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Abstract

This research study focuses on Global Citizenship and its meaning, relevance
and significance to pupils of Caribbean heritage. The concept of Global
citizenship is explored through UK/Caribbean school-links and UK/Tobago
school-links, which were initiated through the British Council s G| o b all Sc
Partnerships (GSP) programme. Strategically, global school-links exposed pupils
to a global dimension, promoted the concept of global citizenship and the
developmentof k nowl edge and skills to tRsanve wi
unstoppable phenomenon, globalization has impacted on our lives, through
increased interconnectedness and interdependency, improved intercultural

awareness and greater migration and mobility.

Although Globalization theory underpinned this study, Postcolonial theory
provided a significant secondary lens to explore the relationship between the UK
and the Caribbean, as it critiqued and dissected processes, including the legacy
of colonialism and located the continuance of imperialism and imbalances of

power.

Qualitative methods are used to collect data from secondary-aged pupils, who
attend schools in the UK and Tobago, as well as from two Senior Education
Officers (Tobago). Findings indicate most respondents believe global school-
links encourage the broadening of horizons and increased intercultural dialogue;
however, the concept of global citizenship remains abstract and remote.
Generally, the respondents valued UK/Caribbean school-links, with some
reference to the benefits of supporting and maintaining diasporic relationships.
They perceived global citizenship as havingthet r ansf or mattdture ‘ po
“dr eams i, throogh maemaded dspirations and opportunities. However,
similar to the experiences of some people of Caribbean heritage (UK), this

universally inclusive concept also has the ability to marginalize and exclude.

As UK/Caribbean school-links is an under-researched area, this study highlights
the uniqueness of this type of North/South link. Hopefully, further frank
discussions should ensue about the inclusivity of global citizenship and if all

pupils are being adequately prepared for our globalized world in the 21 century.
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Reflective Statement

At the conclusion of my Doctor of Education (EdD) International, |1 have a final
opportunity to reflect on areas covered in the course and my professional and

academic development.

| decided to embark on an EdD, as | wanted a fresh challenge in my career and
anticipated pursuing a professional doctorate as an opportunity to explore in
depth, areas | am interested in (African Caribbean Achievement and Global
School-linking). | was also keen to further develop academic skills and expand
my academic language. The taught courses were well suited to my preferred

learning style and | valued the level of structure and guidance that was provided.

My initial proposal outlined an interest in exploring any impact the Global School

Partnership’s (GSP) programme coul d

had spent more than eleven years, within three local authorities focussing on
African Caribbean attainment and had deployed a number of initiatives and
strategies to inspire and motivate greater attainment levels amongst pupils of
Caribbean heritage. Therefore, | was keen to investigate if diasporic links
between UK/Caribbean schools could become part of a strategy to accelerate

African Caribbean achievement.

Foundations of Professionalism

| valued the reflective aspect of this module, which also focused on who can and
cannot claim professional status, the changing role of professionals and a critical
approach to the concept of professionalism in education. | contemplated my
professionalism as Consultant for African Caribbean Achievement, within a team
which focussed on Ethnic Minority Achievement (EMA). Most of the other
members of my team focused on pupils with English as an Additional Language
(EAL).

In my first assignment, | avoided appearing polemic, as | described my position
within the team, as well as within the wider School Improvement Service. | did

not feel my professional role was always taken seriously, as my specialist area

have



was ‘farc@armdemi c’ ; therefore, |l acking t
subjects like English, Mathematics or Science. | considered what is described
as the ‘“micropolitics’ of profession
are female or from ethnic minority communities. On occasions, | felt my
professional role reflected the marginalized position of African Caribbean pupils

within schools (and society).

Despite previously completing both academic and professional qualifications at
the Institute of Education (MA in Education and International Development and
Postgraduate certificate in  Consultancy for Educational Leadership
Development), | questioned if my desire to be taken seriously as a professional,
was the motivation to pursue an EdD. This initial module started the journey of

developing critical approaches of observing, reading and writing.

Methods of Enquiry |

This module concentrated on theoretical and conceptual issues in Educational
research and the importance of a well-planned research design. Through looking
at the different epistemologies, theoretical and methodological approaches, |
believed qualitative, constructivist approach was most appropriate, for the areas
| wished to investigate. The MOE1 assignment allowed me to plan a small-scale
study. This was the first occasion where | briefly explored the concept of global
citizenship. | was intrigued to discover if despite negative perceptions within the
national arena, through relating to this concept, Black boys could develop
greater social and cultural capital through a global perspective.

This assignment encouraged a more analytical understanding of issues within
research design. The importance of the literature review and using existing
knowledge, not only as a foundation or framework, but also as a catalyst to
launch an original piece of work. | developed greater consideration for ethical
issues, particul arly when one cont empl
professional position and the area being researched, as well as its importance

when children are your primary informants.
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Specialist Course in International Education

This course provided an opportunity to explore global inequality in Education.
We briefly looked at Inter-Governmental and Non-Government Organizations
(IGOs and NGOs) and explored cosmopolitanism, internationalization,

Europeanization and globalization.

For this assignment, | looked at issues of equity with global school-linking
relationships between schools in the global North and global South. Although,
studies indicate positive experiences for both parties involved in many of these
partnerships, concerns arise regarding imbalanced power relations, possible
replication of imperialism and the legacy of colonial rule influencing perceptions
and practice within the linked relationship. Despite rapid development and
progression brought about through globalization, there has also been significant
divides; economically, socially, culturally and digitally. Global school-linking
programmes emerged as part of the solution to prepare pupils for increased
interconnectedness. Over the past ten years, UK schools have been linked with
schools in many countries, some of which
This assignment allowed me to explore if global school-linking partnerships could
reinforce inequities and reinforce the imbalance of power (Andreotti, 2010,
Leonard, 2012, etc.). Since the post-colonial era, the North has engaged with the
South largely through Aid and Development. In some cases, this has caused a
dependency from the South on the North, but the South Commission (1990)
asserted: Countries in the South need to mobilise the potential within them in
order to achieve accelerated, equitable and sustainable growth. It was through
completing this assignment that | started to discover the different school-link

relationship the Caribbean had with the UK, from other Southern countries.

Methods of Enquiry 2

The Methods of Enquiry 2 focused on the processes and skills of Educational
research. Where MOE1 was hypothetical, MOE2 provided a practical opportunity
to design, construct, conduct and analyse. This module also offered computer-
based analysis workshops, where | learnt the basics of NVivo and SPSS. | used
NVivo to identify the main themes in my small research project; however, | could
not claim to be confident or competent in using this data analysis tool. Gaining



ethics approval was a new experience and a necessary requirement before

collecting any data.

For this assignment, | focussed on Teacher perceptions of global school-linking
and possible impact on children of Caribbean heritage. This small research
project was evaluative and involved interviewing the Headteacher/Principal and
Link-teacher at two schools (one in the UK and the other in Tobago), which were
' inked to each other. The Cari bbean

being superior. Therefore, they appreciated the opportunity to gain professional
development from the Education system, which the Caribbean Educational
system was modelled. They felt the school-link would support them to deliver
approaches to teaching and learning; which could benefit pupils with a range of
needs; whereas, the UK respondents viewed the Tobago school-link as an
enrichment activity to support the art and music curriculum. The colonial past
was alluded to; however, both schools had shared resources, staff confidence
and motivation had increased and it

| thoroughly enjoyed working on all four modules, benefitting greatly from the
academic conversations with my peers on Research Week programmes. | had
adequately coped with the rigours of full-time employment and part-time studies
and had the opportunity to explore areas of interest. However, there appeared to
be a significant transition from the taught courses to the Institution Focussed
Study (IFS). The proposal for the IFS proved to be quite challenging and in
hindsight, | felt ill-prepared for the task. However, each assignment had

developed greater knowledge, understanding and skills.

Institution Focused Study

Initially, the assignment for this module posed some difficulty. | had interpreted

wa s

respoc

Institution Focussed St udy t o mean ‘] ansekptbmation of ams e ar ¢

aspect of the institution where | am employed. At this stage of my studies, | had
been made redundant from my employment as a Consultant and was picking up
work from various places. After discussion with my Tutor, it was felt appropriate

for me to look at an institution connected to areas | am interested in.



| therefore chose to focus on the British Council and in particular, 1 was
interested in unpicking the decision to remove the Caribbean from the list of
eligible countries (who could apply for funding to participate in a global school-
linking programme). | interviewed British Council staff in the UK and the
Caribbean (Trinidad and Tobago and Jamaica) to gain their perceptions of
UK/Caribbean school-links and on policy decision-making regarding these links.
The respondents’ views confirmed the uniqueness of UK/Caribbean school-links
in comparison to UK/Africa and UK/Asia school-links. This therefore confounded
the decision to exclude the Caribbean, as it was noted the UK/Caribbean added
somet hai mgand idynamiQaribbean staffi elievad they were not
adequately consulted, resulting in distrust and resentment of being so easily
dispensable. As a consequence of completing this small scale research project,

it became apparent the Caribbean nolongermet t he UK’ s Deve

| had engaged with the IFS shortly after being made redundant and could relate
to the sentiments of some Caribbean respondents, as they expressed their
feel i ngs of beiregui remepktss. tds with
assignments, postcolonialism was a common theoretical thread running
throughout. The IFS highlighted the politics that affect even programmes, which
appear to be so well-meaning.

The IFS provided an opportunity to further develop interviewing skills. Although
initially a little daunting, | found the experience as useful practice for data
collection for the thesis.

Thesis

My thesis has been a challenging journey. Each step, from proposal, panel
meeting, data collection, etc. has been character-building. | was disappointed
with not being initially successful at my panel meeting, as | had booked my flight
to Tobago, with the intention of collecting data. However, whilst in Tobago, |
used the opportunity to refine the proposal, resulting in a successful second

submission.

In hindsight, | note the data collection field was probably too restricted, as | had

chosen to target pupils of Caribbean heritage, whose schools were/had been
10
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involved in a UK/Tobago school-link. According to the information | had received,
there were a possible ten eligible schools (five in the UK and five in Tobago).
Gaining access to prospective respondents was a test in patience and
perseverance. Out of this cohort of schools, | eventually interviewed pupils in two
schools in the UK and three schools in Tobago. Following initial data analysis,
additional respondents were sought in the UK. Collecting data required flexibility
as not all interviews were conducted traditionally. To access respondents for the
second round of interviews, | sought the assistance of my previous manager,
who re-introduced me and my study to three Headteachers (in the Local
Authority where | was previously employed as a Consultant). Each of these
Headteachers consented. The fourth school was through professional contact
and the fifth school was through recommendation. This experience reflected
issues within my initial assignment. | contemplated if recollection of my
professionalism (whilst working in the Local Authority) and continued
professional development may have been influenced the Headteachers, who

had granted permission.

Despite challenges, my interest in African Caribbean achievement and global
school-linking has kept me motivated. | have explored literature relating to
globalization, global school-links and global citizenship; however, | would not
describe myself as a typical academic as | still lack confidence on conceptual
theoretical framework and some academic language. Nevertheless, | have

gained invaluable research skills.

Conclusion

From my proposal/interview for the EdD until now, | have maintained interest in
African Caribbean achievement and global school-linking. Initially, | was
optimistic about exploring African Caribbean achievement through the lens of
global school-linking and its strategic potential for increasing engagement,
motivation and ultimately attainment levels. Unexpectedly, changes in policy
resulted in the exclusion of Caribbean countries from funded global school-
linking programmes. However, | still believed this area of study was worth
exploring and could still contribute to discourses on African Caribbean

achievement/global school-linking programmes/global citizenship.

11



Throughout my studies, | have valued the experience of gaining the views of
pupils of Caribbean heritage in environments where they were both the majority
and the minority. Although, there is recognition that Southern voices need to be
heard in regards to Global Education, as yet, genuine attempts have failed to
hear these voices (Martin and Griffith, 2012). Young (2003:7) also highlighted a

need to produce a more just and equitahb
t he wor | d’globaltducagon and global citizenship continues to cater to
the West/ North; therefore, I mperialism wi
but it will continue to determine what they will learn of the world (Asad, 2000:8).
Generally, this sentiment could be applied to a number of global school-linking
programmes, like the GSP programme, where the directive; decision-making and

funding comes from the UK.

| believe my thesis has offered new perspectives and has linked globalization
and issues of identity within global citizenship. My study can contribute to
discourses of global school-linking, global citizenship and the debate regarding
the educational experiences of pupils of Caribbean heritage. My thesis could add
to existing and growing body of knowledge on global school-linking programmes,
stimulating further research into UK/Caribbean school-links or the concept of
global citizenship in relation to other communities, who are not White and/or
middle-class, as much of what is written on the subject so far, appears to
originate from a particular perspective.

Throughout the five years on this course, | have developed from being merely
descriptive to becoming more analytical/critical. | have learnt to peel away layers
and extrapolate ‘hidden angneanydtraghoutanmyd t he
studies. | am regularly asked about my career, post EdD. Unfortunately, | am
not optimistic about prospects in the UK,
and my work/studies, which has focussed on the Caribbean is no longer part of
t he UK’ s nati onal agenda, both i n t er me
However, | am excited about the future and am hopeful achieving an EdD will

open doors.

12



Chapter One Introduction

Globalization has reverberated on education systems around the world. This
multifaceted phenomenon has defied conventional categories and frustrated
social scientific precision (Croucher, 2004). As a rapidly, on-going and highly
interactive process, globalization has surpassed the boundaries of economics
and is actively setting new challenges within all aspects of life, including
education. Increasingly, schools are required to address the repercussions. As
global interconnectedness has intensified, issues around the world have become
part of everyon e ' s Sdhools dave been commissioned to prepare pupils to
live and work wi t hi n our ! Egllcatibnaot thevkndwledgeg economy’
has become an essential aspect of the globalization debate, with the
responsibility to address global issues, promote intercultural awareness and
develop global competences. Traditionally, education has preserved and
transmitted the values of a nation; however, increasingly, educational systems
around the world have adapted to influences outside of its national borders.
Currently, education is shaped by demands to prepare a labour force fit for
participation in a global economy and to prepare citizens to engage in the polity
(Torres, 2009:114).

Although, a global outlook may appear to be a relatively new concept, this is not
so. Bonnett (2008) suggests historically from the Ancient Greeks and Romans,
there has been a desire to learn about other societies and the need to identify
s relationship witbmt hhbethetgbBalzatesnHo we v
phenomenon influenced speculation about the purpose of education in the UK

one

and its capacity to prepare young people for life within our contemporary,
globalized world. The school curriculum was required to adapt to facilitate the
developme nt of pupi | sGradgpllyocedugdtional imstitutions &round
the world recognized that in order to prepare pupils/students for an increasingly
interdependent global world, the curriculum/educational experience should
encourage an awareness/understanding of different people in different places,
across the various continents. It has been suggested a global outlook should go
beyond an understanding and appreciation of intercultural competencies and
interdependence and include a focus on environmental issues and an

awareness of global inequality (Hicks 2007). Nevertheless, for the purpose of
13



this research study, global outlook is defined as having an awareness of global

themes and sense of identity within a wider global perspective.

There is a melee of definitions of global citizenship. Oxley and Morris (2013)
describe eight typologies under two main types: Cosmopolitan (political, moral,
economic and cultural) and Advocacy (social, critical, environmental and
spiritual), which provides a powerful device to analyse policies and proposals.
Dill (2013) also discusses global citizenship within two main strands: Global
Consciousness — developing an understanding of oneself and the world and
Global Competencies — skills and knowledge for prosperity within the competitive
global marketplace. Dower (2003) highlights the ethic of extensive benevolence
and the responsibility of helping at a distance, whilst working to produce a better
world. Whereas, it has been suggested global citizenship goes beyond national
and legal notions of citizenship and is marked by inclusion, pluralism and
tolerance (Jefferess, 2012). Shattle (2008) contributes to the debate by
describing global citizenship as a verb — a way of thinking and living, with an
awareness of a universally shared perspective, through which to understand
oneself and the world. The perspective which is most relevant to this study is
Dill’s interpretation. Al t hough, there n
concepts of global outlook and global citizenship, my interpretation of these
concepts is: global outlook is having an awareness of global issues, whereas
global citizenship is having this awareness, plus consciousness and willingness

to become involved and wanting to make a difference.

Global school-links were identified as an effective, strategic approach for
developing a global outlook and to prepare pupils for the 21% century.
Subsequently, significant political and economic support for global school-links
influenced school policy, classroom practice and academic research. In the UK,
a number of national organizations coordinated and implemented various global
school-linking programmes (British Council, Link Community Development, Plan
International and the University of Warwick). These programmes presented
differing agendas, which included: awareness of development issues,

intercultural understanding, friendship or charitable projects.

14



In 2003, the Global School Partnerships (GSP)* programme received
Government support (and funding) from the Department for International
Development (DFID). The purpose of this programme was to introduce a global
di mension within |8 ordes o insréase batter understahdingn
of global development issues. Since 2003, the GSP programme also
encouraged the development of active global citizenship, through engaging
pupils in joint curriculum projects between schools in England and in developing
countries (Martin, 2007). The British Council-led consortium managers of the
GSP programme suggested global learning should become an everyday feature

of schoolsincanréecdéawmour to bridge cul't

As the gap between rich and poor widens within and between countries, it is also
starkly apparent that learners from poor backgrounds achieve less through
education. Developing global citizenship through mutually beneficial school
partnerships, we believe, is one way of bridging the divide and looking forward in
the 21% century.  (Foreword in Edge et al, 2009)

In 2006, a report to the Education Committee of the UK National Commission for
UNESCO on the Commonwealth Consortium for Education conference on
school-l i nking (Cape Town, 2006) i sechéncaft ed
school-linking. The report outlined targets, which included for every UK school
and college to be linked with an international partner by 2010. Also in this year,
Hilary Benn, former Secretary of State for International Development commented

on the GSP programme. He stated:

“DFID Global School Partnerships is an exciting and innovative way to teach and
learn about global development. Teachers and students from UK and Southern
schools are being inspired to understand our mutual interdependence and to
hel p each other become act i(vagor,gd003) a l ci ti

Consequently, a significant number of UK schools linked with schools in the
Global South. Over the past few years, international events, like the 2012
Olympic Games and the Commonwealth Games (2014) used the international
plattorm to promote global school-linking and global citizenship. The BBC
WorldClass, British Council and other organizations initiated
programmes/activities encouraged young people to embrace global citizenship

and adopt the values of the Olympic and Commonwealth Games. The British

'¢KS Df2otf {OK22f tI NIYSNAKALA LINRINIYYS S02f OSSR
This initiative partnered schools on the Greenwich Median with similar schools in Ghana.
15



C o u n Qlymnpicselated programme,* | nt er nat i a tirkddschaols ip
the UK with schools in Trinidad and Tobago.

Links between UK/African and UK/Asian schools have been well documented
(Bourn and Cara, 2012b; Edge, 2008; Leonard, 2012; Martin, 2011b). However,
UK/Caribbean school-links remain under-researched. Although, Jamaica and
Trinidad and Tobago participated in the GSP programme, there is no evidence
that an impact evaluation was completed that included evidence from the
Caribbean. Therefore, this distinctive research project uses the UK/Tobago
school-links platform (initiated through the GSP programme) to explore global

citizenship and what this concept means to pupils of Caribbean heritage.

Historically, the Republic of Trinidad and Tobago inherited their education
system, with its focus on public examination performance, from British colonial
rule; however, Tobago has increasingly become concerned with the implications
and impact of an ever-expanding globalised economy on its small, largely tourist-
orientated island (MOE, 2004). Tobago has visitors from all over the world;
nevertheless, travel outward by local residents appears to be less frequent.
According to Senior Officer A (Tobago) and Senior Officer B (Tobago), the
Tobago House of Assembly (THA) viewed the opportunity for Tobago to
participate in the GSP programme as a strategy to develop an existing and

growing interest in infusing the global dimension withins c hoo | s cu
to encourage a sense of global citizenship amongst its pupils. Globalization and
the information age have placed significant demands on education. Pupils in
Tobago are required to foster competencies, which encourage greater
propensity to survive and thrive within the global marketplace; therefore, human

capital development is a priority.

Similarly, in the UK, the importance of global competency skills development
also emerged, with a recognition of the necessity for pupils to gain transferable
skills to increase their employability, both nationally and globally (Bourn, 2008).

Issues regarding acquiring 21%' century skills were not restricted to the UK and

Caribbean alone, but were part o f a gl obal rhetori c.

Education speech (10™ March 2009) to the Hispanic Chamber of Commerce, he

stated:
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Il m calling on our nation’s Governors

standards and assess ment suretwhethér students can
fill a bubble on a test, but whether they possess twenty-first century skills like
problem-solving and critical thinking and entrepreneurship and creativity
(www.nytimes.com/2009).

1.1 Professional Interest

From 2006 - 2011, | was employed as Consultant/Senior Consultant for African
Caribbean (AC) achievement in a Local Authority (LA) in London. In 2009, the
British Council made contact for a coordinator to recruit and manage a LA cluster
of schools (primary, secondary and special) to link with schools in a country in
the Global South. Due to personal and professional life-enhancing global
opportunities, | believed it was important for pupi | s to al so
Gl o b &4 part of this responsibility, | linked eighteen schools (primary,
secondary and special) to similar settings in Ghana, Nigeria and Tobago and in
2010; two teachers accompanied me on a trip to Nigeria to visit ten link-schools.
Following this experience, | independently organized and led a small delegation
of Headteachers on a study tour to Tobago (2012), where both | and the UK
Headteachers facilitated workshops at the annual Principals, Vice Principals and

Senior Leaders conference in Tobago.

As the LA global school-link coordinator and AC Consultant, | observed some
features of the GSP programme correlated with a number of key factors for
raising AC achievement. For example, whole school approach, parental and
community involvement, cultural awareness and understanding, culturally
inclusive school environment and resources, etc. (Blair, et al, 2006). From the
onset of my Doctor of Education (EdD), | was interested in exploring if diasporic,
global school-links between the UK/Caribbean could be part of a strategy for
increasing aspirations and motivation amongst pupils of Caribbean heritage.
Subsequently, throughout the duration of my EdD, all of my smaller research
projects have engaged with various aspects of UK/Caribbean school-links.
Previously, my Methods of Enquiry 2 (MOE 2) and Institution Focussed Study
(IFS) captured the perception of teachers and institutions (British Council and
some contribution from University of the West Indies). However, this project
captured pupils ’ i ® eni tigelm wviews on the GSP Tobago/UK school-link;

global outlook and what the concept of global citizenship meant to them.

