thus implicated in other motions including: the dynamic

relationship betwen essentialism and ae8sentialism (and trivialization of power

relations), unexamined ethnocentrisms versus absolute relativisms, deficit versus

romanticized versions of difference, fantasies of supremacy and entitlement versus paralysis

in complicity and guilt, and paternalism anal\gtionism versus indifference and alienation

(Andreotti 2011k p. 308). For(Andreotti (2011,

in the process of writing, at the heart of this struggle is the irresistible (and

unattainable) desire to break teackles of language through language itself

and to find an unambiguous concept, analytical tool or pedagogical strategy

that can, at | east proviasguagemal | y, put an
complexity crises (and the moment this is achieved, anothes’icosicycle

of learningi starts again)p. 308)

| use an analoggf theorizing from theivot-pointto recognizehe potential in
identifying and engaging in paradoxes rather thialy trying to apply the traditions of
Western philosophy to solve thefirhe discursive turn is both a response to and a product
from within modernismThe discursive tur® recognizing the way that language shapes
realityd is characterized by an inherent dualism in the history of thought as it can be framed
as both a responsedod product from within the grand metanarrative of the modernity and
the Enlightenment itse{fAndreotti 2010¢ p. 236). HoweverAndreotti (2010% points out
that Western philosophy does not own the discursive turn as the insight gained from
recognizingthe way language constructs reality can be traced to many other cultures seen as
inferior in (neo)colonial order such as oral and monist traditions (see also App)The
way knowledge is understood in the context of the educating the 21st cetingny @lates
strongly to the orientation oAsBaln20@4s per spec
articul ates, ANEpistemol ogies and ontol ogi es
be purposef ul and ef f ec tthroughévihiomtogee and thidki ng di f
about the social world. This means stepping back from simple certainties and thinking
instead of paradoxes p.R). Fleioel(1®98natso speaks totha mb i v a |
sense of locating oneself critically and theimadly on what | conceptualize as a pivmoint.

He theorizes paradox whereby at the same time one recognizes the power of ideology to
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define truths antfies to resisthat, one also finds a degree of cynicism that can result in a

closing off rather thn an opening up:

In the course of the critical exercise of my resistaiocthe manipulative
power ofideology, | bring to birth certain qualities thatturn become a store
of wisdom,indispensable to my teaching practice. On the one hlaed, t
necessityor this criticalresistance creates in me an attitude of permanent
opemess toward others, toward twerd; on the other hand, it generates in
me a methodicahistrust that prevents me franecoming absolutely certain
of being right. (Freirel998,p. 119)

Thus, nany theorists express this sense of embracing théickiegnd ambivalent while also
recognizing the discomfort and sense of disorientation given our socialization into modernist
metanarratives. Much of thhg diigfvounfort i s a
working within complexities and negotiating sets of assumptions with which to make sense

of what we know

Applying the discursive turn to the study of schooling represents a space of praxis.
Foucaul tdés infladcwnacet ioon tihe ex pldiyc otfed by Lu
social space, domain of practice, or life world outside of discourse, then the focus of much
educational research and, quite possibly curriculum and instruction can begin to move from a
concernwithb havi or, skill, and mind to discourse
P.9). Im turn, Foucaultdos work can be appli e
and pedagogical discousstherein are implicated in systems of governmentality,
surveilance and moral regulation (Lukd994,p. 9). Educational theory in the discursive
turn can be characterized by the theoretical ppaht from where a theorist can try to map
the different (dominant and marginal) discourses at play in a particuth(digj.
multiculturalism, global citizenship education), identify tensions within or between them, and

look for where there are resistant and critical spaces for thinking in new evaythewise

Dill abough (2002) remindsevtelratbhed o eleamdguadges
power 60: fAln making such a case, however, th
pedagogi cal approaches are characterized by

are free to ignore the political complexitfo st udent sé needséand may

17
(p. 45).

For example, Stronach and MacLure (1997) speak ab
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contemporary practice of depoliticizing theory, the self, and the communities within which

we 0 p er2@a8). €here dre important ideological stances to be made from within the

moving and dynamic pivot pat. Currently, these include what to do in face of current

neoliberal policies that cut funds and programs supporting marginalized students and that
overpower critical and justieeriented programs in the name of building future workers for

the global ecnomy rather than for a just world. Thus, educational research must somehow

balance the dynamics of the piymdint by identifying discursive spaces that allow for more

spaces of reflexive philosophy within the existing interplays of ideologies of schooling

|l ndeed, Steinberg (1999) argues that @Athe mu
possible to find Agaps, cdadar-gradiegldmBaso @nd
He goes on to say that there can be a political purpose in fittdérgpntradictions in
hegemonic discourses because ffatrativeexposi ng
meanings to articutae t hei r sense ,d999,p.7ol)uThasjthe@éaof( St ei nk
the pivotpoint helps to characterize an essentiaa@ax of a situated, reflexive philosopher.

Oneds work is always unfinished and refl exiwv
articulation of a philosophical stan@nd at the same time, one standaspinciples to

diagnose, analyz and suggestays to critique and ways to think.

| recognize that thithesisis also an example of what Burbules and Knight Abowitz
(2008) identify as situated philosophy in that the theories and theorists | choose to use and
the problems | identify are contextualizeda given historical moment (2012), geopolitical
context (contemporary multicultural Canada), as well as in an institutional situation of
writing athesis(Ontario Institution for Studies in Education at the University of Toronto) by
an educator with sjpdic personal experiences and sd@ositions (as described previoysly
In this sense, this is not neutral work, and | engage in an approach to synthesizmmnteo
and analyzing in suchwaay that | both question academia and the role of schotis aame
time that | am an educator engaged in critical work and teaching in secondary schools and
teacher education. In this sense, situated and radically historical philosophy is itself defined
by a central tension that is similar to the tensionslthdt argue define the context of this
study. Burbules and Knight Abowitz (2008) articulate this sense of dynamic engagement:
AThere i s a fundament al tension here, one th

and questioning particular views ité s ame ti meo ( Bur,2008es & Kni
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27). This binocularism is a dynamic engagement with an inherent tension: holding up as
problematic and questioning dominant views of citizenship, difference, globalization, and

schooling and at the sameng working with the assumption that schooling and education are
integral to the functioning of a society. Th

(2011b) swinging pendulum.

Similarly, 1 use the concept of a pivpbint to describe the sense of laak away
from, outsi de (Andreotti2@dldh pfBad) ahthersame sinee@s engaging in
the currently constructed ideological and instrumental situation that defines educating in the
21st century. A pivepoint analogy includes a sense of tiypamics of (at least) two
directional pulls. At any given point of view, there is the possibilityeing pulled in a
differentdirection. There is a dynamic sense of movement and of views in (at least) one
direction or another, but the other side(shhaf pivot are always defining how and from
where the point turns. In this sense, my version of reflexive educational philosophy connects
to Stronach and MacLureds (1997) wuse of the
ability of an analysis to find pductive spaces for complexity and multiplicity. This helps to
generate problems obscured by commonsense andftakgranted metanarratives as well
as to resist a sense of closure associated with educational philosophy as objective inquiry
(Burbules & Knght Abowitz 2008).

Applying the Discursive Turn to Education:

Praxis

Thediscursive turn raises the philosophical complexity of what public education
should aim to do because it recognizes that even when there is an explicitly articulated goal
for education, there can be multiple interpretations. Statements can be preseetdadbhs
slogans in educational policy and resources when they in fact represent distinct and
potentially contradictory ideological and philosophical conceptualizations of schooling tied
to distinct worldviews. For examplandreotti (2010% highlights acommonly heard
statement: the role of education should be t
gl obal i zm2B5).vApplyihgdthe frgmework she ties to the discursive turn, this
statemat can be deconstructed by applying four charactesisti deconstructing a
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discourse. A discourse & situatedexists in a particular culture and circumstanbg)

partial (another person can see things differentty)contingen{comes out of a particular

context) and d) provisionglcan changefAndreotti, 2010¢ p. 235). Each word in that

commonly heard and reasneutral phrase could be interpreted differently in different

cont ext s: AThese interpretations will depen
as real or ideal and what countskas o w | ¢€Addyeett) 2010¢ p. 235). She points out two
potenti al interpretations in the terms f#fgl ob
uni versalist representation of modernism cou
metaphor of an engieeed machine. The basis of control, stability, and predictability relates

to an understanding of progress as consensual and rooted in one universal and harmonious
future about which there is consensus. fAPart
that order and with normative ways of being,

|l ogic, O6equipping learnersé could mean incul
that would enable learners to conform to the predetermined idea of sba@etyc r i bed abov
(Andreotti, 2010¢ p. 236). Yet, on the other hand, another logic framed as postmodern,

mi ght associate figlobalized worl do with a me
always changing with interdependent, autonomous parts wkigbtiate interchanges. This

view understands that such a globalized world can never be fully understood or controlled in

its totality because multiple meanings, 1inte
(Andreotti 2010¢ p. 236). Inthiscasdipar t i ci patedo i s associated
to perform in a system or network fAto negot.i
bet ween different parts or communities, to g
al ong6, (Andreatti?81005xX2860 To equip learners refers to the creation of

spaces to become able to engage with complexity, uncertainty, and diversisysystem or

sets of networks.

Thus, the discursive turn can be used as a way of understandinggipatssible to
Atrace different interpretations of words to
| ocated 6metanarrativesod, or stories that of
(Andreotti, 2010¢ p. 236). It highlightsthewy fiequi pping | earners to
a globalized worl do can be read as neutral w

representing distinct views of the world, of education, and of participation. It is thus very
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important to recogae the multiple and potentially contradicting ideologies inherent to what
are often used as neutral discourses: multicultural or multiculturalism and global citizenship
or learning for the 21st century citizen. It is also significant to recognize tleeedfitfe
betweerdominant and marginalized meanings. There are dommeahings which are

related to the dominant metanarratives and stories heard regularly in mainstream media and
government materials, including policiesdaresources for schooling. Antigre aréhose

which are not as often heard and which challenge hegemonic understandings. By making
such distinctions, theoretical work and research analyses can work from thpg@ntot
recognizing tensions and defining dynamic and critical discurpiaees. Thus, examining

and mapping dominant and marginal discourses is important work to understanding what
notions of nationhood and global community are disseminated and reproduced through
schooling. Both schools themselves (classrooms: lessons, otganiaativities, resources;
schools: hallways, classrooms, schoolyards and embedded hierarchies) and educational
policies (curriculum documents, policy papers on character or citizenship education) are
powerful places for the production and regulatiomdeblogies through discourses. Hartely
(2004) states that #fAdiscourses are power r1el
making we are subjecteditdn the mediaat schoo] in conversatioii is the working

through of an ideological struggtee t we e n  dp. Bgdtalies adsledls 0  (

The next three chapters use the framework of situated philosophy, the discursive turn
and theorizing from the pivot point to identify the wider theoretical tensions and paradoxes
that contribute to the conceptuanfusion and conflation of multiculturalism and global
citizenship education. They inquire inteefirst research questiomhat are the tensions
within and between multiculturalism and global citizenship educalibe™ext chapter
|l ooks at the theoretical context oR00§ he i ssu
theory ofimagined communities. It is framed bye questionwhat are the tensions inherent
to imagining political community through modern,dilal notions of citizenship?apply
Andersonds theory to identify the inherent t
institution of political community especially those pertaining to issues of ethnocultural
diversity and corresponding inequitidgsn d e r 2@ theory ¢ontributes ta situated
and historicized account of how national citizenship emerged through a dynamic truce

betweerEnlightenmennotions of rational beliefs in progress and emotional feelings of
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fraternity and symbolic attachent to nationhood. This dynamic was institutionalized

through citizenship when a natistate provided protection and structures of political
organization to citizens in exchange for loyalty. Essential to the development of citizenship
in this modernist dyamic was a delineation of who belonged and who was not a citizen.
Through various claims of inequality and exclusion, citizenship developed through a liberal
framework in Western democracies such as Canada. This involved an expansion of
citizenship to benore inclusive while still needing to maintain the sense of belonging and
fraternity that is the basis of the imagined community. Thus a main paradox of citizenship is

the inclusion/exclusion dynamic.

The followingchapter Chapter Fourexpands on the nioh of imagined community
to consider the relationship between national citizenship and cosmopolitanism, especially as
pertaining to issues of equity and etboltural diversity. Its inquiry is framed lblge
guestionWhat are the tensions inherent to ersfandings of citizenship in relation to
diversity and globalizationPtrace the distinctions between multiculturalism and
cosmopolitanism and within cosmopolitanism to demonstrate the conceptual confusion and
ambiguity. While there are some distinctiptisere are many ways in which the two fields
are conflated within a wider conflation of different versions of liberal ideology. Furthermore,
similarly to the national citizenship paradox of inclusextlusion,cosmopolitanism is
defined byparadoesof universaland particulaand of nationaglobal impulsesHaving
considered the wider theoretical tensions inherent to national citizenship and
cosmaolitanism, the GapterFive examines how schoolidgcitizenship education more
broadly, and the emerging liieof GCE more specificalfy functions as a site of praxis for
these wider thoretical paradoxes. It engadlee questionwhat are the tensions inherent to
schooling and citizenship education functioning as main sites for the dissemination of notions
of national and global community? It explores theoretical work explicating the extent to
which schooling socializes and reproduces inequities and ethnocentric, colonial ways of
thinking at the same time that it is a site for the interrogation and transfanroédsgstems
of oppression; and GCE seeks to assist in the latter. Having looked at the conceptual
ambiguity and inherent tensions in national citizenship, cosmopolitanism, and in schooling
and citizenship education, and having argued that the curreeitohglobalzation

contributes ammperative and heightening of particul@nsions, | present a framework
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through which to unpack calls for new teaching for the 21st century citizen. This framework
helps me to argue for a particular view of educatimghe 21st century citizen rooted in the
discursive turn. It is based in a foregrounding of theoretical and ideological tensions, an
interrogating of modernist assumptions around equity and diversity, and a promotion of
thinking otherwise from within theythamic paradoxes thabntinue to reproduce national

and global issues.

THEORETICAL CONTEXT:

What are theensionswithin and
between multiculturalism and|]
global citizenship education?

CHAPTER THREE: CHAPTER FOUR: CHAPTER FIVE:

What are the tensions What are the tensions

inherent tamagining inherent toschoolingand
political communitythrough citizenship educatioas site
modern, liberal notions o for the dissemination of
citizenship |notions of national and glolgal
community?

What are the tensions
inherent to understandings
of citizenshipin relation to
diversityandglobalizatin?

o

Figure3 Organization of the three theoretical chapters by research questions

These three chapters set up an examination of the ext&htdio educational
research literature distinguishes between or conceptually conflates the fields of multicultural
and global citizenship education. From there, | set out the methodology for the critical

discourse analysis of Alberta educational texts Ard present my findings and analysis



Chapter Three

Imagined Communities and the Modern Citizenship Dynamic

The concept of the pivadoint introduced in the last chaptemisvay to articulate
situated and reflexive approachadoatlining the theoretical context for the study of the
relationship between multiculturalism and global citizenship education. Thepmirtis
also tied to the discursive turn in social science and philosophy that recognizes the
Aconstit utnguagtiftoesr qpeo weefr It o create that whioch
(MacLure 2003,p.4). National citizenship describes political membership @dributes
significantly to notions of identityln order to identify and analyze the tensions inherent to
the perceived relationship between multiculturalism and GCE, this chapter takes a wider
theoretical frame by looking at the broader tensions inherent to notions of political
community. Thus, this chapter is framed by the question: What are the tenbierentrio

imagining political community through modetiieral notions of citizenship?

There are a number of key tensions examined in this chapterl Bsstthe lens of
the pivotpoint and discursive turn to highlight the work of Benedict Ander2004 in
deconstructing a central metanarrative of modernity and citizenship: the nation. His theory
helps to articulate how historical materialism and discourse analyslsimm® to castruct the
nation The nation ighe governing discourse of politicammunity despite a number of
paradoxesthe nation is old and new, limited and sovereign, open and closed, diverse and
particular The chapter bad0glwdristo demondArataltieat tiseoriniigs  (
from the pivotpoint revealsa number of dualismanddynamic spaces in the tensions that
are sustained wiin discourses and between coctilng discourses operating in the
metanarrative ofhe nation. From this standpoint, concepte hikstoricity and the new
imperialismhelp to exphin how, as govening discoursegitizenship both includeand
excludes by defining the spatial aspects of political community within and outside of the
imagined nationThus, the nation can be unpacked through the four featbieggplying the

discursive turnthe concepof the nation is partial, situated, contingent, and provisional.

Next, the chapter links the imagined nation to the institution of citizenship.
Ander sonds wor kEnlightenshenideals and historical geopolitical

41
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changes, and through tldevelopment of modernism, citizenship became the manifestation

of the magined nation. Citizenship is implicated in hoationhood is imagined in spatial
dimensions through geographical boundaries and through symbolic discourses of community
that determindoth who is and is not a membgr response to claims ofjustices and
exclusions,iberalism applies a discourse of rights to the citizenship dyndiirs ths

chapter begins to define the theoretical context oftti@sist hr ough Ander sonés
deconstructing the nation and uses a lens of the discursive turn and the theoretical pivot point
to outline geographical, symbaliand ideological contestations of citizenship in terms of:
colonialism and the new imperialism, identitydadlifference, and the extensionaitizenship

rights. These contestations correspond to a number of tensions defining the theoretical
context of thighesis The end of this chapter looks at the current context of theorizing
citizenship from the pivepoint. Calls for new, flexible, and even multiple versions of

citizenship reveal citizenship to be a discursive field in which various theoretical stances and
ideological assumptions are held in tension with calls for new versions of citizenship.
Ultimately, this chapter outlines a key tension important to studying the relationship between
multiculturalism and GCB#hile in some ways, citizenship is being theorizedewpost

modern terms and rhetoric, it ultimately remains lodged in the modernist assuntiditons

An der 2006 Wosk ddmonstrates can be traced back to a set of paradoxes inherent in

Enlightenmenthinking.

Unpacking the Metanarrative From the PivotPoint:

The Imagined Nation

Ander 206 Wosk unpacks thenetanarrative of nationhooHis work is uséul
to examining what theoretical and ideological conditivasiehow political community is
conceptualized in public, political, and educational cont®itsejecting a neutral notion of
nationality and natiomess, he reveals the symbolmaer of nationhood as the center of
nationstate modeldn the afterword to its most recentpablication, Anderson2006
explains howmagined Communitiesoubled extant conceptualizations of the nation through
combining a type of historical materlm wi t h di scour se anal ysi s:
nation as imagined] opened the door wide for critical assessment of the kindaddl age

nationalism propagated in most contemporary states through the means of mass
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communications and statentrolled e u c at i on al p.R26)sRedognizingithe n s 0 (
dominance of the nation as a governing framework of political community, his theory

highlights the role of schooling in socializing young people into a consciousness of a national
community (see also Ba2004).The nation is imagineldecause even in the smallest of
nations, members will not know most of their
|l ives the image of their communiono: #Aln fac
villages offaceto-face contact (and perhaps even these) are imagined. Communities are to

be distinguished, not by their falsity/genuineness, but by the style in which they are

i magim@d.do (

The nation is imagined as community through a deep, horizontal cornigades
between individuals who mayerer meet each otherhus, belonging to a nation is a
discursive castruction in the form of emetanarrativéhat ovefridesextremely different
ideological, political, and geographicantexts Anderson (2006) contendsat firmesst i o n
is the most wuniversally | egitpBaThuisthee al ue i n
corcept of belonging to a natioa ultimately a discursive construction tlogerats as a
metanarrative overiding extremely different ideologal contextsFrom emerging
independent former colonies, to communist countries, to liberal democracies, individual
nations are imagined as political communities (Anderg666g. People in places with
distinct politicaland ideological governments suChba, Sweeden, the USA, Indonesia,
China, Brazil, and Denmaxonsider hemselves citizens of a natiofhus, the metanarrative
of nationhoods a conflation of universalism and diversity whereby everyone has a
nationality but each one is particular. Thetcadiction between the great political power of
the nationstate and these philosophical tensions is significant to understanding how a critical
conceptualization of the nation is viewed from the theoretical {poott. Nationhood
functions hegemonicallgis the dominant model of politicalmonunity at the same time that
the concepis critiqued and deconstructdtrough work likethat by AndersonNationhood
defines who is included and who is excluded in any contemporary moment through appeals
to an imagied past.dentifying these paradoxes opens theoretical space for acknowledging

and unpacking what are othesgiuninterrogated assumptions.
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Tensions hherent to the Nation:

Paradoxes of Hstory (new andold) and Spatial Construction (includes and excludes

Ander 2006 theory ¢f imagined communities describes how nataualis
constituted through series of paradoxes. Firsteconstructing a normative view of nation
reveals a contraction of historicity. Natiorstates are modern and at the same time
Anderson (2006) notedt hei r subjectiyes amft nmi)i ownfall fin st s e
natonst at es are widely conceded to be 6édnewd an
political expression always loom out of an immemorial past, stildmore important, glide
into a | i mit]l e2086pfli-i2). Theis) the cAncegteatiie sation works
discursively to both tie a community together through a sense of a long, shared, past of
commonality and to organize and group commansitnto distict modern natiorstates. A

secondparadoxinherent tchow nationhood is imagined is the conflation of universalism and

di versity: AThe f or mal +iultural comcephih theemodemmf nat i
world everyone can, should,i | | O6haveb6 a nationalvs.thyg, as he
irremediable particularity of i1its concrete n

nationality is ,2006p.3.&aienality s thus(@ domsdrectios af n

identityand is both a specific type of universal category and a particular description.

Therefore, Andersor2006 points out the contradiction between the political power of
nations and Atheir philosophical povteerty and
i sms, nationalism has never pr qg206psHByi t s own
deconstructing the concept of nation, theorists can understand where injustices inherent to

social dynamics of power within nations are formed and normalized.

In order to explain how nationhood persists with such dominance and legitimacy in
political thought despite these paradoxes, Ande(@086)takes a cultural artifact approach

to nationality through his defi niutniiopay oo f( t he

6). I mportantly, he adds, it is ndipabhened as
nationisi | i mi hetdbat even a hugely popul ous one h
the other side of whi cnhagiresitelf cotetmaouswita t i on s : f

ma n k i pn7l dhig(limitedness of the nation is marked by a particular contradiction in that
nations are defined bgetermined boundaries, and yet there exists the possibility of
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naturalization of outsidersineventhemt i nsul ar nati ons: ASeen &
and as a community imagined through language, the nation presents itself as simultaneously
open an dp. l1ldd). inshis dedse, (hationhood works as a discourse that balances a

dynamic paradox adimultaneous inclusioand exclusion. In emodernist viewthe nation is
normalizedas a sovereign political identity; its coherence is takergranted.Therefore, the

nation functions as a metanarrative. We can trace the metanarrative back to Eparticu

inception rooted in a set of geopolitical phenomena.

Historicity and the Situated Context of the Imagined Nation:

National Citizenship and the Enlightenment Dynamic

Anderson 2006 describes the way formerly governing assumptions and
metanarratives we overturned and replaced by nationhood in the 18th and1tiriesn
Script language lost its privileged access to and inseparability from ontological truth. In
terms of political organization, mass communication broke down the previously held together
transcontinental solidarities such agi®tendom and the Islamic Umméhnderson 2006
p. 36).Also, this era saw the loss of the belief that society was naturally organized around
and under higher centres whereionarchs ruled by divine dispensation. Human loyalties
were no longer necessarily understood as hierarchal and centripetal. This allowed for the
possibility of i1 magining the fideep,20060ri zont
p. 7). Therefore,le construction of the natiestate, as an axis of political and territorial
organization and a metanarrative of identity and governance, emerged from a particular
culture and context historicallAs Ross (2007) notes, the idea of the sovereign natioe cam
to maturity at a stage in human history when freedom from tyranny was a rare and precious
ideal. It is also imagined as limited because it must have finite (if elastic) boundaries on the

other side of which are other nations.

The Enlightenmenprojectwas central to the conceptual shift to nationhood as the
axis of political community. Generally, tlinlightenmentvas a time period in which a shift
in philosophy impacted worldviews. Arts and science developed and promoted a strong sense

of progress in ta understanding of world, self, and morals. Modern progress would further
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justice through institutions aridwardsan overall achievement of happiness. As Richardson
(2002b) explains

In a political sense this sentiment, founded at once on control agkgso

found itsexpression in the idea of the natisnt at eé . Begi nni ng wi th t
French Revolution and @ extension of thEnlightenmen®roject, the

nation graually replaced the monarchash e f ocus of peopleds 1| o
the idea of the unigumess 6the national charact@merged as a basis foeth

existence of the nationp(52)

Thus, the imagined nation became the civic nation with structures of constitutions, elected
legislaturesand written civil and criminal law codes. The people becameengipf a nation

and thus fowed otyhael tsyt,a ttmhgavdreenenthowed gstciizens , é
protect i on,200%,R.53). Maa pdliscal nonstruct, the nation required a contract
between the governed and governors involving a absjract challenge: to earn the loyalty

of its people. The realization of the potential for national identity to arise as the basis of

modern political organization required a dynamic characterized by the sustainment of a key
tension, or what | refer to &lse Enlightenmentlynamic of modern citizenship. This tension

is defined by, on the one hand, taelightenmentoncepts of reason, logiand efficiency to

be embodied in the state, and on the other hand, an emotionally powerful notion of national
charater constucted through a romantic idedits people as a mythic fofk(Richardson

2002, p. 53). Citizenships an example of conceptual hegemony which, as Goldberg (1993)
statesit urns not only upon the totally i mposed
this case political] subject, but also upon

seffdef i niti on @M. conceptiono (

This Enlightenmentlynamic ofcitizenshi@® drawing on the emotions of camaraderie

imagined through nationhood athe logic and rational progress promised in the new

18 Anderson (200) describes the power of the idea of nation and how the sense of unity between fellow

members of nations is reinforced through media. A basic and essential example is the deep communal sense of
connection achieved through a national anthido matter howbanal the words and mediocre the tunes, there

is in this singing an experience sifnultaneity. At precisely such momenpgople wholly unknown to each

other utter the sameerses to the same melody. Tilage: unisonance. Singing tharseillaise, Walting

Matilda, [O Canada] and Indonesia Raya previdcasions founisonality, for the echoed physical reatinn

of the imagined communitfi(p. 145). The space of the nation in terms of where it ends and where it begins and
who it includes and who it exadles is fundamentally tied to the way various media communicate and enable
performances of nationhood through powerful symbols.
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nationstat® was implicated in the inclusion/exclusion paradox. Despite the promise of

freedom from tyranny, the natiestate inherited social inequalities. Goldberg (1994) points

out that this project of national citizenship was complicit i construction of race and

r a c i Themrationdl, hence autonomous and equal subjects Bhilghtenmenproject

turnout,pe haps unsurprisingly, to be exclusively
(Goldberg 1994,p. 208). Thus, central to the metanarrative of nation and its expression in
citizenship ina modern nation state are key assumptions aroundsadraliis not @olitical

subject, a citizeranda membenf the national camaraderie

Indeed, building from a position of situated philosoghg, discursive turn ia key
l ens through whi c h 2006 theod ef imaginadhcdmuritiesd er sond s (
(Anderotti 2010b, 2010cr Metanarratives, such #s natiorare broad stories which
function as the basis for constructing meaning and justifying aqfordreotti 2010¢ p.
236). The discursive turn highlights the importance of historicizing and culturallyrigcat
hegemonic ways of thinking and placing those metanarratives in relation to ontological and
epistemological assumptions. An important implication of the discursive turn i fhata
name to something is to choose a possible story, not to descrildesgsal truth.
Philosophically, this does not mean that no reality exists but rather that experiences of
realityd including real, material ways in whichationhood functions (Burns 20@8pre
mediated by language. In this sense, language is always unstable cannot nail it down
fas meaning i s always attributed in context,
attr i bu t(Andreoth 800z p. 2836). By implication, the daursive turrrecognizes
any given societysi constituted by a plurajitof discourses and not one discourse can claim
| egitimacy in the way grand nar2086 i ves of mo
theorization of the nation as imagined community demonstrates domiaant narrative
can be constructed as legitimate andhjigaluedon political and on personkdvels despite

inherently contradictory logics.

The discursive turn is evoked to recognize that the stories of reality which constitute
our knowledges are a) alwagsuated(they are culturally bound), b) they alevays partial
(what one perceives or means may not be the same as another), c) they arecaitirayent

(dependent on context), and d) they are alvpagsisional(subject to changéAndreotti
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2010¢ p. 236italicsadde)l .  For e x a mp200H theotymfdhe nasiom astas  (
imagined community demonstrates that the concept of the retitenis a dominant and
normative way of organizing territorial and political boundaries dedtities. Itis a

discursive construct. The emergence of the nasometanarrative wastuatedin the

context of its original inception during a time of great epistemological and ontological

change historically and was reinforced by the dominance of Enlightenment assumptions. The
nation ispartial in that it is rooted iftWestern modernist worldviews and in European
imperialism. Furthermore, the normative power of the nation is the way that it is accepted as
a universal concept despite extremely distinct local contexts and ideologissskrves as

a conceptual umbrelfor different conceptual paradoxéghe nation icontingenton

Enlightenment anchodernist assumptions. In the current context of globalization associated
with the increase of complexity and differeraced the sense that some boundaries are

blurring, many theorists challenge the prevale of the nation (e.g. Hart Begri, 2000).

Finally, the concept of the nationpsovisional The conceptual umbrella of nationhood

remains a dominant organizing principle of political and territorial community. iexte tare

not only distinct ideologies functioning under the concept of nationhood. There are also
historical and political changes which can broaden notions of nationhood through a perceived

evolution of political ideologyd.g. liberal multiculturalism).

A's An d e200§ ohrodyof infagined communities demonstrates, the discursive
turn promotes the importance of historicizing and culturally locating hegemonic ways of
thinking and working to recognize the sets of epistemological and ontological asswmptio
underlying them. Thus, the theoretical phpatint is an outcome of the discursive turn. The
emphasis on the ideological nature of language and the role of language in social praxis
reveals the socidlistorical construction of social realities inclugihow people understand

their own and othersdé identities.
Hi storical Mat eri ali sm andoloNaigmi onhoodébés Comp
Spatial Dimensions of Political Community

The way the imagined nation functions as a metanarrative is tied to the real and

materal impacts and manifestations of the inclusextlusion paradoxCritical engagements
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with Andersondés work have stressed the real|,
community. For example, as Burns (2008), drawing on Grossman (1996) poijnts out

Acust oms, nostalgia, memories and | ongings f
commonalities that with time and a great deal of investment shape natrea material

ways and inform normative def i npg.30 i@liessin ar ound
original). Thus, it is important to recognize the extent to which the nation is not simply a
Afictitious template upon which cultures wri
outcomes of imagined identities, histories, geographies ana 8o o ( B008,p. 350).

These material outcomes are implicated in the paeslokimagining nation such e

inclusion/exclusion tension.

The concept of belonging to a nation thrbwgtizenship status has besd
intimately to the pursuit of natiebuilding and colonial practices of territorial acquisition
including encounters with the existing inhabitants of colonized land. Natibting is a
literal and symbolic extension of the modernistratiwe of progress and Western
EnlightenmentNationbuilding is constructed in a spatial dimension through the
geographical manifestation of political boundaries and expanding terraadatéconomic
power. ThéWestern, Europeamation is constructed through an imaginary of who is within it
(symbolic and dep camaaderie with material realities) amdho is outside of itdefining the
otherthrough colonialism and imperialisf). Richardson (2003 probes this paradox
AéWestern national identity emerges from a b
anonWestern 6ot her 6 f @.n1418)oAmjGbldberg (1993 debcribesat i on 0O
how nationbuilding was an extension of the Enlightenmédpbhamic and ta inclusion
exclusion paradaxThus,nationbuilding through colonialism is a manifestation of the
ethnocentrism embedded in imagining nationhood

If there is any content to the concept of cultural chauvitien it does not lie
simply inthe refusal taecognize the values of other (iretbase of non

19 Imperialism and colonialism are mutually related procedseshistorical understanding, imperialism

is about dominating f&ds from afar, and colonization is ruling a foreign land on that land. Both concepts

involve overt, direct measures as well as less obvious discursive modes of power that constructs ideologies of
community(Said 1994;Smith, 1999;Willinsky, 1998). Imperélism and colonialism have and continue to

govern powerfully both on a level of physical and social institutions and on an epistemological level by
enforcing a particular world view.
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European and newestern) cultures; it lies also in the refusal to acknovwdedg
influences of other culturesn oneds own whil e insisting ¢
representig the standard of civilizatioand moral pogress. This became the

nineteentkcentury modernist legacy of thenlightenmenproject, and it was

in the name of the praiple of utility emerging fronthe Enlightenmenthat

this was carried forwardGoldberg, 1993p. 215)

A postcolonial view of nabn-building highlights the construction of citizenship identity
through political and synddic boundaries and spac@siagining the nation involves
imagining who is in anavho isoutside the natiorThe political and ideological moves in the
20" centurytowards rights and inclusion within natisate structures (which will be
examined in great detail in other sections of this and other cheg)teaises a central anxiety

inherent inthe study and theory of citizenship in the contemporary context (26a6Y°.

Within the current global context, the term new imperialism acknowledges the
continued influence of colonialization. Tikly (2004) argues that the contemporary global
moment is marked bihe emergence of a new form ofeétern imperialism. Although
former colonies are officially independent, Tikly (2004) observes that within a discourse of
development,sc al | ed Second and Third world popul at
of gl obal pmlaY.elntmssenset tbe néw imperialism sgaabre to a subtle,
unofficial form of power and control than that of earlier imperialism, aneco@mialism
functions through a powerful discourse that gives former colonies official sovereignty while
theyare in fact still dominated by @étern nationsThus Tikly (2004) identifies two strands
of the new inperialism: a) a new context of &tern domination through a sense of
transnational movement and the emergence of a global elite, and bjsérpastral and
culturalist turn in social studies througiich new frameworks emerge to understand and
analyse this new imperialism. Therefore, similarly to avdreotti (2010 describes the
discursive turn as a swinging pendullboth a product of and response to modernemi
how | describe the contemporattyeoretical contextsaa pivotpoint, Tikly (2004) identifies

a dualism irthe new imperialism. At the same time that there is an extension of colonial

20

According to Asad (denttdndigates ndtithe edisdovesymfoethmicdogaltiesfso

much as the under mipnlR)nHg expldins bolw th a Europearacontekt ia discourse of
inclusion creates conceptual and pol i hnotneelyamadensi ons:
of how a more inclusive name can be made to claim loyalties that are attached to national or local ones. It
concerngxclusionsand the desire that those excluded recognise what is included in the name. It is a symptom

of anxp.®rieso (
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ways of thinking and practices, there is a new way of engaging in social sciences that can
theorize, eglain, and interrogate the processes of colonization. Thus, using the framework of
the discursive turn, the nation and its colonial project is situated, partial, contingent,
provisional, and ultimately a story of modernism. In this sense, the discunsiventables a

critical geography of citizenship and explication of how political boundaries and extensions
of citizenship responsibilities are constructedeinforce others through an-usrsusthem

mentality,

Ander 2006 theory ¢f imagined nationsses historical materialism and
discourse analysis to deconstruct how nationhood functions as a normative metanarrative for
political organizationA n d e r 2Q@D® Wwosk ddconstructing nationhood as imagined
community also exemplifies how metanarrativeskvo strike a dynamic tension between
contradictory concepts that are essentially parag@mesdemonstrates the material
consequences of the normalization of this metanarrafime paradox is characteristic of
discursive field¢Steinberg, 1999thenation is modern/new/relevant and old/eternal. The
imagning of nation has held discursive and material significaime®igh various historical
incidents and gepolitical issues. Correspondingirere can be a sense thationhood has
changedand progresed and yet, the hegemonic processes of imagining who is and is not a
citizen remains based on a fundamentally modern point of view tied back to Enlightenment

ideals.

Contestatiors of Citizenship and the Expansion of Rights

Ander sonods t h emnmuytieorélates tmhog cofoeiad wags of thinking
have and continue to functiondefine cultures and communities. Thtie question of how
to account for cultural differences within an imagined community becomes implicated in the
universal yet particlar paradox and in constructions of cultural boundaSesd (1994)
evokes the discursive turn to recognize the complex ways that divisions areedgesl
between cultureand in terms of normative values that include or excluid@n cultures
This postcolonial understanding of the power of certain stories of culture and nationhood to
imagine arusand to exclude those #s&mdefines an important example of how discourse

constructs power relations. However, consistent with the discursiveptstcolonial
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theorists also challenghose binaries as they recognize and interrogate’th&or example,

Smith (1999) hehbnarynd lonzer/tolonizeddoes fiot take into account,

for example, the development of different layeringsathave occurred with eagnoup

and across the two group®. 6-27). Furthermore, in the context of the discursive turn and

the interrogation ofhe grand metanarrativd the nation, the imagining of community and

the conceptualization of citizenshiprcbeen understood as tied strongly to a relatively

neutral concept of culture that is in fact a racialized discq@eklberg 1993) In the

context of the new i mperialism, Ti kly (2004)
superseded (although natteely replaced) by a recourse to a new emphasis on culture

within western societies as the basic category for explaining difference and conflict (for

example in terms of an O6inevitabled 6class o
worlds)amd f or | egi t i mi z R004gp.1i7r7). &hisuekted stropglyto( Ti k1 vy
Andersonés theory of imagined communities 1in

nation as both based in antiquity and a contearyaite of communal belonging.

Moderncitizenship was formed in relation to the imagining of the nation as
community and the principtg¢hat(a) every nation is defined through ethnicétyd a shared
history,and(b) every nation has a state (Delar2906). | have outlined the conceptual
contract at the heart of the translation afiaonhood in citizenship awhat | call the
Enlightenment dynamicCorrespondingly, modern citizenship became a normalized modular
form of political community membership and an institutionalization of nationHuoadgh
the historical processes of modernization and colonization. According to Tully (2008),

modern citizenshifiormed from two key scenarios:

(1) the modernisation of the West into modern nation states with
representativggovernments, a system of intational law, decanisation of
European empiresupranational regime formations and global civdisty;

and, in tandem, (2) thdependent modernisation and citizenisation of the non
West through colonisation, tihdandate System, poedicolonisation, nain-
building and global governancep.(L6)

2 It is outside the scope of thisesisto fully categorize the field of postcolonial studies. | will be

drawing on the term postcolonial as used by others and will use it myself throughole$igg-ollowing

Andreotti and Souza (2011)filc oncept ual i z& itrhep pgtedd Ixo Mipalsitsm as a cc
possibility that is O6not yetd but Andremtti& Soazg, 2lhpounce t
2). | also, draw on their work in orderifiod e f i n e iapheariesatdolonthinking rather than theories

oft rut ho and facknowlnedd gpea rtthieail ri Soaag@200lapt Apddr neeostst i &
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In this sense, citizenship is a manifestation of the imagined community of nationhood
theorized by Andersor2006.

Andersondés notion of the imagined nation
contested nature of citizenship. Citizenship is the key concept that defines political
community in contemporary democracies. The idea of who does and does not count or
belong is ssential to the way the community of the nation is constructed and imagined. In

order to be a citizen, one must be recognized by others as a citizen through a national

i maginary, and this requires shared esommon c
do not fit with the majority collective perc
they are excludede factof r om f ul | parti ci ppa2002,p.85).The soci al

normalized, dominant perception of the imagined community aecis is tied the
Enlightenmentynamic of inclusion/exclusion; consequently there are individuals or groups

who do not, despite legal membership, enjoy the power to exercise their citizenship to its full
potential in the social arena. Goldberg (1993) ointout t hat HAsubjects as
insofar as they are bearers of rights, and they are properly vested with rights only insofar as
they ar e i mbp 22622%.iThetprocess ofidendifying as or being identified as
belonging to the imaginecbmmunity may disengage a legal citizen from his/her sense of

duty, exercise of rights, and potential capacity for participation (Pagdbg). As Appiah

(2005) r gimagmetls ais ,Bdinedi ct Anderson would in
nothing couldbe more powerful than the human imagina opn243 italics in origina).
Correspondingly,ict i zenship i s not a neutral concept

the multifarious and complex charactetoh e pol i t i ¢c aWood19¥Wp.8x.t 6 (| si

So-called new social movements and critical theoretical frameworks havebulie
acknowledgement of theolonial pastind present of natiebuilding and have contributed to
the posing of important challenges to modern citizeAéHReading Ande s o 8006  (

= Mohanty (2010) describes how from the mid and late twentettiury a number of movements have

polict i zed i dentity as the fanchor for collective strug
colonial movements in the Global South, to the women's, lesbian, gay, bisexual, transgender (LGBT), race and

ethnic, and disability rights movemsr(p. 531). She argues that these ideifititged struggles led to the

emergence of new interdisciplinary movements such as
Disability Studies, Race and Ethnic Studies, LGBT Studies, and mostrecentlp Posta i al St udi eso (|
2010, p. 532).
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Imagined Communitigdrough a lens of the discursive turn, a pigotnt theorist similarly

to Gol der g dalrécBgdizedhsit particulaksubjectivities do and have not fit the
culturally and historically normalized citizen. Tlyge of analysis exposes the citizenship
narrative as one of systemic exclusion wherein the central motif, rather than being universal
equity, is social conflict and the struggles of marginalized groups for equality angphitémn
(McCollum, 2002,p. 169).

Liberalism and the Extension ofRights:

Broadening thelmagined Community

The imagined nation meets liberalism in a construction of citizenship as extension of
rights. T. H. Marshall 6s (1950) seminal worKk
from strict political definitions of citizenship that emphasize the relationship between the
individual citizen and the state, to a broader definition that emphasizes the relationship
between the citizeand society as a whole (Isin\&ood, 1999;McCollum, 2002). His work
was rooted in a concern about the class segregation in England during -tiweentidth
century and challenged the seemingly strafghtvard idea of defining citizenship according
to geopolitical territory. Thus, he noted the tensiorthe spatial dimension of imagined
community as the dynamic of included/excluded became unbalanced. Liberalism thus
expanded to include more individuals in its version of rights which reflected the recognition
that some groups of people were not fully uet#d in the political community; however,
there was no challenge as to the deeper reasons for this inherent exclusion as the
metanarrative of nationhood persists. In this sense, the idea of rights is a discursive field
(Steinberg 1999 that conjoins witltitizenship(Tully, 2006) There is a sense néwrights
being constituted out of what is an-gaing process of natiestate hegemonlyased on
modernist assumptions that are not interrogdtethis sense, liberal rights represent an

extension of or bradening of the imagined nation.

Marshall (1950) argued that the development of citizenship since the eighteenth
century has been defined by the acquisition of three categories of rights: a) civil rights
based on individual freedoms of speech, thoughtfa@titd and associated with the

development of a judicial system establishing rights to property, contracts, and justice; b)
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political rightsi enabling participation in public decisions and political life and associated
with the development of the elecabsystem; and c) social rigtitdased on rights to things
of vital importance, namely economic and social security, and associated with the
development of the welfare state which ensured the right to a certain standard &t living
Marshall raised the rationship of citizenship to social inequalities and in turn raised the
guestion of whether modern citizenship had become a poavidiclass inequality (Isin &
Wood 1999;Kymlicka 1995). He therefore theorizéthta progression of citizen rights to
include more classes into the national contract could correct injustices (iAab. 2).

Ma r s h(Bb0O)wdrk can been criticized for its exclusive focus on class (as
opposed to, for example race or gender) and for assuming a linearly progressexedria
of rights acquisition that fails to account for the sites of social struggle that defined the
provision of rights to particular grolffs Gol dberg (1993) contribute
others as a matter of course enjoy are yet denied people obeckuse black, brown, red,
and yellow subijectivities continue to be devalued; and the devaluing of these subjectivities
delimits at least the applicability of rights or their scope of application people of color might
ot her wi se pp.aieHdwe vwdra,i ma r(s thedrogréss of ights si on o
has hadh strong influence on a critical view in scholarship of the relationship between
citizenship and inequality. Ma r sdifadintfars f r a me
important challenge® the way that dominant discourses of citizenship are tied to
ideological stances that reinforce systems of powernnwamational community:

The sociological question as to whether there is an inheoaflict between
citizenshipand class formulatedytMarshall now needs to be expkea. The
sociological questiopostmodern societies face today is whether there is a
conflict between citizenship ardlfferent forms of identity. How does
citizenship conibute to or ameliorate sexuglender, national, bhic and
regional identities? (Isi&Wood 1999,p. 30)

= | drew on a number of summaries of Marshallés (19
categories of rights including Isin and Wo@d®99),McCollum (2002),and Painter (2002)

2 SeelsinandWoofl 1999, p. 25) and Patten (2001, p. 283) f
citizenship rights as tied to questions of class. Lat

systematic and chronological accession of rights is questignademinist critique, and citizenship is
understood as a site of struggle and conflict. Fraser (2005) also speaks to justice claims as economic
redistribution and legal or cultural recognition.
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These types of interrogationtbe assumed citizen subject &gaken up by critical

scholarship that has arisen from the twin pressures resulting from increased polyethnic
dimensions in virtually &\Western democracies aad increase in nationalistic sentiments

from minority groups. As Kymlick&1995)noted at the end ofthe®@ e nt ury, A[t ] he
rules of political ' ife i n many coumltries ar
dif f er em193).Habermas (1994) articulateshat @A a] correctly und
rights requires a politics of recognition that protects the integrity of the individual in the life
contexts in which hipsll3). Thudrights are ohtensitallyt y 1 s f or

connected to citizenship identity.

Tully (2000) has also taken up the demands of difference on modern concepts of
citizenship. He notes that the varying forms of recognition and accommodation sought are as
numerous ade struggles they represent, including feminists, 4gstsians, refugees,
immigrants, and indigenous peoples; and he insists that thdkangka are not new
A[ T] hese types of struggl es f-datebyrentareggthei t i on
emergence of the concept of o6éidentity politi
politicsd because they often exhibit é char a
significantly similar to each other and significantly different fremmeti r past ,f or ms o
2000,p. 218). Thus he calls on a reformulation of liberalism to include diversity and

highlights the interplay between identity, righdsity, and participation. He emphasizes

the role that the democratic freedom of citizen pagudition plays in

engendering a sensébelonging and the complex forms this freedom takes in
multicultural and multinatinal societies, the freedom not only to participate
inaccordwi h oneds c ul idanttieswhea they ar@lliclyo n a |
recogn z e d € . , to patitipata ih theoongoingpntests over how these

are to be acknowledged, recognized and accomtadd@ ully, 2000,p. 212)

The discourse of rights is an essential part of the expansion of liberalism in response to the
inclusion/exclgion dynamic of the imagined political community of the nation.

Multiculturalism represents an extension of individual rights to collective rights based on the
specific needs of ethnocultural minorities such asasérmination or the right to maintain

certain traditional practices (Kymlicka1999).u |l | y 6 s ( 2 0 Otie)mportanseiot e nc e

inclusion in the discussions of recognition of difference connedisased £1997) nuanced
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understanding of rights and thfe complex relationship between jgstiand difference. She
argues that social injustices often require both recognition and attention to the redistribution
of power and resource. For example, race inequalities are rooted iresoni@mics.
Racialization is part of a history of marginalizatifrom economic power which demands a
redistributive approach. At the same time, raasednequalitiesare tied to a cultural
component which requires a recognition of difference. The struggle for defining and
recogni zing r i gh(@095)moeemecentavork reveating that pusticer 6 s
involves not only questions of redistribution and recognition but also involves who gets to

frame issues of and responses to justice.

Indeed, another inherent paradox of citizenship involves what Benhabilb) (2068
to as a ndialectic between constitutional es
I i ber pl09)s3Ih@argles that rights must be challenged and rearticulated in order to
retain any original meanirgnd acknowledges a tension inhertenthe liberal expansion
model of citizenship It i only when new groups claim that they belong within the circles of
addressees of a right from which they have been excluded in its initial articulations that we
come to understand the fundamental lighitess of every rights claim within a constitutional
tradition as well asitsontextt r ans cendi ng V2009 p.d09j. mwdeed( Benhabi I
identity based social movements have had significant influence on both academic
understandings and jticcal arena (Mohanty 2010).There is thus demand for a notion of
citizenship that accounts for an evolved understanding of multiple, overlapping, and shifting
identities, and that responds to the exclusionary nature inherent to the modern ideal of
citizenship. here is a desire for a more socially just citizenship that redresses these
inequities by relinquishing a selective level of contnedr the exclusionsherent tamodern
notions of citizenship. In the current context of critiques of the inherent exclunsiosion
paradox, ttizenship must negotiate the various and diverse identities within its membership
as modern assumptions regarding the equality betwedendnals are contestetiowever, it
is important that it takes a claim from a position of exoluso make visible the inherent
boundaries to inclusion. Questions of diversity have heightened through the twentieth and
into the21stcentury and have resulted in a large amount of scholarly literature calling for
changes to citizenshipt the same tima this scholarship reassetiszenship as the primary

discourse of political community.
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Contemporary Theorizing of Citizenship

Citizenship is a topic of much scholarly interest and has received heightened attention
at the turn of the 21st century (Seé&rblyslop-Marginson 2007).According to Sears
(2009), #Alt has become al most a clich® to sa
because it is true. Both citizenship and its constituent concepts such as rights, participation,
responsibility, de process, etc. are often used as slogans to promote particular agendas rather
t han convey pp.8)cWesten liibemlademocragsidroofed in the
Enlightenmentynamic (reason and emotion; protection of the state and loyalty of the
citizensthrough camaradenieand through expansion of liberal theory through a recognition
of the inclusive/exclusive dynamic of imagining the political communistr@ngdiscourse
of rights emerges. At the same timeout as Sear
citizenship arise not only because it is an internally complex concept, but also because it is a
nor mat i mES5).oThesdas if its origins in tEmlightenmentynamic, citizenship is
both a legal status and a normative concept relatifgetermotive ways that a sense of

belonging to the political community is constructed.

Theorizingcitizenship requires engagement in the struggles and articulations inherent
to relations of differencélymlicka and Norman (2000) identify two main topics tikation
among political phil osophers: Athe rights an
mul tiethnic societieso and At he pracptices an
1). Adding group differentiated rights to the modern comcditizenship remains
problematic if the hegemonic quality of citizenship as tied to the imagined nation is not
addressed. Feminist theorists such as Arndtzihlabough (2004and critical race theorists
suchas Goldberg (1993)ave challenged the samof grougdifferentiated rights as part of
the modernist progression of liberalrigh®® | | ect i ve ri ght srigptoot ect t
oneds cul ttheyaksd ranscdbe diffeiericgin protecting and thus solidifying an
other who is noimagined as part of the nation and therefore needs special collective rights
based on a minority ethnocultural identityhus there is a tension between, on the one hand,
expanding liberalism through collective rights and following a modern telos ofahtjon
and progress and, on the other hand, recognizing complicity of the imagined national frame

in effectivelymarginalizing particular groups. There is also multiplicity in the various ways
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individuals and groups identify and are/are not identifiedtégeasand as ethnocultural

and/or racial minoritiesThe discursive turn helps us to recognize this conundrum and to

guestion the neutral universalization of modernism via citizenship and afiloing. In the

context of the discursive turn, nationa¢iht i t i es are fAno | onger the
identities of people in an age of cultural pluralism and the anarchy of multiple identity

projects. Identities are overlapping, negotiable@ar@n t e st e d20600,0.59¢. 1 ant vy

Many of the tensions and strugglasound citizenshipave involved the politics of
identity in citizenship theonyCitizenship in modrn western liberal democraciesooted in
the exclusiorinclusion dynamic that characterizes the imagined community ofatien.
The nation is defined by an outward view and by an inward view both of which involve
inclusions and exclusions. A modern predicament and source of much theorization in
citizenship scholarship is the question of how to balance liberal individins mgth the
social stratification based in power imbalances (such as gender, race, sexual orientation,
sociceconomic status) often deeply implicated in the inclusxelusion definition of the
nationstate A main question is how, as Rosaldo (1999) prome s, t o Adi st i ngui
level of theoretical universality from the substantive level of exclusionary and marginalized
pr actp.2563.sAnunibeof theorists usig feministienses have rejected the universalist
ideal and have challenged thes@asption of homogeneity underlying conceptions of cultural
communities so essential to the sense of belonging required of and by citizenship (Delanty
2000,p. 44 citingBenhabil 1992;Frasey 1989; Lister 1998,1996; Mouffe 1992;Young
1989, 1990; amay others). For example, Arnot and Dillabough (2004) acknowledge the
deeper forms of power operatives in the construction of citizenship identity and reject the
presumption that social actors are autonorflod$ey raise a concern with the liberal notion
of individual autonomy on which citizenship in democracies is based, suggesting that
i ndividuals are meant to be Aconnected to a
t hat may have I|little to do wiple9.reali zed or

Correspondingly, they expose an inherent contradiction in citizenship:

Within such a politi calreexpaded fodentifyy , I ndi vi
withaconcept of citizenship adtogaeamber s of t
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sense of moralarmgbli t i c a | bel onging. Yet paradoxi ca
peqpl ed6 ar e t h o ctgdng, citiceashigis ymaeestbadl to desa

position that canot be spoken from. The citizgrer se has no substantial

identity because he/she canyhk viewed withiran abstractinderstanding

of liberal democratic practice. The conceptibizenship therefore denotas

empty space that, theoretically, coulel dccupied by anyone. (Arnot &

Dillabough 2004,p. 169-170)

Arnot and Dil | abough $§the powrtodthe ymadinedrconmmurgty of v i e w
citizens to an undermining of the political agency of certain individuals and groups of

individuals that serves to maintain power imbalances. Arnot and Dillbough (2004) question

how the acquisition of citizenshipam | es ful | f emal e agency, for
occupy the space denoted as O6citizenshipd i s
with the development of any notion of oneself as a socially embedded, rather than

autonomous actorin h e  .117®)t €hag, challenging the grand narrative of universal

humanity and the relevancy of the ideal of the autonomous individual raises an important

guestion about the recognition of difference (Dela2@p0,p. 80).