17
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This research study is distinctive, because it uses the medium of
UK/Tobago/Caribbean school-links to explore global outlook and in particular,
global citizenship. This study uses this vehicle to explore if global citizenship
could be a factor to encourage increased aspiration and motivation amongst
pupils of Caribbean heritage. Previously, various aspects of AC achievement
pedagogical discourse have been studied and documented (Coard, 1971,
Rampton, 1981, Swann, 1985, Sewell, 2000). However, AC attainment has not
been explored through the lens of global school-linking and the possibility that
UK/Caribbean school-links could support human capital development. Although,
my interest is in academic attainment, to adequately explore my interest, would
have demanded more extensive research; therefore, even though the rationale
and literature relates to academic achievement, the data collected addressed

motivation and aspirations — important aspects of academic achievement.

In recent years, political shifts in the UK have altered educational priorities.
Funding for African Caribbean initiatives (including UK/Caribbean school-links)
have been reduced or withdrawn altogether. Yet, for many inner city schools,
underachievement amongst African Caribbean pupils continues to be an issue.
From my personal experience, | am aware some schools are creatively using
Pupil Premium funds? to address closing attainment gaps, through providing
additional support or enrichment programmes for its African Caribbean pupils.
Within the Caribbean context, research on academic achievement also revealed
disparity; however, this inequality is largely associated to socio-economic
factors, rather than race (Garvey-Clarke, 2011). Therefore, this research project
is discussed through the wider, world outlook of globalization theoretical
framework, rather than other more restrictive theoretical perspectives, which may
primarily focus on issues regarding race, gender, etc. Nevertheless, as Tobago
was formerly colonised by European countries, including the UK, postcolonial
theory is relevant and used to interpret the relationship between the UK and the
Caribbean. This research study explores the educational experiences of pupils of
Caribbean heritage, through the lens of global school-linking and its strategic

potential for increasing motivation and aspirations.

’The Pupil Premium is additional funding to raise attainmengleof disadvantaged pupils and reduce
attainment gaps.
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1.2 Significance of Study

This unique research study aims to fill a gap in this under-researched, non-
traditional North/South school partnership. From a relatively short experience of
leading on LA global school-links, | had observed significant differences in the
relationship and priorities between the UK/Nigeria, UK/Ghana and UK/Tobago

school-links.

Data previously collected and analysed from MOE 2 (Allen, 2013) and IFS
(Allen, 2014) indicated UK/Caribbean schools have traditionally been strong,
perhaps because of shared colonial/postcolonial history. The UK’ s i nter
linking with the Caribbean could be borne from previously established links,
including the colonial period and transatlantic slave trade connections. It should
be noted that of previously colonised countries, perhaps due to the extensive
duration or excessive severity, the Caribbean has probably suffered the greatest
impact of colonialism, in terms of loss of ancestry, name, language and religion.
The major wave of Caribbean people on the S.S. Windrush could have to some
extent, assimilated to life easier in the UK, than other migrant groups, because of
the legacy of colonialism (Hall, 1993). From experience of working with young
people of Caribbean heritage in the UK, this assimilation has continued, with a
number of third and fourth generation descendants, no longer identifying with the

Cari bbean as home'’

In my IFS (Allen, 2014), | identified how British Council staff described what

evolved from the UK/Caribbean school-links as uni que dgandmn‘cd
comparison to other North/South school-links. They commented on established
Caribbean diaspora communities in the UK and possibly how this influenced

stronger UK/Caribbean school partnerships. One respondent stated: ‘The
Caribbean partnerships were high performing partnerships, where quite a

number of the partnerships had pre-existing links to diaspora communities in the

UK, therefore, t hese partnerships becami

However, it was also suggestedthatpossi bl y the Cari bbean’s
(in comparison to other linked Southern countries) could have contributed to the
special relationship with UK schools, as the expectations from Caribbean
schools were different. This respondent continued that the UK/Caribbean school

partner shi ps differer@ sly@amic endthe amix, ‘partly because of the
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di aspora communities in the Uk, t he di f
wealthier than many of the other countries that we were working withé t h e
expectatons €éa | ot of the African schools start
to be more of a funding relationship, whereas this was not the case with the

Car i bbean Udslikelsane bf hé UK/Southern global school partnerships,

the Caribbean was not expecting a ‘charitablDewer (20@3) at i o
acknowledges within many global school-linking programmes, there is an ethic of
‘extensive benevolence’, but this charit
UK/Caribbean school-links. Rather, the Caribbean viewed participating in the

GSP programme as enhancing professional and curricular development. Another
respondent stated:6a | ot of schools saw it as a po
professional devel opment édi fferemtthestr at
curriculum or participatory, interactive ways of learningét hey coul d g
somethingfromé bei ng exposed toéUK teacherséb.

Additional unique features of UK/Caribbean school-links were also cited. One of
the respondents reported that some schools in the UK wanted to be linked with
schools in the Caribbean because:
‘the fact boys from West Indian backgroundswer en 6t achi eving 1in
you know, other boys were in the same school from different backgrounds, so
there was interest here in partnerships to help young people especially in that
situation, young boys of Caribbean descent to make contact with their heritage

and to give them esteem and respect and help them tap into that with a view to
motivating them to | earnb.

Miller et al s ( 2015)thervaus ef &K/Cahbbdan tgabhkrilikh t e d
through an analysis of an international study tour between the UK and Jamaica,
whichsupported further devel opmenThe sifdy t eac
tour focussed on educational policy and practice in England and contributed to

the promotion of an international community of learning (Wenger, 1998) and

through being immersed into the context of schooling, Jamaican educators were

able to critically develop their leadership and management skills. Miller et. al.” s
(2015) st udy highlighted a *“shifting border/l
acknowledged the impact of global policy trends; however, collaboration across

borders can build capacity, develop new professionalism and provide a
transformative experience, which benefits not only the educators personal and
professional development, but also enhance the teaching and learning

experiences of their pupils.
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Since completing MOE 2 (Allen, 2013), | found that interest in UK/Tobago
school-links has continued. Through sustained dialogue with teachers and
Senior Education Officers at the THA, | grasped an overview of the educational
landscape in Tobago. As a small island, whose major revenue is tourism, the
local community are accustomed to the movement of people inwards, but are
conscious that a lack of global competency skills (communication, technology,
etc.) is particularly challenging in rural schools. Education Officers (THA) have
welcomed this research project and the possibility it could stimulate further
discussion and policy proposals regarding rural schools and how pupils are
being equipped with 21 Century skills. Also, UK/Caribbean school-links have
not yet been evaluated by the British Council; therefore, it is hoped this research
project will contribute to this process and stimulate further research. The British
Council (Trinidad and Tobago) were also supportive of this study and agreed to
assist with identifying key personnel in Tobago schools, who could provide
assistance with data collection. However, all contacts with schools in Tobago
were made through the THA, who granted official permission for my research

project.

For MOE1 (Allen, 2011), | had designed a small-scale empirical study, which
looked at whether an understanding of Global Citizenship (within Citizenship
Education) could influence African Caribbean boys’ v iire mgards to their
significance and opportunities within a wider global community. | was interested
in exploring alternatives to the considerable negativity within their local and
national community towards this group. For some African Caribbean boys, their
lack of social capital and positioning can cause hopelessness, despair and
eventual pessimistic acceptance, as they absorb rejection by the very society to
which they were born into and should belong (Sawyerr, 2007). Peterson and
Monnier (2007:15) suggests * i f i n d i wficadian svith $he naiiod-gtate has
declined, this has been somewhat compensated by the development of a global
awareness and part of a nas cdisadvantagddo b a |
marginalized pupils, who are lacking in social capital, perhaps the adoption of a
global identity could inject optimism and a greater sense of self. Consequently, |
was keen to explore if engagement with global citizenship could increase human
capital development and economic prospects amongst African Caribbean pupils.

This interest was substantiated by Miller (2015) who found engaging with global
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experiences had a transformative impact on a group of Jamaican educators,

which resulted in remarkable personal and professional development.

This research study intended to pr ovi de an ‘' authentic

, Cr i

soci al construction my 198418)ak is sapedi ‘ett hye (
knowl edge, experiences and perceptions’ (

the mind-set of others. Walrond (2009) acknowledges research within racialized
and minority communities produce d °
the voices of those who were previously silenced’ However, Moftari-Haller
(1997:49) suggest when “women and people of

experiences as a way to theorize issues of difference, their narratives are often

interpreted as being of less scientific value and lackinginobjec t i vi t y’

This research study did not seek to highlight victimization of pupils of Caribbean
heritage, rather for their experiences and perceptions to be acknowledged and
documented. It should be noted that this exploration of the impact of global
school-links included interviewing respondents in environments where pupils of
Caribbean heritage were the majority. This is noteworthy, as to-date, studies on
minority-related issues of identity and alienation has been located in countries
like the UK, USA or Canada. Goulbourne (1990) highlights the need for African
Caribbean people to find their own academic voices. Therefore, despite the
necessity of producing a paper with maximum objectivity, this research study
most likely reflected what Hall (1993:222) suggests * we al | wr i e

a particular place and time, from a historyandcult ur e, whi c.h i s

The theme of global citizenship was the context for young people to develop
their sense of the world; therefore, a social constructionist view was most
suitable. A discussion of significant documented literature, which explored similar

themes corroborates with a social constructivist approach.
1.3 Rationale

Although, there are contextual challenges (UK/Trinidad and Tobago), which may
have different agendas, both the UK and the Caribbean have concerns about
attainment, particularly amongst boys and within Trinidad and Tobago; there has
been some anecdotal and written evidence (Mirza, 2011) comparing academic

attainment between pupils of African heritage to those of East Indian descent.
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There is no evidence to suggest this phenomenon has been researched in the
Caribbean; however, Ry a n’
expectations led to inequitable treatment by race, where students of Asian and
Chinese heritage were automatically presumed to be more intellectually gifted.
For more than a decade, most of the research and literature on education in the
UK has focused on white middle-class children, or on boys. Showunmi (2013)
highlighted Black girls in the UK are being overlooked, although they experience
similar underachievement issues in school as Black boys. Her study included
teenage Black girls from both affluent and deprived areas. Her findings indicated
that amongst both high and low achievers, Black girls were viewed more
negatively than their white peers. Teachers had stereotypical assumptions,
which negatively impacted on their educational achievement; therefore, this

study was not restricted to solely focus on boys.

There are various theoretical perceptions regarding North/South school-linking
and the possibility it could reinforce inequality. Therefore, there is substantial

evidence to suggest the necessity of more in-depth studies into North/South

s study (1998) i n Canada

school-linking, particulartywh er e col oni zati on was part o

historical fabric.
The Research Questions for this research project are:

1. From the UK/Tobago school-links, what are the impactson pupi |

outlook?

2. To what extent do the UK/Tobago links develop a sense of global

citizenship amongst its pupils within linked schools?

3. How do pupils of Caribbean heritage in the UK and Tobago perceive the

concept of ‘global citizenship and its relevance to their lives?

Global citizenship has been a central theme within a number of North/South
school partnerships programme, including the Britsh Counci | ' s
Classrooms programme.® 1t was felt that through

through mutually beneficial school partnerships [was] one way of bridging the

s’ g
CcConn
“den

*The Connecting Classrooms programme incorporated and replaced the Global Schools Partnerships

programme
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divide [between the rich and poor] and looking forward inthe 21%c ent ur y’ ( Ed

Frayman and Lawrie, 2009b).
Diagram 1

Diagram illustrating areas of interest

Global Global Global

Schoollinks Outlook Citizenship

Through the medium of the GSP programme, | explore what the concept of
global citizenship means to pupils of Caribbean heritage, both in the UK and
Tobago. | was keen to discover if the respondents anticipate if the concept of
global citizenship could support greater social and economic mobility; therefore,
increasing human capital. However, within the context of disadvantage and
inequality, one could question how relevant the concept of global citizenship is to
pupils of Caribbean heritage or possibly challenge the existence of a concept
which could exclude minorities; therefore, reserving the benefits of global
citizenship to the privileged. It has been suggested global citizenship is an elitist
ideology, which further perpetuates inequity; where the privileged can assume
this identity and benefit from increased capital and according to Critical Race
Theory, exposure to global citizenship and choice to associate with being a
global citizen, for certain groups is eliminated and inequities tend to be
reinforced (Gillborn, 2008).

It should be noted that although the term, ‘pupils of Caribbean heritage’ is used,
the respondents in the Caribbean all live in Tobago; whereas, in the UK (Schools
F, G, H and J), these pupils are the second or third generation from various
Caribbean islands. The views expressed in this research study represent

i ndividual pupil s perceptions; however,

generally about what they think other pupils think or feel.

Although, this study focuses on only one Caribbean country, there may be
lessons/implications for the entire Caribbean region. This study could be of
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significance to policy and decision-makers regarding global school-linking
programmes and education generally (for example: British Council, Department
for International Development, Department/Ministry of Education, Educational
Institutions in the UK/Caribbean, Commonwealth Education Initiative). It could
also be of interest to colleagues who are interested or lead on global school-
linking programmes, as well as specialists in Black and Ethnic Minority

Achievement/Equality and Diversity/Race Equality.

This introductory chapter recognizes the globalization phenomenon has
impacted on Education systems around the world. Consequently, schools were
required to address issues brought about by this phenomenon. In response to
adequately prepare pupils to compete and thrive within a global economy, Global
school-linking  programmes emerged, with its abilty to increase
interconnectedness, develop intercultural awareness and advance 21% century
skills. This research study culminates five years of professional interest in
African Caribbean achievement and global school-links. The uniqueness of this
study is the combination of both of these areas, through a focus on global
citizenship. Despite some contextual differences between the UK and the
Caribbean; both are concerned about attainment and for pupils to be equipped

for life within our global community.

Chapter two presents the context for this research study, highlighting the global
school-linking landscape and academic achievement of pupils of Caribbean
heritage, both in the UK and the Caribbean. The conceptual framework is
discussed in chapter three and methods and methodology outlined in chapter
four. Chapters five, six and seven examine the findings of this study and this
deliberation is underpinned with relevant literature on the main themes of
globalization, global citizenship and relevant components (intercultural
awareness, migration and mobility, identity, etc.). The findings indicate pupils of
Cari bbean heritage dgloba willagerf sare|theréfare; foru d e d
pupils most in need of increased social/cultural/economic capital and
wider/broader aspirations, which the concept of global citizenship could

contribute to, marginalization continues.
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Chapter Two Context and Evidence to Date

This chapter offers an overview of the UK Global school-linking landscape and
summaries of academic achievement of pupils of Caribbean heritage in both the
UK and the Caribbean. This overview is observed through two lenses:

globalization and postcolonialism.
2.1  North/South Global School-linking programmes

It should be noted that some of the literature on international partnerships
provide either guidance on creating successful partnerships (Oxfam, 2007) or an
analysis of outcomes of global school-links. Generally, global school-linking
programmes epitomize the effects of globalization within our society. Many post-
war links responded to a desire for a broader international outlook and inter-
cultural understanding. For more than fifty years, the traditions of these links
included pen-pals and teacher visits between the UK and schools in
Commonwealth countries. Generally, these programmes were connected to
fundraising, with UK schools wishing to help (raise money, give books, building
project) to support schools in poorer, developing countries (Leonard, 2012).
Partnerships developed and became based on friendship, curriculum enrichment
and global awareness. Contact with other cultures could help break down
barriers and challenge stereotypes. The Central Bureau for Educational Visits
and Exchanges (CBEVE)* believed North/South partnerships provided a rare
opportunity for Southern voices to be heard (CBEVE, 1998). Consequently, over
the last twenty years, linked partnerships became more mutually beneficial. The
UK government’ énterest and support for linking has influenced global school-
linking programmes to become increasingly centralised and institutionalised,
gaining visibility and recognition ‘' as
with the world they | i v e i n ’'nandBon@en 2a2:27).

In 1995, organizations like the CBEVE held a series of meetings to support
North/South school-linking. These meetings offered support to teachers through
providing advice, sharing of good practice and networking opportunities.

However, the term ‘North/ South has its

* The Central Bureau for Educational Visits and Exchanges was established in 1948 to aldsissishn
people in all matters relating to Educational visits. In 1993, the British Council absorbed much of the
. dzNB I dzQad Fdzy OlA2yao
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(1980)°, which recommended looking at the relationship between the richer,
more developed countries and poorer ones from a perspective which broke away
fromthenot i on of a t hi,1@B8:Mpr | d’ (CBEVE

In 1999, Claire Short, then Secretary of State for International Development
suggested every UK school should have a link school in a developing country.
From the following year, the UK Government actively promoted this initiative in
an endeavour to promote development awareness in linked-with countries (Doe,
2007). Funding was made available and organisations like the British Council
and other non-governmental organisations were commissioned to convert

Government policy into practice.

In 2004, the Department for Education and Skills (DfES) | aunched “ Put ti
World into World Class Educati 0°pan international strategy with an economic
agenda, which endeavoured to partner every school in England and Wales with
a similar institution somewhere in the world, in order to prepare a skilled
workforce for a global economy. Although, there is an overarching principal of
equipping young people for life within a global society, there was a covert
message of ensuring the EU became ‘' t he mo st competitive
knowledge-based economy in the world (DfES, 2004:3). However, despite the
economic agenda, school-linking became an important part of the UK
Educational landscape (Disney, 2008; Leonard 2008). As time progressed, both
Education and Industry viewed global awareness as a vehicle to meet the
demands of our ever-changing globalized economy. The varying drivers of the
global dimension indicated an assortment of agendas and contexts, whether

ideological, cultural, political or historical.

Although the necessity for increased global awareness stemmed from different

agendas, schools were char ged with the *mission’ t
outlook, intercultural awareness and understanding.
The table below outlines Cook’ s (2013) i dteenntain fdriverafori on @

global school-links (UK). These drivers could be categorised into two main

groups: Key drivers (direct impact on schools) and Proxy drivers (indirect impact

®The Brandt Report, entitled NorSouth: A Programme for Survival, proposed ways for nations to

reduce economic disparés between the rich North and the developing South.

® A British Council initiative in conjunction with the Department for Education and Skills (DfES).
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on schools). One could suggest not all listed below were drivers, but rather a
reflection of political interest. Some reports like the one from National Foundation
for Educational Research (NFER, 2011)’ were commissioned by the
Government and may have helped to sustain policy rather than initiate it.
Nonetheless, Cook (2016) explains the Department of Education and DfID (to a
certain extent) had influence within the Government and therefore are key
drivers. However, as the decision-making process is explored more deeply, it
appearst hat different players construct
the distinctions blur and the categories overlap. Proxy drivers have an impact on
the global school-linking landscape, but not a direct impact on schools, but have
contributed through providing research papers, which have influenced

discussions and decision-making.

Table 1. Examples of the main drivers across the UK (Source: Cook, 2013).

Key/Proxy drivers Across the UK
Commonwealth 17" Conference of Commonwealth Education Ministers
Secretariat (Commonwealth Secretariat, 2011)
DFID Confirmation of the continuation of support for global school

partnerships (O Brien, 2011)

European Drivers Europe 2020 Strategy (European Commission, 2010)
European Commission: Education and Training — Lifelong learning

Programme (European Commission, 2011)

International International Baccalaureate: International General Certificate of
Qualifications Secondary Education (IGCSE)
Research Ipsos MORI (2009a; 2009b); NFER (Sizmur et al, 2011); Think

Global (2011a; 2011b); Think Global and British Council (2011);
YouGov (Ellison and Gammon, 2011)

UK Organisations Achievers International, British Council, BBC World Class,
Childreach International, Development Direct Global Partnerships,
Eden Project, Global School Partnerships, Intuitive Media, Link
Community Development, The Motse Project, One World Link,
Rafi.ki, Sound Affects, UKOWLA

" National Foundation for Educational Research aims to improve education and learning through
providingindependent educational research.
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Within the UK, Citizenship Education and various global school-linking

programmes responded to the globalization rhetoric through encouraging pupils

to |l earn about gl obal citizenshi ghereid8si de
an argument ‘that we cannot fully wunderst
unl ess we set this in the wider gl obal CC

impacted by global events and activities; therefore, young people should be

made aware of the interconnectedness of our global society.

From Doe’ s UNESCYI1,31E pKoschools (hadbben linked with
schools in 85 countries. 67% of the Southern schools were in Africa; however,

there were few |Ilinks with nations from v
or i gi n a &chdol-linkipgzhas.been unevenly spread within the UK and the
regions with fewest links are those which have the largest proportions of ethnic

minority pupils (Doe, 2006).

The DFID funded Global School Partnerships (GSP) programme focussed on
establishing mutually beneficial partnerships between UK schools and schools in
Africa, Asia, the Caribbean and Latin America. This programme supported the
development of a global dimension within the curriculum. The four UK nations
were linked to schools in sixty-eight Southern countries, including the Caribbean
(Jamaica and Trinidad and Tobago). The programme promoted values within a
global dimension, these being global citizenship, social justice, human rights,
sustainable development, conflict resolution, diversity and equality and
interdependence. The evaluation report of the GSP programme (2003-2006)
outlined the positive impact the Global Curriculum Project grant and Reciprocal
Visit grant had on curriculum development, | e ar n e r s 'in develdpreente s t
issues, global citizenship, teacher s’ k n o telteact gbheut globall a b i |
development (British Council, 2007). Their document stated:

The learners in both schools have gained a new voice as citizens of a global

village. Over the last three years, the partnership has blossomed and the global

dimension has been embedded in the wider school curriculum and in the hearts

and minds of all learners in the partnership. Learners have discovered that,

despite the great diversity between two cultures, they share common ground and

responsibility for sustaining and improving life on the planet
(www.britishcouncil.rg/globalschools).

I n the policy document, ‘“Learning20d5’ Al |
DFID (2010) pledged to expand the Global School Partnerships programme with

an increased target of 5000 schools by mid-2012. This strategy outlined the
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imperative for young people to critically engage with global perspectives, in order
to become equipped to live in and contribute to an increasingly interdependent
world (DFID, 2010:48). In 2008, the GSP programme received the Council of
Europe World Aware Education Award for excellence in networking, partnerships
and co-ordination to increase and improve global education. The GSP
programme won a further award in 2010, the Steve Sinnott Special Award for
Commonwealth Teachers for teachers’ professional development, particularly, in
supporting them to promote global education through the curriculum.

It is assumed global school-links can promote an understanding of different
people living in different localities and encourage knowledge of some elements
of development education (Department for Education and Skills, 2004). This
assumption proved to be accur ate as Hir seviewsd the GBRlYy ( 2
programme and noted significant contributionst owar ds teacher’ s
development on global issues. The Sizmur et. al. study (2011:17) observed
teachers, who had been involved in theglobdbSP p

|l earning t o e nrefleotionroang & hpeu pri loswn val ues and

Bourn (2011) suggests over the past decade, international partnerships have
become an important part of our educational practice and a vehicle to make
learning real. Global school-links can bring a rich dimension to joint learning,
where pupils can explore youth democracy, cultural identity, human rights,
diversity and inclusion. The experiences can help develop critical thinking of
global issues. Connecting Classrooms, the replacement of GSP, encourages
young people to learn about global issues and become responsible global
citizens, as well as developing skills to work in a global economy (Leonard,
2012).

Evaluative studies to date (Edge and Frayman, 2009a, Edge, Frayman and

Lawrie, 2009b) indicate successful school partnerships include:

1 Whole School and wider community involvement.

1 Increased skills, motivation and achievement of those involved.

1 Contribution to whole school strategy that includes evidence showing the
extent to which the work demonstrates an impact on delivery of curriculum

goals/national education agendas.
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1 Sustainability even beyond project funding period. This includes evidence
showing how the partnership evolves and continues through other
programmes.

1 Key skills that are transferable and can be used in other areas/links with
other countries (Cook, 2013).

From an exploration of the landscape, global school-links appears to fall in two
main camps, where one is about learning (about, from or together) and the other
is about helping or being helped (Leonard, 2008). These links evolve as part of a
short or long-term relationship. Ideally, a s ¢ h o pdrtsetship involves where
each member has equal status. In 2007, Bob Doe, an educational journalist,
produced a document for UNESCO, UK, based on evidence from the British
Counci |’ Scho@ Partbesships programme. Doe outlined the benefits of
this programme, which included; improved teacher motivation, curriculum

devel opment , rai sed student s motivati on

However, since 2005, questions have been raised about the purpose of global
school-links, where controversial issues have emerged through the evaluation of
North/South school-links. Theoretically, global school-linking programmes should
promote mutual and equal relationships. However, in reality, many UK schools
manage funds for both schools in the partnership. The role of the UK school has
often been the * p r o v(funds, rrésources, teaching methods, etc.) to the
Southern partner school, which reinforce unequal power relations. It has been
noted:

...problem arises from the effects of fundamental inequalities in the past
(colonial and colonialized) and present (rich-poor) and the attitude and injustices
which are (or were) their cause and effect.
(CBEVE, 1998:68)

There is a fear of portraying societies i
‘“catampingvi t h t he 2000 d thas beraacknowredged schools
involved in global school-linking should accept and deal with issues of social

justice, inequality, diversity and prejudice, as wi t hout car e, som
reinforce ster e ot ypi c al thinking’ . School s whic
could ‘confoun d rat her t han enhance mut ual un

Copeland, 2010:22). There is a possibility North/South global school-links could

becomedangerously close to epi t omDisneyn g a
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2004; Andreotti, 2006a) and further compound Global stereotypes of the rich
North and the poor South (Hicks, 2007). Andreotti (2012) argues that:

Despite claims of globality and inclusion, the lack of analyses of power relations
and knowledge construction in this area often results in educational practices

that unintentionally reproduce ethnocentric, abhistorical, depoliticized,

paternalistic, salvationist ad triumphalist approaches that tend to deficit theorize,

pat hol ogize or tp7i vialize difference’
Therefore, students shoudbe supported to gain “an und
imperialism often marginalised the voices of those livingi n t he gl dheal So
Council of Europe (2007) provided an outline of the DFID GSP programme. It
stated:

The most significant learning for both the programme staff and schools we have

supported is that despite the enormous economic and social inequalities

between the UK and many countries in the global South, it is possible to develop

genuine learning partnerships between schools that are based on the principles

and practice of equity and t hat deliver

paradigm shift in terms of the prevailing historical relationship between the global

North and Sout h being predominantly one

exploitation of natural and human resources on the one hand or the provision of

aid and chari t(wwocoeint)he ot her ..
Evidence from Bourn’s study (2014) SUuUg(
influence within global school-links is still strong; therefore, to assist with
understanding the relationship between Global North and Sout h, ‘“postcoc
theory is used as a critical tool for deconstructing the underlying layers,
structures and forms that are embedded i1

If links between schools in the Global North and South is not well-managed,
stereotypes could be reinforced. Also, the priorities of DFID and European
Commission funded school-linking programmes is to build awareness and
understanding of development within schools in the Global North (Bourn and
Cara, 2012a:11); therefore, global school-links could continue to perpetuate
colonial relationships, where the Global South is exploited for the benefit of the
Global North.

2.2 Global School-linking programmes between the UK and Caribbean

A significant historical relationship has existed between the Caribbean region
and former colonial powers. As members of the Commonwealth, some
Caribbean countries still have the British Monarch as sovereign head of state

and where this is not the case, the colonial relationship remains as an
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undercurrent. Nevert hel es s, “t he i nternational.i

Cari bbean has been a powerful force for <c

From 2003, the GSP programme was a key UK Governmental strategy for
increasing a global dimension across the curriculum. This strategy responded to
the growing need for better understanding of a range of global/development
issues (Martin, 2007) and encouraged schools to develop active global
citizenship and intercultural understanding, through engaging in joint curriculum
projects between schools in England and those in developing countries. One of
the core aims of the programme was to ‘ de
skills that prepare our future generation for living and working in a global
economy’ (Cook, 2003 and . 20068 ¢he WS rprogramme
supported 1.151 UK partnerships. 853 were with schools in Africa, 33 with
schools in South America and 33 with schools in the Caribbean. It is estimated
that more than four million learners have been inspired to make the world a fairer

and more sustainable place (Doe, 2007).

I n 2012, t he Cari bbean wa s i nvol emld i n
Inspiration programme, an official international sports legacy programme in
connection with the UK 2012 Olympic Games. As part of the International
Inspiration programme, five schools in Haringey were linked to schools in
Trinidad and Tobago. This programme aimed to use the power of sport to enrich

the lives of millions of children and young people in twenty-one countries around
theworld®. I n the UK, the ‘Young Leaders’ on
values of the Olympic Games could address issues, such as racial tension,
gangs, etc. In Trinidad and Tobago, the programme used sports to tackle social,

health, economic and development issues. In response to an observation of a

lack of safe spaces for young people, poor sports infrastructure and a rise in

young gangs; the British Council worked with the government of Trinidad and
Tobago to establish a sporting legacy for at least one out of ten children/young
people over three years. However, the programme also included leadership skills
development, conflict resolution and working as a team. Colin Jackson
(International Inspiration Ambassador) on his return from observing the

programme in Trinidad and Tobago, commented on the benefits to schools and

8 International Inspiration was a British Council spamtientated programme, which involved young
people in 21 countries around the world, including Trinidad and Tobago.
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communities, through tackling absenteeism and anti-social behaviour and
providing activities, which kept young people off the streets. As recorded on the
British Councstated:s website, he
‘It was clear from all the children | met in London and in Trinidad and Tobago,
how the programme has benefitted them as individuals, helping them to flourish

within a school environment, developing leadership and teamwork skills and
fostering ambition’ .

For most of my career, my specialist area has been AC achievement; therefore, |
was keen to explore if links between UK/Caribbean schools could become part
of a strategic approach for increasing motivation and aspirations amongst pupils
of Caribbean heritage. From a previous small-scale qualitative study (MOEZ2), |
had obtained teacher perceptions about global school-linking. The teachers
identified positive outcomes for children of Caribbean heritage on both sides of
the Atlantic. However, shortly after completing MOE2, policies regarding global
school-links changed, resulting in the exclusion of Caribbean countries from

funded British Council-managed programmes.

Initially, the Caribbean was eligible for funding as part of the GSP programme.
However, in 2012, when the GSP programme evolved into Connecting
Classrooms, Caribbean countries were excluded. There were unofficial
discussionsabout Trinidad and thd pifaygfactorsor tveara | t h
exclusion (Allen, 2014). This concurred with the official explanation from the
British Council, stating the list of countries which remained eligible for funding
matched c¢closely with the redirection of
countries (Mason, 2012). Trinidad and Tobago is in a precarious position,
because according to GOTT-UNICEF Workplan 2013-2014, Trinidad and

Tobago is described as a high income country in the Southern Caribbean

(UNICEF, 20149)and t herefore, funding from a ‘' De

be justified. For a brief period, the Caribbean was reinstated to the Connecting
Classrooms programme, but this reinstatement was short-lived. Respondents
from my IFS (Allen, 2014) commented on the lack of consultation before final
decisions regarding the exclusion of the Caribbean; therefore, the process was
‘“done t o ladkefrdnsultafionie the decision-making process reflected
an imbalance of power within the British Council organisation in the UK and the
Caribbean, causing resentment and distrust. One respondent (Trinidad and
Tobago) tsetoaaarwhelming majority of the partnerships would have
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| apsasd 6t h er dosswhassippat arld general interest in the Caribbeant .
Hickling-Hudson (2009:372) highlighted that * i n | eavi ng out t he
gl obal Sout h, when talking about the gl ol
thus has no possibility of suAthowlseotall |y t
of the glo b al Sout h’ s exclodeds ¢he Cavibbeare’ s voi ces W
silenced and this uniquely, dynamic relationship was vanquished. Therefore, one
cannot ignore
t henpact of European conquest upon col c
domination..the i mpact of Ipaor g uhe gogsactooh i d e
colonial systems of education; questions of curriculum and teaching; cultural
difference; governance; links between Western knowledge and colonial power,
discourses, and narratives; the struggles over the representation of place, self,

hi story, race, and ethnicity; and the <co
(Burney, 2012:43)

Tikly (2004) warns about the global movement possibly emerging as a new form

of Western imperialism, with a more ‘subt
Therefore, the legacy of colonialism should be considered when engaging in
North/South school-linking programmes.

The Bri t i s’hdeciSianuta exclude sCaribbean countries from the
Connecting Classrooms programme is projected throughout this study and forms

a fundamental element for wishing to capture the perceptions of pupils of
Caribbean heritage in both the UK and Tobago. From professional and
anecdotal evidence, UK/Caribbean school-links provided invaluable benefits to

all concerned. Data indicated the value the respondents placed on
UK/Caribbean school links, particularly its potential for establishing and maintain
diasporic relationships. This projecton on t he British @Gounci
reflected in the theoretical framework (globalization and postcolonialism),
methodology and analysis, as the intention and purpose of North/South school-

links is critiqued. Senior Officer A (Tobago) emphatically described how the

Cari bbean’s i nvol v dvea wien He atated the gell had dnly r t
started to be lifted” . The Briti sh Cowwmexpisé andhamtealt he °

the opportunities beyond the veil.

° The British Council was the agent for the Depaatt for International Development (DfID) as funding
for the Connecting Classrooms programme came from this UK Governmental department.
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2.3 Academic Achievement of Caribbean heritage pupils in the UK

This overview provides the context for exploring global citizenship and its
relevance to pupils of Caribbean heritage. There is a specific interest in whether
the concept of global citizenship can improve the perception and prospects for

these pupils.

Sewell (1997:48) reflected on the importance of Education in the Caribbean

wher e even the most illiter ateetosutceel ar mer
in the Education system, so they could better themselve s ’ . Tr adihe i onal
UK, * Af r i chibean iQraigrant groups had a powerful allegiance and firm

belief in the power of education for individual and group self-a d v a n c e(pd@)n t ’

The first generation sacrificed themselves in the hope that their children would

gain academic success and make good progress in life (Hylton, 1999). However,

generally, t his success has not mat er i
debate on children of African Caribbean heritage has centred on
underachievement and excl usi on. Predominantl vy, this
educational system as part of a wider system of structural and institutional
racism has helped to promote this educat

1992).

The continued pattern of unequal achievement has been an area of concern and
even more so, when coupled with disproportionate exclusion figures. James
(1996) and Dei (1996) submit many of the difficulties Black Caribbean youth
encounter resulted from racism and discrimination and more recently, Strand
(2007) identified institutional racism as a major contributing factor to
underachievement amongst many African Caribbean pupils. Boyd (1996), Giroux
(1983) and Solomon (1992) suggests * school s mirrored the e
and ideological stratifications of the society in which they exist and act as forces
that maintain, reproduce and per petr at e s o Racianh may noelwpui t i e
the issue affecting attainment in schools in the Caribbean; however, it could be
argued other forms of inequality are causing disparity. Oakes et al (1997) evoke
‘“student s are sorted, taught and str eame
status and Miller (2013) comments on a lack of equity is translated into pupils

from certain social groups being left at the margins of the educational system;
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therefore, students from racial minority groups and low socioeconomic status are

more |ikely to be in the | owest academic

The negative experience of African Caribbean pupils in schools has been
documented within research and public policy debate (DfES, 1981, and 1985,
Gilbourn and Gipps, 1996; Roach and Sondhi, 1997; Amin et al, 1997; OFSTED,
1999). African Caribbean boys in comparison to white boys were three times
more likely to be excluded from school and twice more likely than other boys to
leave school without qualifications, with unemployment affecting about half of all
African Caribbean men, under the age of twenty-five (Younge, 1996:13). The
cumulative effect racial and ethnic hostilities and mistreatment has impacted on
Bl ack pupil s’ emtent Sawy @red)dnlieates Blacic h
pupils in the UK had difficulty accepting the racism they experienced, because
they had identified themselves as British nationals and Britain was their

birthplace and home.

Aside from institutional racism, Ladson-Billings (2005) highlights the schools
official curriculum often assumes a white, middle-income identity for its pupils.
The demand for cultural relevance should not be of trivial significance, especially
in a world in which knowledge that is considered important is defined by Western
industrialised societies (Dimmock and Walker, 2000; Louisy, 2004).

Negative experiences for African Caribbean young people are not confined to
education and schools. Between thelat e 1960’ s to the mid 1

perception of Black youth was of an unen
were criminally inclined, not prepared to accept authoritative guidance and
operating in a sub-culture regarded as alien and oppositional to mainstream
' (Qusel ey, 2007) . Afri ca

high levels of labour market disadvantage, disproportionate rates of social

British val ues

exclusion and higher rates of unemployment, regardless of qualification level
(The Social Exclusion Unit, 1999:91).

Traditionally, the term ‘disadvantaged’ has primarily centred on race, ethnic
group, poverty, etc. and describes a quality inherent to a particular group.
However,t he <concept of di sadvantaged <can al
access to the tools needed for self-s u f f i [ thexeforeydescribing a process

i n which mainstream society acts in a way
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(Mayer, 2003). These tools for self-sufficiency include education, information,
empl oyment and capi t al areundppresiatetivdavaltedage d gr
derided by the larger society. If a group is seen as not being able to offer much,

littl e i s of f er ed some disadvahtaged Qmups éegame nt | vy ,
marginalised, descending intoatrapor‘* cycl e of excl usi on, w
fundamental injustice in itself, but can also lead to criminalty and conf | i ct

(McGowan and Gomez, 2012). West (1993) was concer ned with th
breakdown and escalating self-destructive nihilism among the poor and very

poor’ . Al though, a lkritageomaynotibe categorized aspbop; b e a n
generally, the quality of their experiences may differ significantly from their

peers.

Despite various policies to promote social cohesion and greater inclusion of
certain groups into mainstream society, these attempts appear to be
disingenuous, as some groups continue to lack social and economic status. In
2007, Gundara (2011:308) commented that the Department for Children,
Schools and Families (DCSF) in England ignore the fact that many young
students, especially from Black and minority communities were killed or seriously
injured by their peers. Despite these comments, nothing has been done to
counteract negative media messages, aggressive male cultures or community

fragmentation.

Since the election of the Coalition Government (Conservative and Liberal
Democrats) in 2010, Education has adopted a colour-blind approach, resulting in
the swift demise of support for specific racial/cultural groups. Pupil Premium,
which replaced the Ethnic Minority Achievement (EMA) grant, may appear to be
more inclusive; however, it would be erroneous for schools to ignore dynamics
which continue to perpetuate inequality (Bonilla-Silva, 2006), where attainment
gaps for some groups of pupils remain. For over fifty years, in the UK, it has
been recognized that something urgently needed to be done to address the
inequalities affecting African Caribbean pupils and by now, it was hoped there
would be no attainment gaps. Richardson (2012) notes the emphasis on socio-
economic disadvantage does not work for African Caribbean people; therefore,
continuous evaluations should be made as to how these funds are being spent,
to ensure the disadvantaged do not remain disadvantaged.
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2.4 Academic Achievement of Caribbean heritage pupils in the

Caribbean

From the colonial era to the post-independence period, education within the
Caribbean has played a major role in national development. Generally, the
Caribbean values education and associates its acquirement as a fundamental
part of increasing ones social and economic mobility. Bristol (2012) suggested
‘ e d uon artd ieducational practices are implicitly bound-up with notions of

knowl edge and the | egitimacy of forms of

The World Bank’s report (1993) ‘Access,
the Caribbean, noted gender achievement contrasted from the African and Asian

scenario. Across the Caribbean, there is good access to primary education, with

a large proportion of the population having access to post-primary schooling.
However, wvariation in school att asogionent v

economic status.

In 2008, UNESCO Regional Bureau for Education in Latin America and the

Cari bbean’s report recorded Cari bbean cou
expanding compulsory education, designing new curricula, improving the
provisions o f didactic materials and strengthe
accomplishments have been coupled with substantial investments in teacher

training initiatives, however, quality of education and equitable distribution across

social groups remained an unresolved issue (UNESCO, 2008). Garvey-Clarke

(2011) discusses the inequality of the two-tier system of schooling in Jamaica,
which dates back t o twae estab8sbed bysthe cdldmials sy s
masters, where one * e d u c adystemmnwaals f or the ‘“gentry’ i
former slave children. The legacy of this system is manifested in attainment

disparity between traditional high schools and upgraded high schools and the

impact this is having on pupils who are consistently failing. * The soci al
economic challenge students face, coupled with failure in an education system,

that is viewed by many as their only hope of escape, can deal an harmful blow to

the psyche of dGweylClarge, 200l:4)y out h’
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Literature about education in the Caribbean tends to also focus on school

|l eader ship, parental/ community i nvol veme

behaviour (Bastick, 2002; Ezenne, 2003; Miller, 2013). Across the Caribbean,
school leadership has been identified as being crucial to the success of the
educational system. Miller (2013:7)

unitary definition of Caribbean school leadership, particularly, as school

| eadership i s exercised in multiplreaaways

(2002) suggested global challenges demanded profoundly different approaches
to school leadership. The Caribbean Community (CARICOM) responded and
implemented policy to enhance the management and leadership capability of
school leaders (Miller, 2013). High-performing Principals were noted to promote
an ethos and learning environment, where pupils were encouraged and
supported to develop value-l aden coping skills. Pu
their inner strength, despite the challenges they faced as a result of their social
and economi c c caree@ncduraged tse hot jusilréaehytheir potential,
but to also prepare for their role within the community and society. Areas of
learning related to society, economy, politics and psychology are being

incorporated into the education process and civic activities have been

p i

S

recommended to i ncrease student s |l ear nni

state

I

pride, accountability, and the i mportan

2003:85; Mills, 2003:187).

Within the English-s peaki ng Cari bbean ¢ ounEFA)ihass,

largely been translated to mean increasing the number of children from working
class backgrounds to enter traditionally elite schools, where educational success
is almost guaranteed. However, since 1990, the global agenda of EFA has
promoted a wider notion of inclusion, with some Caribbean countries concerned
about the educational provision for pupils with disabilities or special educational
needs. Despite increased funding from donors and government spending on
education in the Caribbean, the goal of achieving EFA remains elusive for some
Caribbean countries. Consequently, some of the EFA goals have been adapted
with an emphasis no longer on basic education, but now on gender, quality,
equity, learning and skills for the emerging knowledge economy. The discourse

has shifted to sustainable development in a globalizing world (Miller, 2014).
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The Wor | d20@arepeort an the Caribbean region stipulated education
and training as being crucial for job creation, competitiveness and economic
growth. The report noted school leavers with insufficient competencies were
more likely to remain unemployed, marginalized and possibly become engaged
in deviant behaviours. Generally, the Caribbean acknowledges more highly-
skilled workers are needed, particularly in response to rapid changes and new
technologies within the global economy. This is of particular concern as youth
unemployment remains high, with a mismatch between skills acquired in school
and those demanded by the labour market. Aedo and Walker (2012:1) reiterated
the fact that in many Caribbean | abour m
(the additional earnings associated with more education) are falling and
discussed possible disparity between skills and employability. Aedo and Walker

al so observed gl obal benchmar king data
per capita and Program for International Student Assessment (PISA) test scores,
which suggest countries in the Caribbean mi
equilibrium”, where | imited resources ar
available funds reinforce one another to conspire against the step-change that is

clearly neededinlear ni ng outcomes in secondary educ

Even though education in the Caribbean has evolved to reflect the values of the
Cari bbean, ‘we are to be cognizant that t
educate the masses as a form of containment and to locate their thinking, not in
the Caribbean..but to Britain as the sour
enl i ght enment "42)(Qna has $,ackro®lé&l§e that much of the
English-speaking Caribbean educati on system wargly dndnode | |
content-wise ontheeducati on system of former <col o

2013:69) and still replicate the education priorities of larger European countries

(Tickly, 1999) ; therefore, ‘“theoretical
critical realities of educati on i n t he Cari bbean
2014:3).

The Caribbean has made significant strides in tackling gender inequality
(UNESCO, 2014) however, socio-economic disparity continues, with Tobago
being particularly concerned with rural/urban issues and the relevance of a
global outlook to pupils in small rural villages. Senior Officer B (Tobago) in

describing the current scenario stated:
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6as you move to different parts of the is
on parents abi | ity to help their chil d make t
community where the parents ability is limited, they may not see the importance
of making [global] connections, but as you come closer to the centre where the
economy iséparents sreimgr ¢é hawarseé uident s a

Therefore, the concept of Global citizenship could possibly reinforce abstract and
inaccessible ideals, which has no bearing to the lives of pupils in rural
communities orexposenew ‘territor i es’ progpacts wilhrteeat er

propensity to accelerate social and economic mobility.
2.5 Education in the Republic of Trinidad and Tobago

Historically, strong links have existed between the educational system in the UK
and the Educational system in Trinidad and Tobago. Queens Royal College,
Trinidad was once described as the British grammar school in the colonies. Said
(2000) described these types of schools as:
a place of moral incorporation of colonial subjects into empire, a place of letters
and preparation for the gentleman orientation into the world of constant
cultivation. Cricket, soccer, tennis and swimming were not simply school games,
but points or doorways of conjecture linking the colony to the empire in the
preparation and moulding of particular types of intellectual mentalities,

subjectivities, and initiation into the Enlightenment sensibility of the modern
citizen (p46).