The important concept aitizenship rights operates asliscursive fieldhat is on
going and isonceptualized through ideological contestation. As Rosaldo (1999) points out,
A[t] he new soci al movements have expanded th
of class tossues of gender, race, sexuality, ecology, and age. In effect, new citizens have
come into being as new categories of persons who make claims on both their fellow citizens
and t hp.255)tThis raiges dttention to the contractual nature of thisoredhaip
between citizens of a nation and thatstand the abstract challerafehe state earning the
loyalty of its people rooted in the shift from monarchy to nasitate vigEnlightenment
ideals (Richardsqr2002). This dynamic became a questiorr@tognition in the twentieth
centuryand especially through the expansion of liberalism to include eptdtgrentiated
rights As described in Chapter One, in Canada, this was manifested in multicultural policies

in the 1970s and employment equity pokcie the 1980s.

Nationhood remains the main concept through whations of belonging to a
political state are imaginednd yet questions of diversity tease out the dynamic tension of

inclusiontexclusion characterizing the metanarrative of the imagioetmunity. While
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liberalism sought to expand on the modernist principles of natate formation to be a

more inclusive version of community through extending series of rigiaisiding
multiculturalism in the case of Canada$ premise of the relamship between the
autonomous individual and the state is made increasingly complex. As a discursive field,
citizenship continues to be evoked bftenthrough calls for new formations. The newness
evokes a sense of historical shift that is associatdddeinographic descriptions of
multiplicity and pluralism within the national imaginary. For example, Delanty (2000) calls
for a new version of citizenship that is reconciliatoknd he identifies the setither

dualism:

Modernity was a discourse of the ancipation of the self, but the cgimn of

theotheribhei ng asked only nodetermindie@dé prmombl em wi
postmodern times is thdtere is no one single self but a plurality of selves. In

this move beyond the contourstbe modern age we tato ask the question

of the responsibility of the self for the oth&ihe rethinking of democrady

which is a discourse aklf-determinatiori that thisentails will force us to re

establish a link with citizenshipwhere self and other findmoint of

reconciliation. (Delanty2000,p. 3)

The idea of multiple identities is increasingly challenging the homogenous stability of the
modernist narrative of nationhdgRoss2007). At the same time thatholarship in the

discursive turn points out tens®mherent to modernist narratives of nationhood and

citizenship, citizenship scholarship also points out the popularity of the term social cohesion

in citizenship policy (Joshe2004). As Sears and Hysld¢par gi nson (2007) poi
desire to prormate social cohesion implies an underlying fear that industrialized societies

confront serious fragmentation in the face of economic globalization and growing cultural

di v e rpsb2)t pdieed,(a critical understanding of the concept of citizenshipsbring

together philosophy, social studies, and politics. As Staeheli and Hammett (2010) articulate:

[P]rocesses of citizenship formation reflect gaps betwghilosophical
arguments anthe requisites of governance at particular moments, in
particular contets, and in suppouf particular goals. Thus, while they
perhaps rely on mat and political philosophy aguides in imagining
citizenship, various institutions andeags associated with governiagd

ruling (whether in the state, economy or civil sogietay have their own
interests irgoverning in particular ways and iartherance of particular ends.
(Staeheli & Hammet2010,p. 272)
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Therefore, citizenship as tied to nationhood represents both a strong topic of scholarly
attention and an ambiguofisld of overlapping theoretical impulses and ideological

complexities.

A n d e r nagmé&<Lommunitiesontributed to deconstructing and a historical
situatng of the concept of the nation. As a manifestation of the metanarrative of nationhood,
the nationstate functions aa universatliscourse of political community. The natistate
categorizes and materializes throudgntities, historiesand political geographies. As
Anderson(2006)notes in the preamble to the most recent edition,

Almost every yeathe United Nations admitsnewméd er s. And many 0ol
n at i anceshpught fully consolidated, find themselves challdrge

0 s enatidnalisms withirtheir border$ nationalisms which, naturally, dream

of shedding this suimess one happyay. Therealt y i s qui te pl ai n:

theeraofnatiom| i sm, 6 s o | pohrgmotelyin ghtelredeed,d, i s
nationness is the most unikgally legitimate value in thgolitical life of our
time. (p. 3)

In this sense, everyone either has a nationalityants/needs a nationalignd nationhood
remains a functioning metanarrative despite inherent paradoxes and political and theoretical
contestationsAnd yet, citizenship is increasingly both reasserted as a dominant concept of
political community ands highlycontested. The question of how to manage the symbolic

and real boundaries of the natistate remaisimplicated in the fundamental inclusion
exclusion dynamic inherent to imagining nationhood. In this sense, the discursive turn
reveals the tensis inherent to the inclusieexclusion paradox of nationhoothis

statement by Anderson (2006) atecognizes the inwardutward dynamic of imagining the

nation that is central to nation building and the new imperialism.

Identity Politics in Canada:

Culture as aDiscursive Field

Ander 26 theory ¢f imagined communities contributes to understanding the
colonial roots of the construction of exclusion inherent to nationhood in a Canada. In 18th
and 19th century Canada, natibuilding coincided wit colonizing of indigenous peoples,

negotiating with the Frenespeaking minority, and delineating the inclusion/exclusion of
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various immigrant groups. While the First Nations community was defined by Indian status
that on the one had gave them certaihtsgit also defined them in colonial terms as other

than Canadian. As wards of the state and correspondingly assumed to be unable to look after
themselves, Aboriginal Canadians were positioned as {#sseiCanadian citizens; thus the
institutionalization of their citizenship identity established and reinforced a hierdtchy
Furthermore, the various immigration policies ranging from parsing out land in the prairies to
White, European settlers to charging a Head Tax on Chinese immigrants demonstrates that
race and culture have always been tied to who does and does not belong in the Canadian

national imagination. As Isin and Wood (1999) contend, ndiighling can be characterized

as fnan i mperialist practice t lzemshipfomalsoht f ound
the Other. This practice has included the ca
6raceso6. Both presupp6s. Eurtbewnore,rasRichapdsoand contr

(2008) points out, global imaginaries in Canadian citet@peducatiorhave changed with
Canadabdbs status as a nation and its percei Ve
reflecting imperialism, ColWar dualism, Peaekeeping mythology, International

Development, Environmentalism, and Neoliberalism

Nationnessas Canadiaimess is imagined through discourses and metanarratives. The
Agapso between philthelsopdtiicani mg gafmegad semamme n
moments, in particular contexts,ySaehdlandn s upp
Hammett (2010) are increasingly evident in the context of multiculturalism in Canada in the
early 21st centur{p. 272). StrongBoag (2002) describes the sense of a gap between those
who are and thee who have not been included d&rade noexperiencd full emancipation
through Canadian citizenship:F e mi ni st s and A{lass actyists) arlonga nd w
others, today point to the hegemonic stateds
their interests. Whether the specffiebate involves land claims, multiculturalism, childcare
policy, free trade, citizenship education, recognition of the full humanity, or, more narrowly,
the full citizenship of diff eBoag2002m37pups of
This exphins a philosophical move to account for theses gaps towards a notion of

26 When analyzed from a theoretical piymgint, it is posdile to acknowledge that while the legislation

of identity on basis of colonial definitions of race, the politicization of First Nations and corresponding growth
in postcolonial scholarship challenge this very categorization (Lawr26a8).
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multiplicity in citizenship identity theoryWriting about the Canadian conteRtu-Laban
(2002) argues for

A multiculturalism premised on equity, on the notion that cultures are
dynamic anddifferentiated, and on the idea that individuals may havéipheil
identities, allows for @erspective that recognizes the historical and
contemporay overlap and intermingling afultures that have resulted from
processes of colonialism, d@sic migratorymovements, and more recently
the globalization of cultural flows (includingformation, images and music).
(Abu-Laban 2002,p. 464, see also Heébert et a2008

However, this concept of a new, flexible citizenship that accounts for nitiipé a tall

order (Pashky2008). Furthermore, it is tied directly to the global imperative and the strong
presence of a discourse of globality in contemporary citizenship tidocih will be

discussed in the next chapter

Contestations of theSpatial Dimensions ofCitizenship:

Globalization as aDiscursive Fidd

Vi ewi ng A20G6ework fpom @ kens Ef the discursive turn and from the
theoretical pivot points highlights the way that political community is a combination of deep
camaraderie forgeithrough symbols and stories aadeep institutionalization of that
membershipnto governing system3 hese systems inclut®th materiabystems of
government and organizing concepts such as ogtip. This chapter has discussieel
guestionWhat arethe tensions inherent to imagining political community through modern,
liberal notions of citizenshipCentral to how nationhood remains a metanarrative for
political community is how it holds together multiple ideologies and balances some key
tensions inbrent to paradoxes of citizenship: a) the nation is both contemporary and old, and
b) it includes and excludes. As an organizing concept of political community, citizenship is
similarly defined by these tensions. The institutionalization of the natioritizenship
followed anEnlightenmentlynamic of reason and emaotion; protection and organization by
the state and loyalty of the citizens through an emotional and symbolic fraternity. In liberal
democratic contexts, this dynamic has shifted through diffenanifestations of rights and
recognition. As a concept, citizenship appears to change, and in a liberal framework, to
expand, and yet, although there may be distinct versions of ideologies operating and even
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competing within the overarching conceptidizenship, ultimately, it stays true to its
modernist inception and the basic theory of imagined nations. Perceived changes are

adjustmentso rather than interrogatienof the tenets of citizenship.

Therefore, citizenship ia discursive field (Camici& Franklin 201Q Steinberg
1999 , and as Tully (2008) argues, it 1is an in
and insfiOnhet conm$d: say that the hopes, dr eams
of individual and collective politicalcors are expressed in the overlapping and conflicting
histories of the uses of the language of citizenship and the forms of life in which they have
been e mpl q230@8gpdbs).CilizerisHipyhas always been tied to the paradox of
inclusion and exclsion that characterizes the spatial dimension of political community by
defining who is and who is not a citizen. As natlonlding was achieved through
colonialization during the time of the inception of the nation in the 18th and 19th centuries
andthragh t o todayds c ont (&ikyt20@fthetideacof teglabali mp e r i «
and of flows of people, resouss@and power had always been a part of libpolitical
communityof the natiorstateis imagined. In this sense, the national imaginadefied
through an imaginary of what counts as the global.

In the contemporary context, the notion of the global imperative (Pa2060§, 2008)
reflects the strong sense that global connections and interdependence economically,
politically, culturally, and socially are exerting particular pressures on political organization
and social trends. Thus,ul 'y (2008) connects the field of
contestedieldo f g | o b gl1%).sTketdiscarsive fie{d of globalizationdludes the
language of global and globalizatias well as the activities, institutions and processes
referred t o whileroretrdtentdtlean titieenghip],: it caingfomises a
similarly central and contested domain. Globalisation has become a sharespytdi
vocabulary in terms of which rival interpretations of the ways humans and their habits are
governed globally are presented a20a8pdi sputed
15). Thus, both citizenship and globalization are contested digetiedds; they relate in
particular ways in the discursive turn. When they are combined together, as in theories of
global citizenship or cosmopolitan citizenship, they bring together their contested histories of

meani ng: i When we izenshiputherefere, wanarealregdy throvenlintoc i t
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this remarkably complex inherited field of contested languages, activities, institutions,
processes and the envir o[R26808,p. 15). ihk merthhagteh ey t ak
will examine therelationship between the national imaginary and the global imaginary in the
context of a turn towards language of cosmopolitanism and global citizenship.



Chapter Four
Citizenship and Gobalization:

The Global Imperative and theCosmopolitan Turn

The previous chapter examined the tensions inheremagining political
community through modern, liberal notions of citizenship. It explbiead political
community is organized into natiestates through a balancing of reason andtiemaor what
| call the Enlightenment dynamic, a key tension on which modern citizendbages!:
emotional camaraderie and loyalty combined wattonal institutionalization and protisan.
Nationhood is imagined throudghe corresponding paradoxes ddtbricity (the nation is new
and relevant at the same time that it is rooted in linear nostalgia) and spatiality (the nation
excludes and includgeandit is closed and open geographically and relationally to other
nations and peoples). As nationhood Ipeeanstitutionalized into citizenship, nation
building functioned through the processes modernization and colonialization, Z008).
The inclusiorexclusion tension became visible in some important ways whenekoksled

began to make clainte full inclusion and expanded rights

In nationstates such as Canada citizenship expanded through a liberal ideology of
rights to include more sets of rights and
inclusivity (Kymlikca, 1995). And yet, citizeship is a discursive field in that it appears to
shift but remains rooted in a particular set of assumptions. The new ways of responding to
inherent tensions of national citizenshipatingh expanding liberalism faib interrogate the
sets of assumptior® which the tensions are based. Rattier expansion of rights and
recognition addso the existing framework. In the contemporary context of globalization,
citizenship is a heightened discursive field as theorists respond to perceived pressures of
globalization at the same time as they recognize that globalization is a discursive field of its
own. The relationship between citizenship and globalization is thus characterized by the
theoretical pivofpoint. Breaking down the various conceptual, theoretizal ideological
trends within each discursive field and between them helps to identify the tensidas and
find dynamic spaces for movement within the field. It also helps to recognize closed spaces

that entrench the field in pesting fundamental assuptions.
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Thisthesisis interested in the theoretical and conceptual relationship between
multiculturalism and gibal citizenship education. Building from the previchapter this
chapter sets out to identifize tensions inherent to understandings of citizenship in relation to
diversty and globalizationThere argressures associated with contemporary globalization
resulting in a heightened pressure for respondirigealobalin education. | call this the
global imperative (Pashbg2006, 2008). In order to understand hibw globalcomes
together withcitizenship and how this conceptual teamiog is related to multiculturalism
within the discursive field of citizenship, it is necessary to examine hawetieal literature
makes ense of the global imperativie. the context of the global imperative there is a
resurgence of literature on cosmopolitanism. Breaking down versions of cosmopolitanism is
a good place to begin to examine the relationship betWeenational imaginary and the
global imaginary in discourses of citizenship.

This chapter looks at howheorists define and categorize the cosmopolitan turn in
terms ofunderstandings afommunity (Strang201@)). It examines how the concept of
globalcitizenship comes from the application of cosmopolitanism to two conjoined
discursive fields: globalization and citizenship (TuR908). This chapter will examine
Del antyds (2006) categorization of cohsmopol.
relates differently to the inherent paoxdf nationalism and globality. These include
universal, liberal, and postcolonihleories Using his categorization as a guide, | will do a
close reading and comparison of a liberal theorist (Kymlicka) andvarsal theorist
(Nussbaum) and will consider to what extent their versions of cosmopolitanism are distinct. |
will focus strongly on how multiculturalism is takeip in the cosmopolitan theories. The
chapter also looks at the how different versions abaliaation contribute to the discursive
field of global citizenship. There is a dominance of binary views framing undersgaoidi
globalization (from above versfi®m below; homogeneous versus heterogeneous impacts)..
Drawi ng on Bur n <lagter breakdowshow glabalization furictiens as a
discourse foexpressing regative ideologies.tlbecomes evident that currBnstrong
neoliberal undestandings of globalization are shiftitige citizenship dynamic from being
about loyalty to the ate in exchange for protection and rights to a focus on the citizen as an

individual actor in the global economy.
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This chapter alsexamine how postcolonial views of cosmopolitanism critique the
ethnocentric liberal premise of extension of rights taa@onomous subject @anty 2006;
Mignolo, 2000). These the@s of cosmopolitanismlso raise important tensions around the
extent to which current processes of globalization emerge out of colonial relations of power
in a new imperialism (Tikly2004).Bringing these complexities back to the theoretical pivot
point, I dr a wb) mtion dbther dgnandicdparadpxdnbetedt to
cosmopolitanism as a metaphor. Its paradoxical quality invites dynamic discussions around
political community in the currémglobal context and creates spaces for new ways of thinking
and knowing. Finally, | consider how the dominance of the extension model of citizenship
crosses conceptual and ideological distinctions and examine what tensions remain

unexamined and problemain this model, particularly as relating to multiculturalism.

Citizenship in the Cosmopolitan Turn:
Mediating the National and the Global

Strand (2010p refers to the sense fithat we are
turnd within tls&encespiociuging withintte diztopl m¢ i @fa educat i
(Strand 2010k p. 229).There isrescaling of contemporary global politics frdraing
structured around national sovereigtdynewset ofrelations and agenciesitside of nation
statesfipolitics work across national borders which appear more porous and involve
horizontal relations and networks (Linga2®09,p. 226, see also Frasg2009). As with
many of the theorists cited in this chapter, Lingard (2009) does not declare that the nation
statek s no | onger powerful; however, he asserts
strategic wayso that have p22@).iHisanalysispomp act o n
to thesignificant extent to which understanding geopolitics today and the role of the nation
state therein is characterized by the theoretical goott; it exists within an overlay of the
traditional modern frameworks of national sovereignty and the complexities i@ slaling
of geopolitics in the context of contemporary globalization. This impacts policies around
structuring and financing 2 and possecondary education. Alsas is the focus of this
thesis theglobal imperative impacts thidissemination of conte and pedagogsegarding
political community and membership in the context of educating the 21st century global

citizen.
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Understanding the relationship between the national and the global is central to
different theorizations of the cosmopolitan tuirhe interest in cosmopolitanism is
described aaresurgence because, according to Beck (2011), it is essentially an old idea
being infused with apparently new meaning. A theoretical discourse of cosmopolitanism
functions descriptively and ontologically asattends to an evolving and complex social
reality in the contemporary global moment. Cosmopolitanism is also a way of seeing the
world, a form of consciousness, an ethos and an emerging paradigm of social and political
analysis (Strand 208D Echoing St a n d 6 s) idén#fidatioh bf the cosmopolitan turn,
Del anty ( Ri6fossiple tb speal af a revival of cosmopolitanism, which is an
older tradition to that of the nation and gives expression to a different dimension of
belonging to thatofat i o n #.1357)% Thos cqsmopolitanism is both distinct from and
strongly related to nationalism and globalization.

Del antyds (2006) def i ni tinherantcan€eptwalo s mopol i t
confusi on: AiBy ¢ os mop o lessdbfglobalisy and of postmedicnal t t h e
ties; it is a critical and reflexive consciousness of heterogeneity as opposed to the
quintessentially modernist spirit of an homogeneous vision of sovereign statehood. But it is
too, despite its ancient origins, a modereation and expresses the embracing of otherness
and pl ur al, 2006yp.357). Thasl, cesmbpgplitanism is conceptualized through
historicity (it is both modern and ancient) and spatiality (it relates to both universal as global
and particular s postnational, and it concerns questions of inclusion and diversity).
Conceptualizing cosmopolitanism evokes historical materialism and discourse analysis in a
similar way a 2006 deeosstruction af thesiroagided poljtical community
of the nation. Similar dynamic tensions are thus inherent to both national imaginaries and
globalimaginaries of community.His helps to explain the degree to which these terms are
distinct and conflatedand therefore why it is a challenge to distill what ticulturalism

means in the context of the cosmopolitan turn.

I n todaydés context, the discursive field
between cosmopolitanism and nationalism. Delanty (2006) argues that cosmopolitanism only
makes sense in relatiom nationalism and that it is a mistake to see them as fundamentally

different because they can be complementary concepts. In fact, he uses Canadian federalism



71

as an example ofraationaltradition that evokes a degreeamismopolitanismThis raises an
important question relevant to thitsesis to what extent and under what theoretical frame
does multiculturalism count as cosmopolitanism? Is multiculturalism theasame
cosmopolitanism?elanty(2006) includes multiculturalism indirectly acosmopolitan
trend in national contexia his citing of Canadian federalisine also refers to

multiculturalism agart of the dimensionsf globalization

In place of the hyphen that has linked the nation to tite sfre nhow multiple
points ofconnectvity. The crosdertilization of all nations as asalt of the
many dimensions djlobalizatior® ranging from migration, multicultalism,
global information andommunication tetnologies, and Americanizatidon
has losened the links that have tifte naton to the state, a process that has
led to the releasef the nation from the stat€his situation, which raoften
been characterized as a pesvereign world, is the context in which
nationalisms emergend also the context in whidosmopolitanism tads

root. (p. 359

Thus Delanty (2006) evokes multiculturalism in relation to national federalism,
cosmopolitanismand gl obali zati on. I n Del antybés wor k,
disconnecting from states and is about movements and migrationthé/ptevous chapter
demonstrated that multiculturalissialso viewed as an extension of natgbate citizenship

through rights and recognition. In the context of globalization, as a concept, multiculturalism

is formed within what Delanty referstods¢ fipar adox o6 of modernity |

nationalism and cosmopolitanism exist (2006357).

Cosmopolitanian, Nationalism and Historicity:
The Paradox of Modernity

It is challenging to distill the relationship between nationalism and cosmopolitanism
andthe way that multiculturalism is conceptualized within this relationship. In order to
explain the paradox of modernity that produces both nationalism and cosmopolitanism,
Delanty (2006) reviews the history of cosmopolitaniime origins of cosmopolitanisgan
be traced back tanancient consciousness of the world. Its etymological roots tie to a Greek
conception of human belonginkpsmopolitiesby bringing together the world of tipelis

with thecosmicorder of the Gods. This concept was aworkinggaxai a cos mopol i t at



72

notion of belonging emerged in which the universal and particular were combined in a non
contradictor y,2006,p.259) Towans tie Brel lofdhe tlagsical Athenian

period, the Stoics took up a more universalistic conokpelonging and identity involving a
vision of community broader than oneds | mmed
community that chal |l e;atdhe saméditim# neven mamotedsat pat r i
predetermined and disembodied naturalersal that could be fourahd legislated by

scientists opolitical elites (Delanty2006,p. 359). Hence, Delanty (2006) asserts that from

its inceptioncosmopolitanism has been a dimension to mediate between the national and

global; thus it is a rédxive relation to both.

Delanty (2006) notes the emergence of a particularly modern imagination of
cosmopolitanism associated with TlEelightenmenera when the concept regained
popularity. The notion of freedom inherent to cosmopolitanism was attraative
Enlightenmentntellectuals andhationalist leaders. Thus cosmopolitanism mediated between
nationalism &s connected to thrigght to be free from tyranny) and worldly citizesms(
expressingreedom of movementfi The emer gence of hetsdife moder n
legislating subject, which lies at the heart of modern philosophical thought, gave to both
nationalism and cosmopolitanism the basic animus of freedom as a political and personal
goal and ideal t,2006)pe359F uindsed, ealicalisth@nd | ant y
cosmopolitanism reflect different aspects of modernity. Nationalism reflects the
homogenizing natiostate while cosmopolitanism reflects the pluralisation of modern
culture and social relations. Thus, their mutual implication is yet anotheigar
Cosmopolitanism evokes universalism and openness while nationalism exists within the

closure of a political community within the natistatesi Cos mop ol i t ani sm expr

2 Delanty (2@6) expands on this point by categorizing three major strarttie &nlightenmenin

which cosmopolitanism resonatderst, Republicanism conceived of peoplehood as a territory of self

legislating subjectahich leaves room for a cosmopolitan orientattorthe world through a principle ofiman

freedom. For example, in thgench Revolutioni [hé grinciples of the revolution were helde universal

and applicable to all nat i on 2008,p.359%.Hawaver, althoug thes¢ i ce and
ideas spread to other natistates, it was the French republic that promoted this cosmopoliteé®éesondly,

liberal nationalism took up the #@entury belief that nations of a certain size could gain independence from
majorpowers (e.g. GreelBulgarian, Italian, Irish nationalist movements). This idea gain support from liberals

in countriessuchasBritain | n t hi s maotselis a d@moadrationmfahe cosnmopolitan principle

that people can imag[ine] a political community beydme&et cont ext of t hei r,2006nmedi at e
p.360) Finally, a Kantian cosmopolitanism is associated
and reflected a vision beyond internationalism that saw the world as fundamentally connetaat/(2006,

p. 360).
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universalistic dimensions of the nation and is in tension with particitatestdencies. It
may be suggested that cosmopolitanism as a movement towards openness resists the drive to

closure that is a feature of the natert at e 0 ,200B,p.B6AN t vy

Ultimately, Delanty (2006) argues that by viewing nationalism and cosntamisin
as mutually implicated, a theory of cosmopolitanisan resist some politicakspects of
globaizationas well as caresistwhat he call;iewnationalisms. In a way, Delanty (2006)
indirectly evokes a notion of theorizing from the pivot point lpking for dynamic spaces
inherent to paradoxesiowever, the ambiguity arounchat counts as national or-bational
or multicultural and what counts as cosmopolitan remains. It seems as though Delanty (2006)
is conflating diversity in the nation with dirgty in the global through cosmopolitanism as a
moreopen versiomf nationalism but if cosmopolitanism mediates the national, how does it
mediate questions of diversit}{® cosmopolitanism just an expansion of multiculturalism or
is it a particular addption of it?T her ef or e, Dnork ia Imetpful indocafing oy 6 )
attempt to distill the relationship between multiculturalism and global citizenslaip i
paradox of modernity whemsmopolitanism and nationalism-egist His theory takes me
sofar as to locate multiculturalism as akin to cosmopolitanism, as a point of mediation
between the national and the global, and as a reflex of the paradox of modernity. Yet, the
scholarly work on modern citizenship @asextension of liberalism through expdedand
materialized set afights as analyzed in the last chapter leads me to recognize that

cosmopolitanism may be distinct from multiculturalism in particular ways.

Categories of Cosmopolitanism:

Liberal V ersus UniversalTheories

Broadly,cosmopolitarsm is a conceptual space mediating and interacting wath th
idea of the imagined nation. Howevdrete are distinct versions of cosmopolitanism that
interact in distinct ways with nationalism in the modern paradox. Questions of diversity and
the inclusim/exclusion dynamic of imagining community are central to the distinctions and
overlays of different versions of cosmopolitanism. Delanty (2d0@@pes three categories of
theory, each expressing a particular relation of agmtitanism to the nation: tHéeralist

the universalistand the posblonialist. | will first focus on the liberalist and thaiversalist
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before examiing postolonialist theories of cosmopolitaniséccording to Delanty (2006),
the Iberalist category assumes tiedern Jiberal concept of the nation can articulate
cosmopolitan trends as in his example of Canadian federalism with its official policies
bilingualism and multiculturalism. In contrast, he identifies the universalisgoy as
seeing cosmopolitanism dgferent fran and superior tmationalism. It & relevant at this
point to examine in detail two of the theorists Delanty (2006) refers to in relatideial
and universal categories of cosmopolitan theds@h of whom have framed my
understanding of the relatiship between multiculturalism and cosmopolitanism: Will

Kymlicka and Martha Nussbaum.

Will Kymlicka:
Group-Differentiated Rights, Interculturalism and Domestic Versus
Cosmopolitan Vasions of Multiculturalism

Kymlickads wor k h a sdelrlepment df multiduburaksm aisaal t o t
liberal theory of grouglifferentiated rights (1995, 1998, 2001), and his more recent work has
takerrup the challenges of multiculturalism when cast in a global context (2003, 2004, 2007).

His work both articulates arel/okes the distinctions and convergences between discourses

of diversity when considered a matter a) of national policy (multiculturalism), b) of

interpersonal relations (interculturalism), and c) of international or global understanding
(cosmopolitanism)Ky ml i ckabés extensive work theorizing
contribution to liberal theory in terms of extending the national imagiaapy protectimy

those individuals whose ethnocultuidéntities are distinct from those of the méjor

culture. In his theoryf multiculturalism, individual liberal rights require the awarding of
groupspecific rights to certain ethnocultural minoritig#fiese rights ensure access to the

institutions of the societal culture without the barrier of discrinmmalbased on ethnicity.

This insures fair terms of integration for newcomer immigra@srespondingly,

multiculturalism is a tweway street in thathe dominant culture must be open to other

cultures and to modify traditions and customsoadingly (Kymlicka, 1995) Kymlicka

(1995) maintains that an exclusive focus on the rights of the individual have left certain

mi norities vulnerable to injustices at the h

theory of justice in a multicultural state willdlude both universal rights, assigned to
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individuals regardless of group membership, and certain giigoentiated rights or

0special st atuddgd rfecrolofEKngintE xipcaknadi ng | i beral i s
individual rights,Kymlicka (199%) insists that polyethnic group rights promote equality and

cul tur al diversity within mainstream culture
on his assertion that they are consistent with liberal principles of individual freedom and

social jusice because political life in a nati@tate is defined by decisions about language,

education, courts, public holidays, etc., that are made by and to the advantage of the majority
thereby disadvantaging ethnocultural minoritiesanous ways

Thus, muticulturalism, in theory and in the practice of policies and laws granted
groupdifferentiated rightsis aversion of liberalism that articulates social justice aims.
These aims includeoth the recognition of distinct ethnic identities within the imedin
national community and the redistribution of a degree of power through the addition of
collective rights (see also Josh2604).However, Kymlicka (2003jnakes a strong
distinctionbetween macrbevel multicultural policies and practices and mitzod
intercultural relations. Kymlicka (2003) describes interculturalism as dispositions of
individuals who are capable of interacting with people from different cultures. While
interculturalism can embody the spirit of multicultural policies by encouragtigiduals
within a multicultural state to interact with one another, and while ideally the two concepts
work together, multiculturalism does not necessary correlate with interculturalism. He argues
that some groups may claim protection under multiculfpméties and laws but isolate

themselves from other cultures.

While his work in the late 1990s and early 2000s focused on a national, and
particularly Canaidn, theory of multiculturalisntecent workconsidersnulticulturalism in
the contemporary globabntext. In greface to a collection of essays ediby James Banks
based on thBellagio Citizenship Edtation and Diversity Conferen@eKymlicka (2004)
notes persisting cultural and economic marginalinihgninority ethnic groupslespite
2 The conference, originally titled AEthnic- Diversi
States6, was held at the Rockefeller Foundatth onbs St
to 21st, 2002 andncluded participants from 12 nations (Bank804). A major purpose of the conference was
to create a forum to identify problems and issues related to designing an approach to civics education that

promotes participation from all groups in a natgiateand that remains strongly committed to respecting
cultural differences (Bank2004a).
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multicultural policies and practicesle ac knowl edges that some fAcy!
mul ticulturalismbés popul ari trglagermdaofsocal nci ded
cohesiorthat focuses on a tolerance of ethnocultural diversity without addressingr@cono

inequities and while glossing over the tway street of integration. Correspondingly,

mul ticul turalism b?(Kymlinkas2004,p.xvs Yen kymlicka@004) e n o
insists that the neoliberal retrenchment of the welfare state has ocagaediess of any
endorsement of multiculturalisth He does acknowl edge that the
chall enge here about how to ensure that the
mul ticulturalism does noti aleceogmeiotdy @.0Dthrmmeaerct e

XV).

Kymlicka (2004)also recognizethat the fact that multiculturalisimas operated
exclusively within the contexdf the nation state canlpeer cei ved as a concer
global conext. Heinsists, however, that the logic of multiculturalism can be extended to

connect to a more global, cosmopolitan view of citizenship:

[T]he logic of multiculturalism can be seen as pughieyond the boundaries

of thenationstate, particularly in the conteof immigrant group. Respecting

immigrant ethniddentity involves, in part, respecting the desire of immigrants

to maintain song linkswith their country of origin. At a formal level, this

may invdve accepting the idea of duatizenship. At a morgeneral level, it

involves &cepting the idea of immigradtt r ansnati onal i sm, 8 not
multiculturalism within a single natiori2004,p. xv)

Kymlicka interprets this criticisy as essentially about a questafioyalty and personal

identity on the pardf immigrants. From this position, he notes t&tstern democracies

have accepted dual citizenship without any noticeable costs nor is there convincing evidence
to support any claim that dual citizens are less patriotic. However, he does express some
concern that the pursuit of stalled transnational conceptions of identity and citizenship may

actually serve to displace the development of more just and inclusive-sttten. He links

2 This criticism is indirectly supported by Josi{gé04)i n Chapter 5 of the Banks t

to unpack this concefpof social cohesionin order to fullyunderstand the latest direction in citizenship and

multicult ur a l e d uis iavbkiedoan &corfective]Jmeasure that can help to increase social solidarity and
restore faith in the institutions of government. It is important to note, however, thatrigwsocial cohesion
does not wultimately call into ,200&mE147).on the basic neol

% Here Kymlicka(2004)uses Greece and France as examples of Western democracies that have

experienced a rise in neoliberalism without comtting to any official policy of multiculturalism.
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this concern to a conflict betwearat he distinguishes a®mestianulticulturalism and
cosmopolitarmulticulturalism. Domestic multiculturalisramphasizes learning about and

respecting the histories, identities, and cultures of those groups with whom one shares a

common state in order to ensure that the state ie justand inclusive. In contrast,

cosmopolitan multiculturalismi pr i vi | eges t htienalllaaguagesiamdg of i nt
cult paeseécularly the influential world cult.¢
opportunities and cultural capital in a globalized r |1 d o p.Xvi2*0 10 this way,

multiculturalism is used as a vehicle of privilege in the context of globalization:

In order to avoid a potential backlash against multicultedalcation, it is

increasinglybeing sold as a way of enhancing the cultaapital and

economicopportunities of all students)cluding students from the dominant

group, in a context of increasimgjobalization. Multiculturalism, one

increasingly hear s, pxvils 6good businessod. (

Interestingly, although he argues poaisly that neoliberalism can exist alongside
multiculturalism through a discourse of social cohesion, the neoliberal business case for

multiculturalism troubles him (see also Josti&4).

Evidently, Kymlicka(2004)conceptualizedistinct,overlappingor even competing,
discourses of diversity in the way he describes domestic versus cosmopolitan
multiculturalism. He sees the latter as a potential threat to the liberal principles of justice at
the heart of multiculturalism because they are tied to gtmnomic capital rather than to
equity and because growfferentiated rights are enshrined and enforced throagjon
state structures. Despite arguing against critics of multiculturalism earlier by declaring that
neoliberalism is not necessarily impatible with multiculturalism, he does seem to reassert
a liberal social justice vision from within a global market mentality. Thus, he insists that
Al w] e need to continually remind ourselves t
individual haizons, or increasing personal intercultural skills, but is part of a larger project
of j ust i c eKyamlckh, 2604, pxvil).iHeéreg; lbe makes a strong distinction
between multiculturalism as a domestic framework that ensures justice and etjurtyawi

state, interculturalism as a personal skill not necessarily tied to liberal principles of justice

3 Kymlicka (2004) listsEnglish, French, German, Russian, Chinese, Japaaned8p ani sh as fit he
influential world cultureso (p. XxXvVvi).
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and equity, and cosmopolitanism as an extension of multiculturalism but as manifested in
intercultural skill development that is tied to global ecoramportunities and capitalism
Therefore, other than suggesting that immigrants can have transnational loyalties and dual
citizenship, Kymlicka positions a notion of cosmopolitanism as either a misappropriation of

domestianulticultural principles or ae trading of intercultural skills on the global market.

Delanty (2006xritiques theiberalist category represented by Kymlicka whereby
multiculturalism and group rights are essential to the nation. Delanty (2006) problematizes
the fact that this category of theory reduces questions of cosmopolitanism and diversity to
relatively specific $sues such as special rights and claims to autorlateyestingly,
Delanty (2006) does not consider theséglassues; they aomestic issue®elanty
(2006) acknowledgesh at A Kymlicka is quite explicit on
whichiswhy hi s approach is simply p36®modificatio
Il nterestingly, he does not cite Kymlickads (
multiculturalism and interculturalism. | would argue that Kymlicka would find that his
version of cosmopolitanism is quite distinct from his prioritization of multiculturalism in the
nation;andthu el ant y 6 s ( 2 (Gberélxosmopdlitanism faiks to sehugp & basic
tension with the category of the nation is a moot point. If angtht points to the way that
theorists such as Delanty conflate multiculturalism and cosmopolitamiatrieast to the
confusion inherent to theorizations of the relationship between the candémeeas, in my
reading, Kymlicka expressesulticulturalism as quite distinct from cosmopolitanism,
Delantyconceptualizemulticulturalism as an example of national versions of
cosmopolitanism. Hence, there is more evidence of the conceptual and theoretical ambiguity

defining the relationship between multiculilism and global orientations to differefite

3 Ong (1999) also notes that whowthé umigersalisiic ccterin 6fz e n's h i

democratic citizenship variously regulate different categories of subjects or howstlebej ect sé | ocati o
the nationstateand wi thin the gl obal economy conditions the
attention focused on the everyday processes whereby people, especially immigrants, are made into subjects of a
particular natiors t a(p. 268).
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Martha Nussbaum:

Universalist Cosmopolitanism and theLinear Expansion Model of Citizenship

Wi thin the ¢ on(R084Kintrodadtion K yhedtollectiBnafessays
based on an international conferenoediversity, it is interesting to consider how his
theories about multiculturalism and diversity compare to those of Martha Nussbawnm who
Delanty (2006) associates with the universalist categbcosmopolitan theory. Sheses a
discourse of cosmopolitésm to theorize cultural diversity and cragstural understanding
in the context of contemporary globalizatiddussbaun§2002b, 2002¢, like Kymlicka,
rejects and raises attention to the myth of the neutral state and neutral traditions of
citizenshig®. Writing in promotion of cosmopolitanism, she argues that a lack of self
criticality on the part of the nation actually interferes with the most basic of democratic
principles: deliberation. She centers her theory on a commitment to cultural diversity and
global awareness and insists on-geificality as integral to the promotion of a more just
global order:

One of the greatest barriers to rational deliberation inig®is the

unexamined feeling hat oneds own preferences and wae
naural. An education that takemtional boundaries as morally salient too

often reinforces this kind of irrationality, bending to what is an accident of

history a false air of moraveight and glory. By lookin@t ourselves through

the lens of the othewe come to sewhat in our practices is locahd

nonessential, what is more broadly or deepbret. Our nation [the U.S.] is

appallingly ignorant of most of the rest of the world. | thihis means that it

is also, inmany crucial ways, ignorant of &. (Nussbaum200Z, p. 11)

Heremphasisonsetfir i ti cal ity is comparable to Kymlic
needing to be able to modify its traditions and institutions to accommodate just and fair terms

of integration on the part of immigragroups.The selfreflexivity could combine with a

deconstruction of the imagined community of nation; however, the notion of imagining a
community is not troubled and thus neither is the Enlightenment dynamic of citizenship.

Rather, she critiques the $jglimits of imagining community as nationhood.

8 In For Love of Country Nus s@B0@2cmo st rover si al 1996 essay fAPatri
Cosmopol i tpanted witmanew istroduetion relating it to a p&ptember 112001 context and
with eleven of the original responses from walbwn theorists.
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Nussbaum (20G2 2002b, 2009docuses on the United States as a dominating
community with power and influence internationally and whose citizens take their cultural
and economic dominance for granted. A& same time, her spatial understanding of
extending citizenship to cosmopolitanism is rootetheextension of loyalty in a linear
manner from local to national to global levels Nus s baumdéds wor k seems t
that multiculturalism functionstahe nationalével. She(2002a)argues for a model of
cosmopolitan education through which students learn to see themselves in terms of their

families, religions, ethnic or racial commuag and even their country. However,

they must also, and centmgllearn to recognize humayiwherever they

encounteritundet erred by traits thaanare strang
enough about the differetd recognize common aims, aspirations, and values,

and enough about these comnamnls to see how varioudlyey are

instantiated in the many cultures ah@it histories(Nussbaum2002¢ p. 9)

Thus, she conceptualizes the nation as one important community among many identity
markers and sees a global view of coamity as a natural extension, through a sefes
concentric circles, dlamily, region, and nationhood. Through this conceptualization, she can
argue for the prioritization of extending the cosmopolitan circle pagtefteeived limits of

patriotism.

The final premi se of Npolgasistnarelatedtothear gu me n't
problems associated with nationalistic patriotism and pushes for a consistent and coherent
argument based on ehase pdispanetpidosdehandadw
Recognizing the spatial boundaries of a nationabinmeay without interrogating the
metanarrative itself, sheaddscar i t i cal di mensi on to Kymlickabd

fair terms of integration and cosmopolitanismramigrant transnationalismh® questions

why it is that the same personwhoelid i n Chi na fAwasnoét our fellc
when she or he dwells in the United States,
takes on both certain duties and mutual resp

case for multiculiral respect within a nation by failing to make central to education a
broader wor 02dp. I4)e Bhpseshahéren(ly2Zn@kes a distinction between
multiculturalism as a theory of liberal democracy that responds to a national context of

diversty, and cosmopolitanism which extends the moral premise of respect for cultures to a
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global scale. She goes so far as to suggest that a multicultural model is inherently caught in a
paradox of its national limits. Therefore, she prioritizes a global vieequity and diversity

over adomesticon®i f f er ent |l y f r o mheKopmépiuaizattod, s t heor vy,
intercultural understanding skills build towards socially just relations between states and

peoples on a global level. It is an expansion of the ipiex of equality and recognition

inherent to liberalism frora national political imaginarto a global moral imperativ&he

also argues that working towards the acquisition of knowledge of others and, reflexively,

Afour selveso, will result i rscaleaecongmiccandof t hi nki
political ¢ onp.&4) 6Ghe mduedes an eCodonie, busiesse, imperative

for cosmopolitan education. Thus, her argument reflects but does not interrogate the context

of neoliberalism in defining the conjoint discursive fields of globalization and citizenship

(Tully, 2008).

Nussbaum raisesttention to the imgrtance of recognizing those cultures that go
unnoticed both becauseitisimpd ant t o e x p an dbecanse ibisessential r e ne s
to debunking a neutral viewohoe 6 s own cul t ur e . us8thetptonoesns e and
usandour to describe a p#cular citizen subject who is presumably the audience of their
works. In both cases, it is assumed to be that citizen who is an existing member of the nation
state or a citizen who has been integrated into a dominant culture and needs to respect,
accommodte and/or learaboutthose withothercultures. Therefore, each conceptualizes
multiculturalism and cosmopolitanism as rejecting a neutral, thlkegranted idea of
citizenship, and while both recognize thelagive tradition of citizenship. Botkymlicka
(1995, 2003, 2004) and Nussbaum (20@2#02b, 2002cappeal to a normative liberal
democratic view of wh is the citizersubject Furthermorein his critique of the liberalist
and universalist categories of cosmopolitanism, Delanty (2006) angtiesalism and
cosmopolitanism reflect different aspects of, but are both part of, the cultural horizon of
modernity.While Delanty dstinguishes their work into two categoriégind that essentially,
both ae liberal theoriesooted in a national view oftzenship that can broaden. Thus, both
become entwined in those paradoxes of the individual versus the collective and unity versus
diversity that define the liberal problematic on which contestations of citizeashbased
Indeed, the overlaps and camngences of the notions of multiculturalism, interculturalism,

and cosmopolitanism demonstrate that theorizing equity and diversity withindatahal,
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and global contexts is tricky business and is always implicated in the very power dynamics

such theoy works to modify.

Delanty (2006) critiques thentversalist category of cosmopolitanism represented by
Nussbaum as failing to account for multiple forms of identification and overlapping
identities. This critique is further developedMitchell and Parkr (2008) who challenge the
way Nussbaunf2002a) frames a debateafsmopolitanism versus patriotism. They point
out that the processes of mixing and movement associated with globalization in the past
several decades has i orientagoostandlaendltiplicasionaf Apl ur al
subject positi on2808,p.778)iThey interfodate the aBsampkioanh
naturallyness of affinities at particular scales. Further, these scalegswenpd not only to
b e 0r eratherntharepdoduced, but are represented as inflexible and continuous through
ti meo ( Mit ¢c2008Jp.l777)&A cRteal dnaysis of contemporary citizenship
suggests that the perceived increase of spatial and temporal flexibility is assetiated
mul tiple allegiances rather than with fan es
affinity from an inner concentric circle to
2008,p. 779).Indeed, the concept of concentric expanding cindesscribes the
prioritizationof a normalized and ignorard Western, (North)American citizen whilmes
not know about the world outside of the United Statesnaeds to expand in a linear fashion
through the addition of cosmopolitan educatiPashby 2014). Mitchell (2003) offers
another critique of linear extension model of cosmopolitan citidprexpressed by
Nussbaum (2009bSheobserves that contemporary citizenship moves between scales in
different historical and geographical moments, from locaktiional to supranational or
transnational sets of positioning and back a
active participant i n Mitchdlg2603,p.889)tThus,theo mmuni t vy
universalist (liberal) version of cosmopalitian represented by Nussbaum (2002b
substitutes an expansion of the national imaginary to a global imaginary without changing
the assumptions of <citizenship subjectivity

political community outward.
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Postcolonid Versions ofCosmopolitanism and

Cosmopolitanism in the Making

After the liberaist (Kymlicka) and universat (Nussbaum)Delanty (2006) describes
postcoloniaikt as the third categomyf cosmopolitan theory. Postcolonial theories of
cosmopolitanism atstakeup themodern paradox of nationalism acosmopolitanism
Linking to Andersonds theory of tphi®, | magi ned
Delanty (2006) defines a postcolonial cosmopolitan view as making visible the
exclusion/inclusiopar adox of nationhood so that @Athe n
transgression and negotiation with otherness; it is, as a result, a fundamentally hybrid
cat egor y,@006,MD35 citimytBlyabhal990). In this sensée connects
postcolonialve ws of cosmopolitanism to whab0gl have
theory of imagined nations. Natioase neither unified nor homogenous ame built on
incomplete and perspectival stories of a collective existence. Delanty (2006) understands that
this Ais more true today than in the past wh
greater role in defining national identity: women, immigrants, colonial peoples are less
6out sidebd t he mnpa3d6s53a6n Interdtiagly, this iotnacismtheigtodp (
differentiated ritnts Kymlicka (1995) promotes asulticulturalism.In this sensesocial
justice versions diberal multiculturalism that emphasize rights, recognitiand
redistribution(Joshee, 2009)pen up spaces for recogniziagd negotiating the inclusien
exclusion paradox of nationhoddowever, a postcolonial view challenges the neutral notion

of the political subject inherent to liberalism.

Delanty (2006) argues that in a postcolonial view, the nation is a hybrid and
multivo ¢ a | category and ndi 9.3686hHedistiaduishesady cos mop
postcolonial cosmopolitanism from one extending ffo& u r o ¢ Enhghtenmentileals
(2006, p. 366)Delanty (2006) appreciates how thegtcolonial version of cosmopolitanism
avoids some of the Aduali stic assumptions of
vision of the nati on t p 866). Howevdr, hebaggueathatinat i o n a
postcolonial view, cosmopolitanism can be reduced to a conditiorbaitlity unique to
thosenations created out of colonialism (Delanty 200&66). Interestingly, he does not
recognize, as Tully (2008) dgdkat modern citizenshim various Western natiestatesvas
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created through processes of modernizaaiothcolonalization. Beck (2004, 2011) adds a
critical nuance to Delantyds (2006) descript
cosmopolitanism. He stresses that more than simple hybridity and cultural mixing,

recogniton of difference is essential.

According toStrand (2010p contemporary globalization frames a shift towards a
broad recognition of mutual interdependence on a world scale and the desire to overcome
Anati onal pr esupp @230} This nosmopotitah tumihas jesutledina s 0 (
hugeic r ease in the number of Anormative and tr
citizenship, global justice andcospo | i t an d e me2010@apc23Q). Sifniatyrtoa n d
Delanty (2006), Strand (20&0recognizes that there are many versions of coshtapiem
mar king its current resurgence in scholarshi
ambiguous and contested term carrying contradictory images and &isgrfer example,
cosmopolitanism old and new; cosmopolitanism of the West versus costanisati of the
rest; and between a cosmopolitanism from abo
(Strand 201Qy, p. 104). In a similar way to how Delanty (2006) both refers to the paradox
inherent to the etymological roots of the term cosmopolitanisnappreciates postcolonial
views that acknowledge eurocentrism, Strand (aDd€xognizes that the philosophical roots
of cosmopolitanisnare embedded in European discourses and a Western cosnidlogy.
he argues, any theory being called cosmopolitanisifesérn context is contestable
becauséia bi ased cosmopolitanism of the West ma
nonWestern representati ons, 20¥ s109).frertheamok, e x per
there is a fAvi t aryvedion oécosmapolitanismhihatrp@vides atsexure
version of community in the global imperative (Stra2@l1Gx, p. 105). The question of
mat ching a AWestern rodergdeorderlf, ana ratoaaiglolbah i ous, w
society contrasts the livelyar t i cul ars of the worldly and cr
201(y, p. 105)

Another conceptual challenge is how to account for the multiple and various
experiences of gl obal i z @&at2016biheorizingafthe di ng t o S
cosmopolitanurn, the new global order requires a new design for social production of

cultural norms which involves the contestation of established ideas of citizenship and loyalty.



85

This version of globalization is associated with the idea of the decline of the siatiennew
pattens of immigration, multiple citizenships (Marsha009;Tully, 2008), virtual

networks, the influence of supranational institutions (such as the WTO, IMF), and a growing
knowledgebased ecanmy (Gilbert 2007). These phenomena are citedStrand (2010) as
comprising rationales for renewed call s f
faces of contemporaigosmopolitanism in the makimgake cosmopolitanism a many

facet ed, ambi guo up233italics addelhHisenstioneol i deal 0 (
cosmopolitanism in the making reflects that cosmopolitanism is a discursive field.

Globalization, Cosmopolitanism, anddeologies of Dfference

The various versions of cosmopolitanism raittention to the challenges and
significance of conceptualizing multiplicity and difference in thejaiot discursive field of
global citizenship (Tully2008).Each of the three categories of cosmopolitan theories
identified by Delanty (2006]Jiberal, universal, and postcoloniaghgaes with aridea of
how to cultivate a sense of global community through, beyond, and in tension with the
symbolic and geographical badaries of the imagined natiowhile the previous chapter
articulated the contestationsarking citizenship inclusion through rights and recognition,
and this chapter has looked at the natiggi@bal paradox inherent to different categories of
cosmopolitan theorythe discursive field of globalization is similarly marked by contestation.
Globalization both describes contemporary processes and experiences of reality and is a
discourse that reflects particular ideologies. In this setisealso defined by the pivatoint
as it is deconstructed and problematized at the same time thasitasigly governing
discourse dfining the contemporary momet terms of the complexities of citizenship
identity in the global imperative, the significant place of globalization theory in ppdicsa
and social science scholarshigs been accompadi®y a postmodern deconstruction of
identity. Correspondingly, eecognitian of cultural production results complex
understandings of multiple edhtities (Delanty2000). Indeed hte discourse of globalization
is comprised of multiple tesions and compiag ideologies framing issues of cultural

diversity and geopolitical relations.