However, scholars like James (1969) uses sport to discuss power relations and

social inequality in Trinidad and Tobago. His interest in the postcolonial struggle

l ed him to *‘explore the emergence of the
of the coloni al context’' rmanTdnidadhbecamerai c k et
‘ s 0 u fintedlectaal alchemy’ (McCar 69y, 20009

Trinidad and Tobago has maintained the British influenced, national assessment

system of testing, which continues to expose inequality; particularly in regards to

gender, rurality and poverty (De Lisle, Smith and Jules, 2010). Other studies

indicate the impact socio-economic factors have on academic performance (De

Lisle, 2010) as well as the school ethos, teacher expectation and academic

optimism. The issue of equity in Trinidad and Tobago is a complex one, which

operates at a number of levels (system, school, family). Socioeconomic
differences are demonstrated within a highly segregated school system and
“magni fied further bys, didatfteirteunddesal a nedx p
(McGuigan, 2005:16).
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Over the years, a number of educational reforms and significant investment has
been deployed in the Educational system in Trinidad and Tobago. This
investment appears to be recuperated, as the Republic of Trinidad and Tobago
is considered to be one of the most educated countries in the world, with a
literacy rate exceeding 98%. It has been suggested that free education,
transport, books and meals for primary and secondary pupils has contributed to
the high literacy rates (De Lisle, 2010).

However, over the years, reorganization, restructuring and transformative

policies has focused on promoting successful nation-building (MOE 1993: vii). It

has been i deatidnal develmgmerit énd ¢conbnmic strength are tied to
educational advancement'’ ( GORTT 1964, 1
Go v er n mPraft Edsication for All (EFA) Plan 2015 and Vision 2020
statement called foreducat i onal r etd sumnvive inkthe cneermagianal *
arena, Trinidad and Tobago needs to use
(Bristol, 2012:109). Vision 2020 provided a constructive roadmap to close the

gap; however, teacher training and Special Educational Needs (SEN) were

identified as areas for improvement to address equity and increase human

capital.

Trini dad and Tobagodusatioa rgpmaesa with many couatries
around the world. Walker (2006:7) reminds us that education is a national priority
andthekeyt o a country’ s he alvialty, Goveenménts liewa nd c
education as an important lever to achieve social and economic goals. The
Government of the Republic of Trinidad and Tobago (GORTT) acknowledges the
need for education to keep abreast of an increasingly technology-oriented world
and in its Vision 2020's operational pl a
goal. These being: 1) to become well known for excellence in innovation, 2) to
create a seamless self-renewing, high quality educational system, 3) to produce
a highly-skilled work force to drive innovation and production and 4) to harness
cultural elements to inspire innovation and creativity (De Lisle et al, n.d).
Therefore, the emphasis on schools to develop human capital is evident and
strategies were implemented to encourage equitable and high-quality
educational experiences. The Government of the Republic of Trinidad and
Tobago outlined in its Education Policy Paper 1993-2003, a system of

demarginalization for all and equity as central themes (Brown and Lavia, 2013).
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This shift translated into adopting an a
education system in order to respond to the diversity of learners, so that every

student receives a learning experience that is appropriate to his/her individual
needs’ (Ministry of Education, 2008:17).

reformed education system 1is characteri
equity and quality that will promote the development of innovative, intellectual
and spirited learners and facilitate the creation of enterprising citizens and global
|l eader s’ (Le Gendr e, Tdb&go 8as prjoritizedr studentsd a d
being empowered with knowledge and skills for a thriving and diversified
economy and has benchmarked itself against comparable countries, such as
Singapore, Indonesia and Malaysia (Robinson-Regis, 2006:1). Since 2010,
GORTT has placed a revised emphasis on higher education, particularly
focussing on science, technology, entrepreneurship and critical thinking. There is

recognition that in order to survive in
trade, countries have t o become compet
2014:399). The focus on pupils devel tepcienltas * gl o

been much in |ine with the Government’' s p

One of the challenges Trinidad and Tobago faces is meeting the needs of a
postcolonial society within a globalized world. This challenge has significant
impact on Education, where policies are i nf |l uenced by t he ‘
development of global educational policies, translating into shaping teacher
education and new understanding of the marketplace. Trinidad and Tobago, like
most of the Caribbean, has not escaped the pressures of globalization and is

keen to align i ts economic structure w

knowl edge economy’ (De Lisle et al, n.d).
‘ Wh e r e alsdepgnderce educational practices were geared towards the
creation of an individual suitable for a plantation economy, post-Independence
educational practices appear to be more focused upon developing a skilled

individual, who is suited for a global soci ety
(Bristol, 2012:79)

Despite the need for the education system to encourage the development of 21

century skills; current educational practices remain traditional.

From the 1990’ s bfothe twergy-first &entury, arp agentda for

i mprovement has been in place, however, ‘
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habit of educational dependency, which operates to displace the classroom
teacher as an intellectual’ and Ologidale per

reliance upon super-states, such as the United States of America and Great

Britain’ ( B). Occasiorally, 2WHe&n the | atest “for
policy is implemented within the local context;itis evi dent t hat ‘one
fital | 7 . “The 1 mpl e me pdicg tnithts nvay sdstaires chegatiset i o n a

tension between the intellectual needs of the Caribbean and Western intellectual
hegemony... Trinidad and Tobago becomes an intellectual dumping ground for

i nternat i opv4.l As walleaa sari invdsion of foreign ideology and
pedagogy, Tri ni dad and T o bma mterhatonalr fendinga also e
influences their Educational system. Part of the National Report on the
Development of Education in Trinidad and Tobago 2004 7 i Q uitg Education for

All Young People: Challenges, Trends and Priorites” was funded by a
grant and required approval from the Inter-Development Bank (IDB) (Manning,

2007).

Nevertheless, more recently, Trinidad and Tobago has successfully implemented
its Early Childhood Education and Care programme, with early childhood centres
located in most disadvantaged areas. GORTT continues to evaluate and monitor

progress of its Education system to ensure it is fit for purpose in the 21 Century.

This chapter provided the context for this study. Since the turn of the twenty-first
century, there has been an explosion of global school-linking activity. School-
links between UK and Southern schools have received funding to promote a
development agenda. The majority of school-links have been with African and
Asian countries; however, evidence indicates UK/Caribbean school-links differed
from other Southern school-links, where the priority within the UK/Caribbean
school-link appeared to be for professional and curriculum development. Global
school-links have not been exempt from controversy, with some researchers
suggesting these programmes could reinforce stereotyping and replicate colonial
power imbalances (Andreotti, 2012) and Western imperialism (Tickly, 2004).

In the UK, African Caribbean attainment is no longer a national educational
priority and has almost disappeared from the radar. Over the past few years,

attainment gaps between African Caribbean pupils and pupils from other
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racial/ethnic groups are narrowing; nevertheless, within many inner-city schools,
concerns prevail (Richardson, 2012). There is also some concern in Trinidad and
Tobago in regards to attainment gaps; however, this differential is based on
class and rural communities. Similarly, both countries have some apprehension

in relation to pupils being prepared for life within a global community.
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Chapter Three Conceptual Theoretical Framework

This chapter positions this research study in a field of enquiry and provides an
outline of the theoretical underpinning. The constructs of globalization,
postcolonialism and global citizenship is the main foundation for this study.
Within this chapter, | explore the way | view the world and relate my perceptions
to this study. For most of my professional life, | had deployed numerous
strategies — pupil specific and strategic (mentoring/coaching, enrichment
programmes, curriculum development, training, etc.), whilst specializing in
African Caribbean achievement. Most of the pupils | have worked with have
benefitted in some way from receiving focussed support (GCSE results, greater
confidence and self-esteem, etc.). However, despite academic research (Swann,
1985; Sewell, 2000; Strand, 2007) and practical endeavours (mine and many
other professionals), for many African Caribbean pupils, underachievement was
the default position. My work had largely been within inner-city London
boroughs; therefore, | appreciated the opportunity to explore the perception of
pupils of Caribbean heritage within a global context. Over the years, | have
developed what Scott (2005:637) describes as a n “internwahere crit
researchers * ¢ a n n o tentaingantodh critical relationship with previous and

current ways of describing t h e wmowletge of the 96cial world is generated

from this i.nternal <critique

Each component of this research study explains a set of circumstances with a
reliable degree of accuracy (Egbert and Sanden, 2014:37). | was reminded by
Eun (2008:135) t ha't ‘“grounding professional dey
framework is an essenti al aspeandoftefs s upr
greater credibility to a research project. Despite the uniqueness of this project,

an exploration of existing knowledge proved to bei nval uabl e to p |
wisdom of the larger field to see what has come before’ (Egbert and S
2014:54) and literature was used to underpin and consolidate themes, which

emerged from the data.

Globalization theory was perceived as most appropriate for exploring global
school-links and global citizenship. However, as the participating schools are in
countries which were part of the colonial system (as former coloniser and
colonised), postcolonial theory provides a vital and critical secondary lens.
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Globalization and postcolonial theories are both popular within critical

educational studies. These theories are dialectically related and provide a

powerfulway of ‘emgaging witcthd pblific s of t he Empir e’ (

Torres (2009) discusses both globalization and postcolonialism as part of a
political theory of education, which questions equality, mobility, power and

influence.
3.1 Globalization Theory

An outcome of globalization has been that young people have been encouraged
to, or seek, increased knowledge skills and understanding to effectively engage
in the globalized world they are growing up into. One outcome of this has been
the recognition within schools of the importance of the development of a global
outlook amongst its pupils, where they can benefit from learning about people in
other places, as well an opportunity to explore their own identity and place in the
world (Bourn, 2014). Pupils are becoming increasingly aware of cultural and
linguistic pluralism and greater interconnectedness. Developing a global outlook

is therefore a direct response to the challenges of globalization.

An absolute definition of globalization does not exist, which reflects the
complexity to define this concept; however, globalization theory offers four main
approaches. Initially, globalization theory is concerned with the dynamics and
systemic and structural consequences of worldwide social change (Giddens,
1990; Lawrence, 1996). Secondly, the focus is on the historical sociology of
global development and the transformation of the socio-economic and political
organization of human affairs (Castells, 2000; Gilpin, 2002; Gill, 2003). The third
(institutional) approach concentrates on institutional change and resilience (Held,
2004; Campbell, 2004). The fourth and most recent approach reflects
poststructuralist and constructivists thinking, which focuses on ideas,

communication and normative change (Saul, 2005; Eschelle, 2005).

Globalization is discussed as a feature of postmodernism, a phenomenon which
proceeds through an evolutionary phase of modern society. Observers of the
impact on our social world comment t h a tithin ‘aw interpretive tradition,
globalization, as the discursive construction of the social world, may be essential
t o understanding t he contemporary

However, the concept of Globalization is also debated in relation to economic
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and political issues. Some highlight global capitalism and its economic
reductionist conceptualization (Monnier and Peterson (2007). Luke (2000) notes
capitalism as a feature of globalization and remarks on the emergence of a world
system driven by a global capitalist economy; whereas, Urry (2000) defines

globalization as a transformation of time and space.

These varying approaches confirm the multilevel dimensions to this
phenomenon. Giddens (1999:4) commented on the impact globalization has on

the local:

Globalization can thus be defined as the intensification of worldwide social
relations, which link distant localities in such a way that local happenings are
shaped by events occurring many miles away and vice versa. This is a
dialectical process because such local happenings may move in an obverse
direction from the very distanced relations that shape them. Local transformation
is as much part of globalization as the lateral extension of social connections
across time and space.

Other commentators (Held, 1998; Barber, 1995 and Scholte, 2000) also

contribute to discussions on the multilevel dimensions of globalization and Nash

(2000:47) focusses on interconnectedness and flows:
As increased global interconnectedness; a number of complex and interlinked
processes ar e theorized under t he headi
economic, technological, cultural, environmental and political processes.

Globalization involves flows of goods, capital, people, information, ideas, images
and risks across national borders

However, critics of globalization theory suggest globalization theory leant

dangerously in the direction of the * semi
(Robertson, 1992) and educationalpol i ci es and programmes h
direction of being a universal soci al S
hi erarchy and notion that *humanity as a
responses’ ( Kather datractors df @lB8baligation ©mphasize the

growing gap between the rich and the poor and the uniformity of a Western-
imposed and commodity-driven world culture (Croucher, 2004:24). Ironically,
despite increased global interdependence, events like 9/11 have brought about a
resurgence of nationalism (Held and McGrew, 2007:1). Globalization may not
have increased cultural uniformity, but drawn attention to diversity and things to
divide us (Featherstone, 1995:14). Tensions exist within the theories of
globalization, with* dy nami ¢cs of bdo tche ndtirsapheithesasiketoann’

economy is described as a contrast of light and dark (Barber, 1992). Similarly to
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colonialism, globalization is criticized as being ubiquitous and entailing the
Westernization of the world (Kellner, 1997).

For this research project, globalization theory provides a world view and explains

global interactionas an ‘enmeshment of national an.
gl obal p (Held and MeGsew, 2007). Globalization theory accounts for

the economic, political, social and cultural dimensions within society and the

complex web of transnational interconnectedness. This study acknowledges
globalization has caused distant events to impact on all our lives and manifests

as a obdpat of both the individual actions of, and the cumulative interactions

bet ween, countl ess agenci es a@idbenj199)t i t ut i
However, globalization also influences power relations and despite prospects of

increased prosperity, this study considers if all groups within society are
benefitting from the globalization phenomenon.

3.2 Postcolonial Theory

Pashby (2012:9) suggests when looking at global citizenship, one should frame
a working understanding of colonialism and imperialism, as the legacy of
colonialism continues to effect global relations. Postcolonial theory provides an
important secondary lens throughout the research process, as the two countries
involved in this study had a former colonial relationship; therefore, postcolonial
theory is pertinent to explore the legacy of colonialism and imperialism on global

school-linking programmes.

Although globalization is the primary lens, it could be argued * gl obal i zat i o
reality a continuance of the dominance of colonial powers, as colonization can

be conceptualised as one of the wearlies

2000; Brown and Conrad, 2007). The concept of race and racism did not always

exist. Racism only really began from the late fifteenth century onwards with the

glob a | expansion of European societies (P

embedded and shaped by gl ob aAsthe @aridbeam ’ (Si
islands were formerly colonised by several European countries, including the

UK, postcolonial theory is relevant to this study. Rizvi, Lingard and Lavia (2006)

argue that the new world orders (globalization and neoliberalism):

. cannot be under stood i n [t hei r] own
understanding of the kind postcolonialism is able to provide, based on the
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conviction that contemporary globalization cannot be disassociated from its roots
in European projects of imperialism. [There is a] need to interpret ideological
constructions of globalization historically, rather than as a set of naturalised
economic processes operating in a reified fashion. (p255)

Burney (2012:188) suggests globalization has vital implications for postcolonial
dissection as it is increasingly used to describe the power relations between the
Gl obal North and Gl obal Sout h. ‘Gl obali
i mperialism and colonialism reflected i

including the economy, communications and technology.

When considering the experiences of pupils of Caribbean heritage, it is important
to acknowledge the legacy of colonialism and how it has shaped discourse,
knowledge and language. Torres (2009) explains:
Colonialism is linked to the expansion of control by mostly European
metropolitan societies over Third World s
to force modernization through territorial, political and technological invasion
from industrial advanced societies over less technological advanced societies.
This process was not product of authoritarian philanthropy of bringing modernity
to ‘traditional’ peopl e, but an attempt

problems of the colonial powers themselves and to exploit the untapped natural
and human resources of the country being colonized (p92).

Also, notably, Spivak (1992:279) highlights * T h e B mpire utiszéd the less
coercive agent of English |iterature’; t |
dreams of colonial subjects were rearranged. However, disagreement exists
about the meaning of the term postcolonial. Wright (2012) suggests it is a
‘“compl ex historical,, cul t ur atendedmdriodpot y ¢ h o
col oni al Vennu20@9) offaasn d

The prefix in postcoloniality is not meant to signal the end of the previous period,

but to stand for the sign of an emancipatory project, that is, it announces a goal

yet to be realized; that of dismantling the economic, political and social

structures and values, the attitudes and ideas that appeared with European
colonialism (p4).

Postcolonial theory consciously attempts to reposition the world and offers a
‘space for moving beyond the negative pa
begun’ (Hickling-Hudson et al, 2004:7). Postcolonial theori es att empts t
attention to the false universalism of globalization and show how contemporary
social, political, economic and cultural practices continue to be located within
processes of cultural domi n at iForn some, Postcolonialism offers

emancipation. Young (2003) suggests:
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..i f yosuonaeroene who has been excluded
geographically, economically, politically and/or culturally or you are inside the
West, but not really part of it, then postcolonialism offers you a way of seeing
things differently, a language and a politics in which your interest comes first, not
last (p2).

Postcolonial theory is di scussed in terms of gl o
conceptual schema involves a Darwinian line of ascent, with Europe at the

highest evolutionary stage and developing nations occupying lower rungs of the

by tt

bal

| adder of progress’ ( Wogy gomtinyes t@ Petptuate 3 ) . i

global inequalities.

Postcol oni al theories can perform a

social, political, economic and cultural practices continue to be located within the
processes of cultural domination, through the imposition of imperialist structures
of power'’ ( Ri Samdff,(1999)0hiylights 7Ahe .global diffusion of
Western ideas, dominated by imperialist assumptions regarding economic
progress ‘“with notions of human o afmi
broader discour se o fThedieg@iontofirdfluence is fuom pha
European core to southern periphery.
the periphery to
the continuance of powerful social forces and the financial elite, colonialism
continues to shape people’s Ilives ‘

i nherently unequal’®™ (Rizvi, 2009:50).

val ue

t al
al i sr
The

mi mic the cor e’ sWithomi na

wi t h

For most of modern history, the majority

oppressed communities within t he gl
peripheral position in relation to elites whose power, wealth, and advancement
rested to a great extent on the exploitation of the South
(Hickling-Hudson, 2009:365)

Within the postcolonial sphere, cultural domination is as significant as economic

domination. For people living in developing countries, globalization continues to

obal

strengthen Western imperialism (Tickly, 2009); ther ef or e, ‘“school

decolonialization should be a tool for attempting to dismantle hegemonic colonial
di scour ses’ (Pashby, 2014:22) .

As this study involves an exploration of globalization and education, postcolonial
theory constructively explores the relationship between the two and there is a
‘sense i n whi ch postcol onialism and
conceptual gr oun dzem@gnRZOMA wnotes: 2009 : 50) .
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Both of these concepts exist at the intersection of imperialism, capitalism and
modernity and both deal with the effects and consequences of the unequal
relations of power between different sites of the globe, as these are articulated
economically, politically and especially culturally (p215).

Critics of postcolonial theory suggest postcolonialism avoids making sense of
current crisis and the postcoloni al cel
capitalism to extend their market, representing cultural hybridization in response

to the needs of local consumers (Dirlik, 1994). However, Tarc (2009) implores

attention to the colonial past of injustice, when considering our divided world.
Significant difference i n e>sxhpdeandteorthordss e X i
worl d’ . -thhe dodmei ng materially privileged

ar e mar ginalized, disenfranchised and | a

For this study, which focusses on an investigation into links between schools in
the global South and global North, postcolonial theory is used to analyse and
critigue the legacy of European colonialism. The critical lens of postcolonial
theory contributes to data analysis and note power relations in regards to
initiators/concluders of projects/programmes and how pupils in the Caribbean
reflect on perceptions of them by others. This lens also exploresi ssues of ‘'t

and us’, inclusion/exclusion and marginal
3.3 Global Citizenship Theory

Increasingly, global citizenship has become part of the rhetoric within education.
There is ambiguity regarding its meaning, with a number of definitions.
Appadurai (1990) identifies five interrelated dimensions of global citizenship as
various landscapes: 1) ethoscapes — flows of immigrants, refugees, guest
workers and tourists; 2) technoscapes — rapid movement of technology; 3)
finanscapes — rapid flows of money via currency markets and stock exchanges;
4) mediascapes — flows of images and information via the media and 5)
ideoscapes — the spread of elements of the Western enlightenment worldview
(democracy, welfare rights, etc.). Whilst, Wright (2012:47) describes the core
principles of global citizenship as:

1 An ethical emphasis on the responsibility stemming from our increasingly
interconnected lives.
1 An ideal of active, informed participation in an emerging global public

sphere.
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1 An assertion of the need for a transnational system of individual and
human rights.

1 Offer a call for structures of world governance robust enough to enable a
form of democracy exceeding the boundaries of the nation state.

Global citizenship theory appears to be in three main goal orientations.

Veugelers (2014:166) summarise these as:

1 An open global citizenship that recognises that the global world has
become smaller, that there is greater interdependency between parts of
the global world and that the global world also offers more possibilities for
cultural diversity.

1 A moral global citizenship based on moral categories like equality and

human rights that recognises responsibility for the global as a whole.

1 A social-political global citizenship aimed at changing political power
relations in the direction of more equality and in the appreciation of

cultural diversity.

Current research on global citizenship links this area of study to trans-
disciplinary trends in knowledge production and societal change and is rooted in
two distinct fields of global education and citizenship education. Global
citizenship discourse producesa ‘' range of theoretical I n
and methodologies and has generated a rich multitude of conceptualization as

wellas ¢ 0 n ¢ e(Panrenter, 2014:60).

Literature on global citizenship focuses on various features — responsibility and
empathy (Schattle, 2008b), cultural awareness (Neugelers, 2011), emphasis on
the economic aspect of global citizenship and the development of capital and
labour resources (Hayek, 2009 and Friedman, 2005). Schattle (2008) outlines

the conflicting priorities of promoting global citizenship within schools.

Structuring a discussion of the ideological dimensions of global citizenship
education can be a tricky endeavour since aspects of moral cosmopolitanism,
liberal multiculturalism; neoliberalism and environmentalism all co-exist within
many educational programmes and institutions. In addition, global citizenship
initiatives with in the educational arena often combine the dual aims of (1)
promoting moral visions for a more just, peaceful and sustainable world and (2)
enhancing the academic achievement, professional competence and economic
competitiveness of the next generation (p75).
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The conflict and contradiction continues as most literature present a pluralistic
view of globalization; however, the economic aspect of global citizenship is
individualistic and can be linked to notions of self-interest and competition (Oxley
and Morris, 2013). Dill (2013) described global competency as an important

feature of global citizenship, which focuses on human capital development.

Theories of citizenship are a significant aspect of modern political science and
reflect a certain degree of complexity. Citizenship theory strives to identify a
sense of identity and ‘promotes the abil
together with people who are different from themselves’ (Torres,Iit 2009
has been suggested theories of citizenship and their importance to education
should move beyond status, legal rights and duties because there are other

concerns in regards to identity and civic virtues (Ibid. p89).

Since the late 19 9 0’ s, the concepipsignfesgnebal i ¢ent
and ethical responsibility need not be confined t o one’ s nati onal
has increasingly become a conceptual mantra for international development and
humanitarian agencies. Global citizenship providesa‘ concept ual frame
transcending the nation or the barriers of ethnic, religious or racial difference to
include al/l wi t hi n(Jeferesg, 2@l D:20). Pashbym(20042r0)t vy °
also suggests scholars who are researching and theorizing a global approach to

citizenship should recognise global issues. Ther e i s a mor al i
extend a notion of citizenship beyond national borders and pupils should be

encouraged to move into action beyond charity.

Global citizenship theory acknowledges the existence of tensions between
‘“nati onalnatianaldormgofstci ti zenshi p’ (nPreased b vy , .
mobility has influenced multiple loyalties and complex experiences of identity.
Contextually, global citizenship is situated within globalization, citizenship and

education and covers themes, such as boundaries, flows, power relations,
belonging, rights, responsibilities, otherness and interdependence (Andreotti,

2014:1).

Pashby (2012) highlights even though global citizenship encapsulates a global
community, with open membership and participation, the concept of citizenship
in itself defines who does and does not belong. Mohanty (1990) goes a step
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further when asserting in the light of postcolonialism, whose project is global

citizenship?

Fundamentally, global citizenship theory must take up explicitly the question of

“for whom’ is global citizenship and ‘by
determined in order to make overt its positioning within the geopolitical power
relations definingb8.he new i mperialism’

Global citizenship theory identifies a shift towards citizens, claims for recognition
and an emphasis on the symbolic nature of exclusion...The ethical framework of
global citizenship masks the material relationships that produce some as
privileged, and hence capable of being active global citizens, and some in need
of support, care and aid (Andreotti, 2010). We are warned that over time,
language of inferiority and dependence has been changed and replaced by
“cul tur al d tbvildmysandtggob alnati bnhens miog’i.onT of

responsibility and poverty al |l evi aQtherb ms an eobjexti of t h e
benevol ence’ ; t dneerokepoveer contiraues (Jefferbsa, 12012:27).

Hence, global citizenship should b e critiqued on i ts own
assumptions and good intentions’ and how

around centres and margins (Willinsky, 1998:16).

This thesis study was foregrounded by elements of cosmopolitan and advocacy
typologies (Oxley and Morris, 2012) and descriptions offered by Dill (Global
Consciousness and Global Competencies). Cosmopolitan typology is concerned
with the political, moral, economic and cultural aspects of global citizenship,
whereas the components within advocacy focus on the social, critical,
environmental and spiritual. Despite different approaches, these researchers
provide a consensus about an inclusive global community. However, Wright
(201254)cri t i ques this notion of wunification
political, cultural and technological levels of globalization, which once
scrutinised, a far from | evel pl aying fi
from Black minority ethnic communities, any notion of citizenship is abstract and
not a universal status that is automatically assumed. Increasingly, their lives are

complex and wuncertain with an increasing

predictabl e econoetalc2008)ont ext '’ (Harri s,

Marshall (2014: 107) provides the ideal of global citizenship, when suggesting:
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1. Global Knowledge: an awareness of the current global socio-cultural
condition’ |, perceived and experienced,
force shaping lives, or as an increased awareness of everyday global
interconnectedness. Leading to exploring relationships between global
economic knowledge and that relating more to global social justice, poverty

alleviation, social development and social change.

2. Global Engagement: a mode of orientation to the world. A question is
whether the level of engagement is more in the global economic (aspiring to
become part of the global capitalist system) or global social justice system

(being outraged by social injustice) or both.

3. Global Competences: Global competences: a set of competences or
resources that help young people make their way within other cultures and

countries and/or that give a competitive edge in globalizing social arenas.

However, Martin (2014:26) presents a critical view when suggesting Global
Citizenship could be perceived as:
Western ways of thinking, acting and being are firmly in the centre and
alternatives placed on the periphery. From that centre, it is seen to be the

responsibility of the West to care for th
for education for sustainability and global citizenship this is a problem.

Appiah’s approach to gl obal citizenship
necessity to comprehend global relations of power. Further critique of global
citizenship suggests “gl obal cCitibka@anshi g
apolitical term’ and we shoul d not pres
benevolent (Zemach-Bersin, 2012: 101).

3.4 Intercultural understanding

Globalization and global school-links have encouraged the need for intercultural
understanding. Intercultural understanding has been defined as being interested
in, curious about and empathetic with people from other groups (Alred et al,
2003:3). Traditionally, Intercultural understanding was an important aspect of
foreign | anguage =education, concerned Wwi
However, globalization has increased interconnectedness and the worldwide
interrelatedness of economies and industry, Education and employment have
called for young people to be better prepared to deal with uncertainties,
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prejudices and misunderstanding. Increasingly, pupils are becoming more

cogni zant of peopl e’ s s | encet amdi an i ogesall sen
awareness of various cultural groups. Intercultural understanding which nurtures
political knowledge and skills to strengthen public engagement should be part of

the school curriculum (Gundara, 2011:308).

The term ‘| nt mstituwive ot aultured and idestities. dhe cultural
connectivity discloses the increasing reflexivity of global-modern life (Giddens,
1990). Allmen (2011:33) defines intercultural as something dynamic and an
essential feature of ocityiama solidgriyeas weHl aschea n g e

capacity to gquestion various forms of eg

cul ture has different i nterpretations.
particularity and location (Tomlinson, 2007:151). However, some argue culture is
not static and therefore cannot be universally pigeon-holed (Dulabaum,
2012:134). Clifford (1997) suggests culture is mobile and in assessing cultural
meaning, one should pay attention to
has changed the texture of lived experience both in mobility and in dwelling. The
phenomenological approach suggest every culture is diverse, can adapt to
change and become transformed; therefore, we are all migrants, creoles and
hybrid of mixed origin. However, there is an agreement that intercultural is not
simply about muietisting,lbwe it positaiand atffitrme a&n’interaadion
between cultures (Rule, 2012:332). The ontological paradigm sees culture as
relational, fluid and emergent; therefore, an epistemology is implied in which
knowledge is socially constructed and re-created in each moment of the relation

(Martin, 2012).

Over the last century, intercultural dialogue and understanding has become a
feature of policies responding to changes in migration and has emerged as a
vehicle for managing diversity and reinforcing democracy. Intercultural dialogue
has increasingly been Il inked wi t h t he
internationalization that presupposes freedom, democracy, human rights and
tol erance’ ( Be as | e yincraasedl cuRueat deverssty, is aféatur2 : 5 ) .
of globalization, manifesting in a greater awareness of cultural diversity and
expansion of movement across the globe of people from various racial and
cultural groups. This increased migratory movement, has presented challenges

for Education to accommodate the needs of different peoples from different
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places. The Counci | o f WhiterPapereoh kter¢ulPufalOD8alogue:
Living Together as Equals in Dignity reviewed and critically discussed how
Europe could adopt interculturalism, in order to cope with diversity in the age of
globalization (Beasley, Peters and Jiang, 2011). Countries were encouraged to

establish intercultural dimensions and dialogue within Educational policies.

Rule (2012:336) identifies a number of obstacles to intercultural dialogue: the
imposition of Western languages and Eurocentric world view, cultural superiority
and cultural stereotyping. He questioned whether intercultural dialogue is
possible within the context of domination and inequality and issues of power
underlie many intercultural programmes (Martin and Griffiths, 2012). Allmen
(2011:35) acknowledges inequality of educational opportunity and cultural
exchange by poiufturai pedpgogyuries to éndompgass the World
by deploying ‘“the other as the suppl ement

individuals <can position themselves in i
is heard and how t hdulturalisns - theraet ofsshaeng amdl’ . I r
communication between cultures is not supposed to be hierarchical, rather, it
should promote equality between cultures, with mutually-beneficial borrowing
and learning from each other. Aguado (2003:45) went further and advocates
intercultur al exchange, whi ch ‘“encompass
process in order to accomplish a real equality of opportunities/results, to promote
intercultural communication and competency, and to overcome racism in all its
e X p r e s.sHowemes, 'the growth of transnational migrations, multicultural
diversity, globalization, and intercultural interaction of multicultural societies has
created diasporas of metropolitan culture that are deeply, but silently coloured by
relations of power, discrimination, racism and hierarchies of cultural importance

(Burnley, 2012:43).

Intercultural philosophy has shifted the discourse from notions of culture to
concepts of hybridization, cultural exchange and a critique of liberal
cosmopolitanism (Besley and Peter, 2012:47). There is now an emphasis of the
‘*Other’” and an exposure to engaging with
understanding of the world s people, thei
the basic conditions for intercultural dialogue. They suggest increased

intercultural understanding should reduce all forms of xenophobia, racism and
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cultural stereotyping, thereby enhancing relations as the basis for world
civilization. However, Hall (1996) pointed out:
liberal discourse attempts to normalise cultural difference, to turn the
presumption of equal cultural respect into the recognition of equal cultural worth,
it does not recognize the disjunctive, borderline temporalities of partial, minority
cultures. The sharing of equality is genuinely intended, but only so long as we

start from a historically congruent space, the recognition of difference is
genuinely felt .. (p56).

3.5 Other applicable theories

As the development of intercultural understanding via school-linking is a process
that involves shifts in identity, Identity theory could also be drawn upon. Zemach-

Bersin (2012:88) S U gpesest ttemsions hetween national * e v €

and gl obal citizenship, bet ween patrioti
national identit y wi t h ‘“transnational affiliatdi
highlights that within our society, i dent

group and those who adapt to other cultures are betraying their own culture.
However, Jefferess (2012:27) asserts a global citizen presumed both an identity
position, as well as an ethical position and has the ability to transcend national

identity, race, ethnicity, gender or religion.

Modernity considers developments within modern societies and questions if
gl obalization has influenced a ‘crisis
suggest a fragmentation of the cultural landscape in regards to gender, race,
ethnicity and nationality and these transformations have an impact on personal

identit y , causing the | oss of a stable sens
cul tur al framewor k, feelings of uncertai
Weber (2003:199) proposed each person has different layers of identities, which

become relevant within particular intercultural exchanges. Gundara (2011:294)

agreed and highlighted the social identities of citizens and non-citizens can be

hybrid and multiple. Identity has been associated with the politics of location, but
identification as a construction is a process, which is never completed,

constantly changing and transforming, can be reconstructed and redefined.

Postmoder ni sm suggest identity i s moveab
transformed continuously in relation to the ways we are represented or

addressed in the cultural systems that S
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identity is constructed and subject to multiple interpretations. Torres (2009)

supports this view when he states:

Il dentity.. is not a fixed magokepegple share e s s en

in virtue of origin, race, religious affiliation, sexual preference, gender or class,
but a process of learning that is context dependent and, indeed, open to
interpretation (p101).

Hall (1996) also discusses identities as a point of temporary attachment, which is
constructed from within and not outside and has the power to exclude (Derrida,
1981). Finally, i t i's i mportant to note
and continue to determine particular notions of identity within unequal power

relation (Pashby 2012).

Social identity theory may also be applied to this study, as this theory was
originally developed by Tajfel and Turner (in 1979) to look at the psychological
basis for intergroup discrimination, where discrimination is in favour of the group
to which a person belongs. Social identity theory acknowledges there is not just
one self, but a number of different selves, which relate to different group
membership. Different social contexts may trigger an individual to think, feel and

act on basis of his personal, family

or

i mperial |

r

Soci al l dentity theory al seshegml ioght‘spofl

di stinctidee¢eems neds by who they are def.i

t h a n(Taijfdl and Turner, 1986). Social Identity Theory has a considerable
impact on social psychology. It is tested in a wide range of fields and settings

and includes prejudice, stereotyping, negotiation and language use.

Also, regarding intercultural relations, intergroup contact theory could be
relevant. Allport (1954) developed a hypothesis at a time of racial segregation in

America, which proposed contact between members of different groups can

work to reduce prejudice and i néxpandgd oup

and developed into a theory (Brown and Hewstone, 2005; Pettigrew, 1998),
which has become engrained within global policy-making. Al | por t’
original contact hypothesis suggested four conditions of contact were crucial if
prejudice was going to be reduced: a) equal status of the groups, b) intergroup
cooperation, ¢) common goals and d) social and institutional authority support.
This experimental theory has been continuously tested over the years and has

revealed 'exposure can i dtudieseadse eevedled i
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affective components (empathy and anxiety reduction) were more effective at
reducing prejudice than cognitive component (knowledge) (Tropp and Pettigrew,
2005a). Shelton and Richeson (2006) have conducted a number of studies in
America looking at minority/majority issues and African American communities.
However, critics of contact theory suggest intergroup contact does not typically
reduce prejudice and is irrelevant to larger structural policy and the reduction of

conflict and violence (McGarry and O’ L e 4995).,

Sometimes, the use of more than one paradigm can suitably overlap and multi-
approaches can yield fruitful results (Schultz and Hatch, 1996). To some extent,

every theory offers a partial or limited perspective; therefore, as Andreotti (2014

74) suggests * 't he compl exi ty ocannogbecchpaded by any i

singl e afplpsrintaue for this study, since the findings and relevant
literature offers several interconnected ideas, values and principles of
globalization, postcolonialism and global citizenship. Through increased
interconnectedness, including migration/mobility, pupils can develop intercultural
competencies; however, within a North/South partnership, one cannot ignore
power relations at play. Pupils are continually encouraged to develop global
competency skills to compete for employment; however, some groups within
society, may be disadvantaged from developing these skills or feel excluded

from a concept, which theoretically should be inclusive.

The diagram below illustrates how the main theories intertwined and supported
each other. The size of the oval indicates the more dominant theories; however
all components were relevant to this study. Although identity theory and contact
theory may not have been referred to in the analysis, both theories were helpful
to clarify the understanding of globalization, global school-links and global

citizenship.
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Diagram 2 Conceptual theoretical framework

Postcolonialism

Globalization Global Citizenship

/ Interculturalism y\

Identity theory Contact theory

\ /

Global Citizenship and
global schoalinks

Although, this study focuses on a particular racial/cultural group, Croucher
(2004: 119) suggests race can be constructed and is not purely or simply a
scientific endeavour, rather it is a political project; therefore, this study recognise
multiple realities from diverse voices. Within a constructivist paradigm, pupils
were encouraged to reflect on global school-links and global citizenship. Their
personal experiences and prior knowledge informs realities and the findings
emerged as the investigation proceeded (Egbert and Sanden, 2014). Their views
reflect some traditional values of global citizenship (identity, interconnection,
interdependence, and migration/mobility - political and economic) and as the
principal focus of global school-links is to foster intercultural awareness and
understanding, global citizenship theory provides an analysis of similarities and

differences.

This chapter allowed me to connect with existing knowledge and provide a
discussion on the three main theories, globalization; postcolonialism and global
citizenship. These theories explain various phenomena within this research
study. These lenses provide structure for this study, influenced my approach and
offer a theoretical standard for data collection and analysis. Globalization theory
provides a wider world outlook and contextualizes this study; whereas
postcolonial theory supplies a critical approach to dissect and deduce covert

messages. Global citizenship theory tapers the focus to scrutinize the main
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themes within this study. These three lenses are interrelated and adequately

interrogate and explain a number of emerging themes.
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Chapter Four Methodology and Methods

This chapter discusses the methodology used to seek answers to the research
guestions and presents the rationale governing the selection of research tools.

Ethical issues including validity, reliability and reflexivity are also addressed.

This study espoused a social constructivist approach, as the perception and
evaluation of topics are socially constructed. Pupils’ phenomenological accounts
were obtained primarily through interviews, a most widely used methodology for
conducting systematic social enquiry. Social constructivism underpinned this
study, as it attempted to engender knowledge and sought to look empirically at

specific forms of knowledge. Constructivism recognises that perception is not a

‘passewveptive’ process, -constiuctiver prochss rof
production’ ( RAllii gkn,ed 2 001 4:h89l)i.t er at ur
education’”, the central iodpepdls taocbnsttudt thesr

own understanding as they actively

experiences
Lantieri, 2005).

In line with general educational research, this exploratory study sought to ask
guestions, pursue new insights and assess phenomena in a new light (Robson,
2002:59). As this was a small-scale empirical research study, qualitative

methodology was deemed most appropriate. Qualitative research has been

an
e k n
rese

enge

and dynamically maPaige andhei r

describedtasatea activity that | ocates th

and Lincoln, 2000:3). As | was keen to gain an understanding of the perspectives
of ‘others’,qual itative methods of coll ecti

eyes of (p@).her s’

Occasionally, qualitative research studies have been criticised for being
unscientific; however, this research study was carried out systematically,
sceptically, and ethically (Robson, 2002:18) and attempted to present an
authentic, critical, credible and relevant insight into the social construction of
human society. A qualitative approach facilitated different perspectives and
allowed the respondents to define what is important to them. Data collection
became more fluid, spontaneous and creative, as educational experiences can

be (Hitchcock and Hughes, 1989:27). On occasions, in order to obtain data, a
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certain amount of adaptability and accommodation was necessary. This
research study not only deployed methodologies which were flexible, but the
conduction of research methods also required some modification; however, the

response to the context and nature of the study was paramount.

Social constructivism has become a common term within educational research
and as a meta-theory, is compatible with a study involving globalization and
global citizenship, as it is often viewed at the theory of international relations,
making claims about the real world. Social constructivism was engrained within

every aspect of this study and provided a lens to understand and interpret

globalization processes. “A soci al constructivist

emphasizesthenon-mat er i al f o(Risse 2008126).wor k'’

The ontological assumption of our reality is there is one truth and the criticism of

u

n

constructivism que st i ons t he ‘' apMitteea(to989: 486) ingiseed | 1 t y’

t hat ‘no kind of constructivism is .of

However, within a constructivist epistemology, this study constructed meaning
from diverse realities, which were a| s o0  THersacil ontology is that as

humans we do not live independently from our environment; therefore, there are

collectively shared systems of meaning; hence, ‘“coll ective

meaning structures offer interpretations to make sense of t he
(Risse, 2008:128).

Through deploying a constructivist approach, the selection and utilization of
gualitative design and methodology were congruent with such an approach and
appropriate for this small-scale empirical research study. There was a
consideration of constructed knowledge through theoretical reflection and

philosophical analysis of the generated themes.
4.1 Research Design

The initial stages of this study included setting the goal, outlining the conceptual
theoretical framework, defining and refining the research questions, considering
ethics and relevant methodology. Much attention was given to ensure this study
was feasible. A good qualitative research design is where data analysis method

is appropriate to the research questions, and the method of data collection
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gener ates

dat a

research fed into and informed each other.

appropriate for

The research design was inherently comparative on different levels: UK

compared to Tobago; pupils of Caribbean heritage in comparison to pupils of

different heritage/ethnicity; pupils who participated in school-linking compared

with those who did not.

The timeline for this study was as follows:

Table 2

Timeline

Time

Activity

Outcome

December

January

Complete informed consent form.

Letter to be devised to be sent to
relevant individuals to gain permission

to conduct research in Tobago.

Informed consent form
completed and sent to
accompany letter.
Letter and consent form
sent and permission is

granted.

February

Develop initial questionnaire to go to
schools in Tobago and UK
Complete Ethics form and apply for

Ethical approval

Questionnaire devised
and piloted

Ethical approval granted

March ‘1

4

Contact Schools in the UK and
Trinidad and Tobago to solicit their
general participation. Questionnaire
sent to all identified secondary schools
Informed consent form sent to schools
with an adaption to be given to parents
Develop interview questions for
Interviews with pupils — pilot and refine
Ensure questions are relevant to

context of the UK and Caribbean

Questionnaire sent to all
42 secondary schoals in
Trinidad and Tobago and
their UK partner.

Six- eight schools
committed to participate in

this study

Consent received

April-May ‘ 1| Focus group interviews conducted with | 45 - 60 minute focus-
24 — 40 pupils group interviews audio-
taped — notes are also
made
May -J une ‘| More in-depth one-to-one interviews Six-eight 20 - 30 minute
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with six-eight students from audio-taped interviews

UK/Tobago schools completed — notes are
also made
July " 14 Transcribe interviews. Basic analysis to | Transcription completed
identify themes. with themes developed
August *° 1| Shareinterview transcripts with Confirmation received

respondents to confirm content.
Prepare written report Draft submitted to

Supervisor

Sept emb er | Revise, refine and submit final report Final Thesis submitted

October/November | Presentation and dissemination at | Receive feedback from
‘14 Seminar colleagues and
practitioners

As the UK/Tobago school-links had been established through the British
Counci | pragran@® A sought assistance from the British Council (UK and
Trinidad and Tobago) to circulate a general questionnaire and to gain access to
schools. The purpose of the questionnaire was to obtain contextual information
about the UK/Trinidad and Tobago school-links. Informed consent forms, with a
covering letter, were sent to potential respondents, as part of this initial stage.
This letter conveyed measures to ensure anonymity and the respondents’ right

to withdraw from the study.
4.2  Data Collection
Contextual Questionnaire

The primary function of the questionnaire was to solicit contextual information.
The questionnaire provided useful baseline data and was slightly varied to

accommodate the differing context of the Caribbean/UK.

The British Council (UK) assisted with circulating the questionnaire to schools in
the UK. For data protection purposes, the British Council did not furnish details
of the UK schools, but forwarded to me (via email) completed questionnaires,
they had received. In Tobago, the THA not only supplied me with a permission

letter, but also a list of primary/secondary/special schools, who were involved in
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UK/Tobago school-links. | personally visited all schools to ensure the
guestionnaires were completed. Because the forms offered confidentiality, | am
not aware who completed the questionnaire in the UK schools; however, in
Tobago, | was aware the Principals completed the questionnaires as they were

completed whilst | waited.

In total, twenty-one questionnaires were completed (12 - Tobago and 9 — UK).
From the responses, 71% of the Tobago/UK school-link was initiated by the
Principal/Headteacher and for schools in Tobago, the Principal continued to be
the main lead for the school-link. Recognition for increasing a global dimension
and prospect of financial support for the school-links were main incentives. 42%
reported the Tobago/UK school-link was still active. 89% of the UK teachers had
visited their link-school in Trinidad and Tobago, compared to 58% of the Tobago
teachers. The schools believed the main benefits of the Tobago/UK school-links
were increased awareness of global issues, increased engagement and

participation in lessons/school activities and improved motivation.

Following the questionnaires, | assessed how to gain the information to address
the research questions. The methods deployed are outlined in the following
table.

Table 3 Research Plan The table below shows the intended research plan and

what was actually achieved.

Research Questions How am | going to answer What | did to answer the
this question? guestion

1. From the UK/Tobago Questionnaire and Focus | Questionnaire and

school-links, what are the group interviews Focus group interviews

impactson pupil s’

outlook?

2. To what extent does the | Focus group interviews Focus group interviews

UK/Tobago links develop a o . .

sense of Global Citizenship Individual interviews

amongst its  pupils in

schools?
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3. How do pupils of Literature Literature

Caribbean heritage in the UK

_ Focus group and individual Focus group interviews
and Tobago perceive the

Interviews
concept of ' Gl obg
Citizenship’ a

to their lives?

The first phase of data collection was conducted in Tobago at schools A, B and
C. These schools were recommended by the Education department (THA) as
they had been involved in the Global School Partnerships (GSP) programme.
The official letter, granting permission from the THA guaranteed entry to these
schools. Schools A, B and C have/had link-schools in the UK; therefore, | felt it
would be a useful exercise to also solicit responses from pupils who attended
their UK link-schools (Schools D and E). The Principals at schools A, B and C
also believed this research study provided an opportunity to gain feedback on an

aspect of the GSP programme.