(0]

r
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A significant strand within globalization discourse relating to citizenship involves
contrasting descriptions adnd responses tthe impacof globalizaton has on cultural
diversity. According toBurns (2008)the discourse of globalization in relation to its impact
on cultures is framed largely by a binary set of strands represéwtinggenous versus
heterogeneous viewshe homogenizing version constructs a global watherein
difference is erased and thverld shrinks taone space. Homogeneity fails to account for
how power remains unevenly distributed. Furthermore, in many cases borders and divisions
between nations have deepened so that citizens often hold ontalisitiamd patriotic
discourses despite greater mobility, instability, and change (B20A8). In contrast, ia
heterogeneous modéifference is lost to speed and to the intensity with which objects,
events, and ideologies are (re)produttedugh procsses of globalization. Burns (2008)
argues that this viewlaces ®o much power with the global:

The mourning of lost identities, be they cultural, natiomaudscultural, is
problematidfor it re-inscribes each of these as a contained or stable dntity.
particular, it positionshe nation as a fixed and entirely tangible gtrteeand
undermines minoritariaaritiquesof the nation as a social and political entity
whose regulaty practices exclude those who not adhere to certain norms.
(Burns 2008, p. 347)

Indeed, a discourse of the log:ationstates anédentitiesimagined through the nation is
rooted inlinear nostalgiafor what used to be before globalizati@urns 2008,p.
248).Thus, this version of globalization contributes a bawi@nterrogatios of the nostalgic

imagined community

Burnsoés (2008) work highlights the discur
context of dualism and dichotomy impacting how the global imperative is interpreted and
used in analysis. Her artictilan of the homogeneitiieterogeneity binary will shed light on
later sections of this thesis examining how curriculum documents and teacher lesson plans
interpretthe impacts of globalization on cultural identiti&he raises attention to how
discrete cliures are understood in relation to globalization and the tendency to erroneously
essentialize a crisis: AWhether one is descr
or heterogenisation, the repetition of this dichotomy positions globalisateopredatory

role, linking the inevitable repercussions of global living with the inability of minoritarian
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cultures to produce an effective coudtee g e mo ni ¢ p 20D8,pt3%7p She Brguesn s

that the repetition of binary narratives onotologiaed essentializes what are actually

irregular, contradictory, and | would add situated and historicized, sets of transnational
conditions. Thus, she theorizes a complex and dynamic view of the global imperative in

relation to culture using a third theasfglobalisation bsed on a Foucaultian theory of
governnentality. I n this view, ARather than seeing ¢
processes [as in bothehomogeneous and heterogeneous views] it becomes a vast

assemblage of competing and tradictory forces that organise and manpge p ul at i ons o
(Burns 2008,p. 348).

Burnés (2008) theory of gl obal ipanalyi on as
breaking down how the discursive field of globalization is currently beirgpted by
neoliberal ideology. Drawing on Foucault (1991), she finds that neoliberalism is a good
exampl e of aonf egfofveeuoteddsnBuing2008,p.345). Going beyond
the binary of either an imposed homogeneitya aecentered heterogeneitypvernmentality
understands globalization as a set of movements that come together into new modes of
regulation. Neoliberal ideology emphasizes individual responsibility andcaet so that
individuals are ultimately given the task of ensuring their eacial and economic
wellbeing Furthermore, this is fdivrdX ti rciacagml y Bluirn
2008,p. 345). Correspondinglyeoliberal versions of globalization are implicated in current
views of citizenship.fdividual citizensareppt i n t he r olarmmanbgesi ent r epr
the selfand of others and thereforany financial, social, or heaktelated deficiencies can
be placed on an i ndi imiheseladp@apriatelnratheerthant vy t o ma
government policy, pice, or lack thereofBurns 2008,p. 251)

Tying together the conjoint discursive fields of globalization, citizenship, and
cosmopolitanismSoysal (2012) argues that the current notion of citizens being able to
contribute at local, national,andgléha | evel s i s i mplicated in ne
expanding the boundaries and forms of participation in society, this project at the same time
charges the individual as the npa23nintura,r ce f or
this neoliberal idividualism impacts negatively on the principles of liberal inclusion and

recognition, as those not members of the dominant societal culture are not only outsiders
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needing to be included in national identity but are now also required to prove theirgbotenti

and worth as individual$Significantly, reither Nussbaum (20622002b, 2002mor

Kymlicka (2004) interrogate the extent to which neoliberalism contradicts a social justice
imperative by emphasizing individualism and meritocracy ratherghaemovimg the

systemic barriers faced by minoritized and marginalized gréypslicka (2004) does

express a resistance to what he calls cosmopolitan multiculturalism as based in a business

case rationale. In a neoliberal context of the free market, a normatsiervof being

cosmopolitan is being worldly and making consumer choices. Problematically, this version

of cosmopolitanisnint r avel | ing to certain 6exoticd pl a
television documentaries, eatingdre r t ai n  Obesd dails o talde int® acoount
operations of power fiand give[s] majoritaria
mi noritari amRo08pd8f.o (Burns

A main question arising from the cosmopolitanism literaturehis is and who gets to
bea cosmopolitafd Glick Schiller, Darieva, and GrunBromic (2011) refer to an tendency
of cosmopolitan literature to ignore the everyday activities of people not belonging to elite
travelers and also point to the new formulations of cosmopolitanism fraw ljelg.
Werbner 2008). The latter suggests there are spaces for individual agency despite the
domi nance of neoliberal ideol ogy by Adrawing
and social groups play in the making of a new cosmopolitan ordeartscending symbolic
and soci al boundariesd although these accoun
(Glick Schillereta,2 011, 407) . Furt heanahyisof, Wer bner 6s
cosmopolitanism fits into the same paradox of theorizing gkddadn that Burns (2008)
describes as the homogendweterogeneous binary. Thus the from above/from below and
homogeneous/heterogeneous binaries reflect an inherent tension of contemporary uses of
cosmopolitanism in the global imperative: will it be theed and governed from above and

applied to local particularities or will it emerge from below in the complex and situated

3 In this sense, neoliberalism is an extension (or perversion) of liberal notions of diversity. Cafiques

liberalpluralism problematize the way that cosmopolitan discourse can conflate with diversity in local contexts

to conflate heterogeneity into homogeneity as described by Burns (2008). Citing Mitchell (A@@Botti

(20113 argues that liberal vsions of diversity blend witheoliberal capitalist hegemoriyL i b e r a |

mul ticulturalism produces a discourse of cosmopolitar
ethnic accessories or identitilyhrircedudds magpaolni taarkiim
becomes part of tpme&9Ymai nstream cultureodo (
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various realities of living in the contemporary global moment? This is a tension between

abstract universalism tied with economic engtive from above and concrete, rooted moral
commitment from below; either way, there is the potential for binaries through an overstated
sense of homogenization from above and through a romanticization of the locatbelow

However, in the context of theew imperialism (Tikly2004), Mignolo (2000) asserts the

i mportant distinction between dl ocal histor.i
and Aothers that ph7@y.e to Il ive with themo (

The question Ahow do waeftopes®dt hsdiceher e
that the world is or at least feels smaller through intensified contacts within, across, and
beyond national, social, political, cultural, and religious borders (Ste&idg, p. 103). In
this sense, the global imperatiaed the related cosmopolitan turn involve somewhat of an
Andersonian imagining aflobal community or at least is an engagement with difference and
culture within stronger and multiple levels of global connections (B¥kl). As a
discursive field, globi&ation is related to various notions of complexity, interconnections
and multiplicity that combine with historicity and the challenging of hegemonic modern,
gl obal designs. Mi gnol o (2000) wuses the tern

dialogicalcosmopolitanism:

While cosmopolitanism was thought out and projected from particular local
histories (that became the local history of the modern world system)
positioned to devise and enact global designs, other local histories in the
planet had to dealith those global designs that were, at the same time,
abstract universals (Christian, liberal, or socialist). For thason,
cosmopolitanism today has to become border thinking, critical and dialogic,
from the perspective of those local histories treat to deal all along with
global designs.p 744)

A radically historical and situated philosophy of cosmopolitanism is centered in diversality

which is Arelentless practice of ,2000,p.i cal an

® See also Tullyds ( 2 0-@Smopolianisnt anchcoddiviersercitizershipnhe n ¢ i vi |

former is rooted in modernism and in the natstate (and includes expsion of rights such as

multiculturalism). The latter, favoured by Tully, focuses on local diversity connecting with diversity
internationally through owgoing dialectical relationship. While the model of cidiverse citizenship certainly
promotes locatliversity in the face of globalization from above, it privileges the local, and beyond a respectful
comparative engagement with various local civic communities, it is not clear exactly what diverse citizenship
looks like.
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744). His use othe term diversality is strongly related to theorizing from the ppgont. By

applying the discursive turn to recognize complexities and identify tensions, critical spaces

can be | ocated and used to push f oarsaltyew i mag
serves as a new i magining, a thinking otherw
blueprint of a future and ideal society projected from a single point of view (that of the

abstract universal) that will return us (again!) to the Greek paradigl to European

| egaci es,2000,0vidi g odroawi ng on Z§ izgek 1998). M
diversality is similar to Burnsoés theory of
how globalisation functions as a discourse that defio@sand what particular individuals

and groups can and do understand as cosmopolitanism. It dissents from a neoliberal version

in which cosmopolitanism is fdna set of qualit
citizenso6 who | i/voer ihna vuer baacnc ecsesn t120@8sy 3adnbda |t r
Rather, theorizing from the pivoint, the concept ofliversality recognizes power

dynamics and opens up tensions in paradoxes to locate dynamic spaces.

The Cosmopolitan Paralox asEpistemic Ruptures

and Theorizing from the Pivot-Point

The current resurgence of cosmopolitanism operates within both the discursive turn
and the global imperative. Images and visions of cosmopolitanism are embedded in both
local and transnational spaces; differentariof cosmopolitanism reflect inconsistent
images (Strand 208D Therefore, in contemporary philosophy, social theang
educational studies, the term cosmopolitanism functions in multiple ways: a) as a metaphor
for a way of life (that evokes particliar set of paradoxes)) as a multfaceted and
contested moral, politicahnd legal ideakind c) as a way dboking or a perspective on a

common and contemporary social reality (Strand 2010

Despite the multiple visions of cosmopolitanism relatmghilosophy, social
sciences, and education, Strand (Z)E0ticulates some shared ambitions. First, and related
to the discursive turndés critical reading of
a strong project of overcoming national pmagtions within the social sciences which entails

a reconceptualization of the basis of analysis when the nation state is no longer the neutral
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and assumed root of analysis. This is a shift away from what Beck (2011) refers to as

Amet hodol ogiaopa@s37netondytheselisia sommon recognition that the

current era of globalization is characterized by a level of mutual interdependence. Third,

there has been a large increase in normative and prescriptive theories of world citizenship,

global citiznship, and glbal justice (e.gNussbaum2002h Benhabil 2007;Frasey 2005).

Despite these broad shared ambitions, cosmopolitanism is a highly contested term that

remains to a large extent associated with the privileged lifestyle of academics.(30HDia)

uses the phrase cosmopolitanism in the makin
of globalization are mirrored in and shape contemporary social, cultural, political and

educational discourses, and that the current transformations amtgeinby and generate
ontologicalance pi st emi ¢ s2010fpt230p. EVoksy theathreaketical pivpbint,

Strand (20100 notes that fAas contemporary cosmopol
new ways of the world and the new wayseéingthe world, the current makings of a new
cosmopolitanism compr i s ep. 28Witaliesinorigma)riethie contr
sense, cosmopolitanism is a discursive field. The question remains, how new is this new

ontology and epistemologyto what extent, in the context of the discursive shift and

theoretical pivot point, are theories of cosmopol{@nworld or global citizenship lodged

within new discourses of modernism or new ways of thinking that interrogate modernism and

i nspireot he n(ndreogi®@@ilOh p.10)?

Earlier in this chapter, | reviewed the etymological roots of the Greek word
kosmopolitesDrawing on Delanty (2006), | referred to the paradox inherent to
cosmopolitanism as both a wider understanding of relatirfgeicdsmos and a specific
understanding of the political community of the polis. DeldB8806)connects this paradox
to the conceptual tension and mutual implication between nationhood and cosmopolitanism.
As another example of theorizing fnathe pivotpoint, Strand (2010palso breaks down the
word cosmopolitan to demonstrate its inherently paradoxical nature, but for a different
purpose. There is an essential ambiguity in juxtapdsasgnogopoliss, fian orderl y w
a lively particular; an alenconpassing universality to a definite body of fellow citizens; a
harmonious designtoadynant s oci al ,2@&l@hlp.i236y Viewedsa a n d
metaphor, cosmopolitanism compares and contrasts the contemporary global moment to this

Ai mpossi bleeosmosike gatis) whiletatthe same time determining that the
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moment is actwually cosmopolitan. Thus, he | o
it compares reality with an impossible image, while concurrently asserting it to be something
thatit is not, namely this mpossi bl e ,i200@hep.236). ( St r and

While cosmopolitanism thus seems like arpossible paradox, Strand (20)Qises
its metaphoric quality as a source of dynami
argument where the preses are true and the reasoning appears to be correct, but the
conclusions contradictory or mutugk x ¢ | u d i n, g.236)( A2 GnbtBebwayf
reasoning, metaphoc®ncurrently lead to two seemingly inconsistent and mutually
excluding conclusiongi 6t hi s i s t h atodp.gaa) dravdarg dnQeinei s not t
(1966), Strand (201Qkargues that such paradoxes, or anomalies, serve a productive function
by bringing on a fAcrisis in thoughto that ma
explidt and contradictions made visible so as to be avoided or revised. In this sense,
A me t adpwitlothes paradoxical attributiodsthus help expand already existwgys of
knowl edg e20101fpS286).a n d

Strand (2010puses this thory of impossible padoxes ofosmopolitanism as
met aphor to define t he dagsosicamploormatvepointa ut | ook
view that signi f p.238drasving os Beek@lO& italicsiagdeduThee s 0 (
use of the term diagnostic correspotmdli gnol o6s (2000) <call for ¢
that is a response to what is wrong about globalization on behalf of those marginalized by
globalization.The use of the termonmatve describegshe banal way thaanincreasingy
cosmopolitan realtin acontext of globalization is an accepted and takergranted
premise(Beck 2011,p. 1348)The fact that cosmopolitanisis both diagnostic and
normative explains the conceptual confusion inherent to the discursive field. However,
recognizing the parades and naming and examining the tensions opens up the possibility
for epistemic andntological shifts. Byecognizing the fact that cosmopolitanism is a
discursive field, theorizing from the pivpbint acknowledges the difference between, on the
one side, new ways of seeing and knowing that use different terms but merely expand on
modernist traditions, anchahe other side, pustgrthe paradoxes and tensions to find
dynamicand criticalspaces. Thkse critical dynamic spacespen up possibilitiefor

reasoning and imagining community and globality and for recognizing and interrogating
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modernist traditions ahassumptionsApplying St r a(20d0f siew, the metaphor of
cosmopolitanism educates as the paradox opens something new which leads to a radical
invention of new ways of | ear n(Andrgotti20l@h pot ent
p.10).

Conceptualizing Multicultur alism in the Cosmopolitan Turn:
Nailing Pudding to the Wall

When cosmopolitanism is taken up as global citizenship, it, as Tully (2008) theorizes,
brings together a conjoint field of citizenship and globalizat®milarly to the idea
cosmopolitanism in the making (Strand 2B} @hisfield is characterized by multiple
meaiings and manifestationshese includéit he way t hat formerly dis
institutions and processes have d@deen gathere
citizenshipbdb, so becoming a site of contest
research, policy and theory, and to which di
(Tully, 2008,p. 15). Thus in the same way that cosmopolitanism is ddfimethe paradox of
the national and the global, and is both normative and diagnostic, global citizenship
educaibn joins discursive fields which are characterizedh®ge inherent tensions. It also
inherits the inclusiofexclusion paradox of imaginingmmunity. These paradoxes and
contradictions contribute to the conceptual ambiguity and confusion inherent to the field of
GCE. Yet, they also represent possibilities for epistemic ruptures (S2@d@, p. 233).

Contemporarglobalization is associated with the productiomefveconomic
interconnections and ties that exert a set of pressures onto tla dipaginsions opolitical
community, cultureand citizenship in the global imperative. Mitchell and Parker (2008) note
these new elements of globalization produce new types of discourBes . g. , about
globalizationds inevitability or desirabilit
Anatural 0 f or ms @f778% impartantlythd spaltict dcader agsatedy 0 )  (
with cultural belonging that are constructed in the context of globalization are not neutral:
Arather they reflect specific configurations
(Mitchell & Parker 2008,p. 778). Interestingly then, a piwpbint vision of the global

imperative and the cosmopolitan turn can be identified among the debates about the extent to
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which cosmopolitanismeitherreplaces the national imaginary as the dominant space for
citizenshipor is an extension of national ceizship (Nussbaum 200 Yet, digning with

Del antyds (2006) argument that cosmopolitani
Pi ke (2008b) argues that Athe national ver su
false premisehiat you cannoh av e p.80). ho (

Another new discourse associated with the cosmopolitan turnliplagitizenships
which existsas a dynamic and flexible discourse of the global imperativge,Heater 2004,
Ross 2007). This mul t i gntalegi@ncdto comnmuniti, Citg,e | s r e s
region, continent and p,RMGBHEBOAS Wewkvas,t ona
(2008b) terms, this multiple citizen is rooted in the nattate:io Pr i ded i n oneds
therefore 6pnededofnrehat wbaobkbips in which o
including the historical connec¢2008bm&).t hat ha
Ultimately, this version of citizenship as multiple remains rooted in the linear extension
model that assues a neutral and natural logical extension from the local to the national to

the global community.

Beck (2011) tieback to Anderson2006 in focusing on the distinctions between the
historical dimension of citizenship inherent to national and globalstsiévB ot h t ypes of
imagined communities, that is, national and cosmopolitan, have in common that they are not
a matter of choice but are givens. But with an important difference: In the national case the
given is a matter of origin; in the cosmopolitandase i s tphl8534)undeed, e 0 (
cosmopolitan theorists trying to-nmagine community and citizenship through an
engagement with equity and diversity are competingagai reassertion of nationalism
(Delanty, 2006) This new nationalism is tield neoconservative ideologies of diversity that
hearken back to a grand past through a reassertion of patriotism (Rt¥8eln this view,
national communities are imagined through a commonfrastwhere cosmopolitan
communities anticipate the fututterough the present (Beck011,p. 1354). In earlier work,

Beck (2002) refers to the attempt to define
similartot r yi ng to fAnail puddi ng t-lneat, diadectioval | 0: 0 C
process in \wich the global and the local do not exist as cultural polarities but as combined

and mutual ly i mpllT).dnaded, theglocg,the matonah and thedglolfal
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are conceptual constructé: 1 n real i ty, there | weemtleglobalr ef ut a
and the local. While globalization of the political economy seems to form a global

monoculture, the emergence of postmodern, postcolonial, and multicultural theories

demonstrates an increasingly complex understanding of the diversity ahtauttures. The

bi furcation of the gl obal and 200hpess) Thee al appe
guestion of how multiculturalism is conceptualized within these complex discursive fields

remains challenging as it is evoked in discussions dbta, the national, and the global

and in conceptualizations ahd descriptions of nationalistpsmopolitanismand

globalization.

The guestion of how to frame and govern notions of cultural diversity within this
complicated process remains defined hyiaus ideological versions of globalization. While
some scholars speak about multiple citizenship, there are also multiple versions of
cosmopolitanism; and, as Marshall (2011) points out, some may clash with Gineks.
Schilleretal( 201 1) nifarkicemo¥edeyond multiculturalism without embracing
national or gl obal n a r coreceéptualizangi oosfe r U rmipwe rnga li ids
and socialities and the intersectiopnpality of
2011,p. 7AL-702). They point t@a key theme cutting acrosee literature referred to in this
chapter. The discursive turn is characterized by an analytical view that makes explicit the
ways notions of culture, community, citizenship and globalization functiorsesudses
through which distinct ideologies define par
essentializing nature of culturally and etknetigiousb as ed paradi gmso of «cu
community, citizenshipand globalizatiorthat creates and reinforcdiscourses and political

projectsand producesaturalized, bounded difference (Glick Schiller et2011,p. 701).

Conceptualizing the theoretical @stape framinghe relationship between
multiculturalism and global citizenship is reflectivetié discursive shift in philosophy and
social studies. This chapter has answered the question what are the tensions inherent to
understandings of citimship in relation to diversitgnd globalization? Recognizing
conjoining and interminglingatureof discursivefields leads to a recognition that concepts
like nation, citizenship, globalization, cultysnd cosmopolitanism represent tensions

between old and new ways of thinking and function discursively as conceptual spaces of
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contradictions and conflations. Awsated philosophy of education aims to locate and analyse
the social realities in which education functions in different ways rather than applying
philosophical rationality to the sphere of education. In this sense, the discursive turn provides
a framewok of historicized, situatednd critical analysis that recognizes ambivalence and
tensions. Breaking down metanarratives that govern ways of being and seeing the world
helps to recognize spaces of weakness within hegemonic ideologies. Inherent tensions
become visible so as to create spaces for thinking otherwise. In this sense, the discursive turn
represents a swinging pendulum as it is working from within these metanarratives and
modernist premises to respond to and interrogate them. | use the idegwtfpoint to

express how | attempt to theorize from a reflexive and situated space. Recognizing tensions
and paradoxes inherent to what are commonly used and even naturally/neutrally held
meaningful and valuable concepts represents the opportundgpéoing up new discursive
spaces. This is a theoretical stance defined itself by contestation as by being dynamic and
moving, it cannot guaranteesecure stance. However, in this and the previous chapter

have attempted to demonstrate the significa@eooking toacknowledge the set of
assumptions underlying concepts of nationhood, citizenship, diversity, globalization, and
cosmopolitanism. This situated theoretical context highlights a move to recognize and even
revise theoretical paradoxes associatétl liberalism and universalism at the same time as
resisting a strong neoliberal governmentality. This move is also evident in the multiple
versions of cosmopolitanisms which to varying extents reptesxtensions anoves within
modernism and to lesser extent raise attention to the importance of interrogating those
premises towards imagining otherwigée next chapter narrows the wider theoretical

context outlined in this and the previous chapter. It examines how the wider tensions and
paradoxe®f imagining conmunity in the nationatosmopalan dynamic play out when

being applied to the project of schooling.



Chapter Five
Schooling and Citizenship in the Global Imperative:

Educating the 21st Century Citizen

The cultivation of alemocratic citizenry is no simple challenge. On the one
hand, schools must help people articulate who they are, who they want to be,
and how they want to live with others. On the other hand, schools must help
people learn to take the standpoint of othets account, to reverse
perspectives and see the world through different eyes. The former requires
preparing people to appear in the world; the latter involves helping people
learn to let others appedBenhabih 2008 p. 110

Political scientist and plusopher Seyla Benhabib analyzese of the most famous
examples of multicultural controversies in contemporary times when in 1989 France three
Muslim high school students wore their headscarfs to school despite laws banningttseem
action launched themnto a conflict with their school and eventually the French state and its
justice system. Using this case as an example, Benhabib (2008) articulates how schooling
becomes a site of praxis where citizenship understandings and misunderstandings play out in
multicultural contextsEvoking the theoretical pivgioint, this quotatiomlso exposeset
another paradox relevantégamining the context of schooling for citizenship in the 21st
century multicultural context: schools must help citizens articulategblvesandto see the

world through othersdé eyes.

Similarly to how the discursive turn challenges the metanarratives of nationhood and
how the fields of globalization and citizenship interact discursively in the context of the
cosmopolitan turn, the ided educating citizens for the 21st century reflects multiple,
contested, overlappingnd normative discourses. The discursive turn raises the complexities
inherent to concepts sthooling by recognizing how public educatisra site for the
dissemination of normative views of nationhood, citizenship, and in the context of the global
imperative views ofglobalization and global citizenship. This chapter looks at how the field
of education functions as a space of praxighierapplication of the wider philosophical,
theoreticaland ideological tensions identified in the poais chapters. To inquire into the

guestion othe tensions inherent to schooling and citizemgliucation in disseminating

97
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notions of national and gb@al community, this chapter examines the paradoxes inherent to
schooling citizens in the past and in the present, particularly in relation to issues around
diversity and cohesion. It looks specifically at how citizenship education is beingupken
within the context of antemporary globalization and a correspondimperative to respond

to globalization in education. It argues for a historicized account of the complicity of
schooling in the reproduction of social inequalities and examines to what extent th
conjoining discursive fields of citizenship and globalization combine, condlateverlap
through discourses of citizenship education. It also examines how global citizenship
educationGCE)has emerged as a field with some overarching rationalesllessvieherent
tensions. Finally, the chapter ends by providing a theoretical framework through which to
make sense of the sets of tensions, conflations and paradoxes marking schooling for the 21st
century citizen in a multicultural context of global attiship education: posisafter and
postasinterrogating nedernism (Andreotti2010b;2010¢ 2011a;2011b). The framework
helps to argue for a particular perspective on the conflation that priorgizeists and

pushes beyond merketoric ofnew ways beducatingowardsthinking otherwise

Sdhooling the Imagined Community:

Applying the Discursive Turn and the Pivd-Point

The narrative of natiebuilding is a hegemonic discourse of the project €fX
education; it has been historically, and it contsxteadapt to the dominant ideologies of
stae today. $aterun and mandatory schoolimigvelopedn Western, liberal democracies
such as Canadhrough the turn of the twentieth century to a fully developel2lisystem by
mid-century Indeed, schoolinggt i ed t o 200Gldecorsstouationsof the
metanarrative of nationhood and the corresponding project of fatitting; schooling is a
site for the imagining of nationn Chapter Three, | used the term Erightenment
dynamic to describe the waitizenship institutionalized the imagined community of
nationhood through balancing a strong adherence to reason and logic with an emotive
connetion of camaraderie amongembers. Through citizenshipationhood is
institutionalizedthe state offerprotectionagainst tyrannyn exchange for the loyalty of its

citizen. Thus the modern notion of national identity represents a synthesis of two separate
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abstracti ons: the nation as a fAnsoci al contr a
A f o (Rikhardson2002, p.53).

Compulsory public schooling emerged in Western democracies including Canada as a
response to the industrial revoluti8nFundamentally, schooling was an extension of state
power during the late nineteenth and early twentietiucs in Western democraciésBy
contributing to the realization of the AENI
the modernist project of natidsuilding through values of control and progress (Richardson
200, p. 54). Schooling was a oamon solution across natiatates to what were perceived
as new issues associated with industrialization, secularizatidmationalism (Mitchell,
2003)Schooling serves a strong role as national curricula perpetuate and manufacture
national mythsfowvo i nt err el ated purposes: fAgrounding
kind of legitimizing historical tradition and garnering the allegiance of the people to the
existing politicalstat s qu o0 (RWAxph=)y ds on

Schooling disseminatesy t h s g emd s 20686 d. 226 that become
normalized into metanarrativ@svays of imagining the nath. These stories define who
constitutes a community (local, national, or glolatjudingdifferences within or between
communitiesThus schooling is a keyjeanghrough whichcitizens are socialized into the
inclusionexclusion dynamic inherent to imagd communities. The challenge has been that
much of how schooling contributes to socializing individuals and groups of individuals into
the dominant ideolags is so normalized that it is not obvious. Therefore, the discursive turn
is particularly important in theorizing educationn descr i bing the Ahi dde
Giroux (1983) maintains that an investigation into the relationship between citizenghip an

3% Governments faced unprecedenpedblems as the Industrial Revolution brought major gkaro

existing social pattern§ocial norms and values were rocked; at the same time that new kinds of labour were

needed with social organization to mafrbblems associated with urbanizati@sborne, 2008 Religion, a

main source of social organization and moral discipline, was increasingly being challenged by secularism and,

as Anderson (2006) theorizes, the national i maginary
communaldisi pl i ne that seemed to be threat,2008p26by the de

37

Cc

Osborng(2008) notes that schooling was one of many such institutionalized organizational structures

of st at 8chaolmgwas ané af thefimany extems of state power that were a feature of the late

nineteenth and early twentieth centuries, taking its place alongside the creation of public health systems, state
pension and insurance schemes, professionalized police forces, publicly owned and tpesgedation,
communications and power services, and all the other
and wat er s o c ithelodalsomhemational Eve{dsbornea008,p. 27).
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schooling needs a more clear and strong conceptualization of lesy fumctionghan
educators generally have: ASuch an analysis
to be a citizend is conveyed stohcrioaul pld2é).cheer ad o(n
Therefore, GirouX1983)r ai ses the question of what schoo
in fact schools may unintentionally do as institutions that exist in a particular relationship

with t hpe8327st at eo (

From a theoretiddens recognizing the discursive turn, itis evideatth fit h e
educat i onsfargréaertan rmecetséhogiiitiself, but rather encompasgsbe
creation of social identities, the maintenance of power relations, and the reorganization of the
relationship between a capitalist economic formation, the state and its-Gitaelmj e ct s 0
(Mitchell, 2003,p. 391)*%. Schooling functions as an umbrella concept containing different
sets of politics and ideologies that come together under the assumptioatibrabuilding
requires a compulsory education system. Thus, as a form of socialization, schooling
functions within a hegemonic view of institutionalized education as a key part of the
functioning of society andf the need for the state to determine ailsdeminate national
narratives for the sake of natitwilding®®. Osborne (2008) identifies that schooling manages
to span political leanings. Historically, he argues, conservatives look at schooling as a place
for stabilizing society while liberals see sdting as promoting options for all without being
at the expense of othetdltimately, Osborne (2008) arguesttpublic schooling was
designed for social poliaynore sahan to establish universal education for the benefit of all

children. It served a peerful role in narrating the national imaginary to the populous and

8 Fairclough (2004) highlights thHenportance of framing theories of social construction with a notion of

resistance in terms of the dynamic ways in which disc
constructionism becomes problematic is where it disregards the relative salilipgemanence of social

entities, and their resistance to change. Even powerful discourses such as the new discourse of management

may meet | evels of resistance which result in them be
(Fairclough, 2004, [R09)

¥ In this sense, and as Adbi and Richardson (2008) argue, education combines a structuralist

functionalist perspective with a particular | iberali:
those whose relationships with these leagrparadigms are already privileged and who understand well how to
climb the contemporarysoec@c onomi ¢ and p.2)Jl itical l adder 0o (
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therefore played a corresponding role of defining who was included and excluded as a

citizerf'°,

Schooling and Diflerence:

Historicity and Resistance

Schooling, like citizenship, is defindy a set of contradictions. It gosed as a
solution for, originally, the conditions of industrialization and modernization amaly, the
problems associated with globalizationislalso a agent fosodalizationinto the modern
nationbuilding project. Thus schooling is provisional and normathiek e Ander sonds
(2006 theory of the imagined nation, schooling is generally seen as a normative and neutral
reality of society despite the fact that it is defined by and disseminates distinct aise diver
ideologies, is subject to various and specific theoretical critiques, and does chaadand

to hegemonic ideologies.

The evocation of the notion of schooling as a site for transformation is held in tension
with the premise that schooling is impliedtin perpetuating ideologies of exclusion. Indeed,
my understanding of the role of public schooling in contemporary democracy is defined by a
key paradox. As Glass (2000) points out, public education in democracy accentuates
inequities among students acitizens so that educational, social, economic, and political
power is wunfairly distributed along the |ine
institution besides public education endeavours even to begin to address these issues.
Schools, wth all their faults and despite questions about their own causal role in the

injustices, remain crucial to a hopmg for <cre

40 Citizenship education linked with character education to focus on personal values, and the ideal of

citizenshipconnected to community service including finding ways to bring immigrants into mainstream

community (Joshee 2004). Character education was defined by creating a dutiful version of service rather than
developing skills and disposition towargolitical acton (Osborne, 2000And, while schooling tended to be a

Aform of socialization to the st apointithgrelaionshipOsbor ne (2
between schooling and socialization points out that it was not monolithically so becaeseship education in

the democratic context oimi €anadadeas c(@®ameg080pde cthanlye
18-19). Indeed, negotiation is as much a part of constructing hegemony as is imposition ((2ife 9).



102

279, Tupperos (2008) writing reflects how a

makes visible a contradiction within theomise of democratic education:

That o6democraticd shouliskonewhatused t o descr
misleading, giverthe role of education in both the colonial project and the

suppression of women. Whilalb not dspute the transformative potential for

educaion, | am aware of the ways which it has been used as a tool for

cultural transmission,saa tool for cultural genocideesidential schools serve

as a poignant examplé this), and as a tool for theaintenance of the status

guo which privileges certaisocioecultural groups at thexpense of others.

(Tupper 2008,p. 67)

And, Abdi and Richardson (2008) go so far as
main agents in the reproduction of thedoma nt per spectives and pr ac
create and sustain Asoci al hierarchieso, fed
counterd emocr ati co and t hus Adeseres decomdtruciveang | y r e g i
reconstructive analysep.@). Schooling reproduces inequalities by treating equally students

from very different circumstances and who have different orientations towards the future,

distinct language systems, particular motivational patterns, and varying access to cultural

capital (Oksen2002).

Willinsky (1998) speaks to the doubténd of education in the context of its

complicity with defining difference. He explains how schooling extends the meaning of

di fference by developing the abifrdm ty to i den
Aprimitived, AWesto from AEasto, and Afirsto
in what we take t o beWilsky 1998,p.%). Howevar,there of di f
have always been competing ideologies at play in educatiorfitcandh theoretical pivet

point perspective, it is evident that Aif ed
into a fact of nature, education can also help us appreciate how that distance has been
constructed to the disadvantage of so many eo@lillinsky, 1998,p. 1-2). Schooling

“ Discussing citzenship education in New Zealand, Olssen (2002) connects education to the

devel opment of a vision of <citizenship that is encap:s
universality and equal opportunity. He identifies a problem wittstiwéal democratic conception of equality
presumed through citizenship in that #Ainjustice aris
assuring equal access to tpmhid). dhysheoatso identifiessa@ismohvai | abl e
education in a unified state system based on curriculum structures and assessment practices that are anything

but neutral.

€
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plays a strong role in relaying dominant ideologies at the same time that it represents a
institutionalizel space for the deconstruction of colonial narratives. Therefore, the concepts

of historicity, compliciy, and situatedness are crucikldeed, n the context of the new
imperialism, Tikly (2004pr omot es t he i mportance of educat
di scursive struggle over versions of soci al
reality andof human nature itself, including those about education and development provide

the bricks and mortar, the final recourse in relation to which hegemony and eounter
hegemony are constr uy2004epdl78nd contestedo (Tik

If schooling can be the sibf discursive struggles, then it can also be a site for
discursive domination. Schooling is a tool for colonization in that there is a continued
replication of socieeconomic inequities globally, and teachers and students participate in the
cultural andpolitical legacies of colonialism (Asher & Durari2D12).Freire (1998) warns
against any neutral vindication of schooling as a vehicle for social transformation insisting
that A[e]ducation [is] a specificahéywbumda
(p-90-91). Evoking the theoretical pivgoint, he asserts the importance of recognizing the
domi nant ideology along with its unmasking:
process does not allow it to be only one or the other of thédsé n g s 01998,F- 91k i r e
|l ndeed, AEducation never was, is not, and ne
reproduction of the domi namptol).Thederansfaongagve or t h e
potential of education lies in ithaity to expose takeifior-granted ideologies. Through
education, new ways of knowing can be encouraged along with those that have been silenced
in the past; this can contribute towards promoting alternative ways of imagining what the
future can or shoultde (Asher & Durand2012). Thus, it is essential thatyaeritical
approach to pedagogy education for critical consciousness account for the link between
historical configurations of social forms and the way they work subjectiMaanty,
1990)

Thus,theoristshave hal | enged the predication of scl
citizens through fAiWestern discourses that ar
into notions of O6i magi ne®01lt,m 3ls).ePosscolamidlo ( Cami ¢

theorists probe the wayhat schooling intends to achieve consensus as it names, classifies



104

andsortssoasfmer petuates relations of domination &
community, whether local, national, or global, direct curriculum reform and the notions of
community contained withi n20xlp.B3¥1). lodeddu mo ( Ca mi
different andcompeting visions of commui what constitutes the local, national, and

globd community remaina key tension inherent to educational policy and resources.

Ultimately, applying the discursive turschooling is therefore situated in a Western, modern

project of liberal natiorbuilding. Contestations of its role in emphasizing exclusions

reinforces that it is a partial discourse. Schooling mirrors both how the nation is imagined

and how citizenship functions as a normative discourse.

Schooling, Citizenslip Education and the Global Imperative:

Praxis

As an inherited field from citizenshgnd a conjoint field with schoolingitizenship
education is therefore characterized by theoretical and conceptual ambiguity and is also a
discursive site for contendindeological and political positions. The extremely wide and
prolific writing on citizenship education in scholarshipd policyover the past twentyears
is evidence of the persistence of citizenship as a key discourse in the organization and
understandig of contemporary democradgspite being a contested fi¢lBlears &Hyslop-
Marginson 2007). A main source of thegircal attention is the isswé difference and
recognition. Chapter Three referred to the complex ways citizenship has been conceptualized
in relation to the imagined community of the natigiate and the intersecting political
philosophy and ideological tenets of liberalism. The discourse of rights and recognition
respond to inherent tensions and paradoxes of imagining community that amgageular
ways through the application of liberalismd corresponding claims and contestatidtris
not surprising that the conceptual and theoretical complexities defining citizenship theory are
inherited in the field of citizenship education. Indeed, the topic of education and schooling
serves as a praxis space for the application of largeeptualizations of nationhood and
citizenship, and thus theoretical work in this area provides further insights into the tensions

and ambiguities that define the larger discursive field of citizenship.
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According to Barr (2005), there is widespread agregrnieat schools play a crucial
role in educating future citizens; however, there is great disagreement as to what citizens
Sshould be Ii ke, and what curriculum and peda
ci ti zens2005p.65).(tB amaitopic of attention across Western, liberal
democracies; however, as Sears (2000) pointsioighough democratic citizenship shares
common features across the woitds not generic but always located in a particular context
which shapes boththeins t ut i onal and s q2009%pl2).%earsand i t t ak ¢
Hughes (1996) argue that in North America, the main subject through which educating for
citizenship has be e natfieskhistorgand geagraphg, lateroci al st u
sociologypol i ti cal sci enp.t2d), And altdough edocatmgrforc s 0 (
citizenship is central to social studies policies, curricaa resources, they note a total lack
of consensus regarding conceptualizations of citizenship; this tension is embetldedn
going debate about the purposes of social st
because citizenship, as itis used in the field,isc ont est ed doghes®p6t 0 ( Se a
p.124). Thus, a theoretical engagement with citizensthijg&tion is characterized by the
pivot point; it is a dominant discourse in general educational rationales and in specific social
studies curricula at the same time that it is a conceptually ambiguous and theoretically
contested concepindeed,Tully (2008) talks about the intersecting fields of citizenship and
globalization, so education generally, and citizenship education specifically becomes another
field of intersection. Schooling for citizenshijigcomes a dcursive field for determining
practical qestions. For examplghatshould studentiearn about globalization and what
kind of citizens schools should be developing to meet the characterizations of the 21st

century context of globalization?

Citizenship Education in the Global Imperative:

Conjoining Discursive Fields

The philosophical challenges of deciding how to educate citizens in the contemporary
context of globalization inherits the tensions and conceptual ambiguities of globalization
discourseand particular tensions become apparent when intersecting with disoolurse
schooling. Although there is much scholarship theorizing how best to reform education to
better fit the demands of globalization, Agbaria (2011) laments the lack of attenjish to
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how theglobalimperative is beinframed and rendered (Agbarz011,p. 58). The question

of schooling for global citizenship is thus caught in the conceptual and ideological

complexities marking the discursive field of globalizat{Davieset al, 2005,p. 69) and its

conjoining field of citizenship (Tully2006) Across the citizenshipdecation literature there

is nochallenge to the assumption that schooling ought to attend to globalization and to

encourage leaing about globalization. Yet, ¢he are significantonceptual ambiguities and

ideological complexitiesegarding exactly what globalization is, what it means for schooling

and citizenship, and how to address it through schadlihg discursive turn is key to

understanding the global parative in education as Agbaria (2011) argues that globalization
isessend | | 'y fAdi s clanguage @layd a signifieamtaale in the context of
understanding and making sense of contempor a
used to frara and render globalization is endowed with the performative power to bring into
being the gl obal real i t2012&,® 67). Thusctheeeismglobal o i nf o
imperative in educatigrbut it is conceptually ambiguous and is characterizeithé multiple

meanings and ideologies attributed to gladion as a discursive field.

There is a strong sense that schooling mustuakihie contemporary global mext,
and this is coupled by a body sfholarship drawing attention to theoblematiovay a
neutraland normativeinderstanding of globalization stands in for wha& isomplex
discursive fieldThis tension is manifested in assumptions about what constitutes the global
or cosmopolitan classroonA correspondingissumptions that at theébasic level,
globalization has led to more diversity in the classroom which is therefore more
cosmopolitan in the sense of enabling students to be open to and able to interact with a
variety of world culture¢Burns 2008,p. 354). In this sense, cosmopolitanism, as linked
with the global imperative, is all about mixing with a range of people from different cultural
backgrounds as part of studentsd daily 1ife

Agl obal 0 oro fAccloassnsorpoool m tdainf f erent from a mult
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Ideologies ofGlobalization and Citizenship Education

Double-Crises

Reflecting the conjoined discursive fields of citizenship and globalization, citizenship
education discourse reflects particular versioinglobalization. Much recent scholarly
literature has raised concerns with the influence of neoliberalism on education generally, and
citizenship education more specifically (e 3pshee2004;Mitchell, 2003;Shultz 2007).
Schooling thus is a spacemfixis where wider theories of globalization are interpreted
through applied concepts regarding the what and howiZ KchoolingAgbaria (2011)
defines the global imperative in education when he points to the large amount of literature
iexami niabdizatoo vas bgdn influencing education and how we can reform
education to better fit the economic, political, cultural and ethical demandshofgloi z at i on 0O
(Agbaria 2011,p. 58).

Conceptualizing schooling in the global imperative is situated incp&atiprovisions
of time and spaéé Ball (2008) conceptualizes a spatial dimension to the global imperative
by identifying a strong sense of wurgency ref
space and time compressions of globalizationfitepl 197). In the context of neoliberal
versions of globalization, pressures of the global market subordinate the idea of education for
socid good and moral citizenship. Instead, a neoliberal ypesmotes the human capital
vision of the knowledge ecomy where education creates new kinds of labour to meet
market needs (Bal2008,p. 198)*. Furthermore, reflecting the way neoliberalism adjusts the
Enlightenmentynamic of citizenship as expressed through the contract between a protecting
state and loyal citen, the discourse oleweducation for the 21st century global economy
focuses on the individual as selbintaire d . I n order to mwet the nee
economies we must be constantly |l earning and
relevant, having the right s,RG080p.189). Thus&i ng o u

42 Another spatial dimension of schooling involves the space where schooling occurs. | distinguish

between a more general capt of education as dissemination and engagement with knowledge processes and
schooling as a state institution for teaching and learning. Education can transcend the confines of a classroom.
Thus education and schooling are not necessarily synonymowusixG003,p. 38). Indeed, as Derrida (2002)

r e mi n dsshoalirgy]occupies only a limited time and space in the experience of the subject, citizen or not,
who has access to the image algsschool, at home, or anywhere. 60).

a3 Ball (2008) does point othe tendency to exaggerdbe extent to which a knowledge ecampis tied

to actual employment.
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the same time as the spatial dimension of citizenship education broagegsage with the
gl obal mar ket, it reduces the social contrac
a responsibility passed, 2008pol®9).infasimiartveant e t o | e
Schattle (2008) considers that an economic iaper has become conflated with a civic

imperative so that capitalism is a necessary condition for democracy:

Civic competence as an ideal increasingly has been fused laidsezfaire
outlook onthe world economy. The economic arrangeis typically
associated witmeoliberalisnd deregulation, privatization, free trgdend cuts
in taxes and publiservice® are justified by advocates of unfettered global
capitalism as necessary roufesexpanding and sustaining peace, freedom
and democracy. (Schatt2008,p. 83)

The results of this neoliberalization of tBalightenmentlynamic of citizenship impacthe
spatial dimensions of schooling for citizenship in the 21st centungriting the tensions of
the wider context discussed in the last chapter, lIbealiism also forecloses more social
justice orientations to collective rights and equity initiatives in education such as

multiculturalism.

Ultimately, contemporary education policy is tfaxed. One face looks at an
imaginary past of the imagined comnityrdefined by ideas of traditional values and social
order through shared heritage (BaD08). In this view, schools reinforce social boundaries.
The other face | ooks towards an i magined fut
innovationandcreatii t y and a meritocracy within, which
2008 p. 206). This dualism explairthe complexities of theorizing schooling in the current
global imperative. The two faces harken back to the original tensions inhei@aigiaing
community through which the nation became a metarmeerdt is both open and closed,
sovereign and limitedand historical and negAnderson2006. Similarly, the twefaces of
education policy in the contemporary context of globalizationgeéleset of fixed naticai
and social identities and alagostnational world (Ball2008,p. 206). While Ball (2008)
promotes a view that sees thewgeationsit he wor |l d as Afl exi bl e ano
identities can be uesbon ofhowmthose conpectiors araittrated, t he ¢
performedand constructethrough different ideologies remains saligmt206) Different
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ideologies of global interconnectedness reflect the tensions inherent to imagining community

through an outward andward looking vision othe inclusiorexclusiondynamic

An outward looking perspective on interconnectivity cartied to the new
imperialism throughhe outward looking version of natidouilding. In neoliberal terms,
nationbuilding occurs through gla marketsA neoliberal version of interconnections is
problematic from the standpoint of democratic educafioh.d eal i zi ng t he gl ob:
process of interconnectedness conceals inequality and disguises tis&alwtigg
interdependence and imbatae d power rel ations among countr
(Agbaria 2011,p. 70). The imagined community is also defined by an inward looking
version of the inclusio®exclusion dynamic. Agbaria (2011) points out that the discourse of
globalization impact the way that schooling looks inward in terms of interconnections
between different groups. Agbaria (2011) links the strong discourse of school reforms to a
growing perception that schools are performing poorly and/or are not meeting the demands
of tehwe gilno b al economyo: AThe difficulties sc
growing perception that now they must not only provide skills for the information age but
also prepare students for effective citizenship in multicultural societies battlingyawdr
inequality, escalating soci al pr,edilpe6d)s, and
In this sense, the citizenship dynamic is shifted to a more individualistic manifestation in

neoliberalism while social justice concepts of rigimisl reognition remain salient.

Thus, the global imperative exerts pressures on citizenship education. Indeed,
schooling and citizenship education in the contemporary context of the global imperative
refl ect what Agbaria (201ldrmamdd samdpildegibtl iem
63, citing Boyd, 2003). Social studies (the curricular hoafeitizenship education) must
meet the global economic chatige. It must emphasieeonomic issues andil& valued
under neoliberalismt must also prepare studsiby emphasizing multicultural conterior
effective citizenship in multicultural societies in which poverty and inequality are problems
and there are perceived escalating social probl€his is another tension in the spatial
dimension of educating tH#L st century citizen. Schooling needs to resporahtbengage in

globalization from above the level of the natstate at the same time that it must account for
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the perceived growing diversity from within the natstate attributed torpcesses of

globalization.

McCollum (2002) also identifies social, politicahd economic challenges facing
societies today and defining discussions around citizenship education. Reflecting the
complex theorizing of citizenship and the politics of difference and identity reviewed in
Chapter Three, she evokes the theoatipivotpoint and the new imperialisms discussed
in Chapter ThreeTikly (2004) identifies twastrands of the new imperialismanew context
of western domination through globalizati@mdb) the emergence of the discursive turn in
social studies which enad a critial analysis of these processes. SimilavigCollum
(2002) notes two strands of challenges in citizenship education in the global imperative. At
the same time that wunder neoliberalism there
equitywithcul tur al diversityo, there is also fithe
challenge traditional, static notions of culture, identity, and the nratibna p. £70). She
argues that people are more open to recognizing cultural and moral gj\amndityet, a
major contemporary problem facing society today remains how to connect the legitimacy of
culturaldiversity to corresponding social equities

Indedl, the struggles and ambiguity inherent to the contemporary context of the
intersecting discurge fields of citizenship and globalizati@an beapplied through praxis to
education. Correspondinglyjuch is demanded of citizenship education in the context of the
global imperative (Pashbg006;2008). Osborne (2008) expresses both the precariaus an

ambivalent position of citizenship education and its imagined possibilities:

Democratic citizenship in an increasingly interdepenawrld, in which
some of thenost important challenges we face increasingly transecatidnal
borders and call intquesion national sovereignties, demands more than
socialization to whabasts, trainingn useful skills, and indoctrination in the
conventiom ! wi sdom of tghestiond fagng dematatic t h e
citizens demand a raagf knowledge, a capacity forought and reflection,
an ability to listen and debate, a respectréason and justice,raasoned
(though not unconditional) respect for thedibfs and values of others, a
disposition to participate in public life, and the skills nektteapply these
principles tospecific cases and to live with the ambiguities amatradictions
that may arise(Osborne2008,p. 32)
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Osborneés (2008) characterization of the con
citizenship education in the context of the globgbémative raises the application of the

cosmopolitan turn in educatio8imilarly to the calls for new, flexible models of citizenship
(Pashby2008), much is demanded of schooling in the context of the global imperdiwe. T

tensions inherent to what coitstes the politicakpatial framevork of citizenship education

arehighly contingent on the fact that K2 schooling was created by and is run by state

institutions. As in their construction as tools of the state to respond to the great changes
associateavith industrialization, schools presdmith a solution for key issues and an

extension of the complexities of the current global context.

Citizenship Education in the Cosmopolitan Turn:

Global Citizenship Education

In Chapter Four I discussed how Tully (2008) theorizes that through the concept of
global citizenship, cosmopolitanism becomes a discursive space for the conjoining of the
fields of globalization and citizenshiR.e f | ect i ng bSwtoreohd és (2010
cosmgpolitanism in the making, there are manysiens of the cosmopolitanisbeing
applied to citizenship education sassumaglch a w
national allegiance: e.goptnational, world citizenship, cosmopolitan educatginpal
citizenship educatiofGCEY“. According to Andreotti and Souza (2011), toecept of
GCEis prominent in Europe and the Amesc@he concept represents distinct agendas, and
different theoretical frameworks inform discourses attributing differednings to the
words global, citizenship, and education resulting in different curricula and initiatives in
education.However GCEcan be definedn varied conteyg through the trend of
encouraging educators to landiorrpgpmaingandwor | d i n

deliberating global issues and perspectives in the curriculum (Andreotti & 0iZgp. 1).

4 For the purpose of thibesis | include all literature speaking to global orientations to citizenship

educatiorin my review ofglobal citizenship education. However, | acknowledgeftthertte are particular
debates about terminologgspecially between cosmopolitan citizenship and global citizenship eduateon
Evanset al, 2009,p. 19).
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Global Education and Citizenship Education:
Joining the Fields

According to Davies, Evanand Rei d (2005) , A igalidnobal i sa
and cosmopolitanism are key features of contemporary debate. Forms of education mirror
andcomt r i but e t op.G6hTheyposaltiee muestiairow to come to grips with
the changing nature of c(p.72).@E&Ensapossplefield a gl ob
through which to answer this questitbmough acombination of the fields of global
education and citizenship education. They see GCE as an evolving and as of yet unrealized
concept, but one with some important possibilitids.eTy r emai n concerned t|
simplistic notions that may suggest that educational responses to globalisation can be
achieved merely by adding international content or token global education type activities to
citizenshi p edubasdsetalp.8%. e is avariae etveel the fields,
but they are distinct in terms of origins and foci with global education being more political:
ACitizenship education seems to emphasize ei
classroom based cogniéveflection. Global education tends (not exclusively) towdres t
af fecti veo 2009)pa84)i Indleed, glabal aducationmsore fragmented given that
it draws from a much wider base, and yet, it also seems to be more obviously engaged with
isues that Arequire i mmediate and perhaps r adc

Davies et al(2005) point to the work of Pike and Selby wh@ebal Teacher,
Global Learner(1988) was very influential in England. Pike and Selby moved to Canada and
promoted global education at ttéSEAniversity of Toronto in the 1990s. Looking at some
of their work, it evidently contributes tbe point made byavieset al. (2005) regardig the
broad basis of gl obal educati on. Pi ke and Se
based strongly in systems theory in that it
and interlocking threads of global education theory andipracp.d2).(They articulate a set
of intersecting dimensions that encompass global educapatial, issues, and temporal.
These three dimensions interact through whey tall an inner dimension. The inner
dimensionc har act er i zes trhye ptawoh wiacyosnop | oefmegnitoab a | ed
outwards and the journeywards. teally they are experienced simultaneously (Pike &
Selby 1999,p.13).Pi ke and Sel byds (1999) work can be
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global citizenship educatiomhich would proliferate in the earBAstcentury. They proposed

that Athe i1issues dimension suggests a rethin

prepared to respond constructively to the challenges of globalhcisize i ged& SéllFyi

1999,p. 13). Also, hetemporal dimension of global education focuses on the interactions

bet ween phases of ti me: Apast, present, and
embedded, one wit hi,h99%pnl8)tSigeificantly,(tHetekgeal & Sel by
dimension reflects a degree of skepticism towards the certainty andadlity of the

traditional modern, liberal veien of educating citizens. They encouraga e s ki | | s of

with change and uncertaintygQuandg &ahd anbhtcetud

(Pike & Selby, 1999,p. 16).

Overall, Pi k e franmdork®&irtebsgcting dinjetisibids @f)global
education represents an important movement towards a socia juktersity and equity
model. It isanintegratedapproach that responds to and seeks to interrogate the relationship
between globalization, citizenshignd schoolingDavies et al(2005) takeup the invitation
to global <citizenship in Pike and Selbyds gl
edwcation from citizenship education and at the same time suggesting that bringing the two
fields together can encourage transformation within traditional citizenship education and add
legitimacy to globakducation. According to Davies et @005), citizeshipeducation is
givenhigher legitimation than global education and has a more established place in
curriculum. A main rationale for bringing together citizenship education and global
education is actually related to the conceptual ambiguities inherdre discurse field of

globalization. Davies et a2005)acknowledge the difficulties in characterizing the nature of

gl obalization, but argue that it does fAexi st

potential to impact upon the natwkeducation that is experienceg. 6 9 )The néed to
recognise the potential, and need, for new forms of education is a central part ofevanat w
suggestingaqg2003pa69)i es et al
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Global Citizenship Education:
Key Themes

Davieset al.(2005)identify an agenda for bringing together global education and
citizenship education, arabrrespondinglyhere has been a large amount of scholarly writing
in educational journals, book compilatigesnference paperand symposiums devotéal
GCE Andreotti (2011 ar ti cul ates that #A[t] he differen:
citizenship educationd depend on contextuall
citizenship and education that prompt questions about boundaries, flows, power relations,
belonging rights, responsibilities, otherness, interdependence, as well as social reproduction
and/ or ¢ dAndreotti 2041h p. 807)dMarshall (2011) adds that GCE discourse
must be understood as operating within normative structures and dominant idgologie
furthermoredespite differences in typasid agendas of GCHere are similarities that
define conceptualizations of GCEecondmecspeci al |
country cont,2041ps4ls). Indedbtiamyseading dife intenational scholarly
literature on GCE encomapses a broad ranffem more liberalist and humanistic
frameworks (ay., Nussbaum2002; Noddings 200%to more criticaframeworks (e.g.
Andreotti 2006;Andreaotti et al.2010; Pike 2008c;Richardson200&; Shultz 2007).

Some overarching concepts define a loose synopsis of common themes in the
scholarly literature on GCE. A global approach to citizenship education in recent scholarly
work recognizes that urgent and troubling issues are global in scope: e.g. poverty, global
warming, AIDS, racismwars (Banks2004;Ghosh 2008 Noddings 2004 Nussbaum
2002¢ Richardson200&). Thus, there is a moral imperative for extending a notion of
citizenship to those outside of our national lmwsd(Basile 2005;Noddings 2004). There is
a push for students to gain a sense of agency and action that goes beyond charity and
includes structural critiqgs of social issue®@vies 2006;LadsonBillings, 2004;Shultz
2007).Pike (2008 t heori zes that GCE oOwledgethéeverge|[ s] e
changing patterns of relationships among human communities, and between humans and
their environments, and to help students explore the implications of such trends in terms of
their rights and responsibilities, their allegiances and li@galand their opportunities for
meani ngf ul p 4548).iMany gchotais writing abjout GCE argaea new
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appoach that resists the trend of educational materials loeggvhelmingly Westem

AmericanGlobal Northcentric. These materials piematicallyemphasize neoliberal values

of consumerism over critical democratic engagement while celebrating globalization from

above (Pike2008g; Talbert 2005;Kachur, 2008¥°. Concurrentlyschools are seen as a

strategic place for promoting a commitment to social justice ((28€0;Pike 2008&y;

2008¢ White, 2005f°and f or devel oping a global sense
where people learn inclusiveness, civil courage, andtbdiwve in communities

encompassing diverse relationsh s 0 ( A b d2008,889.hul t z

As a concept, global citizenship educatiorrecognizes that contemporary processes
of globalization problematize homogenous notions of national citizenship. $esrgathe
mobility and movements of peoples who spend parts of their lives in different-stdies
and who have multiple loyalties and commitments challenge previously-fakgranted
notions of the monolithic natiestate. Therefore, according taethiterature, thragh GCE
schooling can engage with contemporary complex experiences of citizenship and identity
(Pashby2011a citing Banks2004b;Banks 2009;Castles 2004;Davies 2006;Guilherme
2002;Mclintosh 2004;0sler & Starkey2003;Pike 2008a; Scott & Lawson2002). GCE
concepts and pedagogies are generally premised on the importance of being explicit about
epi stemol ogi cal perspectives and cul tural n o
links between conflict and interpretatioofsc u | t u r e, @00§,pD6A. Thisersgagement
alsopromotes an understanding of how different topics and disciplines of study are
interrelated (Basil2 0 0 5 ) . I n this sense, GCE paoftbenot es t
relationship between tHecal and the globalPike, 20086 p. 226), or as Willinsky (1998)
articul ates i p.24l)AWmere @itical worklore @CE disting(lishes from
humanisticsoftliberal approaches and uses an explicit discourse of social transformation
(Andreotti, 2006)Critical GCE work aims to empower individualsgo beyond a

benevolent discourse of helping. Critical GCE promotes recognition of complicity within

s | have argued that the scholarly wrg is limited in that it is largely written from within that same

gecopolitical context (Pashby, 2011a)

46 For example: fAThe gl obal ec on etrade)is(expandihglaytheme ani ng

expense of human rights and environmental priatecAnd where else but in social education lays the
foundation for an alternative to this dehud085pi zi ng, ¢
79).
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geopolitical power relations. In critical GCE approaches, students arett@dkalifferently

and to reflect critically on the legacies and processes of their own cultures and contexts so
that they can imagine different futures and taktecalresponsibility for their actions and
decisions (Andreott2006;see also Eidoo et.ak011).

I nstrumentalist Agendas and he Double Crisis

of Educating Global Citizens

There is a distinction between how GCE is conceptualized in scholarly work and how
it is articulated in curriculum, policy documepasd teaching resources (Evans gt2009).
Pke and Sel by 6mpts{otdr®& dhe theoretikal damensiens of global
educatio with practical dimensions.hHE work in GCE has continued to be marked by an
interplaybetween theory and practiCEhere are interpretations thfeoretical considerations
in broader scholarly work in philosophy, soloigy, political sciences, pasilonial studies,
etc The interplay of these interpretatiotisect the workin conceptualizingsCE andn
applying it throughgrassroots effortson the part of educators and NGOs doingES@
practice. In this sense, GGs inherited the broad basis of globducation critiquedby
Davieset al (2005).With such a broad umbrella for all the work being called GCE in theory

and in practice, it is helpf to try to articulate some distinctions.

Marshall (2009) provides a useful way to conceptualize the competing agendas within
the broad agenda for GGk practice in k12 schooling in the U.KShe identifies a
significant tension in GCE materials andimecd | s f or GCE i n media tha
(2011) theory of the doublerisis of performativity (competing in the global economy) and
legitimacy (responding to the growing diversity and social inequities resulting from
globalization). She findsmo key instrumentalist agendas witfBCE discourseThe first,
At ec kermciocnaolmi ¢ i nstrumentalismo i s based in p
neoliberal understanding of legal structures, rights, responsibilities that focuses on equipping
learnersforpr t i ci pation in the gl obal-usiceonomy. Thi
instrumentali smd which she says is more emot
commitment to and understanding of economic, political, legal, cultural injustice (Marshall

2009,p. 255). Interestingly, her distinction mirrors tBalightenmentlynamic of reasoned



117

logic and emotional camaraderie that is the basis of the modern citizenship contract
(Richardson2002). Despite the fact that there are other agendas at play, artkdebatwo

are complex and Aincreasingly indistingui sha
exploring conceptualizations of and relationships amongraugtnal citizenship educations

in the UK and e R09%pw2BR. Foe examplsVanshalh(2009) points out

that the social justice agendas have comparatively reduced influence in comparison to
economieinstrumentalist agendas. This is reflected in the push for notions of egmtych

of the GCE literature.

When examining the bretof literature on themportance of criticality irGCE, a
guestion arises as to what extent an instrumentalist agenda for global social justice reflects a
softas opposed to @&itical version of GCHAndreott, 2006) Furthermore, Marshall (2009)
acknowedges that from a certain view, one that | would argue represents thesigescurn,
the economigsocial justice binary represents a false dichotomy. Bathechnicakeconomic
and global social justice agendassr e based upon augpriackpled usi onar
upheld by a legal, liberalemocratic ideological and political stance, value system, and
understanding and exper i209p.55)Ilhthihsemsa bothr i ght s
agendas are instrumental to the modernist projectizengip which itself is based oan
inclusion/exclusion paradoin the previous chapter | outlined a tension between abstract
universalism tied with economic imperative from above and concrete, rooted moral
commi t ment from bel ow. (2009) identifisatiomof thafalsewa vy , Mar
dichotomy of the technicadconomic and global social justice instrumentalism combines
with Agbariaés (2011) evocation of the doubl
from above to be competitive in global rket, diversity from below needs to be responded
to). Within a Western, modern, liberal framework, there is the potentifisebinaries
through an overstated senseytafbalization causingomogenization from above and

through a romanticizationf thelocal below (Burns2008).

Marshall (2009) includethe discourse of action as part of the glghatice
instrumentalist agenda, and it is also prominent in the GCE liteliatteams of defining
how it joinscitizenship with global educatiommdeed, evidently, according to my summary

of the GCE scholarly literature, the largest impulse in the literature reflects the global social
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justice agenda and resists the techrézalnomic agenda. For examplegxamining the
move from a global studiegpproach in social studies to glokd#lzenshipeducation, Davies
(2006) notes that the addition of the teritizenshipconfirms a direct concern with social

justice above minimal interpretations of

gl o

awaremreshk®l ping students t @ 6b%ecmmesdsthatase i we l

citizenship involves implications of rights, responsibilities, duties, and entitlements, GCE
implies a morectiverole (Davies2006,p. 6). In light of the concerns about eginship

education moving away from social justice orientations towards an emphasis on neoliberal
principles of social cohesion and corporate ideology, much of the writings on GCE call for a
reclamation of an activist commitment. Thus GCE emerges as atoor® globalization as
defined by neoliberal politics and gl obal
challenge the notion of global democratic citizenship as defined by corporate power blocs, it
is essential for the social studies educatat student of thRlstcentury to explore and

inquire in a way that will lead far from the isolated Western notion of democracy and
citizermb238) po (

A discourse of action can begtlematic when it relays the assumpttbat every
student can enge in their democratic context in the same ways and when it ignores the
differentiation of social and political capital and position among students in public education
(Kennelly & Llewellyn, 2011). Indeed, the notion of action inherenGCEinherits the
spatial tensions of the cosmopolitan turn. Mitchell and Parker (2008) contribute that in terms
of conceptualizing citizenship in the global imperative, space is not an empty container in
which social action occurs, but rather constructions of spatialngiimes of citizenship
produce social action and vi ce p.vI¥) Mashal i n
(2011) points out that a unifying feature amongst different typ&sCd is the assumption of
global interconnectivity which is very much arpof the social imagination of global
citizenship fi € pbal citizenship education discourse rarely recognises that this presumed
oempirical real i tyo -densocrainftamesvorictitaeadsumes dllh i n
citizens have the same rights, ogpaities and responsibilities, when some marginalised
communities and individuals in the world experience a very different-tiveda | i t y 0

(Marshall 2011,p. 415). This raises a significant tension in the widely held

a n

a |
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conceptualization of global citizenshag an extension frofocal and national citizenship

and as an agenda for citizenship action.

GCE in National Schooling:
The Paradox of Modernity

Indeed global orientabns to citizenship education areplicated in the dynamic and
conceptually ambivalemelationship between the national and the global evident in
cosmopolitan discoursgvhat Delanty (2006) calls the paradox of modernity. The paradox is
embedded in the double crisis of performativity (in global markets) and legitimacy (in
complex multiculural contexts) (Agbari®2011) Mitchell and Parker (2008) point out that
Nussbaumbés insistence on prioritizing cosmop
a fdse binary of instrumentalism. Echoing my review of the conflation of liberal (Kymulick
and universal (Nussbaum) theories of cosmopolitanisay, highlight the way that
conceptual tensions and ideological contentions around the spatial dimension of global
citizenship eduation fail to make expliciproblematic assumptions regardisgudehn s 6 s ens e

of their global identities:

Instead of viewing children and youth as unformed, unaveae hence
supremelymalleable subjects who should be educatealfirmly scaled
positions as world citizen®s preferred by Nussbaum)ioto national
citizens (aglesired by her many criticgducators might notice and validate
their transient and flekle understanding of scale aaltegiance and
interrogate the relationship of thesehe tmacro structuring forces gliobal
capitalism and geopoliticsMitchell & Parkey2008 p. 799-780)

Mitchell and Parker (200&rgue that debating between national or cosmopolitan citizenship

in education ddistoricizes the raltionship of citizens with spatial dimensioftsalso de

historicizes how schools connect with citizen formation and how citizen formation is

influenced by geopolitics. Ultimately, they acknowledge a sympathetic allegiance with
Nussbaumbés notion of the cos nileemaional toatanerci t i z e
present in virtually all discussions of civic education, thereby opening new possibilities for
imagining a more democratic future. But its binary needs to be questioned, too, to the extent
that it f or ec(Micket&Patkdr 2088,pp/80). €hng, pardidularly in the

context of neoliberalism where questions of diversity and equity are interpreted in terms of
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economic and entrepreneurial strategies and neoliberal versions of interconnectivity at best
and completely osrpowered by an economic instrumentalist agenda at worst, there is a
degree to which GCE theorists use the lens of global citizenship to reclaim social justice
versions of liberalismThere is the possibility that@CE agendaould fallinto the false
dichotomy ofeconomic versus social justisestrumentalism by promoting what amount to

soft versions of GCbBased in neutral, modernist assumptions. However, despitéhtms,is

a critical and resistant impulse that untesch of theGCE literature andugigests that

asserting social justice in specificalbtrategically, and reflexivelglobal rather than

national orientations creates or allows for the creation of critical spaces from which to resist

neoliberalism

It is important to situate thevo instrumentalist views identified by Marshall09)
in a normalized assumption of the linear expansion model of citizenship. A main criticism of
the liberal and universal categories of cosmopolitan citizenshipwedi in the previous
chapter ighe consistereutral basis in a national to global linear expansion model of
broadening citizenshipndeed, the extension modsla normativeonceptual framework
(Richardson2002a). In his widely cited article (including in Alberta curriculum documents),
Osborne P00 expresses a strong version of global citizenship education as linear
progressionfithe spatial dimension of citizenship recognizes that citizenship is not one single
locus of identity, but that citizens are members of various overlapping commiiridss,
regional , nat i on ad0Q0,p.a2).Despite toelebates akiowd kol the n e
global level is imagined, the national community holds the most salience in terms of
citizenship.Pike (2000) argues that a key problem in global education is the lack of attention
to the continuing influence of national culture. Osborne (2008) notes that the spatial
dimension of citizenship can acknowledge overlapping political communities (lodahalat
global), but the nation remains the strongest spatial frdingernationalists and
cosmopolitansof varios st r i pes ma @eeeloping warlé citizens]. ldowever,t
the nationstate ishere to stay, at least for tfereseeable future, aride task of schooling is
to produce national citizens whumderstand thabeir nation ceexists with others i world
of nationsandwhoammmi t t ed t o d e mdpc3R)drndeedthementriaitycof p | e s 0
the nation raises questionsfoh o w raar @whatiwconditions it is possible for schools to

take up the task of educating for global @tim s hi p o (2R08ah=) ds on
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Applying the discursive turn, it is important to consider how imagining a global

citizenship community is rooted in the retives of natiorbuilding, especially given the

prevalence of the linear extension model. Richardson (2008a) arguéskthat par t , [ t he
failure to understand the pivotal role national culture plays in globalization is the product of

the deep structuresf We st er n e d u ¢2008a,po57)oDrawiRg oo Widinsklys o n
(1998), he asserts that Athese deep structur
organi zed around Al earning to divide the wor
re nforced and r epr odu,8p.67%). ArdedtticandlSeuaa ( Ri c har

(2011) articulate a similar postcolonial critique of soft versions of GCE:

Some of [the] initiatives to produce global subjectivifiesGCE] tend to
prescribe thedoption of strategies that very often foreclose tmeptex
historical, cultural angolitical nature of the issues, identities and perspes
embedded in global/locarocesses and events and in the production of
knowledge about the self, the otherddhe world; in spite of the complexity
of contemporary gladlization, many of these [GCHiitiatives seem to echo
the simplistic us/them, hefthere binarism denounced aatressed by
postcolonial critiques decades ago. (Andreotti & SpR@al,p. 1*")

Therefore, it is important to consideow conceptualizations of GCE imagitie nation and

how global citizenship is imagined from a national framework ofgstaten s chool i ng:
these questions are made all the more complex given the persistere@atidh as both a

di sciplining structure of civic engagement a
2008a, 57). Despite the challenges associated with theorizing GCE in national context,

Ri chardson (2008a) isuggeegtong s global ditiaenshipthad r e ar
offer students ways in which they might reimagine themselves as involved actors in a global

civi ¢ s @b7).eAn iynportant element of reconceptualizing political community

through GCE is reorienting the civic imagry away from exclusions of others dmaim the
Axenophobic | anguage that promotes the const
chief focus of <civic a,2@08ap.&Q).iThus, Ritharidsdne nt i t y o
(2008a) connects back to the@seon inherent spatial outwandward/exclusioAnclusion

boundaries framing imagined nations. This raises the question to whatdoésravising

4 They citeAndreotti 2006; 20102011; Andreotti and Souza 2008ndreotti, Jefferesfashby, Rowe,
Tarc & Taylor 2010;Souza and Andreotti 2009)
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the civic imaginary tfough global citizenship impaon howothersare constructed in a

domestic multiculiral context?

Given the argument made in the previous section of the chapter that global
orientations to citizenship education are associated at least with an assertion of a social
justice agenda against a dominating techrecanomic agenda, and thattical spaces are
possible therein, another question arisesvhat extent does the glolsicial justice agenda
of GCE influence the multicultural context of the double crisis of globalization? Is the
perceived crisis of responding to the external influence of the global market and the internal
crisis of increasing demographic diversity shapgdhe instrumentalist dualism identified by
Marshall (2009)n other words, is GCE implicated in a false binary pivoting around a
normative and diagnostic wheel between neoliberalism and social justice without
interrogating the underlying modernist asgtions on which that wheel is anchored?
Furthermore, exactly who is the assumed subject of global citizenship education (Pashby
2011a)?

These questions raise attention to the relevancy of the extension model of citizenship
in the lived realities of studén Richardson (2008a) argues that research is starting to show
that students are already thinking of themselves as global citizens (see alsa?2Blyeys
Burnsdés (2008) point out that some versions
has acces®tcosmopolitanism in the context of neoliberalism reminds those of us theorizing
GCE us to be careful about the assumptions n
Indeed, Taylor (2011) remindsisA gl obal <citi zenship ®@ducatio
our classroomsdéd forgets that our <c¢cl assrooms
context of the new imperialism that inherits geitical power relations written through
social categories and idem (. 177, see also Dillabough &ennely, 2010). Todd (2010)
al so understands the cosmopol it anthaggwound i n ed
issues currently being articulated around questions of citizenship, belongingtercultural
e X ¢ h am 2144).&onfiecting back to thguotation that started this chapter (Benhabib,
2008), &e cites controversies around the wearing of Muslim forms of dress to schools (e.g.

hijab, nigab, burga, jilbapas a key reason for calls for cosmopolitan education in Europe.
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Thus, what might be seeas multicultural issues of the nation are responded to through

discourses of cultivating cosmopolitan citizenship (see also Paabbia).

Indeed, Pike (2008b) raises the role of the educator in negotiating the complex
discursive fields framing GCE. Rearch by Evans (2004) examined how specialist
secondary school teachers characterized educational pedagogy in secondary school
curriculum in Ontario and in England. He found teachers understand citizenship education in
a variety of ways, and their pedagoajiapproaches are often disjointed fromdabetent
they are teaching.feir own personal beliefs about soguadtice content are often not
reflected in how they describe their pedagogy (Eva084 see also Rapopo&010.
| ndeed, t e a optuaizatolis ofdGEE arecsituatedean their personal and
geopolitical contextand are enabled or constrained by the available public and professional
discourses operating in their teaching contBte(2008b)ar gues t hat At he vacg
concept ofglobal citizenship, and its openness to multiple interpretations, remains a key
challenge, particutal y f or e7®)uandpoints ocsitdhe ihherent privilege in a central
concept inherent to GCE: fAthe gdesehcertmdg Oc hang
acknowledgement of the view that those of us presently in control have not gotit right
(Pike, 2008b,p. 80). However, ira certainview, the ambiguity in conceptualizations and
theories of the spatial dimension GCE could be interpreted as a dynamic ambivatence a

critical space for pedagogy.

Postmlonial Critiques and Critical Literacy:
Theorizing GCE PedagogyFrom the Pivot-Point

As with deconstructing the spatial dimensions of the national imaginary discussed in
Chapter Three and the postcolonial critique of cosmopolitanism in Chapter Four, there is a
growing body of scholarship identifying and working against a version of GGEtha
complicit with the new imperialism. Andreotti and Souza (2011) recently edited a collection
of chapterson the topic of posblonial perspectives of global citizenship education. In the
introduction they highlight the main postcolonial critiquéiodpbal ethnocentric hegemonies
that reproduce and maintain global inequalities in the distribution of wealtrer and labor
inthewor | do ( Andr26l4,p.1,; see &so Amlredt?Zd1(). Certain GCE
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i ni t i undriticalleesnbrdice the normaéivteleological project of WesteErilightenment
humanisnfand] é conceptualizabns of humanity/human natungiogress and justice. Such
investments structure anieg t e mi ¢ b | i n domtelaisal chacesamde@istemio w n
categories and thus tadical difference itsél (Andreotti & Souza2011,p. 1-2) GCE work

is thus situated in the larger theoretical tensions inherent to imagining community in the
context of the cosmopolitan turn. Givéme tensions inherent to the popular assumption of
thelinear extension of citizerGCEis characterized bgnother theoretical pivgioint.

Critical GCE work rooted in postcol@i critiques seeks to promasecial justice, diversity,
equity, and rights without accepting and inheriting the incluek@usiveparadox of

citizenship. Correspondingly, theorizing from the pipoint recognizes the importance of
equity and diversityvhile keeping in mind the rights not just to redistribution and

recognition, but also to participation in the framing of rightsasqirraser2005). These

tensions are inherent to the linear extension model on which most GCE concepts are based

and present a conundrum around human rights:

Consensual approaches to citizenship educatiaimgdex on hierarchical
ideas ofbelongng thatprivilege the natiorstate (i.e. belongunfirst to the
local, then theegional, national, international, and so on) and global
governance through benevolghbbal institutions and an unexamined and
uncritical commitment to human rights abdun educatimal literature.
Challenging the normativethnocentric, ahistorical, aadternalistic ethos of
these approaches, without fallingo an uncritical rejection dfuman rights is
very difficult. Part of the difficulty lies in establishingpasition ofcritical
engagement (as opposed to critical disengagerind uncritical engagement)
with issues where one can both support (in certain coptaxdsbe critical of
something(in other contexts and at the same time). If the choices are only
either uncriticakengagement or critical disengagement, exploring the
historical, political, and culturalljocated construction of human rights and its
dependence on natiestates can bgerceived as an attack on the universal
legitimacy of human rigis and natiorstates(Andreott, 2011ap. 211)

Critical GCE must engage with interrogating while not completely undermining human

rights and nation states. Furthermore,gbtential for uncritical engagement is evident in

Mar shall s (2009) i de nftecomomietechnicaband giobal sbcmle f al s
justice instrumental agenddser findings demonstratae potential for GCE to reinforce

soft liberalist approaches at best or to b@pted by neoliberalism. The fact tisdte finds

thatsocial justice agendaslpan comparison to the prevalence of neoliberal versions of
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GCEin public and policy discoursedso points to theignificantpotential for soft versions
of GCE to open up critical spaces for critical versions of GCE uhketical engagement or
critical disengagemerdichotomy described b&ndreotti (2011apoth diagnoses this
dualism and reinforcetie importance of a critical reflexivity to engage it and find the

dynamic spaces in the tensions.

The heavy emphasis on human rights literacy in GCEatitee is also troubled by
Todd (2008) who challenges the notiorcaftivatinghumanity which is often taken for
granted in education theory and policy regarding global citizenship, human rights, and
democracy (see also PashB@11a). She argues thatthis ope can fdAactually g
responding to the pluralism into which cosmopolitan projects also put so much of their
ener gy ®008,d 8).d'de conception of intrinsic goodness at the root of calls for
Acul tivationo and dicari mgloi ¢or boimaeri $ gl i sn
way we reflect on the very antagonisms that
(Todd 2008,p. 8). Thus, Todd (2008) promotes a reconsideration of the assumptions
underlying commitments to humanity tiar e ad humani ty as p®n educat
Her worry is that appealing to a shared humanity as a means to achieve respect for pluralism
actual |l eads to a diminishing of pluralism i
responsively introube d t i ad,@08,p.4).T o

Andreot ti (2006) recognizes that there is
GCE that will be relevant in all contexts. T
recognize that O6soft dapgdprate tolcertain contetendcam i p e d u
already r epr e p.8nHoweser, sha grgues thattf edpcatorg are not
Acritically Iiteratedo so as to be able to en
limitations of any approach includirtheir own; they may end up unconsciously reproducing
the practices and ways of thinking and acting that harm those educators indeed to support. As
Andreotti and Souza (2011) describe, ARdespit
analyses of pwer relations and knowledge construction in this area often results in
educational practices that unintentionally reproduce ethnocentric, ahistorical, depoliticized,
paternalistic, Salvationist and triumphalist approaches that tend to deficit theorize,

patologize or trivialize diffe e n ¢ d)oUltimately, given that GCE is very popular as a
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discourse in English speaking Western democracies such as Canada, the U.K., Australia,

New Zealand and the U.S.A., fA[t] hgebalguesti on
citizenship education are prepared to do that in the present context in the Northts open
debat e o ,R0AGpd3).ladeedtMarshall (2009) notes that there will be different

ways of theazing the relationship betweevhat she refers to as pasitional or global

citizenship educations around the world. Thus, it is key that context is recognized and that
previousand newmodels of citizenship education are situaded historicized as locatéd a

Western and Europea@ontext(Marshall 2009,p. 257).

Indeed, the critical end of the GCE spectrum is receiving more attention. In fact,
Andreotti (2010c) calls for a postitical and postcolonial GCEs o0 as t o acknowl e
complexity, contingency (contextependency), multlp and partial perspectives and qual
power r e l24l}) $he argués thét peachers and students engaging in soft versions of
GCE

have been cognitively shaped by Enlightenment ideals and have an emotional

investment in universalism (i.e. the prcjen of their ideas as what everyone

else should believe), stability (i.@voidance of conflict andomplexity),

consensus (i.e. the elimination of difference) and fixed identities organized in
hierarchical ways (e. g. unsdt wkhnoo wkinnows, Vve
(Andreotti 2010c,p. 242-243)

Therefore,apost r i t i c al GCE involves Al earning to wur
between sociahistorical processes and encounters that have shaped our contexts and

cultures and the construction ofourknotvig e s and i den20l0tcp. 2130 ( Andr
citing Through Others Eye2008). A postritical GCE helps learners recognize that social
groups are internally diverse and experience
conflictual productionof meni ng i n a speci,20L0cp. @43 niting xt 0 ( An.
Through Others Eye2008). Thus GCE represented a dynamic field in which critical

discourses take up neoliberal versiansisocial justice versions of citizenship. This

application of critichGCE is encouraging more work that engages with meeting the needs

and realities of 21st century global citizen learners.
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A Framework for Understanding Citizenship Education in
the 21stCentury Global Imperative:

Two Versions of Postmodernism

In thissection, | will draw on a framework apgted by Andreotti (2010b, 2010m
argue for taking a particular perspective on the sets of ideological tensions and philosophical
confusionsoutlined thus far. The framework accounts for tensinhsrent to the wier
theoretical context and the more specific theoretical literatur@tizenship and citizenship
education Andreotti (2010b, 201Qgrovides useful framework for understanding how the
broader concepts of citizenship and the cosmopolitan turn play applitation to
theorizing citizenship education in the context of the global imperative. It applies her
conceptualization of the discursive turn to map out two distinct approaches to global
citizenship education in the context of 21st century globalizafiavo overarching
philosophical distinctions inform an underlying dichotomous set of logics defining the
historical context of contemporary education in liberal democracies. She defines them in
terms of how they relate calls foewways of teaching an@érning tgprogress fronpast
modernversions of education; thus, both can be conceptualized as referpagttnodern
ideas.They both respond to a sense that there needs to be new teaching and learning to
reflect new realities of the 21st centuryzin. However, despite the rhetoric of newness,
they differ as to how new the corresponding ways of thinkinglamehe one hand, there is a
version of postmodernism that seeaching and learning in the 21st centaiyan extension
of modernisnthat puses past the twentieth century but maintains a modernist &idon
the other hand, there is a versithat interrogates modernism.

As this section of the chapter will explain, this framework is very helpful in
identifying and umpacking the sets of teions that are inherent to the rhetoric of global
citizenship and teaching for the 2tsntury citizensvherein distinct versions of reality and
sets of ideologies are conflated into normative terms. | do, however, acknowledge the fact
that the use of thierm postmodernism can provoke a critique of a certain version of
postmodernism in education theory that 1is
her privileged position as academic, the theorist writes eloquent and highly theoretical
analyss that are removed from the material realities of the lived experience of the students in
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the educational context they analyze (Dillabau@f02,p. 209¥2. The critique is relevant to

the previous discussion in this chapter about the extent to which ghidratiations to

citizenship education serve to resist neoliberal versions of globalization and assert social

justice (albeit sometimes from a soft instrumentalist agenda) thereby potdotiatipsing

important critical spaces for critical versions dCE. Indeed, this is an important critique

and one that is not outside of but rather in
Furthermore, the concept of theorizing from the ppoint helps me to articulate a situated

version of philosophy of educatioB{rbules& Knight Abowitz p.2 008) . Andr eot t i
(2010) framework of two versions of postmodernism figip to further explicate this notio

of the pivot point. Wiile breaking down thestwo versions of modernism allows me to

locate and wpack distinclogics and ideologies that functiaunder umbrella terms like

GCE | do not wuse Andreott i 6s As(D#labdugh)(2008y a me wo r
asserts: fATheory is dialectical. 't is there
reactiont o t p.209)dUsirtg the theoretidgpivot-p oi nt as a | ens i nto A
work, | re@gnize her deconstruction as two sets of lagiensionrather than eitheor

opposites. This is similar to how Strand (2BL6onceptualizes the paradox of

cosmopolitanism as epistemic ruptures that create dynamic engagement

In the first logic, thgostof postmodernism is understoodader modernism
Andreotti (2010b, 201Qadentifies three rationales for educational reform and for the need
toadaptt®2 1st century realities i n itvhei sa dvaipeva ttihoan
approach (201Qlp. 7). She identifies this approach as inherently tied to neoliberal ideology.
First, reflecting the technicaéconomic imperativahe economy is changinga this
requires innovators so that human capital is reconceptualised as creativity and
entrepreneurship rather than in industrialized terms. In this version of theeRisty global
society, there is an impetus to explore new markets, consumer idemtitcefashion trends.
In this logc multiculturalism contributeto the development of an effective and competitive

wor kforce as the national economy wil |l need

8 Maclure (2006) sums up the impact on this critiaqu
using the word [critical] in my own writing over the last few years, partly becausewfat®idable tendency

to depect engagement and pr ov ok e selfilddgerees arrogance, o ut i ne r €
vanity, relativism, frivolity, etdd and an endl ess round of territorial and
who 6s o uhediffékinee beveentpostmodernism and poststructuralism? Does deconstruction
O0belongd?)o0 (p. 226).
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teamso within and b e&eadestage ai differendideas andrprorooted e r - t
creativity (Andreotti 2010k p. 7). This is the business case for multiculturalism (Kymlicka
2003;Josheg2004).Secondly, there is a mismatch betweeli @ntury learning and 21st

century teaching due to ticreased access to digital technologies and the need for digitally
mediated modes of learning. This relates to the strong discourse of interconnections and
connectednesshere interconnections are inevitable and are either romanticized or

demonized (Burg) 2008) Finally, there is a strong rationale in the cognitive adaptation

approach that evokes a liberal social justice discourse in calling for the opportunities for

inclusion ofthose who have been marginalizetb the modernist framework. In thitsew,

education can provide tools for identifying opportunities for participation in old and new
marketsThi s connects to Marshall dés (2009) ident
in GCE.

Thepost asafter- modernism philosophical frameworkamifested in a cognitive
adaptation approach is critiqued Agdreotti (2010%. First, it assumes that all excluded or
marginalized individuals and/or communities desire the ideals of the 21st cendfigr-as
modernism. Also, the logic is consistent witle modernist view of progress as just and
linear; it is simply reénscribedin the notion of a movement in time through posidern
terms. In this sense, the idea2dfst century learning and teachimga universalist
metanarrative based on"6enturyteleological foundations. Under this logic, 21st century
l earning i s meant to pr og,aeedicadrs arelednotadogtd s e c
those subjectivities, pedagogies, and epistemologies that are compliant with the shifts and
uncertaintie®f current economies. The main discourses through which this ideology is
produced include the fAnew \wgadrldekcallencewor | d or der
education to produasosmopolitan subjectsho follow the authority of the global market
(Andreotti 2010¢ p. 240; see also Parker011). Also, similarly to how the global social
justice instrumentalist agenda folds into the techrécainomic instrumentalist agenda
through basic assumptions of autonomy and equ@dfisyshall, 2009)in a postasafter
modernism logic, notions of social justice focus on inclusion into the global order, into the
modern metanarrative of progress. From an equity perspective, the cognitive adaptation logic
recognizes that 2Dcentury thinking created the hegemonic systantsinequalities that

result in an unequal distribution of wealth and labour. Logically then, anpadérn 21st
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century cognitive adaptation offecgportunities for those who were excluded and
marginalizedinthe 20c e nt ury t o b e c o meincfudee (acorfomicalyands a n d
civically) i n O PpAhdsedtti20E0D . 8). Theysinply reéddhe rights o

tools to find those opportunities for participatidimis is an individualist neoliberal version

of the citizenship dynamic.

Andreoti (20109 identifies a competing logic that defines the dichotomous nature of
the idea okducation for the 21st century is anothewision of a new education for the 21st
century wherethepost s under st oo-@9o @ s fiifimtu-e s naigna She iy g
calls this apppach epistemological pluralisend determines that it is also trying to meet the
needs of 21st century school 6s complex reald]
the status quo rather themextend the logic omodernism with 21st century iterations.

Central to this vision is the importance of pluralizing knowledge because the current system
is complicit in epistemic violence through the assertion of a dominant western, sciantfic
positivistic view of knowlege. This stance rejects one universalizing idea of humanity and
sees it as coercive. Social problems are in fact evidence of the failure and/or effects of the
imposition ofEnlightenmentdeals.According to this viewthe construction of majority and
minority groups has created a set of social relations that is normalized as neutral and normal
to the extent thato alternative is possibl@ he logic of epistemological pluralism works

against the cognitive adaptation appro@ehdreotti 20100. Thepostas-after-modernism

view sees the 21st century as essentially a neoliberal order that is more complex fhan a 20
century way of thinking but is actually reproducing the ways of knowing, thin&imd

relating that caused the problems egbiged educatiois trying to ameliorate and solve.

This framework helps to map outrse inherent tensions theoretical discussions of
citizenship education in the context of glebal imperative. Citizenshipacation in the
21st century is conceptually ambiguous, idgaally loadedandwidely contested. There
are at least two key visions of teaching and learning for the 21st century citizen; one is an
extension of modernism while the other is ateirogation of modernism. Both seek to
change education to meet nexalities; however, only the lattattemps to revise
epistemological and ontological visions of education and community. GCE literature

promotes an engagement with notions of equity and justice; however, it is also characterized
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by inherent tensions thdefine what | have been referringasthe pivotpoint in

contemporary theorization of education. First, schooling is both a form of socialization into
an inherently exclusionary national imaginary at the same time that it is the place for
critigues of ndonhood andhe colonial imaginary implicit in natiehuilding. The global
imperative is characterized by a strong sense that the currepoliggcal context of
globalization is exerting pressures on education. These can be characterized by a double
crisis where schooling is in need of reform to adjust tatheglobal order at the same time
that it must address the sense of crisis and complexity around the perceived increased
diversity in the classroomesulting from processes of globalizatigsddedto this dualism is

the question of the spatial dimension of citizenship education and how the project of nation

building is extended or interrogated thrbugjobal citizenship education.

GCE literature emerges as a response to these tensions assocratad glibbal
imperative in education. While some versions of GCE remafitand reflective of theost
as-aftermodernism vision of teaching and learning in the 21st century, others, shadsas t
influenced by posblonial critiques, work toward$inking otherwisehrough interrogating
modernism. In practice, educational policy is framed by a neoliberal context in which an
economieinstrumentalist agenda both overpowers and conflates with a global social justice
agendaThe social justice agenda is ssidjnificant,as are soft versions of GCE; they
represent that there are some spaces in which equity remains a strong diS¢wursality is
that schooling currently works within a staiten program; thus, theorizing citizenship
education for the 21sentury is inherently characterized by a pipoint responding to and
interrogating modernist views of <citizenshiop
of postmodernism helps to map those tensions out. The current ideological landscape of
citizenship education is defined by both versions lapthe tensions between them.

Having examined the tensions inherent to the wider theoretical and ideological
context of conceptualizing GCE in the context of multicultural nastaes, | will next move
ontothe second section of the thesis. In order taupeghe empirical study in section three, |
conducted a review of educational research literature relating to my topic. Thus, the next
chapter will build on the framework of pestafter and postasinterrogating modernism

and of theorizing citizenship education for the 21st global citizens from thepout It
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narrows the scope of the inquiry by looking specifically at the educational research that

relates to the topic of this thesis: the relatiopdidween multiculturalism and GCE.



Chapter Six

Research Literature Review

The previous chapters have sought to provide the theoretical context informing how
multiculturalism and global citizenship education relate within larger paradoxks
contending ideologies of political community, citizenship, globalization, cosmopolitanism,
and schooling. | have established that there are some inherent tensions and conflations within
conceptualizations of tisefields in theory. Tiesetensionscanbe broadly understood
through the framework of two versions of teaching and learning for the 21st century citizen:
postasafter modernism and peatinterrogating modernism. The latter version pushes
beyond a discourse of newness to a critical reflexiaitd a probing of normalized
assumptions that contribute to a thinking otherwise. Thegsasterrogating modernism
pushes for a foregrounding of tbeader theoretical tensions. These include paradoxes and
dichotomies such aaclusion/exclusion in tizership,looking in and looking outwards in
citizenship education, homogeneéheterogeneous binaries obghlization, and economic
and social justice imperatives in GCHEhese sets of tensions can be stuck in binary positions
that foreclose critical mementor, as | have argued, certain paradoxes can be evoked in a

dynamic way to create critical discursisgaces for thinking otherwise.

In this chapter, | will turn to educational reseditdratureto examine what
educational research has been doaértates to the topic of the relationship between
multiculturalism and GCE. Thus, the previous four chapters drew on theoretical literature and
educational literature that theorized the broader context in which the relationship between
multiculturalism &ad GCE is situated. Some of the literature specific to education used in the
previous section will be drawn on again in this chapter; however, now the focus is on the
research specific to the topic of thiesisas opposed to that which helps to map bat t

theoretical context

A main challenge for reviewing educational research relevant to this topic is the
difficulty in defining clear lines of distinction between multiculturalism, multicultural
education, global education, citizenship educatiom gldal citizenship education. The

previous chapter outlined the move from global to globaeniship education (e.g. Davies

133
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et al.,2005) and summarized some key rationales for, instrumentalist agendas of, and
critigues of GCE. Evidently there is a wide garof conceptualizations and contestations of
GCE. Therefore, | approach this educational research literature review with an explicit
acknowledgement of the impossibility of grouping the research into distinct categories.
However, | have attempted to orgaathe literature into four sectiobased on what they
contribute to framing my empirical researdthis chapter will examine what educational
research has been done that relates to the topic dhésis the relationship between
multiculturalism andylobal citizenship edzation. It engages with the questiomahare the
tensions marking the wider theoretical context reflected in the educational research

literature? Specifically, | look at

1. the research literature specific to discourse analysesz#rship education and
socialstudies in the context of globalization

2. the research literature specific to the explicittielaship between multicultural

education and global education

3. the research literature specific to global citizenship education itcordtural

contexts

4. the research literature specific to the Canadian context

| chose to organize this review from most macro and general to most specific in terms of
topic and context. First, | examined wide discourse analyses research into the main
ideologies framing citizenship education and social studies in the context of contemporary
globalization. This literature is important to situating my research within the wider related
discourse analysis research. Inherent in these studies are conceptualafation
multiculturalism and GCE to which | paid special attentiadheh looked at what research
hasbeen done on my topic by searching for titles and subject headings that included
multiculturalism or multicultural and global or global citizenship educafibis set of

literature covers a wide range from theoretical pieces to empirical research in teacher
education. My focus is what the research demonstrates about wider conceptualizations of
each field and the relationship between them. As a Wargto eview the educational

research literature relevant to my topic, | did a close study of the literature explicitly on GCE
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in terms of what references to and assuomgstabout multiculturalism areade. Finally to
narrow into the context of my study, | iddi@d some key pieces of literature relating to the

Canadian context to examine the extent to which they implicitly connect the two fields.

Therefore, there are four key sections to this literature review, each contributing to
mapping the way tensions artnerent and/or explicit to the relationship between
multiculturalism and GCE and examining to what extent and how the fields are both related

and conflated. Some commorethes emerged among the sections:

1 The fields of multiculturalism/multicultural educati and global orientations to
education including GCE are related and conflated throughout the educational

research literature.

1 Both fields and their relationship are seen as particularly important and necessary
in the context of the global imperativEhey are understood to be mutually
reinforcing fields and to positively relate conceptually. Potential contradictions or

tensions in doing GCE in multicultural contexts are not evident.

1 The currentdeological landscape shapes the different conceptualizations

global orientations to education and views of multiculturalism therein

1 The ideological landscape is framed by pasafter and posasinterrogating
modernism understandings of educating citizens for the 21st century. Neoliberal,
neoconservativyeand key aspects of liberal social justice ideologies operate
through distinct discourses but all fall under the fassafter modernist view.

Certain liberal social justice discourses help to create critical spaces through

which to operup to a posasinterrogating modernism view.

1 Some of theonceptual confusion and ambiguityerent to the way the fields are
both related and conflate@dn be explained by the way the fields themselves and

the relationships between them are talprwithin the larger idglogical context.
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1 Within different ideological strands, multiculturalism can be considered both a
distinct agenda from GCE and a version of cosmopolitanism. Global orientations

to citizenship are flexible and can be taken up by different ideological@usiti

1 The relationship between multiculturalism and GCE is also framed by contextual

factors including national setting, regional setting, and demographic setting.

1 Inthe Canadian context, historical discourses and contemporary ideologies define
the fieldsof multiculturalism and GCE in similar ways; however, GCE appears to

have a stronger social justice agenda.

Overall, the literature review reinforces the argument that the relationship between the fields
of multiculturalism and GCE are conceptually ambiguand marked by conflations and
confusions. There is little attention to potential tensions inherent to the relationship and this

is tied to the way the fields are seen as expanding one to the other at the same time that they
are seen to naturally relatea positive way. The conceptual confusion can be partially
explained by the wider ideological context in which notions of citizenship, globahzatid
diversity are articulated througtistinct ideologiesbut common termsAn overall sense that

GCE ca create spaces for critical conversations that can raise issues around equity and
diversity and probe the modern assumptions of citizenshexists with the strength of the

linear extension model of citizenship based in usiakst and rightdased clans.

Review of Discourse Analysis Research on Citizenship Education

in the Context of Contemporary Globalization

Discourse nalysis studies by Knight Abowitand Harnish (2006), Parker (2011) and
Agbaria (2011) identify the ideologies and tensimigerent to conceptualizing citizenship
education broadly, and social studies more specifically, in the context of the 21st century
global imperative. These studies demonstrate a dominance of econonlogiee framed by
neoliberalismnationalist and pabtic discairses framed by neoconservatisang political
and rightsbased discourses framed by liberalism. They also find that dominant discourses
are mediated by marginalized discourses that are deemed more critical such as gender, class,

race, and culire. Cosmopolitan, globabr transnational citizenship are generally considered
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marginalized discourses and are conceptudlizeonfusing ways. Isome iterationghis
includesa conflation with multiculturalism and multicultural education. An overagch
theoretical framing of nationalism versus cosmopolitanism and economic versus cultural
agendas indicate that citizenship discourses are implicated in the tensions identified in the
earlier sections of thithesiss uc h as Mar shal |ebweenthetechrical di st i n
economic and global justice instrumentalist agendas. Furthermore, citizenship discourses
across ideological versions share an inherent framework that reflects the extension model
(local to national to global citizenship). Most of thezenship education discourses align

with a postasafter modernism framework with a few marginalized discourses pushing at
and opening spaces for a pastafter modernism framework. A significant theme emerging
from these discourse analyses of citizem&uucation in the context of the global imperative
is the conflation of diffenet versions of liberalism alosgle the emergence of
neoconservative views of citizeimip. Gitical and social justice orientatiscourses are

present, especially in more sd¢ddy work in the areas, but are not influential in policy and

curriculum.

Knight Abowitz and Harnishdés (2006) disco
citizenship and citizenship education from 12903in contemporary Western democracies,
particularly theU.S. find that citizenship is an extremely present overarching concept.

However there are various citizenship discows®t reveal contradictions and paradoxes

inherent to understanding citizenship in educational coffe@snsistent with the

framewok of postasafter modernism and peastinterrogating modernism, they find a

domi naikdightemmferi M s pi redo notions of citizenshi |
the most influential di & pabriotsnsandloyalyach g t o AcCi
A1 i bdepoliickl and economi frameworks (p. 657).Civic republicanism is a

neoconservative ideology that positions citizenship as the key concept through which to heal

a fragmented civil society and is based on notions of commonality, cohesphamckssity;

learning about traditions and history of the nasgneezesut space for humanistic,
internationaland/or critical content and pedagogy. Civic republicanism versions of

citizenship education also express a concern with the balkanizingsedfenulticulturalism.
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At the same timdjberal discourses are dominafirst, a neoliberal version focuses on an

explicit economic rationale for education. Second, a stronger liberal discourse is what they

cal l Apol i tical | i bHarmnish 2006, m6d2) Which inctydes anAb o wi t z
emphasis on justice and fairness given the diveirgiigrent to national contexts; the

educational agendacuseson individual freedom anarningt he A mul t i cul t ur al
hi stm669)0 (

While the civic rgpublican and liberal frameworks are the most influential in
citizenship education discourse, other, more critical discourses are active in contesting what
remain firmly dominant viewsThe political liberal framework of citizenship shares with the
criticalf r amewor ks encouragement of studentsdé inv
governance as well as learning how to take part in culturally diverse public life. However,
ultimately, the two dominant discourgesivic republicanism (neoconservatism) and
liberai sm (neoli beral and pol it i c aHnlightenrhestr al i s m
inspired citizenshi pawubrastandcomgex array of citizenskioy b e |
meanings that have more recently developed out of, and often in oppasitioese
domi nant di scour ses 0 ,2006)p.i65hCriticAl Hiscouisds zaise& Har n i
issues that are neutralized in the dominant discourses such as issues of membership, identity
and engagement by trying to expand and deepen liberal agdridasan freedom. They
focus on exclusions based on gender, culture, ethnicity, nationality, race, seaudlity,
socioeconond class; however, Knight Abowitz and Harnish (20f&]l that critical
discourses are found more in scholarly and theoreticaltteaspractical curricular textp (
6667°. Applying the two versiosiof modernism frameworkhe critical discourses in some
cases expand a pestafter moderrst framework, and some criticdiscourses create spaces
that push towards a peasinterrogating modernist framework

Interestingly, Knight Abowtiz and Harnish (2006) locate another key tension. They

find a conflation of distinct i1 deol o@ies in

1 Critical discourses challenge the dominant conventions of citizenship inherent to civic republican and

liberal visions, pushing these bordersandrsgei t hem as fAsocially constructed,
in terms of how the borders lead us to envision, categorize, and engage in problem solving both with and
against other nations and,2p06,p.68)ed (Knight Abowitz &



139

676). It focuses on local, national, aimderndaional communitiesand in the most dominant

view is reflective of the linear expansion model of citizensWhile civic republican

discourses reinforce the meaning of national borders through a neoconservative reassertion of
an imagined nationalist pa$iheral discourses are more pragmatic about acknowledging
diversity and international relations but still understand citizenship as membership in a
nationstate. In a more critical framework, discourses of transnationalism emphasize the
interdependence @ill nations in terms of global resources and through a shared human
identity. Overall, however, the dominance of Erdightenmeninspired discourses mean

that while transnational discourses can create a more complex civic identity for students, the
rhettoric reflects a universalist, humanitarian value systeoted in Enlightenment

assumptiors.

However, reflecting the dynamic position of theorizing frdra pivotpoint, Knight
Abowitz andHarnish (2006) find that an intersection of transnational and critical discourses
opens up a critical space for understanding
class, race, and gender are categories of identity that cross national boadsrstionalist
discourses often are used in strategic ways to further political interests shaped by these and
other i dentity mar ker 2@06,4.6n).Fgrtharmoetheiwi t z & Ha
anal ysis highlights how fitameseateediahgkytiltlk
can thus be used in support of both populist forms and more critical forms of citizenship:
At hey can al imatedwihinineokbérgl gobleof exmasded markets and
consumeri smé. Pol i t itwmaxXclusiordirenatiostates e inceedsindlyl s u b j
construct political and economic allegiances across national borders. Transnational
citizenship thus presses on questions of tr a
(Knight Abowitz & Harnish 2006,p. 679). Their research emphasizes the importance of
critical discourses creatirgpace in the flexible understandings of global orientations of

citizenship education in light of the dominance of neoliberal and neoconservative versions.

52

Forexamplet hey n deressuchatgl @bal 6, 6éinternational 6, Otra
6cosmopaond téindt,ercontinental 6 are often invoked, refe
emphasize the | arger cont ex torevalénbeaottermosisichasens shar eéThi
6collective,®d 6égroup, 0 6community, 6 and O6coll aborati

primary value aswellasrietr i cal t ool (Knight Abdowitz & larnsh2006,p. 87€).0
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Narrowing in he discourse analyses that have been done in educational research and
that relate to the topic of thikesis Parker(2011) studies the discursive functioning of
notions of international education in the context of democratic citizenship education,
partiaularly in the U.S. His findings confirm much of what Knight Ab@and Harnish
(2006) found in terms of the marginalized presence of critical discourses of citizenship in
educatonHe examines how commonly heard and acce|]
economyo, fiour increasingly interconnected w
understandings of citizenship in education (p.487). He finds that the discourse of national
security combine with the discourse of school failure to dominate undgirsgarof
international education by pushing other more critical and social jusiieeted meanings
and initiatives to the marginble does not identify the wider ideological corntdowever, it
appears thanilitary logics reflect neoconservatiseconanic logics reflect neoliberalism
thefailing schools discourse has both neoconservative and neoliberal connectibtise
culture and social discourses reflect soraesion of liberalism as social justice
Significantly, ike Knight Abowitz and Harnis(2006), he finds there are alternative
discourses that mediate the widgscourses (Parke2011,p. 494).

The alternative discourses identified by
which is imbued with tr ansnaantiisoomoa lwhciuclht urreafll
transnational political meaning, and Aintern

meaning in a studentenered orientatior{Parkeyr 2011,p. 494). Significantly, Parker (2011)

finds that the global perspectives discoursesigentially a version of multiculturalism: it is
Aa-scal i ng of fAmulticultural educationd from
been kept, to the gl obal arena. This entails
principle® knowledge recognition, and respect for diverse cultdréom within the nation

to cul tur es o urkesd0Hl g.494litadics m ariginaph Im contiad®, Rarker

(2011) identifies the cosmopolitan discourse with a political meaning where sshoald

shift primary allegiance from national to global citizenship. Thus, in his study, the global
perspectives discourse is a version of multiculturglesmd cosmopolitan refers to a political

loyalty outside the nation. Again, this is evidence of taeous ways cosmopolitanism and

gl obal orientations to citizenship are conce

citizenso or Aworl d citizenso are more often
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areas and only somewhat in educationatca in the U.S. (Parke2011,p. 495). Thus, for
the purposes of this study, the fact that global citizenship is explicitly expressed in the

Alberta curriculum is significant.