Despite having a research plan in place, challenges emerged. | had expected
gaining entry to the UK schools to have been easier; however, only two of the
three UK link-schools agreed to participate. The third UK school did not
disagree, but chose not to respond to the numerous requests | made. | had
planned to follow-up the focus group interviews with individual pupil interviews.
However, after carrying out preliminary data analysis of the interviews, it was
impractical to conduct any further interviews. The two UK schools (in phase
one) were located a significant distance away and the substantial time spent
setting-up the conduction the focus group interviews in Tobago, meant they
eventually commenced shortly before | returned to the UK. All of the interviews in
Tobago were organized by the Principal, whereas, in the UK, they were

organised by the Link-teacher.

| had made an assumption, the UK link-schools would have been located in
diverse, multicultural communities; thus, enabling me to gain the perceptions of
pupils of Caribbean heritage. However, after visiting the two UK link-schools
(phase one), | observed they were situated in predominantly white communities

and none of the pupils interviewed were of Caribbean heritage. Consequently,
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another round of focus group interviews was conducted to capture the

perceptions of pupils of Caribbean heritage in the UK and address research

guestions three.

Table 4 Some details of participating schools
School | Location Interview | Number of Year Method of Data
schedule | respondents | Group/ | collection
Age
A Tobago 14" 10 Fifth Whole class
(urban) October Form completed
Phase _
2014 Interview
1 16-17 _
guestions as a
years . .
questionnaire
B Tobago 17" 4 Fifth Focus group
(urban) October Form interview
Phase
1 2014 16-17
years
C Tobago 29" 5 Sixth Small group
(rural) October Form completed
Phase . .
2014 interview
1 17-18 _
questions as
years _
written responses
D UK (South | 26" 4 Year 10 | Focus group
West January interview
Phase 14-15
England) 2015
1 years
E UK (East 28™m 19 Year7 | Whole class
Midlands) January completed
Phase 11-12 _ .
2015 interview
1 years

guestions as a

guestionnaire
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F UK (London) | 11" June | 3 Year 10 | Focus group
2015 interview

Phase 14-15

2 years

G UK (London) | 22" June | 4 Year 10 | Focus group
2015 interview

Phase 14-15

2 years

H UK (London) | 26™ June | 4 Year 10 | Focus group
2015 interview

Phase 14-15

2 years

J UK (London) | 29" June | 6 Year 10 | Focus group
2015 interview and

Phase 14-15 _

written responses
2 years

Brief description of and experiences at participating Schools
Phase One

As a result of various and prolonged attempts to solicit participation, five schools
eventually consented to allow their pupils to participate. All schools in phase one

wer e i nvol ved i n t he Briti sHere i€ caubmief i | S

description of these schools:
School A (Tobago)

School A is a co-educational comprehensive school situated a short distance
from the main town in Tobago. The school population is 469, comprising of
pupils predominantly of African heritage, with 55 teaching and non-teaching
members of staff. The school was opened in 2000, with little or no resources and

initially operated from two campuses. These campuses amalgamated in 2003.

In general discussion with the pupils, they pride themselves on the fact that
Tobago is ‘cl ean, tgheyae con@med about Imded eareer b u
opportunities. The Geography teacher commented that many students leave
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Tobago to study abroad, with significant non-returnees. One of the pupils
described thisasa‘® br ai h dnat h€he tesxhemasa commented the
pupils received free education, text books, breakfast, lunch, transport and
laptops to support their education to their first degree; therefore, he felt pupils
received sufficient incentives in order to gain a good education and have a good

start in life.

Data gathering — | had requested to conduct a focus group interview with a
group of four to five pupils; however, the Principal wanted all pupils in the
Sociology lesson to participate; therefore, the Administrative Officer was
instructed to make ten copies of the interview questions and to escort me to the
classroom. Consequently, | stood at the front of the class and read the interview
guestions to the pupils, who completed their responses on the photocopied
sheets.

School B (Tobago)

School B is a co-educational comprehensive school situated in the main town in
Tobago. The School was started in 1977 with only 20 students. Currently, there
are 860 students with 88 teachers. The school offers a complete curriculum for
mixed ability pupils from Form 1 (12 years) to Form 6 (19 years). School B was
the first school in Tobago to win an open national scholarship. The school states
that they * s e te klevelop world class citizens that are exposed to a holistic
education in a c¢hangiThigschgdl ie dlso the fuln of the
local community, with a range of activities, including as a popular wedding

reception venue at the weekend.

Data gathering — The school selected four pupils (two girls and two boys) to
participate in the focus group interview. One of the male pupils had participated
in the International Inspiration programme. The focus group interview was

conducted i nsoffitee Principal
School C (Tobago)

School C is a co-educational comprehensive school situated in a rural
community in Tobago. The school population is 307, comprising of pupils who
are predominantly of African heritage. The Principal commented that the small
pupil population allowed for pupils to receive more individual attention. The
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school is relatively new (ten years old) and was designed to allow management

to have a physical, as well as managerial overview of the school.

Pupils have been described as continually making good academic progress, with
the school being the first in the Windward district to offer Caribbean Advanced-
Level Proficiency Examinations (CAPE). A number of students have gained

Diplomas and Associate degrees from the Caribbean Examinations Council.

Data gathering - The Principal sent me to a Sixth-form class to conduct the
interview. Six pupils were in this class. | assessed the number of pupils in the
class to be conducive to facilitate the group interview; however, the class teacher
had not been informed of my attendance to his lesson, so after introducing
myself and my study, the teacher instructed me leave copies of the interview
guestionsint he ¢l assroom and to wait by the sc
get the pupils to complete the interview question sheets and they would be

returned to me by the end of the lesson.
School D (South West England)

School D is a co-educational comprehensive school set in a rural village,
surrounded by countryside in the South-West of England. The school population
is 927 pupils, the vast majority being of White British heritage, with very small
numbers from several minority-ethnic groups (OFSTED report, May 2014)

The International Coordinator described the link between her school and their
link-school in Tobago as bringing real world experiences back into teaching.
Prior to commencing the focus group interview, the teacher also commented that
pupils at this school are largely of one racial group, who do not travel and would
not be familiarwi t h t h éobat c#izemship’, gs this subject was only covered
in one Year 8 lesson. Therefore, she felt having a global school-link was
valuable for exposing pupils to other races and cultures. She believed it was
important for a staff-team to be committed to the link (the Physical Education
department had fulfilled this role). During the time the UK/Tobago schools were
linked, the PE teacher had visited their link-school (sports appeared to be the
primary focus within this UK/Tobago school-link). However, the linked
relationship ran into difficulties once funding ceased and nothing had transpired

between the two schools for approximately four years. The linked relationship
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with Tobago was superseded by a link-school in India, where funding is part of
the package. Students from School D visit India annually (for two weeks) to

participate in a development project at their Indian link-school. The Coordinator

emphatically stated ‘“priority goes where

maintaining global school-links.

Data gathering — Four pupils (two girls and two boys) were selected by the
International Coordinator to participate in the focus group interview. They
appeared to have had no prior warning. The teacher explained that the pupils
she had originally chosen to participate were either absent from school or
engaged in another school activity and as | had travelled a considerable

distance, it would be better to get some response rather than no response. The

interview was conducted in the teacher’'s

School E (East Midlands)

School E is a co-educational comprehensive school in the East Midlands, east of
England. The school population of 501 pupils is almost exclusively of White
British heritage. Despite the demise of British Council funding to support School
E’s |ink with the s c hgeaonaintained it3 aoitnactoa and
hosted pupils and teachers from Tobago in 2014. Pupils from School E are due

to visit their link-school in Tobago next year.

Data gathering - Despite having email communication about interviewing a
small group of four to five pupils, when | arrived at the school, the teacher
decided the entire class would participate. He made copies of the interview
guestions and distributed them to all nineteen pupils in the class. As this was
unexpected, there was insufficient space between each question to gain a
detailed response. The teacher read each question, simplifying or explaining the
guestions to the pupils. This group of pupils were in Year 7 (11-12 year olds) and
younger than the other participants. Whilst in the classroom, | reflected on
whether their lack of maturity influenced questions about if “Tobago was next to
Kenya’ a n d canménts about Ebola, or if my presence suggested all Black
people came from Africa. Despite being shown a map on the whiteboard, the

pupils were not familiar with the location of the Caribbean.
Phase Two
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For phase two, | had tried to solicit participation from local schools within
multicultural communities; however, this proved to be unfruitful. | then
approached contacts for their assistance to gain entry. Their introduction to
Headteachers resulted in gaining access to four schools.

School F (London)

School F is a co-educational, comprehensive, Music and Business Enterprise
Specialist School. The school has approximately 1,100 pupils and describes
itself as a successful, thriving, ethnically diverse school, committed to ensuring
all students achieve success through education, arts and sports. One of the aims
of the school is to encourage students to develop a sense of responsibility and

respect for all of our changing society and global economy.

School F has an extensive out-of-school hours learning programme to

encourage pupils to develop independent learning and social skills.

Data gathering — Three Year 10 girls (14-15 years) had been pre-selected. It
appeared as if they had given the interview questions some thought, prior to the
conduction of the group interview, as their responses produced rich data. The

interview was conducted in one of the student support classrooms.
School G (London)

School G is a lively co-educational, multi-ethnic, community school, with
specialist Arts status. The vision of the school is to transform the life chances of
their pupils. The school aims to give pupils the voice, skills and confidence to

learn throughout their lives and to make a difference to their community.

As a Community School, School G hosts a wide range of activities after school

hours and during the holidays.

Data gathering - The Headteacher suggested the interview be conducted with a
group of Year 7 pupils. From previous experience of collecting data from Year 7
pupils, | expressed my reservations to the Headteacher. However, the
Headteacher insisted her group of Year 7 pupils would be different. Whilst
conducting the interviews, the teacher (who | had liaised with) remained in the
classroom. She agreed the Year 7 pupils’ r e s ppoodusesl very little data
and went to get a group of Year 8 pupils (12-13 years) — same scenario, then a
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group of Year 9 pupils (13-14 years) - same scenario and eventually a group of
Year 10 pupils (14-15 years). After conducting four sets of interviews, the
responses in this study are from the group of Year 10 pupils. The interviews
were conducted in one of the student support classrooms.

School H (London)

School H is a single-s e x , gi r [Me'girlssae ercautaged to pursue and
excel in artistic and sporting events. The pupils are supported to develop a keen
sense of responsibility to shape a better future for themselves and their
communities. The schoo |l ' s d o c usnteantteast i ‘owh i | st pur su
success, we encourage girls to participate in a range of other activities and to
develop the skills needed to ensure that they are able to take their place in a

rapidly changing global society’

Data gathering — The teacher who | had liaised with, had forgotten my
appointment; therefore, she randomly chose four girls who were of Caribbean
heritage. The interview was conducted in a meeting room near the front main

reception.
School J (London)

School J is an Arts and Media Specialist, Co-educational, Comprehensive Trust
Foundation School. It is a vibrant community school, where the curriculum is
taught in a creative and engaging way. The school has approximately 570 pupils,
who are taught the core curriculum, which is then enhanced by the study of the

Arts, Computing, Technology and Physical Education.

School J prides itself as embracing a wide range of cultures and languages and
working in partnership with parents and carers. The school ' s OFSTE
(2013) noted some students are seeking asylum or have refugee status and the
proportion of students who speak English as an additional language is high

compared to other schools.

Data gathering - When | attended the school to conduct the interviews, we were
all ocated the English Office; however, wi

significant disruption occurred, affecting the audibility of the taped responses.
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Nevertheless, the contact teacher graciously obliged my request to collect

written responses from participating pupils.

Two Senior Officers, Tobago

As well as conducting interviews at nine schools, | also garnered views from two
Senior Officers, who were instrumental in implementing and managing the GSP
programme in Tobago. In this study, these Senior Officers are identified as
Senior Officer A and Senior Officer B. Senior Officer A was interviewed at the
school (24™ October 2014), he is currently deployed to a secondary school and
Senior Officer B was interviewed in her home (4™ October 2014). The familiar
environments provided suitable locations. Senior officer volunteered to meet in
her home, as a place without distractions.

Their voices are not dominant, but their perspectives are utilized to add valuable,
enriching context to the UK/Tobago school-links. After being approached by the
British Council, Senior Officer A f el t it was i mportant to
mutual understanding and mutual benefits to the institutions being twinned up.
“We explored the possibilities, we looked at what they were and eventually we

twinned upa
After receiving ethical approval, the following research methods were deployed:
Focus Group Interviews

After consent was received, the data was predominantly obtained through
interviews, the most widely used methodology for conducting systematic social
enquiry. Within our society, interviews are routinely used to gain knowledge on a
variety of different phenomena (Alvesson, 2011). Through the social encounter
of i nterviews, knowl edge was constructed,;
a neutral conduit or source of distortion, but is instead a site of, and occasion for,

producing reportable knowledge itself’ (K

The contextual interview questions highlighted various responses from pupils in
Tobago and the UK, noting particular differences in regards to the value of
UK/Caribbean school-links. This study is qualitative in nature; nevertheless, on a
few occasions (particularly with the baseline data), figures were used to highlight

key points.
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Mishler (1984) suggest by collecting data through interviews, the researcher

1

empowers the respondent by establ i s
be hear d’ . sBoargypof toefidentiéliy, interviews are no longer a
discreet event or a private affair between the researcher and respondent. Denzin

(1989) highlight the fact that interviews are a medium to gain access to

ot herwise hidden feelings experien
into the public domain. However, Briggs (2003) focuses on the discrepancy
bet ween the ‘compl ex tlaadseusivegohenoména and
the way they are reified as reflecti
guestions and answers and Miller and Glassner (2011: 133) argues that

respondents inhabit, but demonstrates the meanings they attribute to the world

and their experience of it

The ‘“fsermma | gui ded conversation al
narrative, which was constructed in situ. This format provided some structure
which addressed the research questions and assisted with analysis. In hindsight,
some of the questions could have been more open-ended to encourage greater

in-depth responses and further probing.

Focus group interviews offered a natural way for conversation to develop, with

hing

ced |

ter vi

ons

intervi ews do not provi de an objective

| owe

the intention t oofwlkapGlobal Gtizemahip mdars to them. & w

line with understanding experiences as being socially constructed, the group
interviews encouraged collaboratively-created, shared meanings and individuals
learning through interacting and sharing knowledge as a group.

The distinctive feature of the focus group interviews is the interaction between
group members. Wilkinson (2011:168) describest hi s type of i

of collecting qualitative data, which usually involves engaging a small number of
people in an informal group discussion, focussed around a particular topic or set
of i s Jheefecus. group interviews allowed me to explore collective
understandings. They were an appropriate methodology for trying to access the
views of pupils and have been described as being particularly relevant in cross-
cultural research, because of the ability to elicit the collective voices of relatively
powerless groups of people (Liamputtong, 2011:127). However, focus group

interviews are viewed to be an inappropriate method of collecting data on
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sensitive topics or where participants strongly disagree with each other. For this

thesis study, neither of these scenarios applied.

This method allowed me to listen to the views and experiences of the
participants. | nt er vi ews are | ess ‘naturalistic’
affected the quality of some of the interviews, as the pupils in Tobago were shy

and quiet. At times, the researcher may | os e controlastheof t h
participants drift into irrelevant areas; however, this was not the case, rather on
occasions, participants would not develop or further explore what was previously
said, they would just repeat what the previous participant had said and not apply
thought to the question. It has been proposed that agreement could be
interpreted as revealing shared values and providing shared understanding
(Bloor et al, 2001:5); however, the effects at times, appeared to restrict
accessing rich data. It has been suggested that focus groups can take some of
the burden of interpretation because the participants can provide insights and

commentaries (Barbour 2007:35).

Consequently, as a researcher, | also constructed meaning from the gathered
data. The epistemological stance within this research project is constructivism;
therefore, rejecting the notion of one p
this study had varied experiences, their construction of knowledge would differ;
hence, with different perspectives, multiple truths could exist. As constructing
knowledge took place within the social context of focus group interviews, the
alignment to social construction, acknowledged the impact social interactions
can have on n‘gditsrcuctvhe . The participants’
guided the understanding in this research. Wallerstein (1997) clearly outlines
that:

The role of scholars is not to construct reality, but to figure out how it has been

constructed and to test the multiple social constructions of reality against each
other. In a sense, this is a game of never-ending mirrors (p124).

To foster free-flowing conversation, pupils were interviewed within familiar
environments of their schools. Consideration was given to how the questions
were asked to avoid bias and contamination, with questions to cover broad
themes designed to elicit respondent’ s pe
complex concepts into answerable questions. Sensitivity was also applied. The

interviews were audio-taped, as well as notes taken to aid transcription.
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Following the interviews, notes were made to assist with the recollection and
reflection of the experience. The challenges to this method of data collection

included managing group dynamics and confidentiality.

Across all schools, | had no control over the selection of the respondents, as
they were selected by the school. | was also not aware of the relationship
(friendship group?) between the respondents, apart from being in the same year
group. My only input was the number of participants in each group, believing
four-to-five in a group to be manageable; however, | thought | may encounter
difficulty managing the discussion, with perhaps one or two pupils dominating the
discussion; however, this was not the case. The pupils took orderly turns to

answer the questions.

Initially, | had planned to conduct one-to-one interviews, following a brief analysis
of the focus group interviews; however, for various reasons (distance to travel to
conduct interviews, difficulties arranging initial interviews, etc.), this did not

happen.

For the majority of the focus group interviews in both Tobago and the UK, there

was a level of discomfort. | interpretedthe pupi | s U n enaestantyt o r ¢
about me and my role, believing my study had not been adequately explained to
the respondents. The pupils were reserved with the topic, appearing as if they
were being tested on a subject they had little or no knowledge about. Some of
the responses were limited, with a number of no comment responses. The pupils
from Tobago made greater attempts to answer the questions and pupils from the
second phase of interviews were more forthcoming with their responses. A few

pupils elaborated, responding to prompting to do so.
Open-ended Questionnaires

As previously outlined under the description of the schools, not all data was
collected as focus group interviews. In three schools, the entire class was
instructed (by the Principal or class teacher) to participate in my study and
answer the semi-structured interview questions as a questionnaire. Perhaps the
staff thought they were assisting me by encouraging more participants, but | was

more interested in quality rather than quantity.
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Although open-ended questions can encourage critical thinking, this data
collection method was not planned; therefore, there was inadequate space in-
between the questions, which minimised the amount of response that could be
written and reduced a possible de monst r at i on knowledge bfehe
subject. On one occasion, | was not present in the room; hence, | was unable to
provide any explanation of the questions. This method had an impact on data
analysis, as there were some responses that | would have wanted to explore in
greater depth; however, | did not have the opportunity to probe and ask
additional questions; therefore, reducing the ability to capture richer data. Very

few pupils gave details; therefore limiting the scope of their responses.

Unlike the focus group interviews, which reflect group understanding, this
method presented individual perceptions. The pupils completed the
guestionnaire individually, with no discussion. The limitations of this method
meant there was no interaction and the opportunity to analyse body language
and group dynamics, as well as what was written. However, when considering
the introvert behaviour of some participants (particularly in Tobago), maybe
some of the pupils preferred this method.

This method would have better served as preliminary data collection and if things
had gone to plan, | would have sought to interview in more depth, respondents
whose responses could have provided rich yields. However, despite the
limitations, the data that did emerge demonstrated evidence of similar views on

common themes.

4.3 Data Analysis

pupi l

Auerbach and Silverstein (2003:32) argue t her e i s no single

analyse a dataset as the decisions taken are inevitably subjective. The analysis
of the data had several aims: a) to describe a phenomenon in some detail, b) to
compare different perspectives, c) to identify conditions and look for explanations
on which such differences are based and d) to develop a theory of the
phenomenon (Flick, 2014:6).

To enhance the validity of data analysis, the interview transcripts were read

thoroughly, before analysis commenced. Jupp (2006b:258) reminds the

82



researcher to be aware of choices made whilst analysing data as implications

may be inferred from the researcher

As well the focus group interviews being audio-taped, notes were also made at
the time. All audio recordings were transcribed. Initially, 1 had planned to use
electronic tools to assist with data analysis by extracting the main themes and
thereby providing a fr ame wespdasesf ltoweves

traditional methods were deployed.

After preliminary data analysis, coding was used to organize the data into
themes. This encouraged a better understanding of the phenomenon, which was
being studied. The categories emerged from the transcription of the interviews,
where highlighter pens were used to identify common themes. The thematic
analysis approach was a useful method for breaking down various components
with global school-linking and global citizenship. Consequently, four main
themes emerged, which were: 1) global awareness 2) intercultural dialogue and
understanding, 3) mobility and migration and 4) global competency skills. These
main themes addressed elements of the research questions. After more in-depth
data analysis, sub-topics emerged, which gave a clearer understanding of the

messages the pupils conveyed in their constructed responses.

It was interesting to experience the difference in the respondent groups, not only
by their sizes (4 — 19), but also the composition of the groups (race, class,
gender, etc.). | had previously facilitated focus groups interviews with adults and
was aware of the potential of one or two members of the group dominating the
discussion. This was not the case and from data analysis, it became apparent
that | could have benefited from more responses to some of the questions. The
focus group interviews had provided a multi-faceted account, with the potential to
offer conflicting views (Kitzinger, 2005). Surprisingly, on most occasions, the

respondents presented a unified voice.

The focus group interviews provided an in-depth exploration of the UK/Tobago
school-links, where certain themes emerged. These themes included:
globalization, global outlook, global citizenship, Intercultural
dialogue/understanding, mobility and migration. Other topics like culture and
identity, power relations and cosmopolitanism also became part of constructed

understanding. The sub-headings in the following chapter were derived from
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data analysis generated from research question one. The emergent themes

fittingly related to the main concepts of globalization.

The theoretical perspectives of globalization, postcolonialism and global
citizenship provided an interpretive frame for the development of codes and
analysing the data. These theoretical lenses influenced the interpretation of
responses. Globalization and Postcolonial theory provided an understanding of

global inequality.

Social constructivism recognises the importance of culture and context in
understanding what occurs in society, therefore, my deconstruction and
interpretation of the data constructed knowledge based on this. Social
constructivism also has implications for reflexivity; therefore, | was aware of my
interpretation and make all endeavours to produce a study which is reliable.
Although, the data was collected from a relatively small sample, efforts were
made to ensure the data is authentic, genuine, trustworthy and an accurate
representation of reality.

4.4 Ethical Considerations

From the onset, ethical aspects were considered for every stage of this study.
Ethics in research hasa regul atory rol e
expect and counteringmal pr act i ¢ e ':10)(ahdwsimotld be ab@d What is
“right, good and vi I follawed e Brifish €dueatoha)
Research Association (BERA) ethical guidelines and gained approval from the

Institute of Education Ethics Board.