Finally, Parker (2011) finds the dmarse of international student bofiicuses on

i mplicit curriculum rather than , aludlgol sd exp
responsive pedagogy and anasseisew of t he fAgl obal student pc
At he cul tur al and | i ngui s t201&,p.496)aSchaaistwherei st i c s

this discourse is prevalent [R61¢,®496).Q0hbid t ur al o
appears to be a highly contesqiecific discourse to the American citizenship context. It is
essentially a supplanting ofternational for multiculturalas a means to secure funding for
issues associated with the marginalized positions of stufitentseethnic minority groups

There is a version of the demographic description and the programmatic versions of
multiculturalism (Inglis 1996) where the former is called internationalism and the latter is
called multiculturalism. &hools with cultural} pluralistic demographiosse a discourse of
internationalism as strategy of cultural capital. They do not call themselves a multicultural
school. Ironically, Parker (201hptes thabverall,across the examples he studigw,

cultural discourse of global perspectives is stronger than cosmopolitanism among educators
becausehere is a basic adoption of multiculturalism. This is an impofiading in relation

to thisthesis It suggests that educators conceive of global perspectives and global
consciousnesgising as compatible with if néhe same as multiculturalism. Therefore,

Parked €011)findings appear to distinguidietween globlgoerspectives (as expansion of
multiculturalism), cosmopolitanism (political loyalty extending beyond the nation), and
international schools (as an assets version of local multiculturali$ns) exemplifiehow

not onlyglobal orientations teitizenshipeducatiora confldaion of distinct versionsbut they

are alsaconflated with versions of multiculturalism various discursive ways

Narrowing the review of literature even further from citizenship discoyksaght
Abowtiz & Harnish 2006)andinternational education discourgg&arker2011) Agbar i ads
(2011) discourse analysis of social studies literature relating to the mission of preparing
citizens for the global age describes a great deal of conceptual ambiguity around the

discourse of glbalization in educatiorHe studieddiscourses of globalization in the social
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studies education discourse community in the U.S. from-2898°, He found educators

are assumed to be ready and able to brepare
studies |iterature] globalization is commonl
Ai mprovedo education will dehmpl ithaet sed uglreralh Ise
61). Thereforesocial studies discourses reflect the rhetoric of tled fh@ernewteaching and

learning for the 21stcentugyn capsul at ed |ibn200¢pfchmesvorkof posis ( 201
asafter/postasinterrogating modernism framework

Agbaria (2011) finds that globalization i
legitimize emphasizing crossu | t u r apl 61)sThus sotiad siudi¢s for the global
imperative is premised onsérong sense that cultural diversity is a description of 21st
century realities and that cultural diversity is a universal concept that linkstodalkts and
global contexts. However, conceptual tensions inherent in that assumption are not evident in
the literatureHe defines a@ouble crisissocial studies must meet the perceived global
economic challenge (by emphasizing economic issues) whdareeting domestic
multicultural agendaby emphasizing stronger focaa multicultural content). Therefore,
Agbaria (2011) conceptualizes global education as extending from multicultural education:

Despite the theoretical distinctions between globatation and multicultural
educationthe former emphasizing the cultures and peoples of other lands and
the latter dealing witlethnic diversity within the United States (BanR604),
global education emerges in thiscourse as a version or an extensibn
multicultural education rather than asindependent stream of education.
(Agbaria 2011,p. 63)

Agbariads (2011) work demonstrates three key
presents evidence of the global imperative whereby an ambiguogsrceptually vague

vision of globalization exerts pressures on social studies education. Second, helocates

tension in the ideological landscapetween economic and cultural impulses associated with

the global imperative. His theorization of the doubisis connects this dualism to the

influence of global citizenship discourses defining a paradox where schooling reasserts the

nation and national issues of diversity at the same time that it reflects a neoliberal ideology of

3 The discourse commity included social studies educators, curriculractioners, and researchers.

(Agbaria, 2011) studied how discourses waigseminated through two journatacial Educatiompublished by
the National Council for the Social Studies, i Social Studigsublished by Heldref Publications).
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opening up to global marketBhirdly, his work explicitly identifies global education
discourse as an extension of multiculturalism, linking the fields through an emphasis on

culture and diversity and distinguishing them only through the linear extension model.

Thus overall, studiesf wider discourses of citizenship educatigtobal/international
educatiorand social studiesducation in the context of globalizatibighlight some
contradictory trends. While the ideological landscape is marked by the dominance of
neoliberal economic ideologies, neoconservative nationalism ideologies, and liberal political
ideologies; marginalized discourses include critical disceweséecting the discursive turn
and probing the exclusionary visions of citizenship education inherent to dominant
discoursesWithin this ideological landscapddre is a tension between national and global
allegiances. There is a dual logic of econoamd cultural/social rationales; this
demonstrates similar findings to Marshall 6s
U.K. (technicaleconomic and global social justice). There is also wider philosophical tension
between the largelignlightenmenbased and criticalpased philosophical foundations
which seems to connect to Andreotti s (2010)
modernism. Th&nlightenmentased discourses are comprised of neoconservative,
neoliberal ad political liberal vews of citizenship education in the global imperatiMae
morecritical and more marginalized discourses are identified through critical spaces opened
up through discourses of global and cultural interconnectindgransnational identity
categories thatxperience exclusions: race, gender, seguahtation, sexuality, religion,
etc. (Knight Abowitz & Harnish2006)

Discourses of global citizenship span across and within these distindtidnis.
context, global/international/transnatiotftalsmopolian orientations to citizenship and
education are takeup in ways that reflect the wider dominant and marginalized ideologies.
Parker (2011) sees significant distinctions between different uses of discourses of
internationalism in educatiosimilarly, Knight Abowitz and Harnish (2006) see the
potential for transnational discourses to be talkemnd takerover by dominant discourses;
however, they also see the flexibility of discourses of transnationalism as significant in the
potential to open up crititapacesindeedAgbar i adés (2011) work sugg

context of the global imperative discourses of globalizatiilnencing social studies
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educatiorevoke discourses of cultural diversity in such a way as to reflect the inherent

tensionof contanporary globalization.

The Relationship Between Muticultural and Global Education

Given that my review of relevant scholarly research into discourse analyses of
citizenship, international educaticemd social studies reinforced the tensions found in my
reading and analysis of the theoretical literature, | next decided to look at what research had
been done specifically on the relationship between the fields of multiculturalism and global
education. | wondered if that literature would provide stepdigtinctions between the fields
than was evident in the wider discourse analysis research. However, | found that scholarly
literature explicitly attending to the relationship between multicultural and global education
does not make strong distinctions. Therkturehighlights mutual and positive conceptual
relationships between the fieldehis compatibility is assumegdithin a broader frame of
promoting equity and diversity and opening spaces for critiques of the statbatquo
underlying tensionare leftunattendede.g, Cole 1984; Cortsé 1983°“.

Ukpokodw s (1999) t heoawlttiwrad | ips magess forgMud tal i
complimentary and simultaneous implementation of a multicultural and a global approach to
education. She argues thatbothfidda n encour age studentsod ci Vi
through Abroader understanding ofp.380)man ¢ omn
Again, a familiar theme is the sense of a gl
globalism are needed togpare our students for national and global citizenship. Failure to do
some will result in the inadequate preparation of American citizens for the realities of the
2lstcent ur y 0 , 1999k B@Ok Tdws there is both a technigatonomic vision of

4 Cortés( 1983) argued for the strategic coming togethe
that despite separate histories, rationales and special interests, both fields seek to reform the status quo through
encouraging Ahuman ahdens & apd56d. Hesaw Ft@amanatormalison of

citizenship as encouraging relations among different ethnicities in the national (U.S.) by learning about

processes of stereotyping and avoiding stereotypical thiaking C,d983,®569). He finds a key

commonality in the fields is the tension around how to conceptualize ethnicity as both a particular and global

concept (Cortésl983,p. 570). Thus, his theorization acknowledges the tensions of natisipalrticular and
globalasuniversalviews of cultural diversity but answers this tension through creating a nagjlodl

bal ance by merging the fields. This relates to Col ed:c
Amul ticultur al gl obal educangrelatiorshippnd assumed a mutual
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preparing students for realities including participation in the global market and a global

social justice vision of promoting diversity as part of civic responsibility

An important piece of educational research literature relating to bringing together
multicultural and global educationiderryfieldd s ( e & how teacher educators in
Canada and the U. S. bridge multiculturalism and global education eMuladg
Connections Between Multicultural and Global Education: Teacher Educators and Teacher
Education ProgramsHerreport is based on the premtbat a pairing of multiculturalism
and gl obal education is necessary in a ti me
(p.11). She argues that multiculturalism and global education shouldbghbitogether to
Aprepare teachers for diversity, equity, and
nati on, php Althaughlthitbesigs not looking directly at teacher education,
many findings from her study shed light on thebaguities inherent to the perceived
relationship between multicultural and global educaitioterms of wider discourses and
conceptual ambiguitieF here is overlap through issues of immigration, race, cultural
identity and preservation, and crasdturd understanding. Global education is implied to be
broader as it includes environmental, developreamd human rights issues outside of
cultural matters; on the other hand, multicultural education focuses on domestic dimensions
of crosscultural communities that are outside the realm of multicultural education (Case
cited in Merryfield 1996p. 26).

Highlighted eacher education programs are basedlimear expansion model aod
the assumption that understanding diversity locally complements and/or establishes a global
view of diversity the reverse is also assumédarning about global inequities pslto
understand local inequities associated with multiple cultures living together in one nation
(Merryfield, 1996,p. 19). Indeed, her study hidiights the importance of making
controversies and differences central to rather than avoided by programsktha
multicultural and global educationoMever, there is a lack ekplicit theoretical grounding
of the assumed relationship between the fields and the broadening vision of multicultural
education. This theoretical paucitytamdem with the global g as enabling a local
consciousness point to the abstract and ambiguous quality of the relationship. According to

Merryfield (1996), across the programs, teacher educators choose to ground their programs,
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classes, projects and research with theories tifaultiural and global educatioh She does

not elaborate to describe those theoretical frameworks and how they work to bring the fields
together. Thus her study is characterized by the theoretically amorphous nature of the
perceived relationship betweerulticultural education and global education. Her study,
similarly to the theoretical pieces (Castd 983;Cole 1984 Ukpokodyl999), is largely

descriptive of the existence of a relationship between the two fields and focused on ways that
they come togéer with no explicit attention given to the potential contradictions in terms of
concepts, ideologiesr practices beyond thesual nationaglobal tension.

Conceptwually, in Merryfieldbs (1996) stud
interconnectias, diversityand equity gpecificallyrace and culture). The foregrounding of
critical consciousness and reflexivity poitdsthe transformative promise inherent to
bringing together the two fieéd There is an implicgocal justice ideology irthe cdls for
equity and diversity; however, the vision of changing the world seems to rest on the
assumption that promoting diversity, rights, and awarewglsspen up critical spaces.
Although there is a discourse of equity that recognizes there are masglraadd privileged
groups, there is an oweiding assumption that everyone can join the muliical-global
education project antthat t is inherently inclusive. fiis assumtion is rooted in and extends
from a modern, liberal project. In this senseefiresents a pesisaftermodernistapproach
(Andreotti 20100.

More recently, Wells (2009) wrote a piece arguing that although there is significant
overlap between the fields of multicultural and global education, often they are seen as
competing field and may be used in ways that are not complementary. Like Merryfield
(1996), his focus is teacher education which suggeatsdacher education is a main aséa
research on the relationship between the fields and points to the need for policy and theor

based research on this topic. He aomaetsot hat
mul ticultur al e d u c at-0 mtostamdard aumiulufe 1428).l r eady an
Furthermore, he notes that @amul ternsabdutther al e d

potentially negative effects of poorly developed global examples used to teach

s She listslames Banks, Paulo Friere, Robert Hanvey, Cameron McCarthy, Anna Ochoa, Christine

Sleeter, and Carl Grant (Merryfield, 1996, p. 20).
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multiculturalism (Wells2009,p. 11). Although he does not elaborate on this point, some
possibilities come to mind including the potential further otheringttuiocultural minority
students from the nationalrse of belonging when they are seen to be part of the global
level or experts on a global issu#owever, Wells (2009) argues that global perspectives can
inform several multicultural concepts in teachducation although there are important
limitations. He cites Merryfield (1996), in defining commonalities through the topiap of
advancinghuman gals of justice, equity, and pead® recognizing diversity at every level
from local to global; and @ngaging withthe fact that there are interconnections in the

world.

Thus, We lworkrepre6edtd dh@xtensionof Merrydigd s (1 996) st ud)y
he contributes more attention to the tensions and challenges associated with linking
multicultural and gpbal education. For example, he includes a section on race and ethnicity
calling it fAoniendodci he@. laboheiaguewtméglomanexamples
such as Soutifrica (pre- and postapartheid) where whites are a privileged minority ca
help American students challenge the perception that white privilege comes from being the
numerical majority’. Furthermore, he argues that understandings of race as a socially
constructed concept may be initiated or expanded through global examplestsiterds are
often tied to U.S. racial and ethnic organization schemes. He also looks at similar
possibilities for addressing issues relating to gender, classism, gldemeligious
discrimination through bringing global education into multicultucaleation.

As with the other Iliterature on the relat
model of the complementary relationship is conceptualized as a dialectic where
multiculturalism broadens to help frame issues of equity and diversity in glofaixts and
the reverse is also the case. His example of South Africa constructs the global as a different
national context, so the exampleistentiallymore of a comparative international approach
than an approach that explicitly looks at global refegiof culturaland racializeghower
imbalancesUltimately, his study focuses on teacher education, and the responsibility for
bringing together the fields and handling the challenges and tensions inherent to them rests

6 He saysfi Us i n graftedekamples and structured reflection can lead to wider dignsssia

global form of white privilege thatUsh ased exampl es | i,R009pylds)ever will o ( W
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on the practicing teacher. His pied@es a stronger job at identifying controversial subjects
inherent to the fields, but the tensions inherent to bringing them together are not flushed out.
Also, there is no analysis as to how educational policies encourage or discourage the
perceived comementary content of mudultural and global education.

Lucasods (2010) work highlights the tensio
multicultural and global education is conceptualized in different demographic school
contexts. She did a qualitative study of how a group of social studies teachers i.the
conceptualize multicultural and global education in a suburban middle school with mostly
affluent and mostly white students. Her study reinforces the conceptual and theoretical
ambiguity inherent to the assumed positive and mutually reinforcingoreshtp between
multicultural and global education. She found many have difficulties conceptualizing each
field and use them interchangeably and without articulating their purpose to their students. In
fact, despite overlaps of topics and foci, she arthetsthe spatial dimension remains a
critical distinction: while multicultural education focuses on issues within the context of the
nation in which students live, global education is directed at issues outside the nation. Lucas
(2011) found that when telaers fail to make this distinction, they are unconsciously
substituting global for domestic issues which can be potentially problematioced
distinctionslead teachers to mistakenly equate cultures with nations thereby constructing

homogenous cultureghere there is diversity.

Furthermore, she argues that multicultural education is often marginalized because of
a popular view that it is primarily for students of colour despite the fact that many advocate
multicultural education for all students (Lugc@611,p. 212). She locates a gap in the
literature that corresponds to the pmsbnial critique of the assumed objactd subjecof
GCE (see Pashbg011a, 2011h. Shealsofinds a lack of attention to the effects of
multicultural and global education schools with a student population that is primarily
affluent and white. In this context, she found teachers did see global education as relevant but
did not think multicultural educationvas relevantThus, she raises the issue of global
educationsuppfat i ng mul ti cul tural education: M@ABoth
although they hold similar values, they are
2011,p. 215).This finding is significantin lightoPar ker 6s (2011) finding
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diverse and marginalized communities areileglthemselves international.riises an

inherent tension also found when comparing K
Four around the assumed neutral subjeth@®expansion modelgdeed, although my

research will not examine indiwidal t eacher sd6 undedeetshaddi ngs,
light on the wider philosophical and ideological conflations and confusions that contribute to

the ambiguity and shape theputar and official discourses teachers can draw on.

In the research on teacher education and the focus on a global approach to
multiculturalism in citizenship education, while there are sometimes tensions acknowledged,
the overriding assumption is thatéhtwo fields do and should work collaboratively. Based
on my review of the literature, more theoretical attention and empirical study is needed to
identify the differences that define these two fields of study and to attend to the question of
whether or nbthey are theoretally and conceptually distincin my review ofthe
educational literature that deals explicitly with their relationship, multiculturalism and global
education come together lasth respondo the global imperative and to the sense of
increased diversity in the nation. They often come together through a social justice
orientation to equity and diversity. There are some distinctions in terms of curricular and
pedagogical areas and different agendas in different demographic coflextsitizenship
discourses play out in relation to particular natieingginings. Evidently, in the U.S. there
is a strong conflation of global/international and multicultural education (R&iEt).
However, Pike (2008, writing about the state of globatiucation in Canadénds a similar
phenomenon of a conflation of global and multiculim| e ducat i therearei No dout
somee |l ement s of &éwthoatbha term eeaing usedt bieilngrpradiiced in
classrooms up and down the country, whereteacls ar e endeavouring to
consideration of the needsof mind t y g r 020@Bspo224).Pi k e

Overall, the relationshipetween the fields assumed to be positiveivén the
research on wider discourses and ideologies, the fields amngénceived relationship are
always already contextualized in an ideological landscape influenced by dominant ideologies
(neoliberalism and to varying extents neconservatism and liberal social justice) and reflecting

the dual crisis of globalization (l&ng outward at global markets and inward and growing
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diversity) (Agbaria2011).The confusion is also implicated in the particular national and

local contexts of diversity.

Global Citizenship Education and Wnceptualizations of
the Relationship With Mul ticulturalism

Like the literature on the explicit relationship between multiculturatisch global
educationthe GCE literature itself emphasizes a positive relationship with multiculturalism.
The relationship is often expressed through a social jugjereda for transformation that is
reflective of a critical impulseé the context of the global imperatisedas a response to the
influence of neoliberal and neoconservative ideologies in citizenship education. There is a
strong sense that GCE createical spacsin citizenship education. As with the literature
explicitly attending to the relationship between the fields, the GCE literature identifies
conceptually similar and corresponding ideas linking to multiculturalism such as cultural
diversity, equity, and human right3he ensionbetween soft and critical approaches to GCE
identified by Andreotti (2006) isvident in the ways different scholars writing about GCE
frame the connections to multiculturalism. It also is evident in the fact tha keyrtensions
remain unexamiree especially arounibcalnationatglobaldynamics ofdentity categories
relating to what are considergtbbal issues. A main theme in tigCE literature is the
ambiguity,conceptual conflation and dualism inherent to hlogvspatial dimension of
citizenship is expressed through references to multiculturalism and to mutataibntexts

This is particularly evident in how the literature treatsghsh for human rights literacy.

Evidently, global and cosmopolitan oriations to citizenship education are of
particular interest in national AngM/estern contexts of high immigration and
multiculturalism (the U. S., the U. K., Canada, Austraial NewZealand). In these
contexs, the concept and educational agenda of G&Een as opening up a more just and
complex discourse of community wherein diverse individuals and groups belong and feel
connected to a lagy political community. fiere is a strong sense that traditional
conceptualizations of national citizenship aloloenot meet the contemporary global context
and that this is particularly relevant to multicultural societies. Banks (2008), drawing on
Benhabib (2004) and Castles & Davidg@000), articulates thalobal ctizenship education
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represents transformatie view of ctizenship education by attenditmthe realities of

multiple identities and belongingéccording to Bank$2008) a global orientation to

citizenship education should help students to identify with people from diverse cultures

across the wodl in a way that is different from internationalism because in his view, GCE

rejects inwardooking patriotism and parochial ethnocentridrhis sentiment is similar to
Kymlickads (2004) worry about cosmopolitan n
appro&h to internationalisrRat her, i n Banksds view, student
globally and are concerned about threats to the global community including global warming,

the HIV/AIDS epidemic, and various wars in such a way as to reinforce oitutalism at

home: AStudents can become cosmopolitan citi

to their family and, ,20@pRBni ty cultureso (Ban

Banks (2009) posits that the role of scho
cultural,national, regional, and global identifications are interrelated, complex, and
evol vi ng2009,0.B18)nThecomplexity of global issues ees as applicable to the
Adynawsycsdo studentsd identities ar esshoold struct
be able to critically examine their identifications and commitments to understand the
compl ex ways in which they ar2e09,p 3l8seaalse!| at ed
Mclintosh 2004). While it is clear that a complex notionidéntities is an important element
of critical GCE and critical multiculturalism, an important tension is left unexamined in
Banksds wor k: tiee, addycangplex uaderstandidgidentayaconstruction
does not diallow for contradictory sentientsbetweemational and global citizenship

identities. I n Banksodés view, a critict@al appr

Dower (2008)weighs in on the potential tension between national and global

approaches to diversity:

If the valuesof citizenship are taken to be either (1) theebehtion of

patriotism in suctaformt hat posits onedslIyinguntryds suj
round the flag, so thaespondingtoneedioneds own country takes
as amatter of principle because sifong communitarian arguments, etc., or

57 Banks (2009) elaborates on the local context of the global citizenship clasérdom: d e mocr ati ¢ a

transformative classrooms and schools, sttgisam diverse groups interact and deliberate in estaalis
situations. They also develop positive racial and ethnic attitudes as well as the knowledge, skills, and
perspectives to deliberate with students from diverse gooup81d).
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(2) the promotioo f oneds ci t wayasrnosnmplythatthese such a

were right/superior to thoseleie r o f mi nor ownicaustryevi t hi n one
of other countries and cultures, then the valuestizienshp wouldindeed

clash with the values of global citizenshép Jeast as these are normally

understood. (DoweR008,p. 50)

He acknowledges th&CEmight have a doctrinaire and proselytizing vision of
universal values as inherently acceptable. Furtheedegnizes that a global acceptance of
universal values or concept of global citizenship could be held in parallel with a national
intolerance of other cultures within a society in the publically endorsed values of citizenship
in a similar argument as made by Kymlicka (2003). Howevdike Banks (2009Ppower
(2008)contends that a mainstream emphasis within global citizenship discourse is a
multicultural view of respect for difference. He draws on Nussbaum to assert that the
acceptance of tolerantgldba et hi cs i s the best and most pri
mul ticultural <citi zen2008ipm0).Whetetore,nltinzatelgtbeu nt r y o
multicultural rationale for constructing a global ettiicough GCHs response to and
rejection of neoanservative visions of protecting traditional oatl cultures. In this sense
GCEopens a critical space for reasserting social justice oriented visions of citizenship
educatiorand diversity A main premise underlying work in GCE is the notion that tieee
dialogical relationship between respecting and valuing diversity in the local context and
engaging with intercultural understandings of a global community. The assumption is that
students will value democratic principles in a holistic way that resatenflicts and

misunderstandings.

Os | €2008)sotion of education for cosmopolitan citizenship conceptualizes a
global orientatiorthat i a ¢ k n o wl e d g e s-coonactedngsk, oebogrlisesiourt e r
multiple and shifting identities and equips youngme to contribute and to engage
constructively with difference at local, national and international levels, while at the same
time acknowledging our shared humanity and humansight( 2p02@)8. She does not
position her cosmopolitan citizenship vies an alternate to national citizenship; rather

thefocus is a remagining of rational community as diverse through extension of

8 While Osler(2008)makes a strong distinction between educating for cosmopolitan citizenship and a

global citizenship education as promoted throughgovernmental organizations (and in OlseB&rkey
2003, 2007), much of her conceptualizations are consistent wititetfature 1 am referring to as GCE
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BenedictAnder sonés fii maging oneself in communion
political and geographicéloundaries of the natioh However, others warn that some

discourses of diversityarerc¢e er ed on an 1 dea andallwantthee ar e a
same thingshat serves to erase differences and to privilege &kfestays of knowing
(Richardson200&, p.53). Pike(2008a)offers an interesting take on how the very possibility

ofrei magi ning community i s i t-mawhafismasaluuiyefi | ege
the prosper us3d)an Hes athmtatesof gighahcitizerishipripcipally

from Western industrialized countries with a recent history of prosperity and security, would

do well to remind themselves that their natd.i
nat i onm43). Is thi®ser(se the cosmopolitan ideal isialpge of those who can take

their national identity and natiestate status for granted, and natiestability is a pre

condition for its remagination.

Thiscritiquet r oubl es Osl erds and Banksds assump!
necessarily ameliatecultural inequities in néonal citizenship imaginarieg.urthermore,
global citizenship is implicated in the paradox of modernity and the natbwiadl tension.
Il n Noddingsd (2004) insistence that thisrace ed
paradox: @AA gl obal citizen must see war as ¢c
identified ét o t he bal ance of divédesingyoadnal bniof yge
inhabitants. Yet if war comes, the vast majority of us will sfaeddly, perlps even
angriyd wi t h our own n2ad4,p.d)nTaerefond,onvtlile theregase some main
rationales and conceptual and pedagogical premises from which GCE literature links itself to

multiculturalism, there are key tensions characteristic of thiegrfrom the pivoipoint.

Myersd €006) research on conceptaalions of GCE in multicultural contexts
exemplifies the nationadlobal tension. Hestudy finds students and teachers in the U.S.

9 Kymlicka (2003) suggests that in some cases internatiotexculturalism can work against national

multiculturalism. Furthermore, the positive results of multicultural education should not beroghasized.

AsPi gozzi ( 2 AoGsiBigle discpline & sphefe .of.activity can solve the problems on its own. Well

mi ght we be deeply concerned that history textbooks i
that most of the useable and formatiwstory learned by children is learned outside of school, from family,

from the media, from films, from theatre, from comic books, and from other sources as well. Well might we

strive, and we should strive, to eliminate the mechanisms of violence andsipprieom school dynamics, but

a child may well return to a society where those forces are given full rein-dditliral and multiethnic

curricula have been used in societies that exploded, ripped apart by the forces that the education system bravely
ssrove ({p®).tameo
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considemt he i mmedi acy of mul powaltfulabdredaocafilfhb
highlights a fundamental dilemma in teaching about cultures, peoples, and topics that are

distant from the students' and teachers' direct experiences. An understanding of global studies

as fundamentally cultural is also ptematic because it may avoid more controversial and
political ,R00OGpi3c8s70) .( Myheirss fi ndi ng contradicts
found global education might be seen as more neutral and #asienulticultural education

Whichever way it$ read, this point is directly related to two key factors: ajritheence of

thenational geepolitical and multiculturacontext, and b) the lack of theoretical grounding
evident in global <citizenship education: A Wh
appears [in the U.S. educational literature], it is often used with similar meanings to those

ascribed to global eduttan or multicultural education (e,ganks, 2003; Noddings, 20p4

and rarely defined and gi ven ,2006po3i0d.r ent t heo

(@}

Myersd €010)more recenstudy raises the assumptionesdea b out st udent s

citizenship identitieasembedded in the extension model of lecationatglobal citizen. He

(@}

findsthat gl obal «ci t i z econstiudtthatrefi@écass sharad sénsernfppcéen e d
and valueso is a very tangible idenetity for
taking global education courses. He goes so far as to recognize that a multicultural context
suggest students identify with places outsid
dimension in citizenship educational practices is likely to lead to stuelestance and

disengagement, especially in multicultural democracies in which many youth have
international backagr 0,20005498%).mMAgaingherpisthe ences o (
suggestion that multicultural experience is international experiencde Wisi important to

trouble the assumption of linear expansion embedded in the dominagnsiiiz education

discourse, the issue of defining local others as international or foseggs an important

tension inherent to the way citizenship educatimduces narratives of the imagined nation.

This is a particularly important tension given the strong assumption that GCE and

multiculturalism ae mutually reinforcing fields.

As touched upon the previous chapteriraportant conceptual link between GCE
and multiculturalism in the GCE literature is the call for GCE to encourage greater human

rights |iteracy. As Heater (2003) articul at e
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educationéor gl obal education, odmeshadeev el op me
heightened the awareness of educationists that education for citizenship must give a high
priority to | earning tolerance @NA3b).Theachi ng
concept is tied closely into the way the spatial dimensiotitiaénship is conceptualized. In

one view, critical human rights literacy corresponds with the linear expansion model.

Gaudelli and Fernekes (2004) found thaiew GCEapproaches to curriculum design and

instructional strategies teach students about thyesand significance of human rights issues

in a way that nAexpanded to include national
canbef successf ul tcoo usnotneer sdoecgirael ei ziinn gixamineh e se ad ¢
their knowledge base, attitd e s, and val ues wi tpl3).rMleus,pect t o

through GCECcritical space is made to examine questions of equity and justice and to expand

asense of community and rights.

Indeed, there is evidence in the GCE literature that human riggrcly opens a
critical space through which to combat neoliberal visions of globalization and to assert more
critical ideologieqRizvi, 2009) There is a strong ethical imperative inhererthi®
theoretical and empirical research@@E and a focus oruman rights literacy that is
conceptualized in resistance to neoliberalism and as constructing a flexible and dynamic
locaknationatglobal dialectic. Indeed, the linear expamsinodel articulated by Banks
(2009) isan interactive and dynamic spaneha it engages with global issues of equity
while practicing equitable relations in the local contd@kie flexible spatial dimension of
citizenship conceptualized in the GCE literature remains somewhat ambiguous and
contradictory in some sensésit it is dear that it pushefor more criticallyoriented visions
of citizenship in the global imperatiwvehich include multiculturalisnand other critical
impulses Peter s, Bl ee andinBne sehselgoal citizehship 8) ar gue
e d u c a toffecsithe grospect of extending both the ideologies of human rights and
multiculturalism, perhaps, pestol oni al i sm, in a critical and
Britton, 2008,p. 11).

In many ways, GCE represents a pasafter modernism approachftime ways that it
is seen in relation to multitiwralism Scholars generally understa®CEto be a logical

development of liberal social justice approaches to multiculturalism in order to meet 21st
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century realities and issuélhe two fields work in ayhamic, positive interactio.his
conceptualization is posed overtly against a closed patriotism (neoconservatism) and an
economic imperative (neoliberalism). The question remains to what extent this version of
GCE represents a global social justice mstentalist agenda which Marshall (2009)

critiques for being fundamentally rooted in Enlightenment assumptions and to what extent
this version of GCE opens up important critical spaces through which-aggog¢rrogating
modernism becomes possibfdtempting to trace and breattown the relationship between
multiculturalism and GCE is thus a confusing and challenging project that is embedded in

wider philosophical and ideological conflations

Schattle (2008) providesuseful view into thees conflationdn his large literature
review of GCE programs in schools and universities that cites largely U.S. and U.K.
examples, & noteghefields are embedded imider and particular ideologieSchattle
(2008) finds thause of the term GCIs indicative of the lage extent to whicimultiple

ideologies overlap and even contradioe another within the field of GCE:

Many educational institutes have invited multiple megsiof these terms to
competeand ceexis® thereby not even attempting or wishing teakwe
contestation....The lac&f widespread and effective decontestation claims is
perhapghe strongest indicators thgibbal citizenship educational initiatives
are providing evidence mainly of adaptatiovithin familiar ideologies rather
than the onset of @ew ideology. (Schatt)€008,p. 89)

He focuses on thosdeological adaptainsof GCEs i t uat ed wi t hin the fAwi
|l iberalism with its fundament al emphasi s upo
2008,p. 74)°°. Theuncontestednultiple versions of GCE operating in the field of education

co-exist becaus, as Schattle (2008yguesthey ultmat el vy represent three
strainsof liberalismdd moral cosmopolitanism, liberal multiculturalism, and neoliberadism

which aredistinct and catradictory, butretied to basic assumptions of individual rights

(Schattle 2008,p. 90). In this sense, the ideological constellation of GCE is firmly located in

the postasafter modernism vision of educating citizens for the 21st cefungreotti

2010B: filn the end, global citizenshgducational programs provide further evidence

e He recognizes but does not elaborate on the extent to which environmentalism is an influential in

framing GCE, calling it fAan ideology of its owno (Sct
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especially othe present state of pluralismithin liberalism, with multiple versions of
liberaliam simultaneously competing fealidation as public debates about glbbation
along with our collectiveinderstandings of global interdependence and itBaatjns,
continue to unfold (Schatte, 2008,p. 90-91).

|l ndeed, Schattleds (2008) research i s sig
identification of threeversions of cosnpmolitanism: universalrioral cosmopolitan), liberal
(liberal multiculturalism), ad postcolonial. Héinds that multiculturalism counts as global
citizenship in a similar way as Delanty (2006) does thereby further demonstrating the
conceptial ambiguity and a degree of conflaticgtween multiculturalism and GCE. Yet,
Schattle (2008) does not describe any GCE programs as relating to what Delanty (2006) calls
postcolonial cosmopolitanisfsee also Andreotfi201Cc). Furthermore, Knight Abowiz and
Harnishdés (2006) and Parkeros (2011) discour
context of globalization findingdai gn wi t revieyoffGEE grdgranddshe main
difference ism their indication of the influence of neoconservatiweoidgies Their mapping
of the discourss of citizenship education tisa conflated discourse of global citizenship
that is flexible and thus could be opened up through critical discourses to challenge and
interrogate neoconservative, neolibeaald libeal versions of citizenship based in
EnlightenmenassumptionsSimilarly, Schattle (2008) does find that while educational
programs for global citizenship do not resolve uncertainty or debate about what global
citizenship means, they do seemtohaveapene&t p cr i ti cal spaces. He
inqguiry and new avenues of debate regarding
individually the meanings of global and citizenship (Schg20€8,p. 89). Overall,
S ¢ h a t(2008)a&search findkwat GCE programs represent adaptationsitiecent
versions of liberalism that contribute to the confusion and conflation in terms GCE and its

relationship to multiculturalism.

Schattl ebds ( 2xXtedt8)which &®CEopeavates ds fiedd that adapts to
and conflates with differemersions of liberalism points to the wider ideological landscape
defining citizenship education in thertext of the global imperativ&/hen looking at
teaching global citizenship education in a national context of multiculturalism, there are

contending ideologies underlying normative usages of the terms and how cultural diversity is
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takerrup. However, the extent to which the two fieldgdap or are distinct is more
challenging to determine. The wider scholarly literature appears to treat liberal
multiculturalism and moral cosmopolitanism as distinct referents of essentially similar
ideologies reflecting the importance of respecting ceand getting aloné key theme
arising from this literature is the conceptual conflation between multicultural and global
education in the U.&ontextHowever, it also raises the question of how particular national
imaginaries mediate and relate tpeaceived relationship between multiculturalism and

global citizenship educatioimdeed, agvans et al(2009) arguefi cb@axt mma30t er s o0 (

Canadian Discourse Analyses:

Multiculturalism and Global Citizenship Education

The discourse analyses of @alien citizenship education materials reflect themes
emerging from wider research into democratic citizenship education discourses as well as
specific discourses particular to the Canadian context. In this secsimmelwhat echo the
other sections of thigerature review but with a Canadian focusuill first review
Bi ¢ k m@0ooe)siusly of citizenship education discourses in Cankiifeen look at the
work of Pike and Selby (1999) and their connections between multiculturalism anthGCE
the Canadiacontext | will then connect the work of Josh&04, 2009pand of Richardson
(2008), in multiculturalism and GCE respectively to connect historical and cqaiemy

discourses analyses of the two fields in the Canadian context

Bickmore(2006) studied the curricular (grade4.Q) treatment of conflict, diversity,
peaceand justice issues in three Canadian provinces (Manitoba, Nova Scotia, and Ontario).
She found the most prominent discourse to be a neutral ideal of Canadian mullisaitura
with an emphasis on harmony and a marginalization of conflict and critical viewpoints.
Where injustices are presentéigey are seen as the past or virtually resolved. Given a mix
of contradictory expectations for citizensdii e ver yt hi ngpodfoybeimy bei ng
compliant to an exhortation that young individuals can and should change thedworl
citizenship €ucation curricula represent ateologically crowded conceptualization so that
Aithere was consequentl y coicusinctlatvedybl e space &
conservative or r el ap38h.élérgtudy draave adtdntion tohe | v e wa
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ambiguity with which democratic language introduces curricular documents in promotion of

a committed, active, critical, inclusive citizen ageaoyg at the same time each curriculum
presentedskibui | di ng expectations and subject
for pluralistic @¢a88ip Signiicantly sheefindg that kkereationab

identity, notinems pofregplomlsalbidiitti 280 ar e

province§! (Bickmore 2006,p. 380). Teachers have the opportunity to take up controversial

issues and probe notions of internationalism and globality but thefeamre | v v er vy
explicit requirements heretbo s o0 (Bi ckmore, 2006, p.

adaptation of various liberal idegji@s. There is a strorgpcial justice emphasis on diversity

mat t

Ppr e

rar e
380) .
Schattlebs (2008) findings in that Cthenadi

and equity; however, this emphasis in citizenship education in Canada seems similar to what

Marhsall (2009) identified as a social justice instrumentalism and is thus consistent with a

postasafter modernist frameworkdowever, there are spaces found in curricula for probing

assumptions and working towards a pasinterrogating modernist perspective and

epistemological pluralist approach.

In terms of research on the explicit relationship between multiculturalismicioal g

education, | did not find literature relating to the Canadian context. Howder, r y f i el d 6

(1996) studyof connections between multicultural and global education highligbtaork
of Pike and Selby at the University of Toromahe 1990sIindeal, their work (1999)

demonstrates the extent to which multicultural education is seen as part of the broad basis of

global education. Their two part teacher resolmabe Global Classroom Book O(E999)
andBook Two(2000) was an outcome of the OntaBceen Schools Project in the 1980s

In their introduction, which articulates and builds from an integrated model of the global

o1 There are similar findings in relation to social studies textbo&kemley (2011) conducted a

comparable study of how social studies textbooks in British Columbia resolve the tension between what she

identifies as two contradictory goals: a) promoting esite national identity and b) teaching respect and
equality among divese groups in a globalizedworld:These findings illustrate

an older, national model of civic education to a new, global model, there is a blemdirigtegration of

t hat

an

conceptions of national identity,20lipmi168)i cul tur ali sm ar

62 This project occurred from January 199395 and was funded by the Richard Ivy Foundation. It set

out to Agreenod s e vrgandseohdaryds well dstseverdl assotiatenh schoblsg in two
Ontario school boards and to facilitate the infusion of global education (Selby, 2000, p. 91). The project
included six strands: school ground naturalization, school plan, school ethosjlanorritelecommunications,
and community (Selby, 2000, p. 91). I't al so set
safe schools, citizenship and democr a¥)y across
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dimensions of teaching (spatial, issues, temporal, and inner dimension), they iaclane
as an examplef areas for integtang global educationThe area of racismpoints tothe
implied basis of global education in multicultural education broadlyeamare directed
version of critical multiculturalismanti-racist educatiormore specificall§’. Pike and Selby
(1999)includea variety of strategies for integrating racism as a topic through a cross

curricular approach tolgbal education. These include:

T Arefl ecting on personal prejudices and

(l anguage artp?2l) social studies)o (

1 1 u t mglnatianal statistical data that is broken down according to ethnic, cultural

or religious backpg2l)ound (mathematics) o0

T Aanalyzing claims for the genetic or in
(science, 9RYiIi al studieso (

1 fex pl eciinksbgtweerhracism, sexism, homophobia and cruelty to other
species (spe2)al studieso (

1 nappreciating the art, music and | itera
mi norities in Canada and ep.2hwhere (art

1 A e x a mthahistory of the Quebec separatist movement and comparing

attitudes on the issue from varimus pro
22)
1T Anpredicting the future I mpact on Canadi

policy on immigration (sod st upd22e s ) 0 (

It is significant that global education in this model conceptualizes racism in a Canadian
context as tied to the intersectional nature of marginalized positions (racism, sexism,
homophobia) and as framed by both immigration andgéparatist movement in Québec. In

thissense, racism is a conceptual umbrilaanydiscrimination related tethnic identity

&3 For more on the dtinction between multicultural and anscist education see Yon (2000), James

(2008), and Ghosh (2002). Some would include-gattism in critical multiculturalism (Joshee, 2004; 2007).
For more on critical multiculturalism see May (2009).
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Pi ke and Selbydés (1999) work demonstrates th
issues of multiculturalism in a Cagtian context at the same time that it frames these issues

through discourses of Canadian multiculturalism. Thus, they highlight the significance of

national contexts of multiculturalism to the way that issues of ethnocultural and racial

inequities and diusity are takerup within a broader frame of global education. The analysis

of the Alberta documents in Chapters 8 and 9 will demonstrate the extent to which this

represents a space for conceptual confysimre isboth a foregrounding of critical divetg

issues and a foreclosing of the discourses through which they are examined when global

citizenship education is conceptualized within a national and provincial multicultural context.

While there is not a lot of research relating to the explicit relakigpp between
multiculturalism and GCE in Canada, | find it useful to examine and compare how Joshee
(2007, 2009) andoshee and Johnson (2008) map historical and contemporary discourses of
multiculturalismand citizenship in education kmw Richardson @08y) maps historical and
contemporary discourse$ GCE Such a comparison finds thaettwo discursive fields
interrelate ideologically and have done so historically. Work by Joshee and Johnson (2008)
finds that a web of distinct and intezlated discarses framed notions ofversity and
citizenship in 120s50s Canada in three overarchimgtorical discourses. First, in the
commonwealth discourse, Canadidentity is based on British and Chiat traditions
Overt references to the White race lielial imperialists prove that in the commonwealth
discoursethe idea ofustice sat unproblematically beside white suprerffa8econd, in the
mosaai ¢ as Canad a governmenis graneoted advisiontofi Canada as a country
that included all immigant groups, especially those of European origin, and celebrated
diversity and tolerance as hallmarks of Canadian toediThe mosaic discourse saw that
groups are cementdyy the idea of a unique Canadian diverdiiyt the underlying
assumption wathatBritish traditions of openness and Christiaiues that make an
inclusive approach to different cultunesssible. The third discourse, citizenship as social
action accentuated vision of citizenship aaction that betters a more equitable socaesty
whole and emphasizede importance of active participation in building equitable

o4 Forexampp, t he Anglican Archdeacon of Montreal was (!

and Empire today is a necessity to the world; its importance for Europe lies in the fact that it is the champion of
the worl d supr e maGowerRees, 1947s citédhni Joskee &ansoa, 207
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communities. It demonstrates the historical roots of social justice orientations to citizenship
(Joshee et gl2009).

Ri c h ar d s g mapping Of2hé ionperial imaginary in global education ties
strongly with Joshee and Johnsonés (2008) ar
in Canada are rooted in British, Christian liberal traditions of inclusivity and benevolence.
Historically, and in parallel to the commonwealth discouhsenotes that there was an early
emphasis in Canadian schooling on the rights, responsibiftessuperiority implicit in
being a member of the Britidbmpire and Commonwealth. By the time of thet&/orld
War Two era, hédentifies a bipolarimaginary which mirrored the imperial divisions but
with the ideological divisionembedded in the CoM/ar. Social studies across the provinces
included learning about communism to understand the motivesietids of the rival
system in order to reinforce the rightness of democratic capitalism (Richa2@8é&h, p.

59). Another imaginary emerden the 1960s; the multipolanaginary was aharp contrast

to the bipolatin its emphasis on international coogigon, multilateralismand

interdependence. Rather than memorizing faces)aburaged students to actively engage in

global issesby asking questions about disparities and suggesting solutions. However,

Richardson (2008 notes that the multipolar wewas ultimately critiqued for substituting a

singular view of the world as a village for the imperial view of the West as the economic and
political model. Thus, it maintained a fundamentally nineteenth century understanding of the
obligation of theobligt i on of t he AWest t2008m@aé0rThust r i ght
Ri ¢ h ar d s o mapping of2h@iBt@&icalglobal imaginariesn Canadian education
parallelsI o s hee and Johnsondéds (2008) identificatd.i
ad diversity in Canadi an bjworkéxtendychrondlbgicdlye Ri c h
from where Joshee and Johnson end, key themes connecting the two include imperialism,

appreciation for differences in cultures, forging a unique Canadian identitgpaiad action.

Josheebds work (2004, 2009) on contemporar
Canadian education pol i cyb)idehtificatioroécureentes t o R
gl obal i maginaries in Canadi an amlgsesohotvi on. Jo
cultural diversity is articulated ieducational policgorresponds with@é at t | eds (200 8)

findings regarding the ideological conflation of different versions of liberalism framing GCE
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programs; however, like Knigitbowitz and Harnish (208) and Parker (20113he finds

evidence of neoconservatism as well. Also similar to their findings, social justice discourses

are marginalJoshee (2004, 2009) finds there is a resurgence in neoconservative dsscourse

around the relationship between multiculturalism and education in Canada but these operate
largely at the federal level and less strongly at the provincial level of edifcation

Neoconservative discoursglrify avision of the past that is associatednttie dominant

(White, middleclass, anglophone, British) group and its view of traditional v&lu€his
reinscribes a fiwed versus Atheyo mentality w
hardwor ki ng, decent and virtthue ufsotchdriszde,nsi ranlidu
indigenous peoples, immigrants, women, and the poor who are lazy, immoral, and permissive
(Josheg2009,p. 96-97 drawing on Apple2006).

The most dominant discourse of multiculturalism in educational policy is
neoliberalismln anexplicit way, inthe current context of dominangoliberal ideology,
multiculturalism is seen as a resource for global relations in Cahaslzee (2009dentifies
four main neoliberal discourses in educational policy relating to multiculturalismnad@a
The neoliberal business case discowrsel ues mul ti cul turalism fAto
resource for international business and prov
(p. 99) Thus, those in ethnocultural communit&econstructegrimarily as contributors to
theeconany and workers and consumers thusrarecitizens first and foremost in terms of
being political and social agents (see also-Abban &Gabrie| 2002). In theequity of
outcomedliscourse some individuals need ha@thieve the sae success that everyone
wantsin a system that is essentialfjir. In a related discourse, equality as sameness,
inequality is not the norm and there are many wéysemg different and diverse. Thus, it is
based on a paradosveryones different and the sam8ocal cohesions a very strong

& Examples includéhe Fraser Instite and the Dominion Institute.

6o Since 1997, the Dominion Institute has published a yearly survey to see avteati@hs know about

themselvesthe results are reported on Canidg and suggest that there is a crisis in Canada because average
Canadians cannot recite back specific facts about law, geography, and military history. This project has been
criticized by leaders in field of citizenship education for trivializing cits&t@p to a game of trivia (Sears &
HypslopMarginson 2007). However, Joshee (2004) observes that they have a strong presence in directing the
public discourse in CanadBight-wing think-tanks focused on economic competition and renewing pride in

C a n a dharédsmemory and pride tied to its competitiveness and supporting afitaeket and theyare

currently weltfunded and prominent in the national media
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neoliberal discourse understood as a corrective measure to a splinterind Sddietgocial
cohesion discourse is a response to the consequence of-foatlsstd policies and programs
which encouage competition and individualism which then cause tension in the social and
political realm of society (Joshe2009. Social cohesion is invoked as a way to restore faith
in the institutions of government and promoting security. The main concept seéiad)

past differences and being nice to others helps to ma&Heantively functioning society;

anyfocus on difference preserashallengeo the idea of social cohesion

Joshee (2009) notes that through to the late eighties and early ninetias shicél
justice discourses were strongly evident in educational policy in Cabadpite the
neoliberal onslaught of the 90s, and the current resurgence of neoconservative discourses,
especially at the federal level, Joshee (2009) notes that tistileesidence, albeit muted, of
|l i beral social Jjustice discourses: AThe currtr
multicultural education as it once was, but this does not mean that multicultural education
has been forgotten in Canada. @uilearly the struggle for social justice and equity
cont i nu e 2009,pl06).Ehbre ae liberal social justice discourses in Canadian
education policy relating to a nurturing, cariagd just society. These inclugkentity-
based, recognitigrandrights-based discourse$heidentity-based discourdeks to earlier
versions of multiculturalism and bilingualism and asserts that particular identities are
valuable and therefore ought to be supported and developedistberse of recognition
focuses on accepting these identities as valid and valuable within the public life of the
community.The rightsbased discourdecuses on individual rights and is closely linked
with common understandings of human rigfitse discourse of redistributiarcanizes that
goods and power have been and continue to be unequally distributed among social groups
and seeks to address this probl@imerefore multicultural education policy work,
particularly at the lgoodalg |dd vadnmgplibesd andihreyr emu c
neoconservative discourses get modified by I
(Josheg2009,p. 106).

o7 As Searsand Hyslemlar gi nson (2007) argue, fAThe desire to p

underlying fear that industrialized societies confront serious fragmentation in the face of economic globalization
and growing cultural diversity. Citizenspb2p educati or
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Ri ¢ har d s loregearch(n@@t@r@poraryglobal imaginaries in Canadian
conceptualizations d&CE finds a similarideological tension as Josh@§04, 2009)
Educators and theorists are struggling to unite under a broad agenda for GCE that is in fact
marked by two distinctly different imaginaries based in two distinct ideologies. One, the
ecological imaginary, is enpaulated by notions of ecological relationships, interrelatedness,
and the importance of physical and cultural diversity. In this view, GCE serves to develop in
students a sense of connectedness, empathy and appreciation for diversity and differences
andb contribute a critique of globalizationds
be connected to Marshall és (2009) findings o
of GCE in the U.K(see also Li2003).The ecological imaginary hagtome popular with
critical scholars and can also be associated with the social justice oriented frameworks in the
late nineties and in recent scholarly work, and thus opens up imporitécal spaces in
educationHowever,Richardsor(200%) defines a ompeting imaginary that threatens the
transformative potential of the ecological imaginary. The monopolar imaginary is based on
individualism and neoliberal economic ideals and emphasizes superficial differences
asserting that individuals have the sameAmental wants and needs so that by serving self
interests, one is serving the interest of the planet and all its inhabitants (see also Shultz
2007). Similarly to what Marshall (2009) found in the techr@adnomic instrumentalist
agenda for GCE in thd.K., in this view, GCE should develop in Canadian students the
knowledge and skills to be competitive and successful in the global arena because
globalization is inevitable and is essentially a positive force. There is a parallel then between
thewaygloel citi zenship is imagined in this | att
that acontextdominanted by neoliberalisre-frames equity and diversity as individual
development and social cohesion.

Discourse analyses work in Canada around diversdycdizenship education in the
global imperative thus reflect the wider ideologies found in studies of the U.K., the U.S. and
Western democracies more generally in that multiple ideologies overlap and contradict
within the discursive fields of multicultuiam and global citizenshignd shape the
conflations, confusions and ambiguity that defines their assumed positive relatiokbitg
neoconservatism is a strong discourse tied to national imaginaries and inherent to how

nations are imagined through g#lzitizenship education, there is also a conflation of
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distinct versions of liberalism. In this corteGCEcan represent a critical space in the web
of intersecting ideologiesind it can also represent a space for the assertion of dominant
neoliberal discourses strengthening neoconservative discour$ésis, it is important to
consider the way wé& in each field relates artd examine underlying assumptions and
potential tegions inherent to assuming that the fields of multicultural and global education
naturally and positively work together. As&hs et al(2009) argue, contextual factors are

extremely relevant to assessing tisienoéxtent

citizenshipo is prioript30)zedi ihecemtl guf mom@mnB

(2006) finding of general similarities across provinces in terms of projections of the national

and global versions of citizenship, they argue that wdrilentations to global citizenship

often view gl obal -itnhteenreess tads, fipmaotvtienrc ioafl saenl df
educational administration in Canada present challenges and opportunities. The next chapter
begins a specific look into the wathese wider ideological tensions and conceptual

ambiguities play out in the context of the province of Alberta and its citizenship education

policy, social studies curriculum, and secondary school social studies lesson plans.

Synthesis of the Chapter

In this chapter, | set out to inquire into the following questtdow are thetensions
defining the broader theoretical contesfiected in the @ucational research literatur&@me
key interconnecting themes emerged within and across the fogestibnof the literature

review.

1. The research literature specific to discourse analyses of citizenship education and
social studies in the context of globalization.

1 The wider ideological landscape of citizenship education, global education
and social studiesducation igramed by the dominance of neoconservative
discourses of patriotism and security, neoliberal discourses of economic

imperatives, and looser liberal notions of political involvement.

1 Ciritical discourses are marginal but do create critical splacenediating the
dominant ideologies. They include equity discourses around race, gender,

t
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class, sexuality, religion, etc. and also include discourses around

transnationalism and global perspectives.

1 The various ideologies framing citizenship educatglobal educatiopand
social studies education canbe mappeont o Andr eot)t i 6s (20:
framework of postisafter and posasinterrogating modernism.
Enlightenmeninspired discourses dominate while more critical discourses
interrogate and open spes for challenging modernist assumptions.

1 Multiculturalism is most evident as a critical discourse of race, diversity and
equity. However, it is also conflated with different discourses of global

orientations to schooling.

1 Global orientations span acrdbe ideological landscape and correspond to

particular discourses that evoke particular versions of multiculturalism.

1 The broad uses of discourses of transnationalism and global orientations
demonstrate the potential for global citizenship initiative®ify the
dominance of neoliberal and neoconservative ideologies; however, the
existence of the critical discourses also demonsttiagepotential for notions

of global citizenship to create critical spaces.

. The research literature specific to the explielationship between multicultural
education and global education:

9 Global education and multicultural education are seen as mutually reinforcing

and positively reinforcing

1 They are seen as distinct in terms of their spatial orientations (national and
global); however, they are also seen as similar in that they relate to a shared

set of issues.

1 Multiculturalism and global education are conceptualized within a dominant
versian of citizenship as extending in a linear mode from national to global.

Through a liberal social justice approach to equity and diversity,
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multiculturalism is sometimes conceptualized as being broadened by global
education. There is a strong assumption tthia leads to a more critical

awareness of equity issues in the local and national contexts.

1 While the literature largely assumes a mutual reinforcing relationship, the
fields are also conceptualized as representing competing agendas. In the
educationahrena, both multicultural and global education can be understood
as adebns. In some cases, multiculturalism is seen as an entrenched field with
global education as an additional amlul In other cases, global education is
seen as more relevant than multiaral education (particularly in school

communities not described as pluralistiderms of cultural demographics

1 There are little to no other tensions acknowledged between the two fields
other than the competing space within the educational fieketeTib a lack of

theoretical grounding of the two fields and of their relationship.

. The research literature specific to global citizenship education in multicultural

contexts

1 Thereis a strong rationale for implementi@CE content and pedagog@y
multicultural contexts. This is tied to the double impulse associated with
globalization (need to open up to global markets and need to attend to the

issues related to increased cultural diversity at home).

1 GCE works with critical multicultural models that resisbliberal agendas
and promotes social justice view. This
distinctions between econoriechnical agendas and global social justice
agendas of GCE. Multicultural contexts are understood as providing rationales

for the htteragenda. Human rights literatsya strong approach.

1 GCE promotes a complex understanding of identity categories and diversity
that can support a setdfitical and complex view of cultural relations within

the local and national contexts.
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1 The extento which GCE and multiculturalism as seen as compatible is
reflective also of the extent to which the approach to GCE recognizes the
potential for Westerncentrism and the potential tensions inherent to both

national and global understandings of intercotivity.

4. The research literature specific to the Canadian context:

1 The Canadian context is shaped by a strong assumptafunttioning

version ofmulticulturalism inthe literature omglobal education

1 Historically, discourses of imperialism, celebratdigersity, and promoting
civic action are consistent across the fields of multiculturalism and GCE.

1 The current ideological landscape is most strongly dominated by neoliberal
ideologies. There are neoconservative ideologies also shaping notions of
diversty, especially at the federal level. Liberal social justice discourses are
evident but are marginalized in both multicultural and GCE contexts.
However, a critical, ecological view is strong in GCE although it competes

against a neoliberal view

Given thatschooling is a function of natieluilding and is run by governments,
citizenship education is layered with power dynamics reflecting both globgdaiitical
influences and national narratives responding to the global imper&iivs, the next section
of thethesiswill turn to a more specific discourse analysis of wider ideologies framing the
relationship between multiculturalism and GCE in the Canadian context and in the specific

case of Alberta citizenship education and secondary social studies adsume



Chapter Seven

Methodology

Discursive Turn, the Theoretical PivotPoint, and
Educating the 21stCentury Citizen:

Synthesis of Theoretical Contexaind Literature Review

In Chapters Two through Four, | used the lens of the discursive turn to examine the
wider theoretical context defining the topic of tthiesisand to look ahow that wider
theoretical context is evident in a praxis relationship to citizenship educatisthooling.
In Chapter Two, drawing on Buctitnofaradcaland Kni gl
philosophy of education,described the pivegpoint as an arlagy for situated, historicized
and reflexiveposition oftheorizing influenced by the discwsiturn.The disursive turn
proposes a correlation between language and reality and is represented in the tracing of
Adi fferent interpretations of words to soci a
|l ocated démetanarratigeadd exptaontesnshatft of
(Andreotti 2010¢ p. 236). The pivotpoint reflects the recognition of contradictions and
paradoxes in discourses that are often understood as neutrally desaimdivteseeks to

evokethe dynamics inhent to tensions to find critical spaces towards thinking otherwise

In Chapter Three, | explordtbw nationhooqAnderson 2006 as intrinsic to nation
statebuilding and national citizenshiig a metanarrativand includes some inherent
paradoxesTheimagined nationnhererly excludes as it includes. The spatial boundaries are
constructedutwardly (through imperialism) and inwardly (through categorization of identity
differences in relation to the imagined folk of the nation). These tensions arevisibtieat
particular moments of academic, social, and political critique. Liberalism includes an
expanding model of rights that seek to address unfair exclusion while reinforcing the
legitimacy of liberalism as an ideology of natibuailding. The tension inherent to
nationhood and citizenship are central to the accepted premise of contemporary theory that
citizenship is as contested as it is a dominant discourse for identity and political organization
(Sears2009).

170
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Based on the recognition of nationhagla metanarrative and citizenship as a
contested concepEhapter Fouconsidered how, in the current caxitef globalization,
cosmopolitanism and global orientations to citizenshigtedocus of much scholarly
attention. Indeed, the cosmopolitanrtis reflected in the amount of scholarly and popular
attention to the concept of building global community in respao the sense of increasing
interconnections associated with the complex processes of globalization. According to Tully
(2008) the concet of global citizenship comes from the application of cosmopolitanism to
two conjoined discursive fields: globalization and citizenshigeinherent paradox of
cosmapolisrepresents a dynamic space for negotiating and conceptualizing community
(Strand 201(). While Delanty (2006) understands a dynamic relationship between the
national and the global imaginattyrough the paradox of modernity (natioigébbal) and
identifiesvarious versions atosmopolitanism, his theorizirdgmonstrates the tendency to
see multiculturalism as both a form of cosmopolitanismanmtionalism. A view of
globalization as governmentality (Burr2908) highlights the discursive turn by pointing out
how notions of globalization are constructed tlgio particular ideologiesitth neoliberalism
currently dominating As the natiorstate remains the main institution of political
organization, the cosmopolitan turn is expressed through a l{leegaKymlicka)and
universalist(e.g. Nussbaumjiew of extending a notion of commiuyiand of loyalty to
others from the local to the national to the global dimension. Meanwhile, neoliberal
understandings of globalization shift the citizenship dynamic from being about loyalty to the
state in exchange for protection and rights to a foouke citizen as an individual actor in
the global economyRostcolonial views of cosmopolitanism critique #tlenocentridiberal
premise of extension of rights to an autonomous sufipetanty, 2006;Mignolo, 2000)

They also raise important tensicar®und the extent to which current processes of

globalization emerge out of colonial relations of power in a new imperialism (Ri@0A).

In Chapter Fivd examined how this wider theoretical context is evident in
conceptions of schooling and citizenskgucaion. Schooling is both a tool ftransmitting
the values, traditions, and symbols of the imagined natiomsamthethodor socializing
young people into wider systemic organizatioisthe same timat is a space for promoting
equal opportunityand social inclusions so as to transfattme status quo. In the cunte

context of neoliberalism, f@cus ondiversity,equity, and recognition are interpreted in
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individualistic terms. Theitizenship dynamic becomes about states protecting an
individuab s ri ght to personal devel opment in exch
development of the country. Correspondingly, citizenship education has become conflated
with character educatigi©®sborne2000). Schooling is alsosate for the applicatio of the
cosmopolitan turn. Schoolirexperiences dual crisis (Agbari2011) in the context of
contemporary globalizatiofit facesthe pressures of preparing students for performance in
the global economgndthe pressures of retaining legitimacy amidsiremeasingly

culturally diverseand socially stratifiedtudent demographic.tAhe same timecalls for

global citizenship education seek to reassert a social justice and critical view of imagining a
global community. While some more critical version&®E reflect a theoretical and
pedagogical version of the pivpbint, others remairooted in liberaframeworks that are

tied to the expansion model of citizensHipterms of actual GCE programs, Marshall (2009)
calls this the economitechnical and glbal social justice instrumentalist dualism of GCE
agendasAndr eot t i 6 s)frgn2woik @fihe tw@ ersiéns of postmodernism
postasafter and postasinterrogatingmodernisn® helps to make sense of wider
philosophical anddeologicaldistinctions inherent teersions of the schooling for the 21st
century global citizen. Someersionsare continuations of thessumptions of expansion and
progress inherent to modernism. They may call for a wider expansion of modern ideals and
for the nclusion of those currently marginalized so that they canimlagine a future sing

a telos of modern progress. Other versionsittfenship education for the 21st century

global worldrecognize and unpack the tensions inherent to its paradoxes irimlalek

towards a future that mightimaginal otherwise. Importantly, the pivgoint version of
theorizing sees paradoxes as dynamic and productive. By recognizing the tensions, a theorist
can not only find spaces for new ways of thinking by breakowndthe commonsensical
assumptions underlying dominant discourses, but can also recognize productive spaces
created by the discourses that are not dominant but that paisti egsist dominant

ideologies.

In Chapter Sixmy review ofthe research literateron the explicit and implicit
relationship between multiculturalisamd GCHinds an overall conceptual ambiguity within
each field and in terms of tlessumed mutually reinforcing and positre¢ationship

between the twad foundlittle to no researchxamining the tensions inherent to imagining
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global citizenship in a national context of multiculturaligtimwever, broader discourse
analyses in Western, liberal democratic contexts as wedlsaarclspecific to the Canadian
context, point to the large<eent to which the fields, and their relationship, are embedded in a
larger ideological constellation. There is a strong tension between versions of citizenship
education, diversityand global citizenship based in neoliberal terms (and to a particular
extent in n@conservative terms as well) on the one handttaosk pushing for social justice
and equityagenda on the otherJoshee (2007, 2009) finds tmatlticulturalism in

citizenship education policy in Canada follows this trend through a specib€ distourses
while Richardson (2008 finds GCE functions throughsamilar dichotomy of neoliberal
versusecological/social justice idéogies. Wrk by Knight Abowitz and Harnish (2006)

point out that discourses of transnational (or global) citizerai@lexible in that thegan

be taken up by neoliberal and neoconservative versions but can also be opened up by social
justice versions that then can mediate and rdsestibminant viewsSchattle (2008) finds
thatthe field of GCHs essentially a cotallation of different, competing versions of global
citizenshipreflecting an overall conflation of what are actually distinct interpretations of
liberalism Thesdindingsworks help to map the wider conceptual confusion; however, they

do not specifically explain the specific relationshipween GCE and multiculturalism.

This chapter will set up the next section of tihesiswhich will examine how these
conceptual ambigties play out in the Alberta context. In this chapter | will set up a critical
discourse analysis framework for a textual analysis of Albertaagdn documentdn the
next chaptersChapters Eight and Ninéwill identify main discoursem the textsand
examine how ideological shifts and contentions impact how the fields of multiculturalism
and global citizenship are conceptualized independently and in relation to eaclnother.
Chapter Eightl will describe and analyze the background and contexteoAtberta social
studies curriculum. | will analyze the character and citizenship education policy document
and the broad social studies curriculum program of studies. | will then summarize the overall
types of conceptual ambiguities and specific disaairglevant to the relationship between
GCE and multiculturalism as a link to Chapter Nine which is the analysis of the specific
secondary social studies courses and corresponding lessonlplarefore, in this chapter
in order to seup the empiricalection of thishesis | will lay out my methodology by

explaining my understanding of and particular approadchitical discourse analysid will
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also explain the specific method through which | approached and conducted the discourse

analysisof Alberta education texts

Discourse Analysisand Stuated Philosophy of Education

The first part of thighesisoutlined a situated philosophical account of the wider
theoretical landscape in which the concepts of multiculturalism, global citizeaskip
educaibn are conceptualized philosophically and ideologically. It was an exercise in situated
and reflexive philosophy in that | drew on literature that helped me to make sense of my
topic Rat her than mapping fiestabl i s hferedSocraiest i nui t
to the presen d aeyamnineslhe fAphil osophically underpinni
practiceo ( BtAbobita, RGOS p. 2. Kaeedgirn Chapter Twiosituated
myself as an educationists using philosophy to make sense of the issue of how a multicultural
context is relevant to doing global citizenship educatioorder to further that approach
have chosen to expand the inquiry from a situatesdgtihical study tan empirical study
of how thetwo fieldsof multiculturalism and GCIeelate in policy and practice. Discourse
analysis is an appropriate methodology as it is consistent with the premise of reflexive and

situated philosophy and is alsonsistent with my framing of the work in the discursive turn.

Li ngar déxplicatich of@isegurse analysis is connected to the premises of a
situated and reflexivehplosophy of education. He focuses critical policy analysisvhich
in application tany work | will broaden to include analysaf policy as well as curriculum
and lesson plans. Lingard (2008jers to three critical positionalities that are relevant to the
selection of methodology. First, there is the positionality of the researcimey;¢ase, | ana
doctoral student in a Philosophy ddidication program that is combined wakComparative,
International and Development Education program who is doing a combined theoretical and
empirical study as part of nliesisrequirementSecond, tare is the positionality of the
theoretical and political stance of the policy analysis which Lingard (2009) argues has
implications for the intellectual resources brought to the research topic. The beginning
section of this chapter summarizes the exph@y | have articulated my theoretical stances
and my position on the importance of deconstructing and mapping tensions inherent to

philosophical and ideological framinghis has allowed mi® engage in an interrogation of
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the assumptions on which appcbas to citizenship and edaton are based’ he use of
critical discourse analysis frames the political stanod this will be further explicated in

this chapter

The third positionalitys the spatial location of the researcfiengard 2009) In this
case, | am writing from the context of Toronto, Ontario Canada and am thus positioned in the
Global North; I am writing from within the national context of the topic and from within an
educatoro6s perspective (havidgndinBazghht i n a v
however, | am writing from outside the context of Alberta which will be the focus of the
policy, curriculum and lesson plaanalysis. This presens®me limits as tthe contextual
detailsthat would be available to an educator withexgnce living and working in Alberta
Yet, it also provides some distance from the enactment of policy and policy textignalys
when my focus is on what discourses operate through the texts rather than on how they are
used in classrooms per. $arthermoe, | ampositioned as a member of tBanadiarpublic
in that all of the Alberta texts | will be using are available online through-apesss
websites. This is significant in that | did not interview any policy maksson plan writer
or educator. The conclusions | will be making are from whatever | found online and therefore
lack some important nuanctiest could have been gained through a direct experience with
the individualsand through particular questions related to my resed@lth is particularly
the case with the eline interviews with curriculum developers and summer institute session
leaders as well as the lesson plans. There is thus a danger of making conclusions based on
texts that have been edited by another party @rctse of the eline videos) and without
access to the classroom application (in the case of the {pksws). Furthermore, the lessons
and summer institute sessions are intended for use and viewing by social studies teachers in
Alberta.However, for thepurposes of this study which is interested in what discourses are
evident in official and popular understandings, the texts available for public access are
indicative of what discourses are published and articulated publaradlyfficially in that
theyare all sanctioned by the Alberta Ministry of Educatiibnvould be a very interesting
but very different study to examine the extent to which individual policy makers and
educatorsinderstand anchediate these dominant discourassndividuals. | am ietrested

in this particular studin mapping the widely available discourses
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The fourth postionality relevant to the choice of methodology in a critical policy
anal ysis is |Iinked to what Lingard (2009) <ca
policy analyst p. 230). This temporal positionalitis important to the chronological position
of the actual setf policies in relation to earligyolicies (which will be discussed in the
Alberta context section thaets up the policy analysiaipd to what exant the policies | study
represent changéalso interpret temporal locatida acknowledge my interest in the
historical context otalls for GCE in terms afxamininghow new arehe new ways of
teaching and learning for the 21st century citizeaminterested in the temporal salience of
the global imperative and tliscursive irn as well as their impact on tbhkeronological
development of modernism aadiculation ofpostmodernismWhile much of my study
refers to history (in Canada especially), atiempt to infuse a situated philosophy within a
notion of historicity recognizes the extent to which my view of what is important from the

past is framed by my undeastding of current issues and imperatives

Discourse Analysis:
Why and What

Discourse aalysis provides an appropriate methodology for examining how my
historicized and situated account of the perceived relationship between multicultaradism
GCEplays out in educatiwal policy, curriculum, and unit/lessg@tan texts. Discourse
analysis is a broad term and represents a wide range of theoretical and methodological
scholarship€.g.,Luke, 1994, 2002; van Dijk1993; MacLure2003). | draw on the work of
a number of scholars focusing ooréical emphasis whin a necessarily shifting and
difficult to pin-down understanding of discourse analysis as a methodology. Luke (2002)
describes that critical discourse analysis is challenging to distill to particular and formalized
analytic and methodological techniqueke note hat it #fAi s more akin tc
political, epistemic stances: principles reading positions and practices for the critical analysis
of the place and force of language, discourse, text, and image in changing contemporary
social,economi@a nd cul t ur adaudke 2002p.®7).tIni thissection | (Outline some
key pinciples | take from scholarship in this aiearder toframethe method by which |

analyzed educational texts in the empirical section ottieisis
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Critical discourseaanalysis is aligned witthe concepts of the discursive turn and
theorizing from the pivepoint MacLure (2003fescribes how discursive analyses break
down boundaries between social scie and humanities and unsetilemanistic narratives
oftruth,prgr ess, and emanci pation by insisti
world is 6al ways al r eady2003,p.4)fSendatlyeVvén Dijly |
(1993) emphasizes that a critical version of discourse analysis focuses on pativersend
the way that certain discourses doate and become hegemonic. This stas@igned to
the situated and historicized version of philosophy of education work in that critical

di scourse anal ysis fAdoes n o tdispiplinenparadigmh,y
school or discourse theoryo; rather, f]
social i1 ssues, which it hopes t ovaDgk t er

1993, p.252). Society is institutionalized inBuch functions agovernment, business,
politics, schools, health ca@ydmeda communication bodigSantos2008). Discourse
analysis helps to recognize how laage is historically definetthrough these institutions
andid connected to ideologies. @isurses regulate social practices by carrying contextual,
ideological and historical perspectivesldntifyingdiscourses assists in recognizhmgyv

they function within a social order and are underpinned by sisvlandingdiscoursesThis
provides insights into how social practices are convenimathbnd hegemonies formed into

takenfor-granted neutral assumptiof&antos2009).

The term discourse can be a bit confusing because@sed in a general sense in

ng th

angua

ai m t
i ]t [

unde

reference tdanguage andnages and also is used more specifically to refer to different ways

of Arepresenting aspeldp. 21ib) Discaduree amatysisllodks to
identify different discourses which represent different perspectives on the world and are
associated with different relations people have inthewdrl@i scour ses not
the world as it is (or rather is seenlte), they are also projectiimaginaries, representing
possible worlds which are different from the actual world, andini¢a projects to change
the world in parti c 2004aprl124f% Diseourses averefléctivé df a

o8 Discourses thus constitute soaiaslities and common sense through what are actually cultural

struggles over meaning: Aiwhen different discour
what is centrally contested is the power of these preconstructed semantic sgsienerate particular visions
of the world which may have the performative po
(Fairclough 2004,p. 130).
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and play a performative role in wider ideological constellati8trengly used and valued

terms, such as citizenship and globalizaBmnconstructed discursively (Tu)I2008).

Discourses do not all holtie same weight because they are embedded in a larger political
economy wherein one discourse can be favoure
and maintain a kind of gravitatial pull on marginal discourses, a pull that seeks
standardisation, assimil at i,2001,pa3b3)l Thesari i ci ency
Aorder of discourseo is fAa particular soci al
of meaning making, &. different discourses and genresandy | es 0 ,Q004pd. r cl ough
206).Domi nance is one aspect of this ordering:
dominant or mainstream in a particular order of discourse, others are marginal, or

oppositi aoamalt,i verd 0,2@0HHa206). tntumuag drder afiscourse can

become normativeaspart of the [ egitimizing common se
dominatiom ( F a i, 2004,pa207y h

However, there are always dynamic spaces through wvidiatlapt dominant
di scour ses and ev e n hegamonywilkaways bercentestedioacour ses
greater or lesser extent in hegemonic struggles. An order of discourse is not a closed or rigid
system, but rather an open system, which is put abyiskhat happens in actual
interaction@p.ebBa&@)rclGoudberg (1993) adds t ha
turns not only upon the totally imposed order of terms in defining the social subject, but also
upon the subj ect 0 sherawncnesgit eafnicrei tainan t g dnsc @arsc e
194f°. Faircloughos (2004) understanding of he
and emphasizes Ahow power depends on consent
the i mport anc elogh2004g.218). Thergfobe, dis€oarses have material
effects. Although they include representatio
imaginarie r epr esent ati ons of h asmAndetsan20@sandmi ght or
Richardson (2008 have demonstrated,uc h | magi nari es can be enact
(networks of) practices imagined activities, subjects, social relations etc. can become real

activities, subjects, social relations et ¢ . 0 ,Z064g.i207¢ | ou g h

&9 Di scourses can be materi al i dhecdme materialez ;e xahep | e, feco

instruments of economic produat® ( F a i, 2004,po207¢ h
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Critical discourse analys contributes a political dimension to the notion of the pivot
pointVan Dijk (1993) highlights Athe role of d
of dominanceo and defines dominance as fthe
or graups, that results in social inequality, including political, cultural, class, ethnic, racial
and genderp.24%260). Reptoduttigngporodesscan involve different types of
discursive power relations througho ver t suppor t , tiog, hegtonatiome nt , r e
deni al , mi tigation or conceal mE8a3tp.260). domi nan
Critical discourse analysis ieusinterested irhow structures, strategieand other properties
of text and communication events function in theseles of reproductionn the context of
the global imperative and the sense both of great change and of persistent and even growing
inequities, discourse analysis is salient in terms of historical context, political implications,
and robust scholarship 6 parti cul ar concern is with the
place in contemporary social life: with how discourse figures within processes of change, and
with shifts in the relationship between discourse ... and other social elements withirkeetwor
of practices. We cannot take the role of discourse in social practices for granted, it has to be
established throughan y si s 0 ,2004p0.20%).1 ough

Discourse analysis also relevant to this study in thataises attention to the
conflation ofspacetime in normalizedrersions of political communityairclough (2004)
refers to theticnoenscoe ptto orfe pfirsepsaeccnet how di ffi cu
understand spa@nd time as distinct qualities:

Space and time are not just naturallyegivSpacdimes ae social constructs,
differentsocial orders construct spatimes differently, andanstructions of
spacetime aredialectically interconnected with other social elements in the
constructions of social ordas networks of social practis. Moreover, a
social orde constructs relations betwedifferent spaceimes (e.g. between
the local and the global contemporary society), anldese relations are a
focus of contestation and struggle €8k relations are assumed inaamal

way, and emetimes contested, in our ordinary actiwatand texts.q. 224)

As Andr eot t i Ptiseordti@abirandetvqrk oPtie 1wd wersions of postmodernism
demonstrates, notions of educating for citizenship in thec&tstiry global imperative are
implicatedin various versions aiewways of thinking about education. Multiculturalisnd

GCErepresent discursive fields that are implicated and conjoined in the way discourses of
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globalization and citizenship construcset ofrelations between the localral the national
and between the national and the global. My analysis of policy discourse will seek to identify
and critique the banal ways in which these fields are used and meagdptesi as mutually

reinforcing

Education policy, particularly charactend citizenship education policy and social
studies curriculaare places where wider discourses are applied to the project of educating
students. As Camicia and Franklin (2011) nGt¢, d ] i scour ses of communi t
national, or global, directucriculum reform and the notions of community contained within
cur r i cpuslly Bifdereft visions of community are presented throudicyand
curriculum, and these are sources of constant contessivarious stakeholders wish to have
their views prevail and their sense of community reinforced (Camicia & Fragkiiri ,p.

312). In this sense, educational policy becomes a site of praxis where larger discourses are
applied to the context of schoolin@ritical discourse analysis of educational policy texts can
reveal particular points of tension inherent to larger discourses when applied to the sphere of
education. Joshee (2007) notesthatp] ol i cy di scourses tend to I
resoni ng f oundp.174).Andhas Sirgglo and Teyloy (2007) point out,

A[ e] ducat i o n-ecohtexiualided discoerses; that is, theyeare constituted through
the selective appropriation of texts from outside the arena of educatiomta f&pecialized

di scourse about e d,2e3ap.303).mMdeed By edugdtiondl policg,y | o r
curriculum documenbr publically available and sanctioned unit/lesson anade up of
overlapping layers of discourse and these discoursemugatiscursive threads that are
Anegotiated t hr ou290k,p.9478). Thug didcaursetana(gseth o ma s
educational policy text see& identifywhat ideologies are out there and how they work to
construct ways of thinking of political communitythe context of the global imperative.

Critical discourse analysis also seeks to point out the way that dominant discourses obscure
more marginal, critical discourses in order to raise attention to the processes of hegemony

and to find and communicateages for resistance.
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Policy Web:

A Framework for Discourse Analysis

Josheeds ( 20 0weny uspefal framework fereubderstading how
ideologies work through analithin edu@tional policy Drawing on somef her previous
work (Joshee &ohnson 205),and looking at discourses of diversity in education policy
documentsJoshee (2007) argues that policies are discrete at the same that they are
interrelatedThus t he web metaphor is a way of conce
educatonmus be read within the context of the fu
(Josheg2007,p. 174). There are different levels in the policy Wesuch as school, school
district, teacher union, provincial level, national level, international deeeldthere are
multiple forms of policy relating to diversity including equity, multiculturalism, gender
equality, (dis)ability, human rights, and | would add global citizenship and pluralism (Joshee
2007,p.174). The rings on the web correspond to the leatalghich pdicy is formally
developed. Te crosscutting threadswvhich are connected but not always in a linear
manned correlate to how policies at different levels address similar issues but are not

necessarily consistent or even complimentary:

The pointsat which the threads cross the rings repredisatete policy texts,
each ofwhich is the result of historical struggles. A significant aspé the

web is that it drawsur attention to the open spaces between the threads. It is
in these spaces thadividualshave some freedom to act in ways that support,
extend, or undermine stated poliopjectives and to introduce new ideas that
may influencehe policy discourse. (JosheelJ&hnson2005quotedin
Josheg2007,p. 174)

The policy web isa complerentary framework to understanding how the theoretical pivot

point relates to identifying dominant discourses in order to find the dynamic spaces where
alternative discourses are resisting and even creating room for thinking otherwise. Thus,
Joshee (2007)gints out that the policy web is not about seeing written statements as leading

to immediate changen thesystemjyather it helps to identify how dialogue, texts, action

and inaction can develop a web shaping amgestl by policy discours@.(175).And r eot t i 6 s
two-versions of postmodernism provide a wider lens through which to examine the inherent
assumptions that relate and distinguish discoutsgscallfor new education for citizens of

the 21st century
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Critical Discourse Analysis of Alberta Exts
The Method

The research questioalating to tle empiricalsection of thighesisis: How are the
tensiondound in the theoretical context and literature reviefkected in policy and
curriculum documents, and publically available lesson plans in Alberta? It is token
into two subquestions: ayVhat conceptual ambiguities are evident in theudeents that
contribute to theonflation of and/or relationshigetween multiculturalism and global
citizenship? b) What are the main discourses through which ideologies of cultural diversity

and equity, citizenshjmand globalization are iterated?

In my review of the discourse analysis literature in Western, liberabdratic
contexts generally and in Canada specifically in previous chapters, | highlighted some key
discourses that framed my analysis of the Alberta texts. These works help me to understand a
broader ideological and philosophical context and provide itteseme ways of thinking
aboutand looking for discourseThey assisted me in mapping out how the concepts of
multiculturalism and global citizenship and the relatiopdietween them are conflated
within a set of philosophical and ideological tensi@mmne interrelated frames include:
extension model of citizenship versus complexity and multiplicity of subject positions
(Mitchell & Parker 2008),Enlightenmeninspired versus criticaliscourses of citizenship
(Knight-Abowitz & Harnish 2006), economiastrumentalist agenda versus global social
justice agendaof GCE(Marshall 2009),andthe double crisign educatiorof performativity
in the global market versus legitimacy for a diverse agaphic (Agbarig2011). Also, the
Canadian contexdf multicuturalism and GCE isnarked by a dominance of neoliberalism
across provincelsut with some liberal social justiégeology of equity and diversity
mediating the conteXfloshee2004, 2009)GCE represents a strong space for ecological and
social justice tcourses despite strong neoliberal global imaginaRehardson2008).
The research | reviewed provided a key question to frame my approach to studying the
documents: to what exteo&n global citizenshipresent a conceptual space through which to
promote a posasinterrogating approach to teaching and learning citizenship in the 21st
century? Furthermore, how araulticulturalism (as a liberal ideology of extended rights) and
multicultural education (as an approach that seeks to include the vbalestadents and to
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interrogate curriculum and approaches for ethnocentric bias) conceptualized within these

opening spaces?

Using the polig web as a framework, | conductadliscourse analysis of policy tex
in Alberta. | set outo map the discursive constructions of cultural diversity through national
and global imaginaries and through the perceived spatial dimensions of citiz&inghip.
policy web provides an overarching framework for my methodologgrd is an emphasis in
acriticalappr oach t o di s cidealogisatwvork of thd ppleyitextsin on t he
representing, relating, and identifying. How policy texts construct and sustain power relations
ideologically is of particular interest in criticalo | i cy r eler,@04,m 480italicsT a y
in original). This requires an examination of particular aspects of the texts; how they are
organized and how those sections categorize particular discourses, use of grammatical and
semantic features (transivity, action, voicead, modality) and words (e.g., vocabulary,
collocations, use of metaphor, etc.) (TayRD04 p. 437 citing Rriclough 2001). | set out to
identify features in the text that help to tractrsecting discursive fields of citizenship,
globalization, naonhood, and cultural diversityhen lanalyzel the discursiveracticesthat
are drawn on in the production of tAtbertantexts. lalso considexdthe extent to which the
different levels of policy text (broader character and citizenship educatimy,pmirriculum
rationales and program of study specific course curriculum, and individual unit and lesson
plans) use similar, distinadr overlappng discourses. Ultimately, the policy web framework
is tied to an analysis of these policy texts as sagidlcultural praice (Santos2008). | set
out to uncovethe logicsunderlying how particular educatioexts conceptualize global
citizenship and national citizenship in relatim cultural diversity and tientify specific
discourses thatare assde@di wi t h parti cul ar | anygiunagg el, o griectda p
(Josheg2007,p. 177).

In the next section of thiaesis the empirical study (Chapters 8 andI9et out to
identify discourses emerging from Alberta citizenship education and social studies texts to
helpdetermine how the fields of GCE and multiculturalism relate and to what extent the
Alberta documents reflect the broader philosophical and igealbtensions found in the
theoretical anditerature review sectiongollowing the notion of the policy web, | selected a

variety of texts and a variety of levels of texts all of which were publically accessible. |
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started with the citizenship and chetex education policy documenhe Heart of the Matter
(200%) which represents the wider provincial level policy context. | then looked specifically
at the social studies curriculum with a focus on grades 1@&ntl112. This choice was based
on my own pofessional interest as an experienced secondary school teacher and teacher
educator in the termediatesenior social scienaaurriculum and instruction class at
OISHUniversity of Toronto Also, the grades 102 curricula articulate important themes
relaing to the topic of myhesis Grade 1docuses on globalizatioigrade 11on
nationalismsandGrade 12n ideologies. In order to add another layer to the policy web, |

used the internet to search for unit and lessamspdaailable for teachers

| found links to lesson plan through the Learn Alberta website whisbpported and
administered by the Digital Design and Resource Authorization Branch of Alberta Education
| found that through a collaboration withe Critical Thinking Consortiunt,earnAlberta
has made available a seriedaxfson plans organized into unigsed on the overarching
critical inquiries presented in the social studies curriculuimurnd more unit and lesson
documentghrough the website for the Society for Safe and CaBreigpols and Communities
(SACSC)an initiative started by the Al berta Te:
organizations. Looking through all of these unit and lesson plans, | selected and downloaded
those that most closely related to my topic in thay expressed understandings of
multiculturalism, global citizenshj@and/or a relationship between them. From the Learn
Alberta website, | reviewed twenfive lessons frontsrade 10nineteen lessons f@érade
11, eighteen lessons f@rade 121 choseto read more closely those that related implicitly or
explicitly to the relationship between multiculturalism and global citizenship including for
Grade1l) A Gl obali zati on (AnN26080} u IitEnrhaln cli chegn tCiutl it ey
| dent(ALt208Bgand fAThe Future of Col l(AAR200Bdle and |

also examined some lessons@made 1t eacher s: fANational(Alsm and
2008k) A Competi ng Na(AL,20088 | i sfitR elLdoeysailgtni eGaon ad a6 s
(AL, 2008n), AMotives for | fALe200Bt iNdmalmi Inmgv E&If f erae

For ei gn(ALR2008g)c yfoNat i onal nt at p a €A 2608 n d Mo
ACompeting Nat i(AAReoBff sfiPLomalti hgsor Chall engi
| d e n(AL, 20P8d) AAnal yzing a(ACa2008&di amd | G Eme i FyoDur
C a n a(dla 2008n) Overall, of fouteen lessons posted, | lookedselyatfour lessons for



185

Grade 1(and ondor Grade 1&om the SACSC webt all of whichwerecontributedoy

Tracey Lyons, a Program Manager at SACSC. These included Lessons for Unit One of the

Gradelw urriculum which was called Gl obal | ssue
| s s u(8AC3®n.d.a)which introduces the themes of CIDA and the UN Millennium
Devel opment Goal, L e s §SAGSCh.d.lo.)wiierE stlidénts kkpand b o u t

on their understandings of CI DA (BAC8Gne s, Less
n.d.c)where students research a global issue by learning about a undeveloped egumtry/r

and Lesson Four A BAGSKa.dd)whgre stutlehts ®mraunicateg o

their findings. | also looked at four lessons written for Unit Six ofGhede 1Zurriculum

and specificallyone al | ed AGI obal i zat (SA@SCWd.9. theser Wi t h ot
lessons focused on complex definitions of globalization and the extent to which people

choose to be a part of globalization or if it happens without the consent of citizens.

While doublechecking to see if there were any other lesson @eaitable on the
Learn Albertavebsite, | came across a series of videos that allowed me to access more levels
of the policy process. These included interviews posted online of curriculum developers and
videosoflead eac her s 6 ex pl aisatumtie cantexefor the cunmrigulonu | um t o
analysis. | included these videos as contextual and background texts and analyze them in the
next chapter. This led me to search for any scholarly literature providing more information as
to the background to the déwspment of the social studies curriculum. | found an article by
Richardson (2002a) on the importance of the t&fesCanadian Protocol (WCP). | also
conductedny own reading of documents published through the \@BO0)which is

includedin the context anbackground description and analysis.

| readviewedall of the above tex& The Heart of the Mattethe social studies
curriculum(program of studies and specific course currigueos including interviews
with curriculum developers, documents relating to the Western Canadian Protocol on Social
Studiesand lesson pladshighlighting key wordsphrasesand concepts that expressed
understandings of citizenship, diversity, globatlian, and relationships therein. | then did a
closer reading which included identifying connections to the discourses | had identified from
the literature on cigenship education discourses. | also focusedow multiculturalism

and/or multicultural cotext were implicitly and/or explicitly related to global citizensHip.
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considered to what extent the documents reflectedither discourses and points of tensions
highlighted in the literature review. | looked specifically for liberal social justice

neoliberal and neoconservative discourses relayed by Joshee (2004, 2009). | also considered
what global imaginaries, as defined by Richardson (B0@@re evidentl was particularly
interested in what discourses contributed to a conflation betweérltsas reflected in the

research literature review.

For each text | took detailed notes on four key aspects of disdaiiisght Abowitz
& Harnish 2006)s related to multiculturalism and global citizenglaipd the relationship
between themas wellas more general concepts of citizepsldiversity and globalization.
My goal was to break down the use of language in the text to identify what discourses
accounted for conflations of the concepts amere there weranexamined tensions
between the fielsl The four aspects include: a) claims and evidence put forward, b) choices
of rhetoric (including vocabulary, slogans, style, etc.), ¢) promotions of moral and political
values, and d) descriptions of the context from which or in which the text is pcbduce
(including how the national context of multiculturalism is described and how the context of
21st century globalization is describ€lnight Abowitz & Harnish 2006,p. 655).
Organizing my notes into a series of charts representing differenatekascording to these
four aspects helped me to identify overall discourses within each setsdinebsimilarities
and differences between the teatsl between the levels of texthis helped me to identify
the main discourses operating to expasd/or onflatethe relationship between
multiculturalism and globalization. Having identified the main ideological and conceptual
themes in each text and having begun to identify discourses that were present across texts
and that were more prevalent in some tbtrers, | began to categorize which texts and
which uses of language created spaces for critical discourses. | then went back to specific
texts to read more closely and to select key quotations to supporétiidiéed discourses.
Overall, | approached thdiscourse analysis in three main stages a) connecting the texts to
the existing discourses | identifigadthe wider literature, b@xamining how those discourses
operated in particular ways to contribute to @gptual ambiguitynd identifying new

discaurses, and c) going back for multiple regs$ to select strong examples.
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Thus, | had a systematic approach to my document analysis. However, it is important
to note that there are limitations to my approach. There is a lack ofeatger reliability as
despite having gone through a stgpstep process, my findings are retiam the extent to
which | was able to maintain internal consistency in my reading of all documents. It is
possible that were someone else to follow the same procedure, they woutshfendr less
to interpret than what | found. However, the systematicagech | took to reading and-re
reading the texts allowed me to pull out significant nuances. My interpretation of the texts
contribute both to a deepening of my findings from the theoretical and ideological mappings
of the topic conducted in the first tvgections of the thesis and to providing insights into the

Alberta texts themselves.

The next chaptewill look at the background to the social studies curriculum in
Alberta in order to set the context of the key messegasd rationales for the developnt
of the curriculum. | will then analyzdeart of the Matter Al bert ads character
education policy and the Program of Studies for the Alberta Social Studies curriBasea
on the analysis of the contextual texts, policy,tartl genaal social studies curriculum, the
chapter will conclude with a summary of the main findings that wilpethe analysis of

individual secondary social studies courses of study and the unit and lesson plans.
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CHAPTER 8: Wider Policy Do

cuments and Summary of Findings

a) Character and Citizenship Education Policy
Heart of the Matter

b)Alberta Social Studies Curriculum: Western Canad
Protocol for Socia Studies, Video Interviews with
Curriculum Developers, Videos of Summer Institutes
Social Studies Teachers, Social Studi&® Rrogram of
Studies

jan

or

NS

Summary of Findings:

a) Conceptual Conceptual
Ambiguities

b) Key Discourses Framing
Multiculturalism, GCE, and the
Relationship Between Them al

Ambiguities

a4

CHAPTER 9: Analysis of Secondary Social Studes Courses and Unit/Lessgn Plans

Social Studies Courses: Grade 10
(globalization), Grade 11 (nationalism),

Publically Available Unit and Lesson Plans:
a) Safe and Caring Schools and Communities Initiati
b) Ministry of Education and the Critical Thinking

Grade 12 (ideology)

Consortium

A

CHAPTER 10: Sythesis,

Discussion, and Conclusion

Sythesis includes an analysis of how the findings from the empirical section reflect and ¢
to the findings from the thereotical and literature review sections |

Figure 4 Organization of the discourse analysis of Alberta texts according to topic and chapter

nnect



Chapter Eight
Alberta Context:

Discourse Analysis of Wider Policies

The main question guiding the empirical research section of this thesisvisat
extent Alberta educational policy documentgaselary social studies curriculuamd
corresponding unit and lesson plans reflect the conceptual ambiguity inherent to the
relationship between multiculturalismdaglobal citizenship education? Buildion the
framework of the policy web (Josheé®07), this chapter looks at the wider levels of
educational policy texts and sets up the context for a study of the more specific courses and
accompanying lesson plans in the next chapter. | begin wigteurse analysis of the
character and citizenship education policy docuriiéet Heart of the MattefAE, 20050).
Moving from this wider policy document on citizenship and character education, | begin to
look at the context of the social studies curriculumettigyment in Alberta by considering
the influence of th&Vestern Canadian Protocol for Collaboration in Basic Educdiien
common curriculum for social studies on the way diversity is framed in the Alberta social
studies curriculum. For further context, ladyze and review a series of videos and
interviews posted oAlberta Educatiob s website. These videos pro
information as to the curriculum developersboé
citizenship and identity as well as the d@urses circulated by leaders of professional
development presentatiarisvill end bysummarizing the main conceptual ambiguities and
corresponding discourses that emerged from my discourse analysis of the different texts
across the policy web.hls chaper thus sets up the discourse analysis of the social studies

curriculum and lesson plans in the next chapter.

Alberta Citizenship and Character Education Policy Document:
Heart of the Matter

Because policies use | anguagdgiscomsei ch ficomn
Aattempts to constrain the ,00%ps283).iTHisi ti es for
section examines the main citizenship education policy document in Altrettaoks at

what discourses of diversity, culture, identity, citizenship,glotalization are opened up

189
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and constrainedn 2005, Alberta Educain publishedrhe Heart of the Matter: Character

and Citizenship Education in Alberta Schodlis. program for character and citizenship
education was in part an extension of work thak egun years earlier under the banner of
Safe and Caring $ools. Safe and Caring Schools (SACSngnitiative of the Allerta
Teachers Association (ATA) that wasarted in 1996 through a grant from Alberta

E d u ¢ a Safecand@aring Schogtsogram.ln 2003, the ATA and other community
organizations that had been involved in SACS formed the Society for Safe and Caring
Schools and Communities (SACSC) . According
encourage home, school and community practitaisteach, model and reinforce socially
responsible and respectful behaviours, so that living and learning can take place in a safe,
caringandinclusie envi r on me.cd. SAGSS praviBsCesources for

curriculum, and some of thainit and lesson plans witle addressed in the nesttapter. Not

surprisingly, there are numerous references to SACS@earHeart of the Matter

Overall, The Heart of the Mattdnighlights a version of character and citizenship
based on common valuegnsensus, and interpersonal skill development. There is a strong
link if not full conceptual conflation between citizenship and character. The document refers
frequently to diversity in Alberta through a focus on inclusion and respecirethd
preventionof prejudice. However, neoliberalism is a dominant ideology framing a positive
view of diversity. The document speaks about the importance of individuality and respect for
oneself and others as important to fulfilling the social and economic potentidivafiual
students and of the province. This is what Joshee (2009) refers to as the business case for
diversity. Furthermore, global citizenship is seen as coexisting with national identity through
the concept of balancing claims of the nation againshsléhat transcend national
boundaries. Thus, while global citizenship is an extension of national citizenship, it is also
characterized by tensions between the claims of the nation and those that are global in scope.
Furthermore, there is a strong sers# gylobal citizenship is essentially about developing
character and interpersonal skills. In this sense, there is an instrumentalist and neoliberal

view of both diversity and global citizenship

The Heart of the Mattedlescribes the context of teachingldearning in the 21st

century:
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Classrooms today represent a microcosm of our rich amdsei society.
Alberta schoolare dynamic environments that emphasize high standards, and
respet and safety, but weannot take this for granted. (AEO09, p. 3)

This quotation demonstratesars s et s r hetoric of diversity (0
neoliberal notions of standards and a security discourse of safety. The rationale for the

document is rod in a sense that education tioe 21st century in Alberta requires a

defensive response to a sense of chahlges is expressed intheidef not fAtaking f
grant edo t hendsongsitatus quee Corresgomdingly, thatgs quo is

characterized by high standards of satnd repect for all students, asdt udent s may i

for grantedo their peossethdyullenjoy safety antl respectv i r o n me

Heart of the Matteincludes several references to cultural diversity. On the first page,
itreferstothegxect ati on that students completing se
diversityadl c ommon v al ue,2008,/p.1)CHkhis ia evience ©fAhE mosaic
narrative of cultural diversity working with social cohesion. Citizenship is conflated with
character in this document through neoli ber a
devel opment and opportunitiesd and to studen
potential as a province and as recongrieueptb edo: nC
the devel opment of conscientious cAEBnmunNni ty n
2005b,p. 3). Being a conscientious member of a community and a responsible citizen is thus
about interpersonal skills and economic contributions. Nation i dent ity i ncl ude
identity as a national <citizeno; an awarenes
ethnic, religious, class and gender; and a sense of global or world citizekShZD05h p.

6). Being a Canadian citizen ares that you are aware that there are multiple identities, and

the assumption is that despite these different categories, there is a shared overall identity as a
national citizen that is positively and neutrally related to being a global citizen. Amntige sa

time, this notion of respecting differences is based on the rationale of personal development

to fulfill economic potential.

Heart of the Matteexpresses the expansion model of global citizenship. It refers to
gl obal <citi zens henpty, mwhich giualents coméd to seathemselves &s i d

members of a world community and learn to balance the claims of nation against claims that
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transcend nat AM2085hp.®ounThlhe iiedda (of dAcl ai mso
and rights discoursand these liberal social justice discourses (Jo&el) are framed in a

weighing of national and global (transcending national boundaries) issues that are and can be
balanced. The claims are not about highlighting tensions and mutual complicity. Sitneepo

linear extension model of citizenship also includes multiculturalism as an issue that assists in
thisexpansion A As understandings of <citizenship ex
rights, language, nationalism, globalization, equairtylticulturalismand pluralism,

citizenship education is becoming more centred on the concept of inclusion and respect for

di v e rAE]2008hyp. 5(italics addell The assets discourse of diversity (through

inclusion and respect) becomes a catlttior a vaiety of seemingly related diversity

Ai ssuesd addressed by citizenship. This is a
discourse of recognition. Furthermore, the conflation of citizenship with character connects
Aessential skildfsmr esuadt iarsg di,t hii ma&ii mtgaibni ng f
feelingso, faccepting consequenceso and hand
responsible,lgo b a | CAE,2003h@.43). dhug, thelocument highlights the idea of

infusing and understanding multiple perspectives aayatwreduce prejudice amlg an

individual skill. This is quite distinct forma broadeand more compleftamework of global

social justice that goes beyond prejudieduction to interrogating the basis of prejudices

and systemic categorizations of identity markers.

Heart of the Mattedemonstrates several conceptual ambiguities defining citizenship
education in Alberta. At the same time that there is a respect fnsitivandfor multiple
identities, there is a strong overall sense of national identity and common values which are
themselves framed through regional particularity. Citizenship education is seen as changing
in correspondence windingsdfditizenshipangreflectinthpe g6 under
dynamic context of rich diversity and high standards in Alberta classrooms which are
microcosms of wider socie(AE, 20050 p. 3). There is a strong sense of expanding
citizenship identity and responsibility outwarto the level of global citizenship. Some issues
such as human rights, multiculturalism, and pluralism are understood as central to what
citizenship can address in the global imperativ&sues that evoke inclusion and respect for

diversity and that toucbn larger systemic issues of discrimination. However, interpersonal
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skills of prejudice reduction, following rules, and getting along are the main skills seen as

fundamental to global citizenship development.

Western Canadian Protocol

Anothertext represeting a wider level on thpolicy web is the=oundation
Document for the Development of The Common Curriculum Framework for Social Studies
Kindergarten toGrade 12(WCP, 2000).I will take some time here to examine the influence
of the WCP on the socialsties curriculunby drawing on an analysis by Richardson
(2002a) The work by the Western Canadian Protqarolides insight into the
categorizations of diversity identities in the curriculum. The Protocol is a collaborative
initiative bringing together mistries of education in Alberta, British Columbia,

Saskatchewan, Manitobtine Yukon Territory andthe Northwest Territories to foster

awareness of common educational goals across curriculum areas. The vision statement of the

Foundation Document for tHeevelopment of The Common Curriculum Framework for
Social Studies Kindergarten @rade 12reflects an assets view of diversity framed by a
mosaic approach to includingverse cultural perspectives. Multiple perspectives and
diversity are achieved throhgiving particular attention to Aboriginal and French Canadian
groups. A strong notion of inclusion and recognition is tied to meeting the needs of 21st
century citizens and to a progressive evolution in liberal democratic citizenship in an

expansion modedf global citizenship:

The Common Curriculum Framework for Social Stediel2 will meet the
needs andeflect the nature of the 21st century learner and will have the
concepts of Canadiacitizenship and identity at its heart. It will be reflective
of the diverse culturgberspectives, including Aboriginal and Francopdon
that cont r i bvling realites. The Rrantbwodkswill ultimately
contiibute to a Canadian spiiita spirit that will be fundamental in creating a
sense obelonging foreach one of owtudents as he or she engages in active
and responsible citinship locally, nationally, anglobally. (WCR 2000,p.

5)

This language isxtremely similar tahe vision statement of the Alberta Social Studies

Program of Study that will banalyzed in the next chapter.
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According to Richardson (2002a), the initial social studies document was the most
controversial of th&Vestern Canadian Protoddls cur ri cul um fr amewor ks
explicit treatment of Francophone and Aboriginal commesitHe argues that the Protocol
represents an nattempt to design a regional/l
reflective of cultural diversi t2002apa88y. Ther t han
draft document clearly states thlaé purpose of the proposed social studies curriculum is to
enable students to fiappreciate and respect A
mul tiple perspectiveso (Gover nme2002am3). Al bert
Although, thedocument redeemed the important role of Aboriginal and Francophone

Canadians in the formation of national identity,

the Protocol performed a significant disservice ir&ffely drawing lines

betweendentity communities in such a way that it marginalizelarge and

growing number ofi o t ICanadians (henglophone ethnic minorities)

who did not enjoy constitutiongirotection of their cultural and linguistic

identities. And wh, by virtue of their assigndiot her ness, 0 assumed t
status of decentrgaeoples on th&inges of the host societgRichardson

2002ap. 3)

Ri chardson (2002a) finds that the Aspeci al a
Canadianso is consistent with a view of the
guarantees for both groups under the Canad&fAr®82which gave the Canadian

government control over its constitution and endeddte=of the British parliament in this

regard(p. 5). It included the Constitution Act of 1982 wheréimst Nations citizens have

rights of selfdetermination with diredmplications for educationaélr anc op hone s 6
linguistic and cultural rights are tied to educational control. Indeed, these groups have

experienced (albeit it very differentyp) marginaization within the Canadian citizenship

project and their inclusiomnto social studies curricul@presents both an extension of their
constitutional guarantees and an attempt at redressing their absence from social studies

curricula. In this sense, throtocol highlights two of the diversity silos (aboriginal groups

and Francophones) without the ¢t 2005pd). (fAiethnic
Indeed, oly these two groups are named, and-AoiglophonéFrancophonethnic

minorities are descrilogn vague terms inrelatonfomu | t i pl e per specti ves

effectivelyrelegatet o t he st atus of uns2Razpi56).ed Aot her
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Thus, Richar dson (gRedtorsanerge abouewhethierrcatsral t h a t
redressjustii ed t he Pr ot o c-Angldpkone menbrigies o subadmnateodr n o n
subal tern st 200Rap.®). Ry Ramind theringpertante of the contributions of
Francophone and Aboriginal mi nori tinead, the F
conceptual trap of promoting diversity while paying special attention to two particular
groups: AWhat i s more, to the degree that it
Protocol fell prey to a reductionist approach to national identity foomaliat has deep roots
in modernism and that acts at once as a priyv
(Richardson2002ayp. 7). Indeed, the directness of language when referring to Aboriginal
and Francophone perspecti teasucitsurfeaon2@0Rmpclhiae d
p.8) . Thus subtle but Aundeni ableo borders fs
Anamedod from Aunname2D@apg8)o.u plsnod e eRd ,c hRaircdhsaornd s
critique of t he We samework forGacial atddieasnggd3ts thattbec ol 6 s
three silos that Kymlicka (2005) describes are in fact part of a vertical mdseani 2006
Porter 1965.