As the majority of respondents in this study were children/young people, | was

cognizant that adhering to ethical codes is considered more imperative with

i n def i

201

research whi ch i nvol ves children; there

protective governance of chi | dr en’ as pputin placa. Pratective
care should be employed because of perceived danger posedbyadul t s’
2005:72). When approaching the schools, | was mindful that to obtain parental
consent would have further slowed down the process; therefore, | had initially
requested for the respondents to be aged sixteen and above. However, the
schools felt students from this age group were more involved in their studies and

withdrawing them from lessons would have posed more of an inconvenience to

84

wer e
(Far



the pupil and the school . Being an Educat
parenti s’ ; t thi® basid, pernasission goointerview the pupils was
obtained from the schools. The sociological view sees children as already
competent participants in their everyday worlds (Mackay, 1991) and therefore,
capable of participation in and withdrawal from patrticipation. From this approach,
children are viewed not as a universal phenomenon, but as being socially

constructed (Danby and Farrell, 2004).

Ethical integrity encourages a need for greater openness and accountability in
regards to participants and how knowledge has been produced. All participating
schools were given a description of the research, which outlined the process and
provided information about the availability of this research project. All
participants, children and adults were treated with respect and they were
informed they had the right to withdraw from participating in this research study,

at any time they wished.

Sometimes, confidentiality is mistaken with anonymity; however, confidentiality is
a key issue, where there is agreement with how the data will be used and who
would have access to it. However, it was hoped that by informing participants of
confidentiality, this should encourage open and honest responses from all
participants. It was difficult to promise complete confidentiality to members of the
focus groups, because the respondents could share the views of other
participants outside of the interview session; nevertheless, participants were
informed that the draft and final report would not include real names or initials in

order to protect their anonymity.
4.4.1 Reflexivity

Israel (2015:12) highlights the Enlightenment philosophers developed an ethical
‘code’ for p e o ife) Europedn,cadul and enaleytowever, critical
approaches to ethics recognise researchers and respondents represent other
groups within society. As a Researcher of Caribbean heritage, | considered
Gilroy s (1993: 54) Blaclgpgaple are lwoth ingide and outside the
development of Western culture; therefore, someone (like myself) who has dual
citizenship (British and Trinidad and Tobago) has a | ‘edocuobn s ci ousn
formed from having a knowledge of both inside and outside the West and

contributes to a unique understanding of both cultural spaces (Miller, 2016). |
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was aware of reflexivity and my* d ou b | e cpositisnccoutn inBuence the
research process; hence, | continuously evaluated my position and practice to
encourage research integrity. The issue of researchers of colour investigating
the community they culturally affiliate with is not new; however, it remains
marginalized as a serious topic of inquiry in educational research (Subedi,
2009:312).

Subedi (2009:309) wuses the term “halfie’
or cultural identity is mixed in regards to migration, overseas education and
parentage. Within the context of anthropology, Abu-Lughod (1991) explores the

term ‘“hal fie further:

As anthropologists, they write for other anthropologists, mainly western.
Identified also with communities outside the West, or subcultures within it, they
are called to account by educated members of those communities. More
importantly, not just because they position themselves with reference to two
communities, but when they present the Other, they are presenting
themselves.. (p42).

In Tobago, although my skin colour demonstrated some similarity, | was aware
of representing Western academia. In my brief introduction, | informed
respondents | have been visiting Tobago for the past few years, with the
intention to eventually live there. The respondents appeared to appreciate my
comments. | felt this explanation was important to not only align and show
appreciation of cultural similarities, but to also express a genuine interest in the
people, the place and therefore, my respondents and their views. In this
situation, I bel i eve my “hal fie’ posi
stimulating interest in my study from all levels in Tobago (THA, schools and
pupils). Whereas, in the UK, despite having similar national identity (phase one)
or cultural identity (phase two), there appeared to be a lack of affiliation to me, as
a researcher and my work. This could be due to the pupils not being in my
specific target group (phase one) or none of the pupils had been involved in a
UK/Caribbean school link (phase two).

Harding (1991) also notes a society stratified according to race, class, gender,
etc. will replay relationships of domination and subordination through research;
therefore, this research study took into account my position (Black and female)
and values in collecting and interpreting the data, as my biography was relevant

to the research process (May 2010:21). However, to some extent, there was an
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awareness of power relations (Researcher/respondents; UK school/Tobago
school; British Council: UK/British Council: Trinidad and Tobago, etc.) within this
study and how this could influence my perceptions; therefore an ethics of care
was deployed. Particularly, with marginalised and oppressed groups, a
researcher has an obligation and responsibility to clearly articulate the concerns
of a particular participant and particular community (Clegg and Slife, 2009:30).
Postcolonial theorists recognise contemporary social relations are influenced by
the repercussions of colonialism and research ethics governance is
predominantly Eurocentric; therefore, research which includes cross-cultural
dialogue requires an ethical approach which critiques the role of the researcher,

the research process and affirms diversity (Israel, 2015:22).
4.5 Limitations

The process of gaining entry was more complex than anticipated. The
negotiation to gain access was at two (UK - gaining access to the schools and
then to pupils) and three levels (Tobago - also required gaining access at
Ministry level). Schools in Tobago are less autonomous than UK schools;
therefore, gaining access also required written permission from the Education
department at the THA. This was a lengthy (eight months), but crucial
bureaucratic process, as once permission was granted, full compliance was

received from all schools.

| had anticipated gaining entry to the UK schools would have been a speedier,
less bureaucratic process; however, this was not the case. After receiving little
response from direct contact, | approached the British Council (UK) for
assistance with gaining entry. This resulted in receiving a few completed
guestionnaires. Permission from Headteachers to interview pupils required direct
and persistent contact (emails and phone calls). The initial UK schools were
selected, because they were linked to the schools in Tobago, where | had

conducted the interviews.

The number of target schools were limited, as | was specifically interested in
schools which were/had been involved in a UK/Tobago school-link. From this
small sample size, the response rate was low. The poor response could have
been influenced by the fact that most UK/Tobago school-links have ceased,

since the demise of funding from the British Council.
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As | had not interviewed any pupils of Caribbean heritage (in the UK) and their
views were pertinent to this study, a second round of interviews was conducted.
Even though the respondents in the second phase had not participated in a
UK/Tobago school-link, their views were still valid to address research questions
3. Also, as some of the responses were written rather than verbal, | was unable
to pursue greater exploration. However, through adapting this research study to
include a second phase of interviews; valuable data was collected to present the

respondesnts’ Vview

This chapter provides an honest and open account of data collection, which was
robust, relevant and sufficiently rich to address the research questions. The
theories of globalization, postcolonialism and global citizenship connected the
overall design and research questions. As a small-scale empirical research
project, qualitative methods were deployed and both the focus group interviews
and the interpretation of these interviews reflected a social constructivist
approach. The interpretation of the data was also influenced by the theoretical
framework and provided a structured analytic discussion of the data.
Globalization explained the interconnectedness and increased intercultural
awareness and dialogue between pupils in the UK and Tobago. Postcolonialism
offered a critical analysis of the relationship between the UK and Tobago and the
politics which consciously and sub-consciously affect this relationship. Global
citizenship theory supported the understanding of how the pupils viewed their
relationship with each other and the rest of the world, as well as rationalizing
p upi prigrity of gaining global competency skills rather than global

consciousness.

There were limitations in regards to accessing the focus group and data
collection methods; however, rich yields were gained, which captured the
r es p o n gerspdctaveés of global school-linking and global citizenship. The
following chapters provide a discussion of the data findings and are supported

with relevant literature.
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Chapter Five Impact on global outlook of pupils in
UK/Tobago School-links

Despite an endeavour for objectivity, research presents an individual
perspective, defined not only by values and perceptions (Northcutt and McCoy,

2004) , but al so by one’ s knowl edge, be
Although, researchers cannot insist their study is completely value-free, attempts

have been made to present findings as objectively and unbiased as possible.

The initial contextual interview questions provided a useful overview. Generally,
the value or importance of UK/Tobago school-links differed between pupils in
Tobago and those in the UK. Responding to a question regarding the importance
of UK/Tobago school-links, 95% of pupils in Tobago thought it was an important
school activity aedutatedame oyw@uwm ginwmomparggend o
65% of pupils in the UK (phase 1 interviews). The majority of pupils in Tobago

cited gaining knowledge about other cultures as the main purpose for being
involved in a global school-link, whereas the UK pupils saw the primary function

of a global school-link was to learn a new language. The UK pupils were more
sceptical of the benefits of linking, with three pupils from School E (UK)
disagreeing with their school being linked to a school in Tobago stating:
“because if the teacher goes there, they could come back with a disease” .
These pupil s’ comments indicated a | ack ¢
previous/current work within the UK/Tobago school-link had not been

disseminated to these Year 7 pupils.

The following three chapters present findings in response to the research
questions. There is interaction between the findings and relevant literature,
which also highlights existing knowledge, whilst providing a scaffold for the
construction of new knowledge. The subheadings were derived from the main
themes, which emerged from the data analysis. On most occasions, replies from
the respondents in Tobago are presented first. There is no significance in this,

other than the chronological order of data collection.

In this chapter, Globalization theory, is used as the main lens, offering an
analysis through a world outlook; therefore, avoiding the restriction of issues to

be discussed merely in terms of race and gender. Since, this study constructed
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meaning from pupils who live in different parts of the world; globalization theory
resisted the potential to minimise differences between people in different places.
Appadurai (1995) suggests globalization as an area of study focuses on the
particularities and similarities of the experience of globalization and encourages
the voices and histories of people and groups to be contested and reproduced in
both the local and global arena; hence, globalization has produced a socially

constructed understanding of the world.

Thesis Question One: From the UK/Tobago school-links, what are the

i mpacts on pupil®806 global outl ook

In order to provide context to this question, it was important to gain the
perception of Education officers who were instrumental in facilitating the
implementation of the Global Schools Partnership programme (GSP) in Tobago.
From the start of UK/Tobago school-links, Senior Officer A (Tobago) was
optimistic of the potential of the GSP programme, wishing for pupils in Tobago to
develop a greater global outlook:

AVhen we first started, we were a little sceptical at first, but by the time we
got there and we shared, because we were all in the same business and
doing the same thing, but in different parts of the world, that was it. Just
astheybébve got something to share,

got something to bring to the table and it was really nice in the way we
shared as true professionals, who are working with our craft, we shared
curriculum, we shared experiences, we shared culture, we just shared
and therefore, at the end of it, we felt it was a worthwhile experience and
we wish many more people could have shared in it and hope this can still

happena

As well a desire for intercultural exchange, his comments also indicated a desire
for mutually beneficial learning relationships, where sharing was a key
component of this learning journey. His reflection also concurred with previous

evidence about the uniqueness of UK/Caribbean school-links (Allen, 2013) and

itsfocus on professional/ curricul umvishreferel o p m

the UK/Tobago school-links reflected t h e UK’ s Devel opment

Association’ s ( DEA) phil osophy:
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‘The most important thing is that the South is recognised as having a
contribution to make to the North. This will motivate Southern people to share
information positively. It will enable us to come in closer and break down the
barriers resulting PReterKimopia,aitesin Pagrershipsinh
Development Education, published by the DEA, 2010:5).

Senior Officer B (Tobago) also shared her motivation for initiating UK/Tobago

school-links. Her reflections were:

~

A know many schools were f or tchemsat e e
who came into the classrooms and students were then able to see, hear a
different voice, see teaching done sometimes in a different way and | think
that was beneficial. Wedre <creating <c
global world, not just for Tr i ni dad and Tobago. I t hi

they make these connections as often a

From Senior Officer B's (Tobago) respons:¢
the primary focus for the UK/Tobago school-links was for curriculum/professional
development, global connections and to prepare pupils for an increasingly
interconnected global world. There is a clear awareness of globalization and the
impact it is having on education. Noddings (2005) suggests the role of schools is

to develop pupils’ gl obal perspective; however,
detriment of the local. He suggests pupils need to learn and care for their own
neighbourhoods in anticipation for wider global responsibility. Schools should
prepare pupils for their role within their neighbourhood, country and the world

and become critically aware of globalization and the implications to them, both
locally and nationally, whilst engaging in intercultural dialogue (Pashby, 2008,
2011).

5.1 Broadening Horizons and Challenging Stereotypes

In response to the interview question on whether the UK/Tobago school-link had

increased global outlook, most pupils in Tobago believedt h e y ghimed madre
knowledge about the world” and had sded@wonr cdumry dperates,
compared to other countries” Overall, pupils at School A (Tobago) believed the
UK/Tobago school-l i n k had all owadnt mdmomut odi,ffer e
0Oi nteract with eandHhad booadered thep bosizorts.i Altheugly,
Pupi | 1" s (gir | ,(Schosl H, Landom)chadmot begrcitivolved in
an UK/Tobago school-link, she thought:

(@}
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Pupil 1 (girl, 15, London): il t hi nk i1 tds a really goo
linked to another school in a different country, because you have different
views and different ways of living. It opens you up, especially in London
where everyone is quite closed-minded and it kind of gives everybody that

opportunity on both sides to see somet

Pupil 1 (girl, 15, London) focusses on learning about and being open to
differences. Although, this pupil locates the need for expansion beyond the city

where she lives, Dill (2013:45) highlightst he | mport ance of exp
horizons and opening their minds to the world outside of their national borders.

Il n 2005, the UK’s Department for Educati
bookl et for s Delvedopirig sthe &lokali Dinemsidn i the School
Curriculum’ (Df ES, 2 0 OnBntencoldrdgédschabstmincrease pupi l

global outlook as part of preparation for citizenship within a global community.

Education plays a vital role in helping children and young people recognise their
contribution and responsibilities as citizens of this global community and
equipping them with the skills to make informed decisions and take responsible
actions, including the global dimension in teaching means that links can be
made between local and global issues. It also means that young people are
given opportunities to critically examine their own values and attitudes,
appreciate the similarities between peoples everywhere, and value diversity,
understand the global context of their local lives, and develop skills that will
enable them to combat injustice, prejudice and discrimination. Such knowledge,
skills and understanding enables young people to make informed decisions
about playing an active role in a global community (pl6).

(7]

Many global school-linking programmes were designedtoincr eas e pupi
outlook. This increased global outlook translated not only into gaining
knowledge, but also to develop skills and abilities like: independent critical
thinking, creative and adaptable, reflective learners, team members, self-
managers and effective participants. The development of a global outlook
included having a positive sense of identity, sense of interdependence, being
open to new ideas, commitment to justice, rights and peace and a desire to

make a difference (Unwin et al, 2012).

Although, pupils at School B (Tobago) had not been directly involved in a
UK/Tobago school-link, they had very clear views on the potential of gaining an

increased global outlook through global school-links:
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Pupil 1 (girl, 15, Tobago): Students i n Tobago can ge’
going on globally”
Pupil 2 (girl, 16, Tobago): “ Tvheeryot j ust know whato

Tobago, but al sgoingtowindnothencountty’a.t 6 s

Pupil 3 (boy, 16, Tobago): If Something is happening in another country,
you might need fooexamplg ivanearthqoakd happens
in another country, you might want to know exactly how a person feels

about it. You can get their reaction” .

Pupil 4 (boy, 16, Tobago): Wé could have a better understanding of

what 6s going on in other countries

country alone.Wecanhave a better understandi

From these pupils’ responses, the main benefit of gaining a global outlook was to
learn about people in places around the world, as well as an awareness of global
events (and the repercussion of events). They felt it was important for pupils in
Tobago to not only know about what is going on in Tobago, but to develop a

wi der gl obal outl ook. For them, Pt

‘a better wunder st Asweli as discusding thehvalue wfaairding * .

a global outlook, these pupils had begun to engage with elements of global

S

ng

\

1

citizenship and its ‘aadalsitleimoy ogbobcalnopl u

ethically at a personal level, but to learn from (and through) ways of being and

knowing both similar and dLedningabeundthers ( And

should include opportunities to discover and explore the socio-economic

differences of people in different countries.

Waters (2007) suggests a modern world-class curriculum should be permeated

by a global outlook/dimension:

A curriculum fit for purpose in the twenty-first century should encourage the
development of critically thinking pupils who are not only aware of global issues
and events from different points of view, but also realise they can be effective
participators in working on challenges, solutions and opportunities (p34).

Pupils need to be supported to become more open-minded andt o ‘'t ake

wor |l d as t h@®Veaninkh2008: 1895)n Sirice the new millennium, we
have been encouraged to view the world as a global community (Kochan, 2009)

and it has become a cliché that we live in a
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Phipps and Byram (2003) reminds us that education should respond to the

changing context of our contemporary world; hence, the term global village has

become commonplace. As ‘ gl obal villagers’, we are
with a phenomenon, which has impacted on every aspect of our lives. This

concept has become metaphorical through increased modern travel and various
forms of communi cati on. The ‘' wsate sBavewh i c h
increasingly become regarded as permeable, as a consequence of trans-societal

and glob a | processes’ (Featherstone, 1995: 82)

Generally, pupils at schools A, B and C (Tobago) felt they had much to
contribute towards increasing UK pupils’ awar eness of wemt her s
ent husi apupils fn the WY tan learn about our indigenous culture and
heritage’ . The resposespapisrferfdmctied Dill ' s des
global consciousness element of global citizenship. He believed schools had a
moral duty to create an awareness of other people and their perspectives, to
realise there is a single, universal humanity, who care for each other and the
planet (Dill, 2013:50). However, traditionally, the perception from the West of
“ Ot hieaseitheras ‘' native’ or “exotic’. netia ough
i mages of ’, sdme of th€se peeceptions have been reduced to mere
fantasies. Neve r t hel es s ,tointéerd c ti swietals i eetrh er sstockwh o s
of knowledge.with whom we can slide into

practices’ (Featherstone, 1995:82).

Although, School F (London) had not been involved in a UK/Tobago school-link;
pupils shared their opinions on anticipated benefits of participating in a global
school-link. These pupils believed developing links with pupils in another country
not only supported the development of a global outlook, but also provided
valuable learning experiences about people in other countries, as well as in

countries of their cultural heritage. Two pupils offered:

Pupil 2 (girl, 15, UK): i1 | think it is a good thing
more aware of what life is like in other countries, because normally when
you |live in the same country for your

dondt really get much otfr iae p&.r specti ve
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Pupil 3 (qgirl, 14, UK): fi | agree, because some peopl
from, b u treallh expegiencéetl that cultureét o | ear n how

people are |iving, would.be a good | if

Both of these pupils perceived the importance to bei ng aware and g
perspective’ of ot her pese Ipa piilns’ ot emme
concurred with the Qualifications and Curriculum Authority’ s(QCA, 2007)

description of the gl obal di mensi on with

document* The gl obal di mtatedsi on i n acti on

The global dimension explores what connects us to the rest of the world. It
enables learners to engage with complex global issues and explore the links
between their own lives and people, places and issues throughout the world...i t
helps learners to imagine different futures and the role they can play in creating
a fair and sustainable world (p2).

Il n today’'s society, pupils need to | earn
therefore, it is imperative for better cross-cultural communication. Intercultural
understanding means we can reconstruct the context of the foreign, take the

other’s perspective and see things throu
Participation in intercultural experiences has the propensity to prepare young
people to function in the global village as responsible and thoughtful adults
(Gupta, 2003:171). It is hoped that through engagement in intercultural dialogue,

pupils will engage in discussions about global futures.

However, Pupi | s reply added the dimension of diasporic links, k nowi ng whe
they’' re fbruamhaven’ t thaecadlltyu reex' p.e rHeern creas p
the experiences of many second and third generation immigrant families, where
the indigenous culture becomes more diluted as it progresses through each
generation. This pupil valued UK/Caribbean school-linking and its ability to

increase one’'s global outlook as a ‘good

At School D (Midlands), pupils associated a global outlook as something outside

of their experiences and possibly in the future.

Pupil 1 (girl, 15, UK): A | t could actwually inspire

t hemsel veso

Pupil 2 (boy, 15, UK): It ¢ould give them an idea of what things are like
over there anditcould helpt hem t o make decisions | at
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Pupil 4 (boy, 15, UK): fi | t could help students

worl d projects in the futureo.

Although, these responses indicated something remote and futuristic, they do
contain some of the core concepts of global citizenship: curiosity, notions of
empathy and compassion, shared responsibility and willingness to
collaboratively work with other. Pupil 2 (boy, 15, UK) attributed gaining a global
outlook as contributing to decision-making. P u p i | (boy 1% UK) view on

participation in world projects.

At School E (Midlands), the responses regarding how the UK/Tobago link
contributed towards developing a global outlook were more varied and included:

Pupi I 1 (bobegarblngUKew 1 anguageso.

t

(0]

Pupil 2 (boy, 12, UK):AiThey dondét act | i ke how you

Pupil 3 (boy, 12, UK): Pupils can learn what they eat, language, what

they do in school and outside of

Pupil 6 (girl, 11, UK): Ct eat e new friendso.

Pupi I 12 (gwWedl, | l1ll2earUK)some of the

di fferenceso.

Pupil 13 (girl, 12, UK): Hél p us to understand t hei

schoo

r

These pupil s’ Vi ews di s pl ayliekihg friendstdp, t i o n

intercultural understanding and charitable relationships. Interestingly, Pupi |

(boy, 12, UK) comment also reflected traditional values and prejudices. We live
in a society where stereotypes about various groups continue to exist and
cultural practices are misunderstood. These stereotypes can be reinforced by
the media, schools and other institutions. Global school-links could * e miae

perceptions and values; appreciate how these affect attitudes and actions and

chall enging negative and simplistic

(www.globaldimension.org.uk — last accessed February 2013). Hopefully, as
pupils develop intercultural awareness and wider worldview, some of the

preconceived ideas and assumptions can be challenged.
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Bristol (2012:21) highlighted examining relationships which could foster a new
form of imperialism, particularly with identity positioning between the developed
and developing world. It has been suggested people born and socialised into a
specific group, assume the values they live by are the norm. It is possible to

believe one’ s cul tur al system is super.
engagement with others outside of their group, that they start to develop an
intercultural experience. However, Said (1994) asserted that in a study of

difference, discrimination of others can still exist.

Martin (2010) suggested pupils, who are involved in a global school-link should

be supported to develop a deeper cultural, social and historical context of each

other. If within a North/South school-link, pupils should be made aware of

colonial contexts. Mohanty (1990:1991) remar khewl * Th
we teach about the West and ‘Others’ so that education becomes the practice of

| i ber &dawevernBourn and Brown (2011:11) suggested gaining a global

outlook need not be the responsibility of schools, as young people often
negotiate the impact of globalization * wi t hout any accompanyin
the wider worl d’

5.2 Interconnection and Interdependence

Al t hough, ter mseck eké andt ericotnemr depende
associated with a modern concept of globalization, African philosophers pointed
to the essential communality and interdependence of human beings in
comparison to the individuality of Western society. Pre-colonial African traditions
demonstr at eldo-cammureictoar i an’ , whiitoh and e s cr i
acceptance of interdependence and peaceful co-existence between earth, plants

animals and humans (Tangwa, 2006:389).