Not only does the fAincluding Francophone
approach to soal studies effectively ignore a significant and growing population of non
Angl ophone ethnic minorities in Canadads Nor
it is a substantial retreat from previous curricula which had recognized the officially
multicultural nature of CanadR.i ¢ h a r (2082a)anélysis of the draft documeratises
important implications in shiftsiwi der di scourses including fAof

di fference and the impact those (p&rceptions

If the intent was to create a regionally based curriculum of national entit
around theacknowledgementfaultural difference, of different waysf
expressing fhemasuchd cuaiculnne shauld bave genuinely
recognizé the operended and ambiguoypsocess of national identity
formation in diverse societies rathtban have narrowed it farticular acts of
cultural redemption and preservation. To have done otherwise was to have
risked the construction of significant boundara# privilege and recognition
between identity communities in Canada and, ironicallyave reproduced
some of thesame gclusionary processes the Protocol was desigmeemedy

in the first place(Richardson2002a,p. 8)
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Ri chardsonés (2002a) analysis is based on
responses to it through consultations. However, the basic framehadiersity dichotomy
with odd references to what Li (200@fers to as the third forad ethnic minoritiess
consistent in both the 20@®undation Document for the Development of The Common
Curriculum Framework for Social Studies KindergarterGi@de 12and the Program of
Study for the Alberta Soal Studies curriculum. ThukeP r ot o c orkflécts aversian k
of the Canadian diversity trichotomy where two silos are prioritized (Francophone and
Aboriginal) while the third forcés neither fully acknowledged nor deconstructed for its
inherent diversity particularly in terms of the racializatiomweftaingroups. This desiption
of Canada in thdocument includes a reference to multiculturalism through an overarching
liberal sodal justice discourse that is framed by the French Canadian and Aboriginal
diversity dichotomy:

Canada is a country of strong regional loyalties, committed to diversity and
social justiceand one that is politically organized as a parlianrgnta
democracylt is subject teeconomic and cultural influences and the effects of
organizdion. Cultural interaction haselped defined who we are as Canadians
at this point in ar history. The Framework witeflect the historical context
and importance of Canadd sst Heoples and foundintations, as well as the
geographic and demographiclites of western and northef@anada. The
Framework will promote intercultural uatstanding and be inclusive of
Aboriginal and Francophone perspectives. It will support cwlttiralism,
pluralism, andvilingualism, all of which contribute to a Canadian spirit.
(WCP, 2000,p. 3)

This desription and statement of inteom builds from a mosaic approach that draws on a

notion of pluralsm. The mosaic trope can expand to incleetgonal loyalties as well as

geographic and demographic differencesUl t i mat el y, there i s a col
that represents the cement holding the mosaic together through a positive approach to
inclusiveness and organization rooted in the ti@ast of liberal parliamentary democrady.

is difficult to distinguish between the description that Canada is diverse, the ideological basis

of social justice, and the political and programmatic organization of respect for diversity

through parliamentargiemocracy (Inglis1996). This conflatio is also evident in the final

sentence which refers to multiculturalismdto pluralism and bilingualisnThe overall

assumption is that the diverse demographics leads to a belief in supporting diversity and



197

intercultural understanding. However, while multiculturalism is referred to in relation to a
vague idea of pluralism and also to bilingualism (and interestingly not to indigeneity);
interculturalism is promoted through the inclusion of Aboriginal and B@imene

perspectives not through any other perspections from ethnocultural minority groups.

Social Studies Curriculum Developers andSummer Institutes

The Western Canadian Protocol documents on social studies had a strong influence
on the development olfi¢ current Alberta social studies curriculushirley Douglasvas
Program Managefocial Studies, KL2 at Alberta Education's Curriculum Branch in 2005
when the current social studies curriculum was implementeal 2D05 interview (ailable
on the Albeta Learningwebsite) with two other curriculum developers, she directly links the
writing of the Alberta social studies curriculum with the VéestCanadian Protocol. She
explains thatvorking with other provinces on the Western Canadian social studigsapro
provided her the opportunity to meet people
di versity than we Ddudglas,inteijviewhgeestien 1i AROOAY. She r t a 0 (
says that process also cl ar i fghtavdy atthevesyct i ons
beginningéthe aspects of multiple perspectiyv
Francophone (Dowlassipteviet quesdos b, ARO07b) This combination of
multiple perspectives and special attention to Aboriginal and Francophone perspectives is a
framing discourse of the curriculum. Douglas is joined in the interview by Debbie Mineaul
(Program Manager, Aboriginal Content), ddaniel Bueau(Program Manager, Social

Studies, French Language)

They talk about the many heated discussions that arose when determining details of
the curriculum. Douglas spesakbout a moment of individuahkghtenment as to her
Angl ophone prbeehegepedédthfeohacdteékindibevarg r ai s
had an issuef my point of view or perspectives. An unexamined life and unexamined
e X p er i(Roogtag mtérview question 1, ARO07b).She alsexpresses an

understanding gbrivilege:

twou d have been easy f oreseyeopleanysay Al <can
mor e 0. . contiruingktecpre back to the tapdand | recognized
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through oneconversation/argument with Debbie...that | coelad this project

and move ontsomething else butsheaw | dndt becadsét|[ Debbi e]
because she was living aboriginal experience in Canada in Alberta. Daniel

wasliving an experience thatwould be part of his experience. That was

prettyprobund f or me wdanang oné hatoaesdajdouglag, u s t

interview question 3, Al 20079

Douglas expresses a profouadd significansense oénlightenment int@rivilege. She

recognizediow her First Nations colleagug bound in her identity category in a way she, as

a White, English speaking Albertéom a settled family, catakefor graned. She combines

this sense of personatlgghtenment and takefor-grantedness with a desire for the

curriculum to be transformative. Yet, at the same time her interview staterafiecta

defense of the statusu o . Douglas says that she felt she
perspectived and was concerned about how muc
Francophone perspectives and where to fit them in and how. Interestingly, this alsoited he

be the ondo think about newcomers

|l 6m a born and bred Al bethetpeovincesMy <col | eagu
and domndt Isawe deep rooted afeiinity in Al
know | had until | had taefend i....Where am | in this picture®nd at the

sanetime, we have a huge newconpapulation.... who wanted to see

themselves in thiprogram as well. Where are tAsians, where are the

Ukranians, where are the Muslinmsthis program®o it was thisonstant

fragmentation of what | thought were the gawdid pieces we could all rely

on. .. .itbés about whose varee.matthanr D sa nd )
we wrote thgrogram in a questioning fashion, a more transfonraati

document that asks studetti®se questiords what stories of aboriginals

peoplesdo we need to know in order haake meaning of their life and

existenc®@ (Douglas, interview question 2, AR007c)

She alludes to privilege in the realization of her affinity to her Aflveidentity (tlat is not
part of therecognition discourse because it is the assumed norm); this leads to a
deconstruction or fAconstant fragmentationo o

Albertan identity. However, according to Douglas, the uncertainty defihentensions
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inherent to questions of identity in social studies translated into a critical thinking approach
in thecurriculum that uses a lot ofWwhatextentquestiongwhich | will argue set up some
strawperson analytics). The contearbund tensiosidefaults to aassets discoursg

diversity through recognizinthhe contributions of multicultural others (especially Aboriginal
groups and Francophones). This is essentially a liberal multicultural stance that aligns with a

postasafter rather than mtasinterrogating version of modernism.

Douglas recognizes the need to include the voices of the Asians, the Muslims, the
Ukranians who live in Alberta; these groups were literally not at the table with the three main
curriculum developers when they wdraving these great discussions. Her only recourse is to
the critical impulse tied with the multiple perspectives discotlnaeis inherent to liberalist
principles of the right to be recognized and the importance of sound reasidmeng.
assumptionisttbywr i ti ng fithe program in a questioni
Atransformative document 0. Her explanation r

21st century citizens that aligns with a pastfter modernism logic:

Rather than a transmissfi] model that would give yotlne language teachers

usedoficovering the materi altenewmodelds | i ke f ¢
becauseofourncert ainty and questions we were 38
respos i bi | ity i s natibnalparks.rthese gsonswal dhevdr s

be answeredand arguments will continugDouglas, interview question 3

AL, 2007d)

The operended questions are seen as reflecting the complexities of the contemporary
momaent. However, this version oftansions and complexities discourse is rooted in a post
asaftermodernism stance in that the questions do not actually provoke a sincere
interrogation of the status quo. Rather, the content focuses on a cognitive adaptation
(Andreotti, 2010) version of gpreciatingand includingmultiple perspectives (not examining
them as multiply positioned perspectives within wider power dynamics)sang sound

logic to answer opeended questions.

The version of liberal multiculturalism expressed by Douglas anectefl in the

curriculum is framed by the Canadian trichotomy that is vertically structured with the
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constitutionally protected groups at the top as the Two Founding Nations, the specific
inclusion of Francophone and Aboriginal perspectives, and the atlteres included from
time to time. Buteau speaks about his experience trying to meet the needs of Francophone

students who longed for recognition:

the first thing [francophone] students told me whskea what all Albertans

shouldknow about you as franpbone Albertans they told me we want them
toknowthatvee x i st é. t hey al so said wétwant them
all from Qu ®beeognizé¢danfidncapbonds anfl also

Al ber t awastéherWe know that we habeen here for a very long

t i mteadwe arefromhree 0. ( But e aestipn 2iAln 20679.v i e w (

He thus expresses a sense of redress through recognition. And Mineault focuses on how the
Aboriginal context presents opportunities fo
peoplesandnontAboriginal people}o learn about history. She recalls a consultation in a

First Nations community where a parent said that the curriculum represented the first time

her son felt he couldhare his story (Mineault interviewugstion 2 AL, 200749.

These interviews shed lighn the strong, albeit often vague, connection between
citizenship and identity in the social studies curriculum. Douglas says that the previous
program used i-odne nfteiattyu raeso aant tfaacdhde @ntetview c ul t ur
guestion 2 AL, 2007). The current curriculum reflects an assets discourse of diversity that

works with a takeffor-grantedness discourse:

Once we épartnered [iiptb@deduswithd wi th citi ze
dynamicrelationship that explained why some children will gohte rescue

of otherstudentsyhy t hey will stick their necks o0l
they were better citizens, biltey had a stronger sense of themselves. They

were comfetable in their own communityhey felt supported. So, those two

factors togethr broughtus to a point where we saidaboriginal students

dondt feel a s e mrediveoets tditle schaolgmndn g and co
community why wouldhey want to go t@ ¢ h owhy would they want to

vot eiétidfs not about citiyzendmiispewaortd not ab
pr ogr amé . tehhange thveio awh identity, have a sense of curiosity of
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what was happening in Alberéand in the world. And would want to take
some action to hold on to the things that ezally valuable and to let go of
the tings that are there teelight and interest us and raivide us. Douglas,
interview question 2, A 2007c)

Thus, the assets discourse refers to recognition and contribution through a soft liberal social
justice discourse of identity (Josh@@04). Thamportance of a culturally relevant

curriculum for Aboriginal students is also framed as central to a neoliberal social cohesion
version of citizenship. Ultimately, the assets discourse falls back to a liberal assumption that
individuals, in this case stadts, neutrally belong to a state community. Thertdor-
grantedness discourseayersion of the equalitgssameness liberal social justice discourse
(Josheg2007, 2009) whereby it is assumed that those who experience some barriers to a
sense of belonging simply need to be recognized in terms of contribution. Furthermore,
liberal social justice discourses of identity and recognition are presented as thfearoot o
extension model of citizenship from local to provincial in this case. This is significant given
Ri chardsondés (2002a) <critique of the special

communities at the expense of other cultures.

At the same timeas Richardson (2002a) notes, the importance of the insertion of
Aboriginal perspectives and wiganging consultations with First Nation, Métis, and Inuit
communities to redress their exclusion from previous documents is extremely significant. As
Douglas (nterview question 2 AL, 20079 describes:

just looking at multiple perspectives through abarigil v oi ces. l'tds qui
dynamicbecause ultimately you have to really engage in undersigti

worldviews are helavithin the languages. There was reluctatoctis

document written largelyiEn gl i sh éi t timeto #evelogthah | on g
relationshipsét @&ahi s awayfortlkemtoa@mineiac al | vy
program andto helpusdesignt € . t hey h a dofthewoddinggt;m ge s o me
take away from the dsiderperpect i veét o r eraditibnandadd t he or
language and identityDouglas, interview question 2, AR007c)

In fact, as the curriculum analysis will demonstrate, the curriculum does include a

contributions discourse of Aboriginal peoples algb makes references to oral traditions.
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However, it is done in a manner that is consistent with a modern liberalist version of
pluralism as evidence of | i beg20@3).Indeaddfas ex pans
Dougl as says, 0 asltaaachmeww matliayrecoghitioreandyt@ bmlbncenout

those per spect iuvesian @AL(2007@.dhe wnairegeal was not to examine

the reasons why Aboriginal perspectives have been silenced in the past, but rather to correct a
wrong of the past tlough recognizing their contributions and seeing diversity as an asset. In

this way, the assets discourse defines a new present without actually interrogating the basic
assumptions underlying the framing of categories of inclusion/exclusion inherent éormod

l i ber al citizenship. This assets correction

through recognizing past wrongs and thereby legitimizing its current form (Mit26e).

Therefore, theestimony of the curriculum developers suggests tie multiple
perspectives discourse is essentially about recognition and the inclusion of FNMI and
francophone perspectives. The narrative is about learning about those identities because they
have formerly been silenced or absent. For example, Mingesdtibes a young boy from a
First Nations community who can Bpassedy in a s
down from many generatiodso tell at showandt el | and not be eritici
f et c imterdedv question 2AL, 20079. Or,as Buteau describes, francophone students
need to see that they are acknowledged as existing in Alberta. These are important
corrections to historical exclusion on the parts of these groups. It is particularly significant
that the inclusion of Aboriginairal histories contributes to the pluralism of epistemologies
included in the curriculum. However, the silencing of other cultures through the naming of
Aboriginal and Francophones is salient (Richard2002). What would a new immigrant
from Brazil or U. A. E. or Pakistan have to say about the curriculum and the extentio wh

she/he feel she/he belongs?

In a 2004 Social Studies Summer Institute for Social Studies put on by Alberta
Education, David Gege, an elementary school principal from Medicine Hat who served on
the advisory committee for the social studies curriculum describes the inclusion of multiple
perspectives: Athis is not Aboriginal studie
ssudi es, but webdre finally doing the right t|

meaningful and will help elevate ourselves if we doitwith t e g r ,i200§goHe ( A L
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invokest he di scourse of fAnewo teachetthgriskabr t he
Ataking new topics an(dL,20@6a)c hiitnhgi st hiesm a np rod ¢dr
that has a new approach. 1toés still social s
approaches and makes it meaningful for student leafoethe 21sf c e nt u 2906 ( AL
The rhetoric of hAelevatingodo is consistent wi
broadening a notion of citizenship through pluralism, social cohesion will be achieved. He

says the curriculum, especially the pragrof studies, was embedded in the Western

Protocol documents and articulatesatvRichardson (2002a) identifias the logical

extension of the constitutional argument for prioritizing Aboriginal and Francophone

communities. The curriculum is embeddediwider version of pluralism that combines the

assets discourse of a unique history of Canada with a version gélsnpkrspectives that

allows everyone to have a difference

I f we understand t he elestnuetounderstarfd bei ng Ca
tha# w ehave a constitution [and a history] that is veryuné&aeb or i gi n al

and francophonebyaw and by historyéal so multiple
not all folks. My community ifMedicine Hat has a history that there were

prisonersofwr t her e ét Ittvetlmiboaghtdo be eparsoptee

program. (AL 20063

Interestingly, this version of pluralism broadens both the importance of the identity and

recognition discourses to a wider Canadian national imaginary at the same time that it gives
everyone a piexof the mosaic. Without employing a tm@y version of multiculturalism

where a dominant culture must adjust to account for the integration of iemtsgr
(Kymlikca, 1995), Georga c k nowl edges some diversity withi
Aboriginalpes pecti veét here are manyo, and insists
students to do that or to need to do that no
understand thisstuf t o b e C,2008)dThuws,the two ilds bpproach is

embeddedn the diversity as an asset discourse and goes beyond specific culturally
responsive teaching to those groups to valid
of the uniquely Canadian national narrative. Importantly,ittexdl social justiceliscourses

of recognition and identity are evident (and in other places rlugged discourse is there),
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yet the assets discourse of diversity does not include a clear iteration of redistribution

(Joshee2 004, 2009). Georgebs commelaionofadidemonst r a
that everyone getsdifference on the one hand and of the unique history of Francophone and
Aboriginal contributions to Canadian nationhood on the other.

At the 2008Social Sudies Summer Institut&eith Millions, Program Manager,
Social Studies, French Language Services Branch of Alberta Education, was a social studies
teacher on secondment from Edmonton Public Schoolspklaks to the use of the term
"pluralism” and its reationship to multiculturalism in the social studies program:
AMul ticulturalism i s a par t(ALp20083 Heufocasési s m, b u
onthewordfir e c o gamidz efiscoo n tirWwWeb uteicoomgsnd ze t hat there
being made pall Canadians from all walks of life from all language groups, all religious
groups...from al/|l di fferent i1ideol ogical ori e
making some contribution in someway orforrCt@a nadi an $20088. éle¢tgll® ( AL
the educators in attendance that pluralism is the key concept®fdade 1Qrogram of
study. His notion of pluralism is tied strongly to an assets and contributions version of
diversity. He describes how students of his try to understand how plursigfferent from
multiculturalism so he tells them to lookthtlevel of the school. He makes an analogy to
school spirit and how everyone cheers for th
along?0. He point s eotgdathletedardtrantabtedenss ar e band s

They all have their individual group identities, yet togethey are Wagner

warriorsandvhen t he swim team doesfAiweyl agai nst
us o si mi | ar Capaddvans &loakey\wdme against another

countryi n t he Ol ympi Elaveverfiwe baye pEople \shd are .

making all sorts of dirent contributiong AL, 20083

Evoking the symbolic level of imagining community, this is a liberalist notion o&fpdum as
respecting others and getting along; he does not describe the different power relations
inherent to these different school groups. Do the band students get the same accolades as the
athletes? Why is the name of the sports team assumed as thefriaenschool community?

His analogy is an expression of the way that narrativesiof apd unity contribute to the

imagining of community, in this case, a school loyalty. He notes that the fQ@rade 10
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program of study referred to multiculturalisma i Let 6 s create Canadi an
pluralism, in the new program of study, i s T
contributions that diver se péALR2008) Theresisama ki n g
sense that the discourse of pligia allows for more individuals and groups to be recognized

through a stronger focus on diversity. In a way, it is a widening of the mosaic; but the cement
that brings it all together i s ,2008pbEwsahisi s moé s
interpretation of the discourse of pluralism is based on a strong social cohesion discourse that

is enabled through a version of pluralism as recognition and diversity as an asset. This

version of pluralism is not connected to a redistribution discours® lautelebrating

diversity, everyongetsa-difference, and everyone contributes discourse that exemplifies

that a genefanotion of Canadian liberalism: recognigast wrongs andelebratesveryone

because itd the right thing to do. This does not regaet a discourse of redistriboi of

power and resources nor is therdrdarrogation of the modern liberal print@g that caused

exclusions. Rther, there is an underlying conceptualization of an expansion of liberalism in

a modern telos of progress.

At the 2008 Summer Institute for Social Studiesinne Sperlingvas aseconded
Social Studies Resource Manager in the Learning and Teaching Resources Branch at Alberta
Education She elaborates on the expansion model of pluralism as eveaygtgeedifference
that replaces the use of multiculturalism in the curriculum. She speaks to the importance of
including as many multiple perspectives on a
people so that you are including all those students within your classocsse themselves
t hese i s2009e.soSheAlal so speaks to the use of t
program of study but adds a different point to the distinction from multiculturéism
2009 She says that pluralism refers to the Canadiahext beyond fAmul ti cul
that fAités not | us,tandave aareallyopenhing that ep tcaintldde | an g u a
socioeconomics, geographic perspectives, ideological perspectives, gender
perspectives. ... weodl lvest@ral ¢ tyu ¢P@09tShlee n( Alhos e p
understands pluralism as an expansion of liberal multiculturalism to include other categories
of identification. The pluralisation of the word perspectives serves to signal diversity within

these categories. It is interestitngit she lists geographic perspectives and ideological
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perspectives alongside more overtly systemic categories as gender perspectives and

socioeconomics without distinguishing a redistribution discourse for those categories.

This is perhaps a reflectiaf a particular Albertan imaginary as regionally and
ideologically distinct within Canada. Thus, the discourse of pluralism replacing
multiculturalism becomes an umbrella concept for diversity as assefisbutions,
everyonegetsa-difference, and multie perspectives. The everyegetsa-difference
discourse articulates pluralism as an expansion of the diversity discourse to go beyond
cultural differences, but, in the Alberta context, it is framed by more dominant regionally
based Alberta identity cageries. Ironicallyjt is possiblego applyRi ¢ h ar 2082a)n 6 s (
critigue of how the wellntended inclusion of Aboriginal arfelancophone perspectives
servedo silence and other nednglophone ethnocultural minorities. While Richardson
(2002a) critiquedhe focus on only two constitutionally defined ethnocultural groups, the
Alberta curriculum focuses on those two and at the same time opens up spaces to include
every type of difference.fe inclusion osomany categoriemto liberal social justice
recoqnition (Joshee, 200%erves to deny the distinct systemic experience of particular
identity categories (such as socioeconomic status, race, gender, sexual orientation). It is
consistent with the modernist paradox of citizenship identity as both incladahgxcluding
through an assets model of diversity that ignores the systemic distinctions between racial and

cultural groups in society (Richards@902a).

In an online video fromthe 2004 Summer Institute, Jackie Hobal, Social Studies
Project Coordinatofor the Edmonton Regional Learning Consortium, speaks about how to
teach global citizenship by treating the classroom as a community. She directly links global

citizenship education to character education:

When we talk about @ywebdlr eaitt ieaerms loit ih eir té G
once wedecide what it means to be citizen in the classroom,andatk about

a citizen in thevorld. When we have citizenship we belong and have

membership to something and witat membership comes rights and

responsibilitieé  Whaaetmy rights as a studenty@mber of this

classroom, what arlkatmgs r ralslpoalsamadtaen es® &
thatdos the Safe and CaurdlassgponBraom®tibat s pr oj ec
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youdevelop. But as a teacher in a democratisstta mé you devel op [t he
rulesjt oget her ét hese bel ong tlassraomé. t hi s i s w
going to look likeand to feel like. (AL.20073

Hobal 6s comments make a | ink between interpr
version of citizenship asharacter education ifhe Heart of the Matter: Character and

Citizenship Education in Alberta Scho@E, 2005h. The view of global citizenship

education she presents is a localized version of the extension model of citizenship based on
belonging through democratic rid@ddeliberation. In a sense, the everyaeta-difference

discourse of pluralism allows forkaoad version of citizenship that can also include a global

dimension ints liberal inclusion framework.

Social Studies Program of Studies

As Kennelly and Ll ewellyn assert, fAEducat
dominant norms and valuestwit n soci etieso and curriculum d
t hrough which the ideological el ements of sc
(Kennelly & Llewellyn 2001,p. 900). Bickmore (2006) argues that curricula@rgrounded
in prevailing assumptns, b) reflect political will, and c) influence resources for teaching.

The Alberta Program of Studies for Social Studiag, 20053 contains overlapping,
interrelategdand conflicting discourses in the intersections of multiculturalism and global
citizenship education. While it expresses many of the discourses evident in the wider
citizenship and character education docunidr Heart of the MattefAE, 2005b) there is
less emphasis on neoliberal techrnieabnomic discourses and more evidence of social
justice (Marshall2011). Overall, it contains more discursive spaces for critical views than
doesThe Heart of the Mattehowever the dominant discourses remain framed by a

conflation of liberal ideologies whereby neoliberal versions can dominate.

Thedocument contains evidencewliat Richardson (2002a) refdosin terms of the
influence of the Western Canadian Protamoldiscourses of diversitylso evident is what
the videos from the Summer Institutes refer to in terms of a particular version of pluralism
that is both broader than multiculturalism and focused on recognizing the contributions of

Aboriginal and Francophone peoples. It preseistsndt categories of identity as individual
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attributes to be respected by individuals as opposed to linking identity categories to social
and systemic categorization of difference; therefore, different contexts and conditions of
identity categorization arconflated ind an everyongetsa-differenceframework. Thus, it
continues the diversity as an asset and as positive attributes discourse of diversity evident in
The Heart of the MattefThe program vision frames the everyayesa-difference discourse

with the Canadian diversity trichotomy:

Central to the vision of the Alberta social studies program is the recagaitio
thediversity of experiences and perspectives and the plucaisture of

Canadiansociety | ur al i sm bui | ds landoonstiifi@ahadads hi
foundations, whichrefleat he countryds Aboriginal her it

and multicultwal realities. Apluralistic view recognizes that citizenship and
identity are shaped by multiple factasach as culture, language, enviromte
gender, ideolgy, religion, spirituality anghhilosophy. AE, 2005a p. 1)

Importantly,the description of Canadiathe program visiowombines multicultural realities,
Aboriginal heritageand Frenckenglish bilingualism thus representing all thrdess

However, the next sentence adds more identity categories on as factors shaping citizenship.
These are as diverse as gender and ideology. Thus pluralism is defined by multiple

differences with some differences more constitutignafid historically gjnificant

The program of studies rationale connects this version of Canadian pluralism with

global <citizenship in its stated | earning go
democratic societyo, b) fde maualsahdrcaléective a cr i t i
rightso, c¢c) Aunderstand the commitment requi
their changing communities at the |l ocal, pro
and accept differences that contribute to thempla | i sti ¢ nature of Canad

dignity and supporttheequat y of al | AR, 200%ap.3)bAs withThs ldear(

of the Mattey there is assumed to be a linear move from respecting pluralism in Canada to
respecting it on a humar globalwide levelAn assets and positive Vvi
cultural diversity and the development of a sense of global citizenship are related or at least

not presented as mutually exclusive; they can be interpreted as connected through a basic
respet for human rights. This document contains language not found in the wider character

and citizenship education documétdart of the MatterT hi s i ncl udes fAcri tic
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understandingso of #Aindividual and dtakel ect i v
a critical view of rights and at the same time individual and collective rights are presented as
mutually reinforcing or at | east not contrad
communitieso is also signiafbiidanty caswhwelhl rae9r
shift fromThe Heart of the Mattérs di scour se of def endm-e of the
grantedness of safety, respextd high standardBeyond the notion of change inherent to

an extension model of communities (local trgbuo global), there is no hint of potential

tensions inherent tihe differenceshat contribute to the nature of Canada. Thelfattk
conceptualization is respect for human rights as general liberal rights; however, unlike

Ai ndi vi dual htngdo,coldman ivieghtaghidoinottcal eqguwde

There is a strong extension model of citizensai the connection between
multiculturalism and global citizenship is reflective of the new realities of the 21st century

learner:

The Alberta Social Studies KindergarterGmade 12Program of Studies
meets thaeeds and reflects the nature of 21st century learndtdosters

the building of asociety that is pluralistic, bilingual, multicultural, inclusi

and democratic. Therpgramemphasizes the importance of diversity and
respect for dferences as well as the nekd social cohesion and the effective
functioning of ®ciety. It promotes a sense of belonging aodeptance in
students as they gage in active and responsiloiézenship at the local,
community, provincial, nationand global level. AE, 2005ap. 1)

This statement contains a variety of discourses expressing different ideologies. There is the
assets discourse of Canadian diversity as a reflection of itemtheinclusive and unique
identity. Many words are used to describe the assets discourse, including both pluralism and
multiculturalism (two conceptSummer Institute videos spetiche distinguishing). The

assets discourse combines with a social doh&lscourse of diversity asreecessary

component of an effective functioning society. The idea is that studentsoresgect

diversity to function in a unified society where individuals get along. The assets discourse of
citizenship forms the basis for the extension model of citizenship through the local to
community to provincial to national to global levelfiere isa strondinear sense of

belonging citizenship identity expands neutrally from local through national to global.
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The discourse of multiple perspectives is closely tied to the conceptualization of

Canadian pluralism as everyoegetsa-difference and diveity as an asset:

A key component of effective social organizatiorenmunities and
institutions isrecognition of diversity of experiences and perspectives. The
program of aidiesemphasizes how diversity and differences are assets that
enrich our lives Students willhave opportunities to value diversity, to
recognize differenceas positive attributes and tecognize the evolving

nature of individual identitiesRace, socioeconomic conditioasd gender are
among various forms of identifitan that peple live with andexperierte in

a variety of ways.AE, 2005a p. 5)

Fundamentally, this statement appears to be rooted in a liberal understanding of individuality

and ndividual differences. The statemdmtts that some categories of identity are more

sdient (e.g. race, socioeconomic conditions and gender) vatdntially reflectsa
redistributiondiscourse; however, ultimately one must view difference asiy®sind

acknowledge individuagéxperiences rather than challenge systemic categorizatiass. Th

version of pluralism ties to the Wagner Wariors school spirit version of imagining

community. The assets version of diversity is strongly associated with theveffecti

functioning of society and witkocial cohesion; thus, any critique of or acknowl|edlget of
tensions within or between defined fiforms of
approach, indeed negating the effective functioning of society (Jadb@e 2009).

Everyone beomes a Wagner Warrigrhen the hockey team does well. The barambers

and drama students get to be recognized for their contributions and everyone can feel part of
the most valwued identity of political commun
Canada wins a hockey game against anothenco r y é yey C200Badao ( AL

The assets approach to diversity connect s
societyo. |l ndeed, diversity i siondotGamadianbed as
s o c i AR, 20@bap.5). The political and moral value of appreciating diversity is thus
understood as a natural evolution of Canadian liberal traditions of inclusivity and is framed
by the diversity trichotomy and the cultural mosaic. The program of study identifies
manifesetiond At hi s [ Can a&diirasn] Nd&itv emnssi,t yhui t and
fiof ficial Bi i nh N1 i nggr uaanl @n osiindoj; ¢ u | AEU200&4 pi 5 Tints asEets
discourse of the diversity trichotomy appears to be a conflation of demogdasisigption
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(immigration), programgolitics (official bilingualism), and normativieleology (importance

of manifesting diversity). Multiculturalism is both a distinct concept and a conflation of all

three referents (Inglid996). The sectiongoesontadst e t hat MAaccommodati o
is fessential for fostering social cohesiono
ri ght so, fci vjskafedvalsaep,danivcrabyi, t ut € esf | awo and n
(AE, 20053 p. 5). Again, soal cohesion frames the contributions, identtyd recognition

liberal social justice discourses (JosHz@4) and together there is an overall conflation of

liberal discourse (Schattl2008) that expresses a logical and neutral evolution of rights

through a responsible and laabiding citizenry.

Il n the AStrands of Soci al Studieso, the d
Changeo strand expresses the tensions and co
dynamics and change. Here there is a reitog of historicity that reflects the influence of
the discursive turn in social studies. The tensions and complexity discourse is also framed by
the multiple perspectives discourse which is iterated here without the parenthetical inclusion

of Aboriginaland Francophone perspectives:

Understanding the dynamic relationships amomgticontinuity and change
is acornerstone of citizenship and identi§onsidering multipg perspectives
on history, anadtcontemporary issues within their historical contexiabbes
students to understand aaypreciate the social, cultural and political
dimensions oftte past, making meaning of theesent and make decisioms f
the future. AE, 20053 p. 6)

The notion of dimensions reflects a stronger critical space faxession of the multiple
perspectives discourse. However, again, not only is there a linear sense of logical progress
towards the future, there is no sense of conflicts between these multiple perspectives. This
statement expresses an adseted, positie assumption that more perspectives means
stronger decision making which implies stronger logic and clarity of thinking rather than

more nuances, tensions, power relatiamsl complexities.

It is interesting to compare two other strands of social stunttksded in theSocial
Studies Program of StudigSlobal Connections and Culture and Community. The Global
Connections strand expresses the discourse of global consciousness as an understanding of

complexities and tensions. It goes so far as to mentadrctnflicts exist:
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Critically examining multiple perspectives and conieet among local,

nationalandy | o b a | i ssues devel optegenshipande nt s6 unc
identity and thenterdependent or conflicting nature of individuals,

communities, saieties and nation&xploring this interdependence broadens
studentsod gl obal c withsarld condisiome Stiddenssnd e mpat h
will also acquire a lieer comprehension of tensiopsrtaining to economic

relationships, sustainability anchiversalhuman rights.AE, 2005a,p. 7)

This is a main area in the social studies program of studies for the articulation of a global
imaginary beyond merely stating the extension model. It includes many conceptsaes

of rhetoric that are not used in otls&ctions where the assumed citizen is a national one in a

local school in the province of Alberta. This section conteb a global lens. For example

here, the multiple perspectives discourse is connected to a notion ofityitidaere is a

strong dscourse of global consciousness in wiileh liberal social justice discourse of
redistribution is articulated through the id
rights. There is a strong iteration of the extension model of citizenship througbtitire of
Abroadeningo; however, in this instance, it
Aconflicto. This is the first time the word
nature of individuals and communities. Elsewhere conifli generally used as something to

be overcome via (vague or never made specific) principles of democracy and processes of

social studies skillé.

The rhetoric of interconnections and multiplicity seems to align most closely here (in
comparison to the st of the document) to a notion of complicity and thus to a critical
version of GCE (AndreottR006). Students are to develop a global consciousness that is not
articulated in the same way as a national consciousness. This is perhaps because the unique
Canadian mosaic and assets vision of diversity is assumed to be naturally inclusive. In a
global consciousness, the idea of different conditions of life around the world and notion of
empathy suggests that there are poor conditions. This is a particulalrfggohing of the
takenfor-granted discourse that is more closely related to a redistribution discourse of liberal
social justice than it appears to be in a local or national frame. This could be a space through

0 The word conflict is often followed by or associated with the word resolution. For example, in the

skills and processes secti on eonghgeinpreblem solviggramdroonftict st udi e
resol AE R065a@2)Y and in the ASoci al Participation as Den
fidemonstrate skills of cooperati oAE,20@5,pA.l i ct resol uti
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which a teacher could open up discussidrit® complicity of Canadian policies, trade

relations and consumer patterns in these poor conditions; and of the epistemological

violence experienced by First Nations communities. In the social studies Program of Study,

gl obal <citizenship, as expressed thrspismgh the
a space for a more critical, complexd situated view of diversity than citizenship education

that is not framed by global consciousness. This is significant given the strong citizenship as

linear extension model. The global consciousness discopeses up the possibility of a

reversal of that extension model where rather than Canadian citizenship naturally extending

from an assets model of diversity, looking at human suffering across the globe, including in
Canada, can help to encourage-selique, historicity and a situated understanding of what

are identified as global problems.

The next strand is ACulture and Community
context as complex but unlike the global connections strand, there is no languagke arou

tensions or conflicts:

Exploring culture and community allows students to exanshared values

and their owrsense of belonging, beliefs, traditions and languages. This

promotes studentsd6 devel opmentdingf citi zen
of muttiple perspectivesssues and change. Students will examine the various

expres i ons of t he iculturah lmguiste andl sooidl h er s 6

communities. AE, 2005ap. 7)

This is a distinctly less critically framed statement tiduat is found irthe Gldal
Connections strand. Although it includes the
neutral vision of individual selésteem as sharing. The everygatsa-difference discourse

is expressed through the vague identity discourse expressed intee wérdo e | ongi ng, b
traditions, and | anguageso and fAcul tural, |
concepts as related to a vague notion of developing citizenship through identity. The

normative and neutral notisf shared valueand individual sense of self areoted in the

idea that everyone has cultural, linguistic, social communities which are positively associated

with belonging in a pluralistic society. There is a strong assumption that all students can

express their belief¢raditions and languages that appears rooted in the specific inclusion of

Aboriginal and Francophone experiences; there is not the sense that someone who speaks
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Urdu can feel s/he belongs by sharing her/his language. Again, the lack of any language of
potential tensions within or between these identity concepts is significant. While the use of
terms Ai ssuesodo and Achanged suggests there c
multiple perspectives on culture and community; overall, there is an assaonfyatio

everyone can express their sense of cultural community. This harkens to a classic liberal
assumption of the autonomous citizen subject which is critiqued through a complex

discursive and postcolonial understanding of the inclusion/exclusionaryopasfd

citizenship. Furthermore, simply examining different expressions of communities does not
necessarily help encourage a sense of belonging in a citizenship development capacity. This

is a major assumioin made in the document.

Interestingly, as in th&lobal Connection stranthere are critical discursive spaces
evident in the Dimensions of Thinking section through a tensions and complexities discourse.
Through AProblem Solvingo Students are to fAc
pr obl e ms etermimegossilie@wourdes of action and consequences of potential
solutions for a problem that may have multiple or complex causes and that may not have a
cl ear sAEl2005apo9n)..0 And in the section on AMet a
knowledgecreators and contribute to a shared understanding of the world wedieekiay
feature of democrati c | (AE,2002anpd9)Thus,thereis ment t o
space here for examining different epistemic visions of the dimensions of glolesl. issu
However, again, this potential critical space is framed strongly by a neoliberal, monopolar
and postasafter modernism emphasis on individualism, autonomy and logic as progress
articulated elsewhere and in the broader citizenship education docutnisntombnation of
the opening of someritical spaces and the assertion of a wider conflated liberal framework
is further evidence of the theoretical and conceptual ambiguity and double impulses marking
the relationship between local and global visionsuifural diversity and of engaging

citizenship responsibility.

The AHistorical Thinkingo section represe
discourse gets undermined by a neoliberal focus on individualism This section of the
Program of Studies Dimelosis of Thinking section both expresses a rhetoric of

transformation and critical reflection on the past and asserts a strong modernist logical and



215

rati onal basis. On the one hand, W@AHistorical
challenged to rethinassumptions about the past and to reimagine both the present and the

f ut UAE,2@05a(.9). This is evidence of critical discourse that is framed by a liberalist
moderni st base: fl t-inforenédrxitizens who dpproachsissuegvato me we
an inquiring mind and exercise sound judgment when presented with new information or a
perspective di f fAEr2e0bap.9f)r. o m hteh eggioral owrso A(sound
respect for differences rather than a nuanced understanding of the tersimus a

recognition and redistribution and around who gets to frame issues of rights,(Z088ar

Importantly, this section also refers to historical skills involving looking at patterns and
putting events in contextifAgoandsuslEr st ahdi
2005a,p.9). Yet, despite this gesture to the discursive turn, ultimately, the individual

development discourse is strong in the assumption that looking at the past helps students
Adefine their i dentitieso; it i ogicalot cl ear |

extension of historical thinking and skills.

There is nothing in this section on confr
study of the past (for example, looking at the devastating effects of genocide, colonialisation,
andinstitutional racsm)*. There is the possibility to acknowledge the worldviews that
constructed the assumptions on which structural violence has been based; however, the
modern liberal individual citizen evolving and progressing is present in the assumption that

all studens will find a sense of belonging from studying the past:

Exploring the roots of the present ensures the transmission and sharing of
values, and helps individuals to realize that they belong to a civil society.
Historical thinking develops citizens willinig engage in a pluralistic
democracy and to promote and support demodrattiutions. (AE

2009, p. 9)

This is an assets discourse of diversity as leading to effective societies and personal
development. Ultimately, the idea of students constructiagning and understanding is not

extended to a wider peasinterrogating approach to deconstructing hegemonic and

" Garrett (2011) also examines how social studies curriculum is constituted by difficult knowledge

including studying wars, famines, genocides, injustices and slavery. See also Britzman (1998, 2000) who
theorizes representations of social and historical traumaedagogical contexend Boler (1999) considers the
role of emotions in education.
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normative views. Instead, it reflects a past@after modernism approach that is based on a
cognitive adaptation to the idea of new comgiegiand to an individual sense of becoming
enlightened that leads to social cohesion and inclusion into the stat@&nglreotti 2010h
20109. The focus is on not taking the status quo for granted rather than on building an

epistemologically pluralisti version of education for thinking otherwise.

Key Findings:
Areas of Conceptual Ambiguities and Significant Discourses

This chapter has begun to answer the overarching question guiding the empirical
inquiry into the relationship between multiculturalisndeGCE:How are the tensions found
in the wider theoretical and ideological context reflected in policy and curriculum
documents, and publically available lesson plans in Albit&Mext chapter will build on
the description and analysis of both the eahtand background to the current social studies
curriculum and the discourse analysis of the wider policy documents set out in this chapter. It
will present the description and analysis of specific secondary level social studies courses
and correspondinigsson plans available online. As a way to conclude this chapter and set
up the next chapter, | will relay the main areas of conceptual ambiguity and the main
discourses found across citizenship policy, social studies curriculum, social studies courses,
andaccompanyindesson plan documents that were relevant to examining the
conceptualization of GCE and multiculturalism as discursive fields and of the relationships

between them.

Conceptual Ambiguity

The first subquestion for the empirical section bitthesisis: what conceptual
ambiguities are evident in the documents that contribute to the conflation of and/or
relationship between multiculturalism and global citizenship? My critical discourse analysis
of the texts findshere are several areas ohceptual ambiguity implicated in how
multiculturalism and GCE are both related and conflatedlera policy documents and
lessonplans: (1) individual and collective rights in relation to identity groups; (2) pluralism
and multiple perspectives; (3) expsion model of citizenshig4) different \ersions of

globalization; and (bcritical-thinking strawperson approach.
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1. Individual and collective rights and identity

In some places, such as the grade twelve course, individual and collective rights are
studied as distinct. However, for the large part, across the documents, they are seen as a
mutually reinforcing pair rather than as distinct or potentially in tension with one another.
Any notion of collective rights being in tension with individual rigtatés back on the extent
to which any claims of collective rights are consistent with the principles of liberalism
(Kymlicka 1995). Similarly, other liberal social justice discourses of recognition and identity
are tied together under a mutually reinfogeindividual and collective framework. The
emphasis on rights is significant; however, there is conceptual ambiguity around the
difference between an individual right and/or an individual claim for recognition and a

collective one.

2. Pluralism and multiple perspectives

All documents reflect a strong ideal of diversity as an asset as well as a strong
discourse of social cohesion. One conceptual tension therefore is the ongoing challenge of
recognizing diversity in terms of different groups and divemsititin those groups as well as
supporting a cohesive sense of community. There are very few references to
multiculturalism, and curriculum developers and Summer Institute presenters express the
message that the 2005 social studies curriculum providesddsrootion of diversity.

However, at the same time that it broadens pluralism and diversity to include a wide range of
identity markers and influences (from religion to socioeconomics to gender to philosophy to
ideology and so on), it demarcates certaueide groups as diverse in a special waglekd,

the Canadian diversityichotomy frames notions of pluralism and diversity in the

documents. In &w instances, the texts the languagéhefTwo Founding Nations of

Canada referto Canadians of Britisand French origins. However, the texts mostly pay

explicit and special attention to First Nations, Métis and Inuit and Francophone contributions.
There are few references to other cultures. These are generally conflated into one group and
this other cultug group is rarely demarcated along racial lines, countries of plagiguage

spoken at home, religiony immigration history. Thus, a main point of conceptual confusion

is the broadening of a discourse of diversity from multiculturalism to pluralishe &tame
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time that there is a narrowing into special status of Aboriginal and Francophone caesnunit

within the Canadian mosaic.

The emphasis on including multiple perspectives suggests a broadening of
epistemological and ontological foundations and ateaing of complexities and
contributions. Yet, the discourse of multiple perspectives actually correspond with three
options: a) French and/or First Nations, Métis and Inuit perspectives, b) examining an issue
from a pro and con binary approach (for oaiagt, strong or weak, opportunities and
challenges), or c) building individual skills of interpersonal relations and making sound

judgments. An example is the focus in the grade eleven course on national versus non

nati onal l oyal t i ensationdl byaltdes feferdoratrean chinge of factonso
(meligion, region, culture, race, i1ideology,
Acontendingod nationalist |l oyalties include (

First Nations and Métisationalism, Inuit perspectiveshAE, 2007k p. 21). In this case, the

discourse of multiple perspectives reflects the idea that evegetse-difference but some

differences (Aboriginal and Francophone) are more important. Significantly, the curriculum

uses a questioning technique to build in critical thinking. This occurs in the section in the
Grade el even course examining fito what exten
Canadi an AEdeOdkpi28)yHoweve(, the strength of the sociahesion and

mosaic discourses throughout all the documents reinforces that national context as a cohesive
identity.

3. Expansion model ofcitizenship

The documents reflect a strong discourse of citizenship as expanding through a
building of awareness, oésponsibility and of identity from local to (sometimes)
regional/provincial to national to global citizenship. There is a strong idea of the importance
of responding to globbgroblems which starts withwareness. Therefore, the idea of global
citizenshp responsibility is tied to awareness of issues or what | term respbilisg This
is distinct from how citizenship is rooted in respect for difference and affirmation of identity
in local expressionsf citizenship. The specifics of the scales changbat sometimes
citizenship expands from local to global or from national to global levels, and other times it

includes regional; however, the expansion model is definitely a strong conceptual framework
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for global citizenship across the documents andnigheasized with language of broadening

and expanding ideas of citizenship. Conceptual confusion arises in that at the same time that
there is a strong conceptualization of citizenship as expanding and broadening in a linear
process from local to global, strg distinctions made between global and international issues
and between global citizenship and foreign policy or between issues that are domestic versus
issues that are global. Furthermore, there are implicit distinctions made between
Albertans/Canadian@lefined in a pluralistic model as everyone is different) and glokal

others (immigrants). In one of tlhesson plasstudents study a global issue and look up a
country where it occurs and then can interview someone in Canada who emigrated from that
country (i.e. global issues do not occur in Canada) to learn about that global issue. The idea
that liberalism itself has expanded to include collective rights and diverse understandings of
Canadian identity is implicit in the notion of citizenship exiagdut to the global realm.
However, as the notion of pluralism in Canada is itself characterized by conceptual

ambiguity if not outright contradictions, the concept that citizenship extends naturally to the
global dimension is problematic. Furthermor&es content area for understanding

globalization is the impact global processes have had on cultural identities. In this case,
Canadabds context of multiculturalism (framed
Aboriginal and Francophone groups) is@sg frame for understanding globalization which
represents a reversal of the expanding out model in that globalization impacts on individual
and national identities. This raises important tensions inherent to any assumption that

multiculturalism and gloldaitizenship education are mutually reinforcing.

4. Different conceptualizations of globalization

Globalization is articulated as having an impact and as a force. At the same time as
globalization clearly is a process that exerts pressure by impacting cultures and identities in
positive and negative ways, people canoseo respond to it. It is adulated in terms of
global consciousness and tensions around economics, human rights and environmental
sustainability. Historical globalization is eulated in relation to colomation and
ethnocentrism. Globalization is also a process which represeats world order in which

individual s must participate to fulfildl t hel
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5. Critical thinking straw -person

The social studies courses in grades 10, 11 and 12 are organized by one overall key

issue and then into sectionscalfed el at ed i ssuesod. These are po
theGrade 1 ou rTsoe ,whiat extent should | as a studen
corresponds to the overall key outcome A[ s]t

complexitess of gl o BE 2007a@ 13). Similarly, theGrade 1lcourse is based on
thekeyissuéit o what extent should we embrace nati.
overall key outcome Astudents wil/ under st an
nation a | i AEpRO074 p. 13). The posing of the question suggests a critique of the

assumptions underlying the key concept and a deconstruction of the way the main term
globalization or nationaliséh functions as a governing concept. The use of the question

pr ase fito what extentodo gives the i mpression
the answer, and yet, the main analytical framework used for exploring the questions is often a
binary framework. Teachers could facilitate activities and discussions@these questions

in such a way as to interrogate assumptions and have students respond with complex

answers.

However, | did not find examples of this type of discussion in the unit and lesson
plans | looked at. For example, students are to studyrtymities and challenges presented
by globalization to culture and identity @rade 10and study nationalist versus ron
nationalist loyalties in th&rade 11course; examples of binaries are much more evident than
continuums. Thus, the potential for ardlity is limited by a strongly liberalist logic that is
based on the assumption that students will examine different perspectives but ultimately
select one by using sound judgment. They are generally neither led to examine the tensions
inherent to differat points of view nor to determine the difference between dominant,
hegemonic understandings and marginalized understandings. In fact, the latter are often
constructed as alternative views while doamtiviews are neither namadr identified as
dominant vhich reflects the overall lack of attention to issues of power. Furthermore,
alternative views are listed in a pluralism framework rather than categorized according to

ideological and philosophical framings. Thus, the seemingly critical questions, meant to
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broaden perspectives (according to the curriculum developers) arepsirson

constructios.

Discourses

The second sufjuestion framing the empirical research section of this thesisas
are the main discourses through which ideologies of cultixratsity and equity, citizenship
and globalization are iterated? | found eight discourses which contribute to the way
multiculturalism and GCE and the relationship between them is framed in the Alberta

context.

1. Diversity is an asset

This discourse isonnected to the mosaic vision of Canadian identity as inherently
inclusive. It is expressed in generally positive and neutral understandings of Canadian
diversity and also through specific terms framed by the prioritization of Aboriginal and First
Nationsgroups and their contributions to what is an inherently inclusive Canadian identity. It
also works within a neoliberal frame to express what Joshee (2004, 2009) identifies as
business case model for appreciating how diversity contributes to the fulfikitre

economic potential ahdividuals and the province.

2. Everyonegetsa-difference

This discourse is an expression of the broader discourse of pluralism as replacing
mul ticulturalism. 't 1is rel at ediscousesdfosheeds
recognition and identity in the attention to the importance of supporting identities and the
importance of validating those identity as part of public life. However, it is most often
aligned with equality as sameness where inequality is ratdhm, and those who are not
equal want to be the same as those whose identity fits the norm. There are many ways of
being different and divergesveryone is different and the same culturally (Joshee 2004,
2009). The everyongetsa-difference discourseogs not necessary connect to notions of
injustice and equality. Rather, connecting to the diversity as an asset discourse, it broadens
the realm of what constitutes being different so that everyone and anyone can claim a

difference. In this way, servedo depoliticize the liberal social justice discourses of
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mul ticulturalism. It is related to Josheeos
recognition and identity but is closer to the neoliberal discourse of equality as sameness

where inequatly is not the norm and there are many ways of being different and diverse
everyone is different and the same culturally. It also expresses a neoliberal version of social
cohesion by broadening the realmwdfat counts adifferent so that all can claim a

difference thereby dpoliticizing more systemically bound categories such as racetanat

culture so that there is even less possibility to speak about privilege. It also allows

recognition and identity discourses to refer to members of privilegatitideategories (e.g.

a middle class white male can claim a difference of philosophy) without distinguishing

between systemic hierarchies.

3. Multiple perspectives

This discourse is related to the everygmetsa-difference discourse but is used
specifially in regards to the idea of perspectives as tied to identity where the evggtsne
a-difference is distinctly about multiple claims to difference. It can be framed by different
variations of liberalism and works with an assets view of diversity andwaryonggetsa-
difference discourse to reinforce how in a liberal democratic society such as Alberta, Canada,
liberal foundations encourage different points of view. At the same time, the multiple
perspectives discourse is strongly framed by the diyaigihotomy as the term multiple
perspectives is frequently followed by the p
perspectiveso. Again, there is a |lack of sys
everyone gets a difference, the main waljage an assets model of diversity for an effective
society is to respect that there exist different perspectives. There is also thestiamg
that more perspectives drette andthat adding perspectives necessarily constructs diversity
in perspecties This is potentially problematic if the poweglations inherent in how

perspectives exist and are included in mainstream discourse are not examined.

4. Taken-for-grantedness

This discourse isost oftera substitute for the idea of the status quexfiresses the
importance of not taking the statusogfor granted thereby the status quo as a normative and

positive space. The assumption is that Alberta students experience the status quo in a positive
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and neutral way that can be takien-granted. The wler citizenship education policy

expresses a defense of the status quo as safety, resypkbigh standards. This is a

neoliberal version of the takdar-granted discourse. A liberal social justice version reflects

a hint of recognizing privilege in & there is an acknowledgement that there are some issues
of inequality and unfairness in the status quo that need to be recognized. Thus, this social
justice version of the discourse represents the potential for opening up a critical space. That
critical space could make room for a complex notion of complicity in the sense that students
could understand that they and their communities (local, regional and national) are embedded
in systems of power that are inequitable. Such a t&kegrantedness as conpty

discourse would be evidence of a critical version of GCE (Andyr261Hi6)

5. Multicultural others as resources for understanding global problems

This discourse represents somewhat of a flip of the diversity as an asset discourse and
the expansiomodel of citizenship. In the context of studying global issues, immigrants from
so-called developing countries become a resource for understanding global problems in those
countries from which they have emigrated. In this sense, their deficit positiorghavi
experienced a global problem in another country becomes an asset for students in Alberta to

become enlightened amal learn about those problems.

6. Global consciousness

This is a marginal discourse that is limited to the Global Dimensions section of the
curriculum and to the Dimensions of Thinking particularly the Historical Thinking section.
This discourse uses words and phrases such as interdependence, tensiorns, conflic
complexities, problems with multiple and complex causes with no clear solution, historical
globalization, ethnocentrisrandrethinking assumptions. It is the main discourse in which
notions of redistribution come up. It is also strongly associatedamittion of global
consciousness and empathy with world conditions as opposed to ideas of international
responses to global issues and foreign policy. It represents an important critical discourse;
however, it is not highlighted in the lesson plans anargely framed by more dominant
discourses including takeor-grantedness and impacts of globalization.



224

7. Impacts of globalization

While the discourse of global consciousness focuses attention on tensions,
complexities, empathynd different conditiosiin the world; the impacts of globalization
discourse presents Alberta students as individuals with choices and globalization as a force.
They can choose to respond to globalization and whether or not to embrace it. They can
evaluate the positive and néga impacts of globalization on culture and identities. This
discourse is less about complexities and more about making sound judgments based on
binary options.

8. Global citizenship as an etension of national citizenship

This discourse is expresseddhgh language of extending, expanding and
broadening citizenship and through the ordering of sentences where global or world
citizenship is placed at the end of sentences or small paragraphs that start with ideas of

national citizenship. It assumes thastis a natural progression and a desirable pssira.

This chapter has analyzed citizenship education policy and the development of and
articulation of the social studies program of studies in Alberta. It has begun to answer the
research questiofow are the wider theoretical and ideological tensions reflected in policy
and curriculum documents, and publically available lesson plans in Alberta? It has started
this byalso outlining the main conceptual conflations and the main discourses through which
multiculturalism and GCE are iterated, related, and confl&eiting from the context and
analysis of broader policy documents and background to the developmentwifribglum
reviewed in the first section of this chapter, the next chapter examines specific courses in the
secondary school level social studies program and publically available lesson plans. It
examines how these areas of conceptual ambiguities anclpartiscourses are evident in
the framing of the fields of multiculturalism and GCE and the relationship betwegeldse



Chapter Nine
Discourse Analysig-indings:

Senior Social Studieourses and Lesson Plans

The wider provincial @ucational policy context representedtbg Heart of the
Matteris evidence of a Canadian diversity trichotomy frame of a national imaginary with an
emphasis on two of the silo&boriginal and Francophone peopl&s/mlicka, 2005) It
expresses an extenaimodel of citizenship expressed through an assets discourse of
diversity, everyongetsa-difference, and multiple perspectives that are most strongly
framed by neoliberal visions of social cohesion through individual development and fulfilling
the socihand economic potential of individuals and society. The Social Studies Program of
Studies appears to open more critical spaces tharH#@es of the Matterespecially in the
Global Connections and Dimensions of Thinking sectitins pulled togetherypa strong

conflation of Iberal versions of citizenship.

Overall, these two policy texts present a number of related conceptions of citizenship.
Citizenship is about respecting the evolution of citizenship through the past and respecting
different pointsof view. The wider documents present a notion of citizenship that recognizes
thatthere are multiple perspectives and multiple identitiebtithat perspectives and
identities are multiply positioned within larger relations of povtizenshiphas prgressed
through greater inclusion and extends to the glt#weal neutrally and logidéy. Central to
the extending inclusion ipecial recognition to Aboriginahd Francophone peopleBhus
the extension model of citizenship is expregbedugh thaliversity as an asset discourse
expressing the notion of a unique Canadian identity of inclusivity. Everyone has a difference
and understanding that and appreciating the status quo leads to social cohesion and conflict
resolutionwhere conflicts are ackmdedged. The status quo che taken for granted unless
other perspectives are respected. The status quo is worth preserving in its values of safety,
respectand high standards. Furthermarethe national frame, it can extend to include all
types of diferences; in a global frame, the status quo in other places inreed@s

requiring empathy for those living elsewhere who suffeoa quality of life
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This chapter continues with the findings from my discourse analysis of the Alberta
social studieswrriculum. It focuses on the senior secondary social studies courses and lesson
plans available to teachers through the SACSS website and Alberta Education website. |
provide an overview of each document and highlight the way the conceptual ambiguities and
discourses identified in the previous chapter emerge from a close reading of these texts.
Thus, lidentify how these levels of the policy web (Jost2897) express dominant and

marginal discourse and create and or undermine critical discursive spaces.

Sacial Studies Courses:
Grades 10, 11, and 12

The senior social studies courses encompiaree sequential grades (102"
Gradeld s APerspectives on G| oaubsedescriptmiGranenl®. Acco
explores multiple perspectives on theyors of globalization and the local, national and
international impacts of globalization on identity, lands, cultures, economies, human rights
and qual iAE,20058p.12).Grade Ble {c ompasses APerspective
and Aexplores the complexities of nationali s
includes study of the origins of nationalism and the influence of nationalism on regional,
international and global relatisndAE,(2005a p. 12). TheGrade 1Zourse is
AUnder standings of | deologieso and fAexpl ores
Students will investigate, analyze and evaluate government policies and actions and develop
individual and collectivergsonses t o contemporary IAEcal , naf
20053 p. 12). The expansion model of citizenship is evident in all three descripiitwes.
very fact that multiple perspectives on globalization and nationalisms are taught and that in
Gradel?2 students are explicitly taught about ideology and the limits of liberalism
demonstrates the interesting spaces for critical discourses evident in the design of the

courses.

2 There are different versions of the courémg. 101 A Per specti ves oA &GLiobiahgzal

in a Gl obal i ze ddepéading ahdhe inténEedgtsecbi@daryoutcome for studerfsr the
sake of clarity, | will be listing the titles of level 1 courses which are intended for students expecting to pursue
postsecondary education at a universityie language is only somewhat changed in the othelsle
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Overall, theGrade 1Qcoursecontains a number of conceptual ambiguities and
discourses summarized in Chapter 8eGrade 1Gcourse on globalization is strongly rooted
in the discourse of multiple perspectives. phealism framework is evidem the
pluralizing of words | i,R085ap. p3epo2f)l Gblsakivatiann d fi i
i s presented as a process whereby the worl
interdependent. The document expresses that this global imperative results in heightened
responsibilities for individual (and somewhat collective)arctThe word most closely used
with globalization is impact. There is a strong sense that globalization is a force, and
individuals can choose to go with it or respond to it. A notion of agency is promoted through
guestiond for example, asking studentsd@ramine the extent wwhich they should respond

to globalization.

The grade 10 curriculuralso expresses an expansion model of citizenship that
connects globalization, citizenship and identity. In terms of a discourse of new learning for
21st century cizens, there is focus on problem solving as well stsong sense of the need
for more skills in social studies in order to develop citizenship in a globalizing world. The
course includes an important section on historical globalization and imperialism as
continuing to have contemporary effects, particularly on AborigingblesoThis section
expresses a tensions andngexities discourse. Yethere is little focus on the impact of
historical globalization on other marginalized gps besides a genetheme; for example,
migrationis mentioned as possible sutopic for studying wider themé&s There s,
however, a strong discourse of the impact of globalization on cultures and identities through
a possibilities and challenges binary. This secti@trangly framed by the diversity as asset
discourse of unique Canadian identdand it expressethie Canadian diversity dichotomy
with a focus on Francophone language revitalizatind Canadian content lawsr@sponse
to Americanization. There are hirdéthediversitytrichotomy with references to other
cultures; however, multiculturalism is not a main focus. Thus, the vertical mosaic is evident
(Jiwani, 2006 Porter 1965. The multiple perspectives discourse is furthered throaigh
language of variagioptionsdifferent points of viewandpros/ cons rather than usiag

73

de
d o

In Specific Outcomd . 8, Students are to fAanalyze how gl obal.

communities (migration, technology, agricultural i sstL

(AE, 2007ap. 24)
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framework examining differently positioned perspectives and identities. Ultimately, despite
some articulations of a global social justic

framed in a neoliberal vision of job creation and opportdhity

The course overview reflects the combination of multiple perspectives and extension

model discourses as well as the framing of the diversity dichotomy:

Students will explore multiple perspeats on the originsfaylobalization and
the local,national and international impacts of globalization om$an
cultures, economies, humaghts and quality of life. Students will examine
the relationships amorgjobalization citizenship and identity tenhance
skills for citizenslip in a globalizing world. Thenfusion of multiple
perspectives will allow stuahts to examine the effectsgibbalization on
peoples in Canada and throughout the world, incluttiegmpact on
Aboriginal and Francophone coramities. (AE, 2007ap. 13)

This statement includes multiple perspectives, tdkegrantedness, and globalization
impact discourses. Significantly, the globalization impact discourse is understood through
Canadian diversity groupings; the two silos.sTisi evidence of the fact that national
discourses of diversity frame how globalization is understood in social studies and is thus
important to global citizenship imaginings. The discourse of quality of life is an expression
of the takerfor-granted discorse and is significant in th@rade 1CGcurriculum. It represents

a global social justice discourse of recognizing an unfair world that makes some gestures
towards redistribution but also reinforces a we/thaghibtomy. Theglobalizing worldhas
impactson cultures, rights, and quality of lifglobalizationis alsounderstood as ultimately a
positive factor for relating citizenship and identity thybwspecific individual skills. iese

skills include recognizing the existence of multiple perspectiveselis no discourse of

tensions and complexities in this section.

The course rationale connects the extension model of citizenship to the global
imperative. There is a strong sense of what | will call respah#y in that there are global
issues thataguire response and a corresponding citizenship responsibility in both a local and

global spatial dimension:

" For example, the impactgfl obal i zati on on women is reduced to |

i s s uanaly@e impécts of globalization on women (gender issues, labour issues, opportunities for
entrepr e AE Q00&mp.24p) 0 (
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Gl obali zation, the przrsarslsecompyg whi ch the w
increasinglyconnected and interdependent, demands that studentseexplo

respnsibilities associatedith local and global citizenship and formulate

individud responses to emergent issuelated to globalization. Recognizing

and appreciating thafluence of globalization willead students to develop

individual and collective sponses to emergent issu@sk, 2007a p. 13)

The rhetoric t hatoisgvidenbesotthe glabalimpact discdussm d ek s
is a hint of the tensions and complexities discourse here through the notion of
interdependence, but that is framadthe global impact discourse. There is a simple idea
expressed here: despite the complexities and tensions that might be associated with
interconnections and interdependence, an individual must simply know or become aware of
the existence of various peesgives and of the influence of globalization in order to respond
to issues. Local and global citizenship are not potentially held in tension but responsibilities

associated with two levels of citizenship are logically explored and responses made clear.

Thekeyissuedr t he cour seshouliid owevheambreaxde ng!l ob
a key outcome that fAstudents wild/| under stand
gl obal iAE,2007ap.2a8) ( The first related issue is
gl obal i zat i orE 200%p.&0). Thisesection i$ frarden Etrongly by a
recognition discourse of multiculturalism de
is never used; rather the pluralism approach is evident with multiiggarées of dentity
being described with a prioritization ofilture and languagén the specific outcomes,
students will fnappreciate why peoples in Can
cultures, languages and identities ina globalimmgr | d0 and fAappreciate h
culture shape, and aAEe206&pazp)eTihe notipn of momotibhga | 1 z a t
cultures, languageand identities in Canada is taken as a given; in this sense, the curriculum
uses a demographic degtive version of Canadian cultural divers(ipnglis, 1996) Indeed,
in the context of the discourse of pluralism as different from multiculturalism presented in
the Summer Institute videos, diversity is meant to be broader than multiculturalism, and
stuents are to explore a variety of ways fdin
identities (traditions, language, religion, spirituality, the arts, attire, relationship to land,
i deol ogi cal b e | AE&£L00%qp.20).ol e model i ngo (
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This related isselis also framed by a binary approach to analysis in looking at
Aopportunitieso and Achallengeso thAEt gl obal
2007ap. 20). Interestingly, and likely because of the conscious shift to pluralism as
described B those leading sessions at Summer Institutes, the terms used in this section relate

strongly to multicultural discoursgand yet the word multicultural is never used.

Opportunities include fAaccul turatioomof accomn
identity, integrat i agsimilatwem margnalization,l | enges i ncl
accommodati on, i nt e d\E,2007ap.A0). Adcaonmadgtiemisbatla t i o n 0

an opportunity and a challenge whilethintegrationand assimilation are considdre
challengesThis overlap represents the conceptual ambiguity inherent to multicultural

discourses.

As the analysis of the unit and lesson plans will demonstrate, | did not find any
evidence of this tension being teased out; rather, the section retharasterized by
conceptual ambiguity and a marked silence of the term multiculturalism despite the evidence
of all three referents of multiculturalism. There is a politmalgrammatic notion expressed
through the diversity as an asset to a distinct Gianadentity that prioritizes recognizing
the contributions of Aboriginals and Francop
promote languages and cultures in a globalizing world (language laws, linguistic rights,
cultural content legislation, cularl r evi t al i zat i on (AEI200AgRLi st i cC
20). The global examples are strongly framed by Francophone (language laws and rights) and
Aboriginal (cultural revitalization and linguistic revitalization) cultural issues. The
assumptionis, o use Kymlickads (1995) categories, t
Canadians) and aboriginal groups rather than etiitaral immigrant groups who are being
impacted culturally by the processes of globalization. The omission of multicultur@kpoli
such as heritage language rights as examples of cultural protection is significant. The
ideologicatnormative version of multiculturalism here is the diversity as asset version of the

unigueCanadian diversity model.

Building from the Global Connections strand and the Historical Thinking dimension
in the soci al studies program of studies, th

contemporary society respond to thecriic’gaci es
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spaces through historical thinking and the tensions and complexities discsiby2007a p.

21). While the term fAhistorical gl obalizatio
descr i beseofaapitalisrh, endusétrializatiorpiper i al i sm, AEurocentri
2007gp.21).Thi s section also refers to students i
respect to the human conditiono and fAaccept|
global citizenshipAE, 2007a p. 21). Theidea of social responsibilities coupled with respect

for the human conditiomakes space fa redistribution discourse. However, again, this

critical discursive space is framed by the multiple perspectives discourse as students are to

Ar ecogni eocate ganalls parpppctives regarding the prevalence and impacts of

Eur oc e nAE,rR00%amp.@21).There is an important critical space opened up through the

conept of Eurocentrism. Yetgain, multiple perspectives are not systemically differentiated

so that presumably the various perspectives one is to recognize and appreciate may include a
positive vision of European settlement. Really, it is an example of a critical thinking straw

person since the dominant discourse of global impact on Aboriginatesillimits the

acceptance of a proolonization point of view.

Indeed the other specific outcomes focus on global issues rogieticies and
practices of posblonial governments in Canada and elsewhere including residential
schooling. And, studentsr e t o fexamine | egacies of histor
that continue t o AEn2007ape28)cTais igd gwtmbcbnsciowsmnesso n 0 (
discourse of tensions and complexities rather than a global impacts discourse which is
confusng given that the global impact discourse was so dominant in the previous section.
This related issue section of tBeade 1Curriculum demonstrates an influence of
postcolonial versions of cosmopalitism (Delanty2006). Thanclusion of notions of
imperialism and eurocentrism connettsdeveloping a global consciousness that results in
social responsibilities to upholding a human condition of equity and fairness. This part of the
curriculum seems to offer some evidence of the potential for eapasterrogating
modernism approach to global citizenship education through the inclusion of an
epistemological pluralist approach. However, despite the inclusion of key terms like
eurocentrism and historical globalization, an acknowledgement of the negativet ioh

i mperialism which can be seen today, and eve
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perspectives discourse that is so strong through all levelsliof text assumes individual

students can reach a neutral and balanced position.

Overall theGradelc our se focuses on fAPerspectives
a strong multiple perspectives discourse a$ ezhg framed by the diversigsassetto-
uniqueCanadiaridentity discourse. The underlying vision is that there is one national
identity but there are multiple perspectives and understandings of that national identity. A
conceptual tension inherent to this course is students are lead to question national identity at
the same time as it is seen as central to a sense of citizeekingibg. This is evidence of
the critical strawperson | identified in the interview with Shirley Doug(a#\, 2007a,
2007h, 2007y the curriculum developer, who described that asking questions rather than
making statements leado transformation and expressesplexity. Yet,n practicethe
guestions set up binas@nd false dichotomiesoFexample, individuals experience both
national and nomational identities while the curriculum pits one against the other. The
course o expresses conceptual confusion regarding developing a global consciousness
while analyzing national loyalties and international relations. The curriculum expresses that it
is important to understand the complexities of nationalism in order to undeesten
appreciate the interrelationships among nation, nationalism, internationalism, globalization,

citizenship and identity.

TheGradelc our seb6s key outcome is for student
to the compl exiAEj20808 polf3 )n atTihoen aliirssmo Rel at ed
what extent shoul d nat i,andthégenerallowconiedoosuses ant i 0 n
exploring the relationships among identity, natiand nationalisnfAE, 2007a, p. 13).

Nationalismis definedasan i dentity, internalized feelin
shar ed b yAE200pBhepad). Theexaples given reflect an assets version of
European epistemology as the curriculum | i st
Canadian naticaism, Québécois nationalism, American nationalism, First Nations and

M®t i s nati onal i s(Ak, 2007, p.i2Q)Firg Mationsy Métisand lets o

nations are validated through a Western notion of nationalism rather than as challenging a
Eurgpean conceptualization of nationalism. Again, there is conceptual ambiguity as Canadian

nationalism is listed alongside Québecois and Aboriginal nationalism; and this tension is not
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attended to but rather listed along with other versions in a multiplpgmiges framework.

The only examples from outside of Canada are from France and thiddw8ver, the idea

of Areconciling cont en dhanmadjan nadanalistnnFrdt Natiomsy al t i e
and Métis nationalism, ethnic nationalism in Canadag¢ ciationalism in Canad&uébécois
national i sm, l nui t pPAEr2680pbec 21) Itvsec clearrwhat edhnic o n a | i
nationalism in Canada refers to or what civic nationalisrinaigh it may refer to Gedian

patriotism.

The mainmessage is that there are many versions of nationalism which corresponds
with the pluralism discourse and multiple perspectives framework. Being aware of different
perspectives allows students to understand nationalism; the focus is on knowing or being
awae of versions of nationalism rather than interrogating nationalism as a governing
concept. There is an inherent dominant view that again is not stated through the notion of
Aal t er n abding respected. Budents aréappreciate the existencealfernative
vi ews on t he mAEAR007npg32)d-tirthemnzote,istodernds afe asked to
evaluate the importance of reconciling nationalism with-natonalist loyalties such as
Areligion, region, cultur el oy acCAE,2@08hpe 61 0ogy,
19). Interestingly, many of the nationalisms described earlier are defined by these non
nationalist loyalties which demonstegfurther conceptual confusingor example,

Québecois nationalism is strongly defined by languagenaschistorically also tied to

religion before the Quiet revolution. Furthermore, the listing approach of pluralism continues
to place side by side terms and concepts that can be held in tension. Studying ideology as a
nortnational loyalty is interesting vem theGrade 1Zourse examines liberalism in relation

to governance in Canada.

The course also examines internationalisn
af fairso. Where el sewhere the curriAgul um doc
2005a 2, p.6; AE, 2007, p. 24; AE, 2007, p.23) and @ gAm2E@EEp.6G,5sueso (
12; AE, 2007, p. 22, 24,; AE 2007, p. 25); the discourse of internationalism appears to
relate more specifically to the involvement of naigiates in regionaland gldba fiaf f ai r s o
(AE,2005ap.13) . This course focuses on understand

involvement or noninvolvement in international affairs (economic stability, self
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determination, peace, securityandigsaghani tari an
i nternat i @00&)]pi2l).nbis sughdsts there are multiple ways of understanding
internationalismand the focus is on foreign policy trends and sugai@gonal organizations

(e.g. United Nations, Arctic Council). Internationalisniaseign policy and supranational

organizations constitute internationalism. Students are to analyze the impact of
internationalism fAin addressing contemporary
environment , AEh2a00dam23) Thus the ration state is seen as a central

figure in the way broad issues are managed at the same time that internationalism is set

tension with nationalismitSudent s are to fAevaluate the exte
sacrificed inthe interésof i nt er n at, 2007, p. 23). K imsignificanBhat this

section does not refer to global citizenship. Therefore, global citizenship is associated with
Ademonstrate[ing] a global consciousness wi:t
af f aAEr2806ap(2) while internationalism is associated with pragmatic relations

between nations and large groups in relation to broad issues.

Thestrawper son version of <critical Il nquiry i ¢
extentshouldindii dual s and groups i n Calehtieaaeise mbr ace
more nuance in the related goalthat udent s are to fAassess strat
complexities of nationalism within the Canadia ¢ o n t e2007%op. 24)Altleed,His
section provides a nuanced examination into nationalism as both a normative category and a
negotiated construction with differing understandings. The discursive turn is evident in the
Aappreciate[ion of] contrast i sogiatddwitht or i c al a
nati onal i adaby[eig of] nethdds aseddby ifdividuals, groups and governments in
Canada to promote a national identity (symbolism, mythology, institutions, government
progr ams an (AE, 2007, p.24. {Thene s algdé alternatives discourse in the
goal of demonstrating fArespect the views of
Alternative is a stronger adjective than multifdeusein front of perspectives as it sygsts

deviating from a dominant, nmativeperspectivevhich again is not named.

The historical perspectives about nationalism in Canada are associated with French
Canadians; First Nations, Métend Inuit Peoples; and Pierre Trudeau. Although studying

Trudeaubds year s uldlsadtB studyimgiultMulturadl golicye mo dicect
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references tanmigrants are includedi Chal | enges and opportunitie
promotion of Canadian unityo reflect tThe diyv
provincial territorial relations, Aboriginal selfletermination and land claims, bilingualism,

mul t i c ul AEy2008H pi 2d)nMultic(ituralismi s not present in the
various perspectives of future visions of Ca
model, separatism, Aboriginal selétermination, global leadership, North American

i nt e g rAg,2000hmp.@24).(Significantly, the discourse of pluralism seems to replace

rather than expand on multiculturalism in this instance. Global leadershgnisisa
perspective of future visions of Canada; 1int

Afinternational 0 in this context.

The Grade 1Zourse focuses on ideologies. Again there is hardly any mention of
multiculturalism or of ethnocultural or racializednorities outside of Aboriginal and
Francophone peoples although racism is mentioned as a contemporary issue. This course
expands on the individuabllective dialectic by distinguishing between individualism and
collectivism as ideologies. There is exflattention to global citizenship in this course
which is framed by a postsaftermodernism logic with hints at epistemological pluralism
through brief attention to some fAalternative
expresses a focus on oldgs evolved) versus new (more evolved) liberalism which is
consistent with the expansion of liberalism as progress in the modern telos. The rhetoric of
complexities and multiple perspectives reflects the critical thinking impulse consistent across
the curiculum. The course overview assddarning about liberalism as key to global

citizenship:

Students will explore the origins and complexitiesdefalogies and examine
multiple perspectives regarding the principles of classical ancemod
liberalism. Ananalysis ofvarious political and economic systems will allow
students to asseshe viability of theprinciples of liberalism. Developing
understandings dhe roles and responsibiliti@ssociated with citizenship
will encourage students to respl to energent global issueéAE, 2007¢ p.
13)

The expansion model of the progress of liberalism is reasserted in the course rationale:
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The principles of liberalism have played a significant role in the development
of modern democratic societies. Developing mprehensive uretstanding

of the evolution omodern liberal thought and the tenets of competing
ideologies is important in theevelopment of active, informed and responsible
citizens.This understanding will enab&udents to effectively investigate,
analyze and evaluat®gernment policies and actioasd develop individual

and collective responses tontemporary local, national amgiiobal issues.

(AE, 2007¢G p. 13)

Liberalism is the central ideology against which other ideologies are studiedciouttse.

Modern liberal thought is presented as an evolved ideology that is central to an expansion
model of citizenship. Thus the expansion of citizenship from local to (sometimes regional to)
national to global levels parallels the evolution of liberalesmd is thus rootkin modern

liberal principles.

The key issue around which the course is
embrace anandeotl odjgr?tdos are to Aunderstand, a
compl exi ties @0074. doeevdr,thg coerse s ceptdréd on liberalism.
According to the curriculum document, an i de
history, beliefs about human nature, beliefs about the structure of society, visions for the
f ut ur @7¢pP.A®. In the first related issue, students look at the relationship between
ideology and identity. There is a section comparing individualism as rooted in principles of

l i beralism including i fintkiest, compettion, econgnfictc s an d
freedom, rul e of | (ARy2007gpp.20) These arepconmpared totthe O
principles of collectivism: fAcollective resp

economic equality, adherence [2007¢cp®0).ITRect i ve n
relationship between individualism and common good in societaesigibed as a
Adynami 2007 d. )k

There is a strong relationship between ideology and citizenship in another section of
the coursgehatisor gani zed around assessing fAi mpacts o
' i ber al,2000p@m2 1) AE This section is defined by t
resistance to liberalism justifidd (AE, 2007¢ p. 21). I n terms of fiheal ues
first specific outcome | eads students to fAap

develome nt of i deotogifiesp) oaed  Abaréeginal contr.i
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devel opment o f200/cipl2®).rThid i9 as assets ardl Eontributippraach to

including Aboriginal worldviews into the curriculum by validating thenideplogies. The

evolution of liberalismoccursthrough inclusion and pluralisemd discourses of recognition

and contributions Students are to appreciate the impactivbretis and citizenship of

promoting ideological principles; this is another use of the discourse of if@gactimpact

of globalization)which is different from a tensions and complexities approach to exploring
ideologies and citizenshiffhe impacts dicourse reifies a proon and opportunities

challenges logic. Aboriginal experiences eited as the main example of a perspective on

the Aimposition of t heO0OfpRhci ples of | iberal

Anot her specific out c thahiedividuals andgraaiss mayap pr e c
adhere to var i,200% p.R1Y. dhislexprpdses a fexikleAdtsion of
citizenship which adds a nuance to the pluralism and evegyetsa-difference famework.
Modern liberalism is highlighted as an evolfedn of ideology tied to positively to
citizenship except in the circumstance of Aborigjieeperiences of its imposition; however,
individuals and groups are nd¢fined by one ideology. Interestingly, in the course
description, mdern liberalism, condisntly with the critical impulse that justifies liberalism,
i s explored throeghathacé | 20Vgpe2d)hThase ifcade
AAbori ginal coll ective thought k6 -censewatisngnment a
postmodernisme x t r e mi ,200&p. AE. These fAalternativeso
and this list hardly reflects neutral items; rather, distinct and contradicting categories are
related together as fdalternativesexplwitt he do
expression of a |l oose version of fAmodern 1| iDb
that acceptand even encouragsesmecritical thinkingthrough challenges and opportunities
study or through examations of alternative thought

Thenex section examines Athe extent to whi
i n a cont e mp q20@rcp 23wlhis $ecion break<Ethe study of liberalism
down to various perspectives within political and economic systems. It focuses on how
governments Areflect the will of the peopl ebo
considers the extent to whi lcohghtfandipracéce a | democ

(Canada,cane mpor ar y e, 2087qp. R3¢ €antenjpbragxamples are
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presumablytobeébm out si de of Canada. The distincti ol
Ailliberal thoughto is not cl eaopenupawever, t
critical spacdor a selfcritical and reflexive view of Canadian liberalis8ignificantly,

when the curriculum looks at how governments promote individual and collective rights,
multicultural policy is missing. Canadian examples include the Canadian Charter of Rights

and Freedoms; Québec Charter of Human Rights and Freedost®jdtions, Métis, and

Inuit rights;and language legislation (AE007¢ p. 23). Multicultural rights are included in

the CCRFputso are language rights which are listed as a distinct example. Neither

multicultural policies nor employmengeity policies are listed.ignificantlyfir aci s mo i s
included in dist of contemporaryssuegwhich are implied to be other than Cangifimough

which to evaluate the viability of princigeof liberalism(AE, 2007¢ p. 23).

The Grade 1Zourse includes an ittamentalist version of global citizenship that is
tied to the assumed dynamic achieved between individual and collective citizenship. The
curriculum is significant in its explicit st
collective citizZ n s h i pever,motlem\beralism is the centre piece of the coursésand
examined only through a list of alternative thoughts and through a binary of liberal and
illiberal thoughts and actions. The last related issue in the course focuses on students
Aassesdfpingfights, roles an@00fp.a4.dhissi bi | i t i €
includes fAappreciate[ing] the relationship ©b

h

a global consciousness with respamktt to the
fimfccept[ing] responsibilities associ,ated wit
2007¢p.24) . Students are to fAdevelop strategies

that demonstrate indi vi dga087cp.24h the ctedndhipast i ve |
leadership discourse connects to the way citizenship can be conflated with character as

evident inThe Heart of the Mattea nd r ef |l ect s the i mpact of gl o
on individual choicesA strong framing of the extension model of citizenship is stated here in
correlation toa positve, mutuakreinforcemendf individual and collective rights. However,

there isalsothe discourse of global consciousndesye it istied to takeror-granedness in

terms of having empathyif global community members
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Unit and Lesson Plas

| examinedwo sources oSocial Studies lesson plans created for teachéues first
set were developed throu@ACSCand are available on their websilédne second soce is
available on thélberta Educatiomwebsite and is a collaboration of Learn Albextal a not
for-profit agency called The Critical Thinkir@onsortium. While | found fewexplicit
connections between multiculturalism and global citizenship educatiahfind many
implicit connections throughneemphasis on the importanakcultural identity that appears
to span understandings of Canadian cultural diversity and global iEsqesding on the
curriculum outlines, the lessons expressi@ical view of globalization and a focus on the

impact of globalization on different identity communities.

A Grade 10Qesson created through SACSC on Global Issues has students learn about
six of the global issues identified by Canadian International DevelopmemicAgs
problematic; they are tietd the UN Millennium Goals. These include poverty (health and
nutrition); basic education; HIV/AIDS; <child
environmental sustainabilitjfter learning about the issues, the students set out to research
a Adeveloping countryo where Aquality of |if

presentedo. The objective states:

Students will identify undeveloped countries and regidns increasing their
awarenessf the struggles and hardships experienced bygelpercentage of
our wiohabitahts.sThis knowledge and understanding will encourage
students to takeesponsibility through action, thereby strengtherivegr
commitmern to be activeitizens of the world. (SACS®.d.9

The main concepts here are social action, commitment, awareness, and obligation. The main
assumption is that with fAknowledge and wunder
responsibleandbemade t o Aact o. The quality of 1ife di
version of takeffor grantedness. The takéor-granted discourse in a global frame

emphasizes struggles and hardships and recognizes that the human condition is marked by a
lack of quality oflife in the global community. This global consciousness diseduas

stronger language than what is found in the course description for Grade 10. It emphasizes

the strengthening of commitment to action through empathy and knowledge of the suffering
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of others; however, as the lesson continues, the titegranted discourse reds an us

versus them dichotomy.

This lesson expresses the multicultural othergssurces folearning about
globalizationdiscourse. In the Activities for Extension and/orgnteat i on secti on,
can interview new Canadians who immigrated to Canada fromartidef i ed countryo
n.d.g . I nterview questions AcoulSACSndec) ude t ho
The lesson plan suggests that studesitsf@eimmigrant what were his or hexperiences
with the global issue(s) in questidn.this case, the context of multiculturalism is seen as a
resource for learning global citizenshgnd therefore GCE contributes to a we/they
dichotomy. The assumptionissth t her e may be a finew Canadi ar
the specified fidevel oping countrieso (in the
By hearing about a personal experience, the student interviewer will gain awavehess
longer tale the status quo in Alberta for grantaddwill commit to active citizenship.
Anotherassumption is that the student is not from such a developing country nor does she/he
have experience with thgdobal problemUltimately the takerfor-granted discoursierates
a strong us versus them mentality through a possible extension activity where students write
an essay following the interview reseponding
granted our quality of lifePSACS n.d.c). Based on the way the activity is designed to
follow researching a global problem somewhere in the developing world, the assumption is
that students will answer yaRe-distribution is hinted at with the ided comparing quality
of life. However, the tice othering of the immigrant as a domestic and global other is
significant. The essapromotes a liberal individual development model of-sefliection and

seltenlightenmenthrough recognizing quality of life is takéar-granted

Another interesting example is a suggested activity by Alberta Education and the
Critical Thinking Consortium called AGIobal.i
assets discourse diversity with the impact of globalization discouesal is franed by a
criticalstrawper son i mpul se. The main goal is for s
guestions to gather information about the impacts of globalization on the identities of various
gr o uALs2008hH . Students ar e ctto oifi ngvleoshtailgiaztaet itohne

founding nations andultural communities by decidinghether globalization has, on
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bal ance, enhanced or we¢AL R@8YeThis is annmtanestingt y i den

version ofthe diversity trichotomytirst Nations Métis, and Inuit people are conflated with

the secalled third force (Li2 000) i nto Acul tur al communities
colonial | anguage of fACanadads founding nat.
globalization on cultural identsis ar e br oken into the fAopportu

defined in the curriculunfAL, 2008b)The students are led to brainstorm exasmf these

global influences:

Newcomers may be marginalized because ohahility to speak the
dominantianguages ordxrause of cultural differences; affirmationidéntity
may occur because ofulticultural television and increased internationa
travel and exchanges. Remisididents to look for examples of global effects,
not effects tht are attributable largely ttomestic influences(AL, 20080

Importantly, this statement includes a notion of marginalization. Yigtjaultural television
is affirmed and is tied directly to international travel. This suggests a conflation of what
Kymlicka (2004) calls domestic multituralism versus cosmopolitan multiculturalism.

They are to conduct an interview or administ
has globalization in its many di mensions cha
AHave theseidlyargdangreidmar weakened individt
(AL,200&) . There i s also an option for teachers
to class or have teams of students poll part

founding nabns (i.e., English and French), First Nations, Métis and Inuit peoples and other

cultural communities; e.g., Haitians, Vietnamese, Lebanese, Moroccans, Belgians, Germans,
Pol es, Ukraini an s(AL, R@8H.dnterastirgly, indhis vasepdridinali s h 0
peoples are distinct from Aother cultural <co
expands upothe discourse of the third foregthout distinguishing between new or long

term immigrant groups or between European immigrants or pebptdour (Li, 2000).

This lesson represents a descriptive referent of globalization and of identities that
connects to a postsaftermodernisnversion of global citizenship.hEe assets discourse
expresses that Canada benefits from diversity; inthiscas€anadadés di versity
for understanding globalization. This is connected to the strong discourse of pluralism as
everyonegetsa-difference. Thus, this section represents a blend of the ecotechiaical
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instrumentalism of the neoliberal bang caseadiscouse with liberal social justice right

based, recognitigrandidentity discoursegMarshall, 2009; Joshee, 2009here isalso a

strong fAequity as s ame ngetsadiferancedipcoursewhich of t he
can easily supplant the social justice discourses because all these groups are presented as
equally different rather than differently systemically bound. Funtioee, the fact that

teachers must be careful to steer students away from naming domestic factors reflects an
attempt to separate tl®@mestic multicultural programs and policies from global issues of

cultural marginalization or homogenizatiddn theondh and, Canadadés mul ti c
demogaphics and multicultural polices amlevant to the study of identities in the context of
globalization, in fact multiculturalism is a resource for understanding globalizatidghgo

other hand, global effecteappen otside of Canada and multiculturalism is the same as

traveling.

When studentsreate the questis for their interview, the instructions direct them

consider the indicators of a healthy identit
anindividm! or community having experienced a se
feelings or attachment or belonging (more 1in
experiences (more personally satisfying)o,
diverst y) 6, and fAmor e c osmfuoprttiivneg ommi,20688sseett t(ilnegs)so
Students are to ask questions sucliaso you f eel that your commun

stronger identity in tjed &sWmhaz0 hyeastay oair gaa i
an individual livinginamor e gl ob al i z2@0&). Whe criticdl Anpulsé Hete is

framed byapre on binary in the Astrongero versus i
of factors is not probed for intedatedness in terms of hayveater options ahgreater

diversity might,in actual lived experiencéavecorresponded with less comfort and less

feelings of beloging. There is no evidence of a discoursteaons and complexitiesere;

rather, the critial strawpersonogic comhknes withthe everyonegetsa difference and

global impactdiscourses. This combination contributes to a conflatiagiafal citizenship

and multiculturalism and movesitical discourses to the margins. Studeamd teachers

could use these interviewsttouble and interrogate categories of identity in the context of

globaization.However, they could just as easily and perhaps more easily use these
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interviews to reinforce a posisafter modernist ideas of global educatiofihe notion of

identity is nd tied to systemic categorizationamational or global imaginary this version.

Another lesson for Grade Biggested by Alberta Learning in conjunction with the
Critical Thinking Consortium is called AEnNnha
A rca@nmend a set of proposals to enhance the cultural identities of identified groups in
response to particular challenges and opportunitiesserat ed by gl ,@@D&) i zati o
Teachers are directed to fiask stdpwh@ent s t o ex
cultural and linguistic interests. This is an excellent opportunity for students to explore
Aboriginal issues astheyrelatet | anguage a B00&).dund of thertopics ( AL
studentsaretostudys fAcul t ur al r e vthetided of enfsabcingcnltiresisHe r e
an iteration of the&iversity asasset discourséhere is no critical systemic understanding. It
is indeed an excellent opportunity to explore Aboriginal issues which ought to be an
opportunity for a complex, nuanced study of the tensions inherent to the Canadiatydivers
dynamic. An emphasis oiboriginal issues righta clear historical wrongiven examples of
cultural genocide and a systemic deficit view of Aboriginal cultures. Yet an unintended
consequence is the silencing of the voices of immigrants and those identity groups who,
along with First Mitions, Métis and Inuit peoples, experience racism and struggle to keep
their culture. | an not suggesting that immigrant anfakiginal experiences are thanse.

However, in my reading of the lesson plan, Aborigergeriences are presented in a way
thatisolatestheseexperiences of oppression from widestgmic and global processes; these
wider inequities of cultural pow@&mpact multiple idatity groups in particular ways that is

glossed over at best in the Alberta texts.

The Alberta Learning andrical Thinking Consortium lessgulans focus strongly
on an assets model of diversity. The | esson
|l dentitieso asks ATo what extent 1is globaliz
i dent i t,R00&).7Téahdrsfate directed to discuss the impdalobalization on
identities:

Ask students to consider whether globalization conteibtd or undermines
desirableaspects of collective and individual identities. Framireggbestion
this way avoids thassumptins that globalization necessarily undermines
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diversity (globalization presentgportunities to enhance cultural diversity)
and that maixnal cultural diversity is theleal. And certainly, there is no
presumption of a singléesirable identity. (AL2008&)

The strong promotion of fAmaximal cul tural di
the Ganadian discourse of diversityan asset. | would hazard a guess that the discourse of
the impact of globalization on cultural identities would beeddht in another national
context(e.qg., findings from the U.S. Warker(2011) about schools with multiple cultures in

its demographic using the word international in their name). This direction seems to be an
attempt to explicate the multiple perspeesivand multiple identity discourse whichvery

vague in the curriculum documents. It is also evidence of a struggle with the critical impulse
strawperson constructed through some of the binary constructs inherent to key questions. In
this case, examinghhow globalization contributes to or undermines collective and individual
identities could lead to some students supporting the homogenizing vision of globalization.
However, it appears assumed that this stance would not be acceptable in the pluralistic
context of Albertaramed by the diversity is an asset discoufsris, the lessoplan

developers are forced to articulate a strong value statement on behalf of maximal diversity.
However, despite this multiduiral ideological norm, a belief ghiversity which can be

traced to multicultural discourses, there is only cursory attentiomlkiicoitural policies

themselves ioth the curriculum and the lessplans®.

Alberta Learningn collaboration withCritical Thinking Consortium also pastane
unit and lesson plans to use with Bede 11social studies course on nationalism. They also
express the diversity as an asset diosi@our se
cohesion message tHeames the everyongetsa-difference dscourse. The extension model
frames these lessons as well. The first lesson lists a number of scenarios and asks students
Awhich events make t he, 20080eMost ofthb examplesaare bfe st pr
sports (e.g. a schoolmate is drafted toNlagonal Hockey League, a Canadian or Albertan
or UkranianCanadian wins olympic Gold, Italy witlse world cup in soccer).t®ers

include aboriginal musicians winning a music award, the French language being judged one

75

For exampl e, in thned |ledsesnotni tAy®l osbtauld eMietdsi aarae | ed t «
the practice of McDonalddés in Germany advertising wit
cultureandpromt i on of | i nL&,ROO8BK This is abdueandbmirtant Gatiofalizire

experiencing Americanization without an examination of minority languages within Germany.
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of the most romantic languages, anHaitiarrborn refuge being appointed Governor

General (which did happen to Michaélle Jean). Having considered whether or not each
example makes them feel pride, students are
international events that areulsoc e s o f p e r s2008ka This ptatementi® ( L A
consistent with an extension model. APer sona
expressed from the individual to local, national and international spheres. There is no
suggestion of tensionsitivin or between these levels of pride. In this case, in addition to
Francophone and Aboriginal Canadians, the third force of other cultures is evident in these
examples through references to UkranZanadians and Albertans who would feel pride in

Italy or a connection to Haiti. The list reflects an everygeé&sa-difference discourse where

each item is seen as worthy of pride by at least some studeeaty student gets a difference

to consider in terms of loyalty

In subsequeresson, students considdivided loyalties within families and the
example given is fAa family who has relatives
di fferent national teamo (LA, 2008f) . Thi s
explain how students might feeome loyalty to another country and is also an example of
the extension model. This example could be read as an interaction of local and global but is
framed as an individual familyissue i t refl ects Kymlickadés (200
which doesot challenge significantly the multicultural mod&eachers move students
along to Afhérodot e[ pahdgihdents ace tedtb cossider that

Anationali st sentiments vary dependiing on th
particular situation or state. For instance,
eventhoughtey al | | i v e2008) QGéhetaschationalisniig\given as an

example to study in terms of how different perspectives leadrtflict in nationalist

senti ment s: Afe.g. a federalist perspective n
separatist perspective may be more heavily rooted in social andgdliticc oncer ns 0 ( L £
20089. This could be an invitation to identifyyd unpack different assumptions and lead to

critical engagement with a complex issue; however, as it is stated, the multiple perspectives

are categorized as historical or social or political without any reference to power relations.

The lesson plan introdes some other examples including tines listed in the course

descriptormas wel |l as fAother contemporary case stu
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Tibetan independence and Northern Ireland independence to introduce studenissioeth
of divided loyalties(LA, 20080) Againthe termcontempoary examples suggests those that

are notCanadian

The Canadian flag debate is used as an example of divided loyalties at the national
level as an extensiorf the family example. Then, studemt® introduceda consensus
building when considering matters of divided loyaltia®tigh a role play oflelegates at a

public policy forum.Questions to consider include

How do we ensure that our rights and interests are advanced? How do we
ensure that the voices andhts of others are advanced?....What are the
concerns about simple majority rule? How important and realistic is it to reach
consensus on key issues? Should varying nationalist groups simply be given
jurisdiction over certain areas{LA, 2008f)

No answers for these questions are provided nor are other possibilities. The idea is that
students will know the answers and be able to set up a framework for their discussion
becausehe inclusion omultiple perspectives leads to social cohesion. Thislback to the
idea of group work skills as key to developing global citizenship as expresbed hieart of
the Matter.The groups suggested for role play represent the diversity trichotomy with the
Albertan regional twist: Western Canadians, Québegaiglophones in Québec,
Anglophones in central Ontario, Francophones outside of Québec, coalition of Aboriginal
groups (First Nations, Métis, Inuit), and coalition of visible minorities (e.g. Muslim

CanadiansBlack Canadians).

The next lesson expresseswha social cohesion discourse weaves through the
diversity as an asset to Canadedadfferencé que 1 de
discourseand the multiple perspectives discourse so as to marginalize the space for social
justice discourses. Bh | esson suggests that teachers ask
of loyaltieso by redesigning the Canadian co
balance of national antbnn at i on all [, 2098a) | Teaichers @re t¢ diréss that in
deciding on tis balance studenfsar e not t o as s e feencdstbetior own p

decide from e perspective of someone who wants to devetogpyaCanadian
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representationo so that they can rualspect t he

citizens in Canadé_A, 2008m,italics in original).

The rationali nt er ests i nclude ACanadian national
Nations nationalism, Métis nationalism, Inuit perspectives on nationaligiretanic
nati onal i s Mmdthric hatignaliinds0d®timguished frofrenchCanadian or any
version of Aboriginal ethnicity therelrgpresenting an ambiguoreference to thehird
force.Nonnat i onal |l oyalties include fAreligion, r
contendig | oy al R00&mswhich(slamiteration of the vision of pluralism in the
curriculum documents and program of study. There is no discussion of conflicts within or
between these national or npational loyalties. Reinforcing this neutral categor@ata
speci al note to teachers | eading the coat of
students that collective symbols might be used to represent particular loyalties. For example,
instead of showing specific religious groups, studenghtuse a nondenominational symbol
torepresentallmajr r el i gi o0 n s$2008m. TRisisaa dxaniple 6f th&
conceptual ambiguity inherent to notions of pluralism as evergetsa-difference.
Religion is offeredas common allegiance amongeéthn  gr oups and ot her fAn
(e.g. French Canadians) at the same time that it is a-altichh nonnational loyalties. This
is social cohesion through everyegetsa-difference discourse in a particular categorizing
of difference. It also repsents an example of how the assets discourse of diversity connects
to and even redefines the trope of the multicultural mosaic. In this case, religion gets a piece
of the mosaic in such a way as to conflate distinct and even contradictoryeagperof

cultural minoritizationin Canada.

The Alberta Learningesson suggestions mention both multiculturalism and
pluralism. In a |lesson called fPRecdticabti ng or
thinking strawpersoncontributes to conceptual confusion around cultural diversity and the
nati onal i maginary. Teachers are to | ead st
may either challenge or support a Canadian national identity; e.g., separatism, regionalism,
Aboriginal rights, Americaninflaenc e, mul t i ¢2008). Inthadameslasson, ( L A
students look at different newspaper headlines relating to the factors and group them into

Afeconomic disparity, foreign thatiaosal radeal
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They conduct a preliminary assessment of the headlines in terms of the impact on national
identity of particular factors. The list of possible factors for assessing headlines is almost
identical to the first list with one differenceibg that rather than multiculturalism, pluralism

is listed. This reflects some confusion around the distinction between the two as the Summer
Institutes attempted to explain. Including different factorampacting national identitin

the span of a fewaragraphss confusing.

Having heard about the newspaper headlires the classstudents are then to list
each factor andxamine each headliie declare if the issue it represeptesents
challenge or an opportunity to national identity. No cid@re provided as to what
constitutes a challenge or an opportunity, nor is there any examination of differences between
or within factors. Instead, the discussion leads students to a bigger set of dichotomous
guestions: ATo wh atanatiantl @entity? dsa geingGSteomgardra h a v e
weaker? What are the lostgrm prospects for a Canadian national it i t y20G8). ( L A
These questions suggest a crisis of national identity in pro/con, strong/weakeshddng

term terms rather thandiscussion of the complexities and tensions of national identity.

Another interesting | ess200gimagingdgesti on evo
communities by having students study initiat
and government prograntsat have beenusedtomfe nce Canadi a2008g. dent i t \
Possible symbols to study include flags (maple leaf, fletirs), beaver, coat of arms,
national anthem, parliament buildings, hockey, lacrosse and commemorative postage stamps.
Institutiors i ncl ude the Royal Canadian Mounted Pol
General)o, and the armed forces. Programs in
Dominion Institute Canadian history test. The myths represent a more critical space and
int ude ACanada as the O6justd societyo, Canad:
boundl ess opportunityo, and fiCanada as a wel
ideas myths is significant because it suggests that there are significant dsafbeyl by
many Canadians and especially new immigrants that are overlooked. However, the questions
that correspond to the list of initiatives do not encourage a critical analysis but rather a
evaluation of effectiveness in terms of bringing the couwigether. Thus, the task is not to

deconstruct and examine how these initiatives construct a national imaginary in an
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inclusion/exclusion paradox. Each student is assigned one initiative and will write an article

or | etter to t he eefdheidentityouiidng ibitiativentheprgsedarcheel nat ur
and their assessment of its successeso based
change?0 and oiddiitdi ig Ihaasvtj20089. Hiemgsamptior?i® ( L A
creating a national &htity through symbols, myths, institutions and programs is a positive,

long-lasting project.

In another lessqrstudents are assigned to role play different Canadians for whom to
prepare a profile based on brief information sheets or interviews. Teacbdesl to consider

including representatives from certain backgrounds including

leader of an Aboriginal community, Canadian international business leader,
Francophone living outside of Québec, Francophone living in Québec,
Maritimer, Westerner, African @adian, recent immigrant, Ontarian, rural
mayor/reeve, urban mayor/councillor, Council of Canadians member,
representative from the Dominion Institute, representative from the Parkland
Institute, contemporary religious leade€hristian, Jewish, Muslim, o,
members of various visible/invisible minority groups, feminist, person with a
disability, Canadian living abroad having travelled extensivelfLA,

2008r)

This group is a personification of the definition of pluralism in the program of studies
thatreflects the everyongetsad i f f er ence version of multiple
merriero. It also reflects a broadening of t
perspective in an inclusive vision of Canadian identity. Yet, this vedipluralism as
everyore-getsa-difference includesnany tiles andmany ways to be diverse. Consequently,
the power dynamics inherent to the different ways these categorized groups are systemically
bound is made even less obvious than it had been igtogical verson of multiculturalism
as themosaic (Joshee & Johnsd@907).

Furthermorestudentar e t o attach to each profile (A0
i dendtii.tey.0 i ndi vi dual s and groups are monfl at
multinational model, separatism, regionalism, Aboriginaldetermination, global
| eadership and Nor t h 20a8nhd&hisilist imaudes metv eogcepast i on 0 (
such as multinational model, global leadershipd NorthRAmerican integration though no

definitions are provided; rather students are to look them up or describe them. Then, once
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everyone has presented, the students take the terms asbafiateach profile and place
themon a cont i nutsasinfle onmuemaiang pentity to supports diverse,
multi-dimensional, plurait Canadi a n,2D08)eThis continuans i® a chalnge

from the dichotomous questions reflecting the critical thinking sprexgon approach of the

last discussin. There is also a strong statement of the possibility of Canadian identity as
something diverse and pluralistic rather than static which is an interesting nuance given the
earlier assumption of a crisis of national identity. However, the strogny@wegetsa-

difference discoursef pluralism framing all these lessons can undermine this critical space.
Along with the criti@l thinking strawhuman logi¢ the lack of any language related to power
and privilege and the dominance of social cohesion discounsesmines the critical

potential.

The conceptual ambiguity inherent to national issues is extended to language around
global issues. The set of suggestions for lessons created by Alberta Education and the Critical
Thinking Consortium for th&rade 11sodal studies course examine international issues
through the course lens of nationalism and nasidnat es 6 moti vati ons f or
involvement. The language used appears quite distinct from notions of globalization in the
Grade 1dessons as it focusen internationalism and foreign policy issues, terms not used
in theGrade 10essons. International issues include a wide range from pandemics, border
control , ter r orandghbal warming tacopyriglit mfringamgnh dn snusic
and movis, expanding markets, and intellectual property. Althaogdarlierlessonsthe
expansion model combined with a everygetsa-difference discourse to suggest that
students hold individual, local, regional, natiojaald international sources of pride;this
lesson, the fous is on nations as actors. Itexamiieshy nati ons or states
in an international affair that does not directly or obviously affect them; i.e. the event appears
tobea | ocal i z e d2088h.tThisastan iteresting(flip & the takefor-granted
discourse as empathy and action in recognizing humaersuffin a global consciousness.

Here, it is framed by the stronger neoliberal version in the national frame in that it suggests

that nations must warrant iebeficial to their own interests to respond to a global issue.
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The nex activity lists possible foreign policy issyemd students decide on the
viability for international involvemenAt. Teachers are directed to ask students, when rating
each option, fito consider the following four
feasible, is culturally and ethically acceptable, willheve ni mal adveyse effec
20089. The ecoomic imperative is the firstonsideedand there are no guidelines for
students as to what counts as culturatig ethically acceptableh& conceptual ambiguity
continues in the suggested cul minating chal/l
between national interests and internationalism as they propose a foreign policy response to
particular global challenges or opportunities from a designated perspective and then decide,
overall, whether internationalism should take precedence over natiomakeirgaétAs o
2008). Here, the critical challenge is in the form of a natientdrnational binary rather than
breaking down the complex ways global issues impact various groups within and between
national borders. The attempt to make conceptual distirectiontinues to be ambiguous
when the resource suggettachers lead students to cut out headlines from current
newspapers and magazines and categorize then
particular to individual nations or states, globaliss that impact many countries including
Canada, and issues that may initially appear to be localized to a particular nation or state but

in fact have interat i on al i mp2008.ati onso (LA

Thus, the specific course descriptions for Grades 10, 111 addmonstrate a great
deal of conceptual ambiguity around citizenship, diversity, ancagiattion. These
ambiguities impact the perceived relationship between multiculturalism and GCE. Confusion
is reinforced through a series of interrelatedasof anbiguity including:(a) individual and
collective rights in relation to identity groups; (b) pluralism and multiple perspectives; (c)
expansion model of citizenship; (d) different versions of globalization; and (e) eritical
thinking strawperson approach.hE confusion around trying to determine how GCE is

conceptualized in the multicultural context of Albertavident through a set of

e The |ist of fdAforeign policy issueso is wide and i
income figures for selected least developed cowmntiel developed countries, access to water, life expectancy

and literacy rates), global warming (evidence of global warming and potential dangers in the near future if

nothing is done), pollution of parts of a country by a foredgmed company (mining galin Brazil,

maquiladoras in Mexico and the unusual rates of cancer among the workers) and the debate over control of an

i mportant water way (0CGawt@establsh sovereigrityh, Sudan apd&Egylba g e

2008g)


















































































