Through participating in the Global School Partnerships (GSP) programme,
Senior Officer A (Tobago) was keen for pupils in Tobago to develop a greater
awareness of interconnectedness and t aouch base with the rest of the world’

He stated:

“One of the thing that is err, this global thing, is that students from both

the UK and Tobago recognise there were things that were happening that
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would have impacted on everybody all over the world, even though, we

were in different placesa

His sentiments concurred with Giddens (1990:49) i n that “t he
worldwide social relations link distant localities in such a way in which local

happeningsareshaped by events many miles awa

Pupils in Tobago expressed an awareness of interconnectedness, both in terms
of people having links with others in countries around the world. A pupil at
School A (Tobago) stated:

Pupil 5 (gi r | , 1 6, Some [Carigbean pupils] are linked to some
foreign country, being that they come from there or they have friends or

family there” .
Also, at School F (London), Pupil 1 (girl, 15, London) said:

Pupi I 1 (girl ,yol®onrettedhike aroupd the world and

you know people from thereo

Thi s pcanpments hsghlighted the interconnectedness of globalization, as
“di stant parts of t he worl d have

unprecedented manner, such that events in one part of the world are able to
rapidly produce effects on dAndin ragards td
international influences on local culture, a couple of pupils at School B (Tobago)

believed:

Pupi I 2 ( gi r | Students ,of the oCaribigean) like oltside
influences. They like the music, way of dressing and other things. They

adopt other peopleds culture

Pupi I 3 (boy, ..sltéudemhalsagwi)l:l étry t
lifestyle” .

For these two pupils, their understanding of interconnectedness also
encompassed the fact that culture can transcend borders and be adopted and
become a way of life for others. Their views are examples of the impact
globalization have had and even small islands like Tobago cannot avoid its

effect.
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Globalization could be understood as a political ideology, with international
powers cooperating towards a peaceful end or an economic system promoting a
global economy or translated in terms of a cultural, political and technological
account, in which people and nations migrate, respond and compete for the
natural and intellectual resources needed for survival (Bristol, 2012:24).
However, despite various constructs of globalization, it has become an
unstoppable force of the twenty-first century, evidenced in arenas, which include
political, technological, economic and educational. No country can ignore events
which occur beyond its territorial borders. Increasingly, globalization has
hi ghlighted widespread interdependenceéeyar
into the foreground, going beyond the dynamics of interpersonal and social
relationships.

Senior Officer A (Tobago) believed pupils in both Tobago and the UK should

benefit from the opportunity of being linked to gain intercultural understanding

and awareness and to explore similarities and differences. There was an
acknowledgmentthatgl obal i zati on has ‘reduced di st
world are more closely connected. He believed it was important for pupils to:

fé recogni se Bandwith the technelogy, Iwd were able to get
closer, as it were and therefore what we were doing was meaningful and
everybody recognises we are one human race...The global-linkages
showed us that even though people are in far-away places, we all still

have something whi ch i s common to all of wusbo

Seni or Of f i c e raccoant sf egtablishing @K/ obago school-links
inferred more than just encouraging intercultural understanding. There appeared

to be an underlying message around equality and a desire for acceptance as

being different, but still the same. Dill (2013) acknowledgest her e ar e pr o
chall enges and opportunities of gl obaldi
probl ems’ | whi ch exi st wi thin our soci
boundaries disappearing and greater interconnectedness; however, ironically at

the same t i me, di fference and competitivene:

shrinking borders simultaneously expands our hopes for a better, more
prosperous and just world, while also increasing our anxieties and fears about

economic uncertainties and increasi n g I n e gAghidni ahd Wikiamsor,
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1987:1). Globalization has constructed a dichotomy where inequality is
generated and reproduced and interdependencies has bound people living in
different countries, but has also been accused of undermining integrity and unity

within nation states.
5.3 Global Economy

Senior Officer B (Tobago) was also fundamental in the management of the GSP

programme. She remarked on global interconnectednessand Tobago’ s r e

on the global economy:

feThe worl d i sowyvnetrlige itsvasaih imy time and what
happens in one part of the worl d aff:¢
important and in addition to that, in a world where we do not produce
everything that we want, there are imports, so we depend on the rest of
the world, so students must be connected in some form and fashion to

understand what 6s happening globallybod

The global economy is a prominent feature of globalization. As part of increased
interconnectedness, economies around the world are more reliant on each other,
in regards to trade and investment and a focus on production, finance and
consumption. Globalization has increased a redistribution of resources, with
gains and losses around the world, favouring some over others. With increased
economic interconnectedness, some developing countries have become more
dependent on the West (Stohl, 2004) and experience various barriers to trade.
Globalization has escalated neoliberal market policies, w h ehe espatial t
reorganization of production, the interpenetration of industries across borders,
the spread of financial markets, the diffusion of identical consumer goods to
di st ant c’ (Mitleman,i1892:2)....

Neoliberal market policies have encouraged an opening up of local (sometimes
distant) markets to corporate ownership, whilst reducing the role of the local

government (Wigan, 2009). Mtinational corporations (MNCs), whose
participation in global production and exchange is linking together far-flung
regi ons of rdudher, 2004:10). Howevér,Gnany of these multinational

corporations, wish to portray t hemsel ves as goodnopl ay e

only consider their global corporate interest, but also demonstrate responsibility
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for the publicgood,i n an endeavour to be recogni ze
(Risse, 2007:131). Consequently, neoliberal economic policies have influenced
educational policies, encouraging schools to adopt greater alignment of the

school curriculum to preparing pupils for the global economy.

Friedman (2005) recommendst oday’ s gl obal citizen oug
main themes of global economic. He suggests * t he j obs are going
the best educated workforce is with the most competitive infrastructure and
environme n t for creativity and supportive (gc¢
takes a similar view of the role of the
and sense of Gl obal Citizenship. Their
emphasises the need for schools to develop more highly skilled workers to
accommodate to rapid changes and new technologies within the global
economy. Al t hough, t h e repda ratgely fdduwsedkon ghe global

economy, it did however; highlight the key role of Education was to prepare

young people for a heal t hy geomodd scd dii azlelnys
Therefore, young people are required to gain knowledge and skills which go
beyond national boundaries. With the acquisition of intercultural skills, young
people can gain a wider, more valuable concept of global development, as well
as the prospects of securing a more advantageous position within the global

marketplace.
5.4 Intercultural Awareness and Dialogue

There have been a number of initiatives on international education and school-
linking, which have intercultural awareness and understanding as a priority aim.
For example, the GSP programme was an advocate, which promoted mutual
and respectful learning about each other. The International Baccalaureate
Organization (IBO, 2002) recognises the importance of intercultural awareness,
when it outlined itsaim*“ t o devel op inquiring, Knowl ec
people, who help to create a better and more peaceful world through intercultural
understanding aen Gommoevegtle &duth . ExchBnge (CYEC,
1997:3) suggests: * | nsul ari ty i s @grodra fogignorancesitidor e e d
conta c t t hat bui |l ds Howered e som¢ aWedtermigitiated

programmes can perpetuate views like * t hey ar e |, u steradisiak e U s
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‘“mor al right and duty to educate the oth
the totality’ (Featherstone, 1995:89).

In this study, pupi | s’ r einslipated thae the main focus of the UK/Tobago
school-links was the promotion of intercultural dialogue and understanding;
therefore concurring with the primary aim of the GSP programme. However,
pupils in Tobago also wanted to learn about the UK’ s educati onal Sy
country as a whole. Said (1978) suggests culture is distinguishable by
geography, language and ethnicity and Giroux (2005b:123) implores the need for
us to develop an awareness of the political force of culture and how it can shape

our view of and position in the world.

International agreements, such as the Global Millennium Goals and Education
for All has indicated the potential of intercultural dialogue to humanize our
shared world (Rule, 2012:330). Educators have been responsible for
implementing policies aimed at enhancing greater social cohesion. In 2010,
UNESCO's promotion of intercultural dialo
Equitable exchange and dialogue among civilizations, cultures and peoples,
based on mutual understanding and respect and the equal dignity of all cultures

is the essential prerequisite for constructing social cohesion, reconciliation
among peoples and peace among nations (UNESCO, 2010:19).

In the UK, social cohesion is usually addressed retrospectively, often as a
consequence to a national crisis; perhaps, involving a clash between cultures.
Over the years, a number of policies have been drafted and programmes
implemented to respond to issues within multi-cultural Britain. These include
‘Guidance on the duty to promote communi
emerged after the Education and Inspection Act, 2006. However, neither the
political or Educational elites have a clear understanding of complex historical
and contemporary diversity (Gundara: 2011:294). Beyond the UK, increased
interconnectedness has fuelled intercultural dialogue and understanding.
Understanding what a culture is and why it is so important in determining our
relationship with other people are key elements of global citizenship. If | am to

respect someone el se’ shundeldstand anel respechrayn | m
own. (Walker 2005:25)

At School C (Tobago), Pupil 2 (girl, 17, Tobago) commented on culture:
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Pupil 2 (girl, 17, Tobago): i We have our own ways

and

people are not willing to adopt anothe

As someone who has travelled quite extensively, it is fascinating to meet so
many peopleinTobago, who have not Il eft its
is largely through the media, unless employed within the tourism or hospitality
industries. This pupil had also made another interesting comment in regards to

Tobago in relation to the rest of the world:

Pupi | 2 (gi r IThey da7 lpok @t dhe avgyld n a bréad way.

They would not | ook at Tobago as i

This pupil s comment <could indicate

world, but how possibly the world viewed Tobago. The second part of her
statement acknowledges a prominent feature of globalization, where increased
global interconnectedness should encourage openness towards people in
different places. Unfortunately, this pupil had provided a written response;
therefore, the opportunity to explore her reply in greater detail was depleted.
However, her comments could be analysed from two perspectives: 1) describing
out si der s’ ) hosvihe lochl pebmeparceiwe their island and

their behaviour. Regardingthesecond scenari o, one cons

an

a phrase, which describes a cultural, moral or ideological superiority of a
community lacking social exposure; therefore, causing an isolated-induced
ignorance of other cultures/communities and a fear of the unknown and a

reluctance to embrace change. The characteristics o f i sl and

demonstrated in narrow-mindedness and hostility towards anything that does not
originate from the particular geographical area. However, this description could
be attributed to a number of countries, regardless of their size and even

countries of large geographical size like Australia and Britain has been described

shoi

foo

not

i der

me nt

-

C

as having ' i’'sl am@uarecitaad i Nggwspaper, Decem

Aside from working in the Educational Department, Senior Officer A (Tobago)
had managed a link between his school (Tobago) and a school in the UK. His
sentiments passionately expressed the benefits of mutual intercultural learning

and understanding:



“For many of the schools, when we linked up, because it was hands on,
because it was face-to-face, well-involved contact, we were sharing,
learning and interacting. You were doing those things that forced you to
actively participate and because it was like, it was more than talking about
something, you were involving your whole being, all your senses and you

were sharing personal experiences, you were sharing your feelings, your

h

beliefs and you were understanding ot
now understand differences and similarities in people, this made it come
home to you that these are people too and we are all people and because
of this, it brought the classroom, it brought other people into your space
and put you into other peshapny spécs,ss pace
therefore you.became cl osero

Rizvi (2009:51) comments on spaces when stating, i t i s ‘now possi bl

the world as a single global space linked by technological, economic, social and
cul t ur a lSenioroQfficee B {Tobago) also commented on sharing space,

this time literally:

“I remember when | was a Principa
Italy, from Germany, all coming into that school, even before it was
happening in other parts of Tobago, we had already opened our space to

the rest of the worl do

Globalization has increased a sense of shared space, both virtually and in
reality; therefore, intercultural awareness has become an important feature of
our society today. As well as mutual intercultural understanding, two pupils at
School A (Tobago) ardently wished for pupils in the UK to gain a positive
perspective of them and their country. Their views expressed a desire to

challenging stereotypes. They stated:

Pupil 5 (girl, 16, Tobago): “They could see us as a nation working together
for the best” .

Pupil 10 (qgirl, 16, Tobago): “Every individual is unique in their own way, no
matter what culture or country you may come from. It shows we are all

one, but of a .different heritageo
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Appiah (2007:57) comments on people in different countries becoming familiar

with each other, so it was if they were
as st r dhigvew of cosmopolitanism promoted the aspects of intercultural
awareness and understanding. Ho we ver , A p p haalbeénsritisizecafor c e

being too
2012:58).

happy <clappy’ and | acking an

Intercultural understanding should move beneath a superficial surface and go
further and deepertogr as p an ot $ivalues (Renaud, d995). As well as
an awareness of others, self-awareness is an essential part of intercultural
understanding (Cushner and Brislin, 1997). Pupils ought to move beyond
shallow exchanges and learn much about themselves and others. Weber
(2003:199) agrees that intercultural exchanges may stimulate self-reflection,
therefore influencing a person to question their behaviour, value systems, beliefs

and practices.

According to postcolonial critique of intercultural understanding, Said (1978:3)
assertswe cannot understand others. ‘“What we
to understand them i s Bvidencedranmatherastudiesn o f
evaluating North/South school-links, noted t he UK’ sas bemg more ’
prominent and reflecting what Said (1979) describes as the dominant,

logocentric, mainstream Western narratve. Har den’ s (2000) CI
intercultur al understanding supported Sai
The | earner has t o be abl e t o draw t he
becomes a threat to his/her identity. Instead of creating the illusion that it is
possible to ‘understand’ a foreign cultu
learner for the difficult position of the respected outsider, who, no matter how
much he/she mi g ht try, wi || never fully ‘“unde

‘understood’ (pl20).

5.5 Diasporic Links

Seni or Of (Tobage)r visidd '’ far UK/Tobago school-links included a

reconnecting relationship between Tobago and the UK. She stated:

A é as un&ry tlrabwas part of the British monarchy, we saw it as an
opportunity to reconnect with our par

too, our traditional Education system was built from the British model, until
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recent times wedve be e mrebtldkinggt hoh ange

close we are to the model of when we w

It would be erroneous to ignore the fact that colonial heritage and missionary
enthusiasm influenced initial links between the UK and former colonised
countries (Bourn, 2014). Therefore, possibly covertly, global school-links are
likely to be influenced by colonial traditions. Despite, the Republic of Trinidad
and Tobago gaining independence from British rule in 1962, the effects of
colonialism remain engrained within the Educational system and are
demonstrated through an elitist system, designed to select and sort students
(Heyneman, 2004), with the emphasis on attainment levels or examination

scores, rather than access and participation (Vegas and Petrow, 2008).

Despite the colonial past, some former colonised countries desire reconnection

to the ‘ Mother Country’ , redusiTihg st oelcenr
may be for economic development, because the UK is still viewed as the land of
opportunity or for support with greater technological advancement. The World

Bank and other agencies have provided the language and motivation for
educational policy and the promotion of a global labour market (World Bank,
2007:24). However, Tickly (2009:23) warns that education [and related activities]

has become the key aspect of a new form of imperialism. Asher (2009) notes

how ‘differences of race, cl ass, |l anguag
with the internalization of the colonizer and the legacy of Eurocentrism,
demonstrated in the curriculum and teaching, which work to reify, recreate and

transmit the effects of colonialization within and across specific locales.
Therefore, even global school-linking programmes, whose intentions appear to

be well-meaning, should receive a level of scepticism.

For phase two, none of the UK schools were/had been involved in a UK/Tobago
school-link; however, they were solicited for their views regarding UK/Caribbean
school-links. Generally, pupils in phase two expressed positive opinions. Pupils
in School F (London) believed it was important for schools in the UK to be linked
to schools in the Caribbean. This group of pupils were of Caribbean heritage.

One pupil stated:
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Pupil 2 (girl, 15, UK): ‘Yeah, being linked to a country where we were
from, would sort of give youldjastbdeacel of

really nice thingé.
And a pupil at School H (London) replied:

Pupil 1 (girl, 15, UK): i | tBvaekyithportant because:¢
has their different ways of working and living and some are a lot alike and

some are very different. The Cari bbear
different from the way we live and the way we do our thing and so | think

i t 6 s odgmadeh our knowledge of what we think and know and good
forthemaswellbecause they kind of dream of

up a bit more of what 1 tdos actually 1|1

This pupil addressed stereotypes, but this time from how countries, particularly in

the developing world, viewedt he UK and its ‘streets pav
was important for pupils in the Caribbean to gain a more realistic view of the UK.

As a pupil of Caribbean heritage living in the UK, this pupil highlighted that even

with the commonality of Caribbean-ness, there were significant differences.

Pupils at School J (London) also expressed positive views:

Pupil 1 (girl, 15, UK): | “t hi nk i tés i mportant for
linked to a school in the Caribbean because the teachers can share

teaching techniques, they can see how our school is and provide

equi pment thatodéds not in use to help th

Pupil 2 (boy, 15, UK): Ye€S, because it creates a more diverse community

within school and you can learn about other cultures” .

Pupil 3 (girl, 14, UK): Yes, because the other school would be able to

learn other ways of teaching to improve their school” .

Pupil 4 (girl, 15, UK): i Ye s , because some school s i
to have more support from the other schools in anything from tips on

teaching to |l earning of different curr



Pupil 5 (girl, 15, UK): It gives a larger diverse of cultures. A Caribbean
school being linked to a UK school would open up opportunities for us and

for them economically and sociallyo.

Pupil 6 (boy, 15, UK): Yes, to help the education welfare and to get an

understanding of how people in the Caribbean learn” .

Generally, although there i1is interest T
comments expressed a concern for the development of the Caribbean,
especially for schools and teaching and learning. Pupil 1’ g(girl, 15, UK)
comment indicate a charitable sentiment, in the sense of providing equipment;

however, overall, there is also an expressions of wanting to develop Caribbean

schools. Pupil 5 (girl, 15, UK) is also interested in economic opportunities, but

this time, this would be reciprocal. Bose (2007) highlights * what ever t
motivation, the link between Diasporas and development in their home countries

remain strong and undeniable. Predominantly, diasporic communities feel
connected to ‘“home’ and remai n Ihonee r e s t
country. The volume of remittances to the Caribbean supports this view, with the
Caribbean receiving over US $16 billion in remittances in 2002. Guillermo Perry,

the World Bank Chief Economist for Latin America and the Caribbean stated:

‘Foreignr emi tt ances are key for Latin Americ
when debt flows are falling, remittances represent one of the most stable
sources of i ncome for the region’ (Wor |l c
Although, remittances are not as important to the economy as in Jamaica, there

is a general feeling of ‘giving back’” to

For some diasporic communities, the deterritorialization of living in new
settl ements can create a nostalgic remem
concept of home often remains as the uninterrogated anchor or the alter ego of

all this hyper-mobi | i ty’ (Morl ey, 2000: 3) . Wi t h
emotional attachments to land, to home and homeland may develop. For pupils

of Caribbean heritage, they valued the importance of maintaining diasporic links

within UK/Caribbean school-linking programmes.

However, pupils at School G (London) presented mixed views:
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Pupil 1 (girl, 15, UK): Al t hink i1t 1 s i mportant for
linked to schools in the Caribbean because you can find out loads of
information about the two countries and the schools can help each other

with resourceso.

Pupil 3 (boy, 15, UK): Nd; because in the Caribbean schools things are

run differently and it may affect ot he

Pupil 4 (girl, 14, UK): Al dondét t hi nk ¢t owdveritt 6s t ha
would be a good idea as it can give students of other cultures ideas of
how Caribbean students work. As well as that there are many Caribbean

teachers and some students in our scho

These pupils presented various opinions. Pupil 1 (girl, 15, UK) highlighted
reciprocity, noting informati otnh exedhawmmgee
whereas, pupil 3 (boy, 15, UK) felta schoolt aki ng somet hing on t
would have an adverse impact on a school that does things differently. Pupil 4
(girl, 14, UK) response supports intercultural awareness and his views on
diasporic links suggested it could be a good thing for both teachers and pupils of
Caribbean heritage in his school (UK) to be connected to teachers and pupils in
the Caribbean. Clifford (1994:308) describes diaspora not simply in terms of
transnationality and movement, but 1t al :
distinctive community, in histori ¢ a | contexts of displ aceme
context is steeped within a history of movement and experiences of oppression.
Despite the fact that Doe (2007:4) evaluated UK/African school-links, his findings
bear some relevance to UK/Caribbean school-links. He noted * t her e ar e
few links with the nations from which the majority of UK ethnic minorities
originate’ ; t her ef or e, UK teachers could readd
with a school in a country which represents the dominant ethnic demography of
the UK school to encourage a more meaningful connection for students
(Leonard, 2012) and build links with schools in countries where a number of

students in the school or local people originate from.

This chapter discussed the main themes that emerged from thesis question one.
Pupils who had been involved in UK/Tobago school-links presented a number of

ways the global school-link had impacted on their global outlook as it had begun
10¢



to broaden their horizons and become interested in people in different places.
They were aware everyone, everywhere is connected to a greater extent and
this interconnectedness requires learning about and living with other people.
Regardless of living in a developed or developing country, all pupils were aware
of increased competition, within the global economy and particularly in Tobago,
the importance of gaining vital qualifications and skills in order to compete for
employment abroad. Pupils who attended schools, which did not have a link-
school in Tobago, valued UK/Caribbean school-links and the potential to develop

and enhance diasporic links.
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Chapter Six Global School-Links and Global Citizenship

This chapter addresses research question two, where the respondents start to
engage with the concept of global citizenship; however, generally, their
perceptions were not informed through participation in an UK/Tobago school-link
or any other global school-link. The subheadings in this chapter also derived
from main themes from pupils responses. The following summary supported

data analysis.

Within the global citizenship debate, discussions regarding the role of education
prevail (Zajda, et al, 2008). Some commentators focus on schools’ moral
obligation to prepare pupils for their role as global citizens (Dill 2013:21). Former
Irish President and UN High Commissioner for Human Rights, Mary Robinson,
suggested global citizenship involved norms of equality, human rights and
shared responsibility for global poverty and development; therefore, Global
citizenship education should not be regarded as a trend, but as character-
moulding activityt o expose pupils to ‘the modern w
what should be valued, cherished and deemed worthy of passing on to the next

generation’

The Department for International Development (UK) believed it was crucial for
schools to prepare pupils to become ‘' in
(DFES, 2000:8). However, Wright (2012:62) suggests education for global
citizenshi pringe ¢ wi ruend e‘alrend a n dreategpfarmens s ho
perspectives to be shared and challenged. Wright believes classrooms should
be * s -eeflekive spaces in which the locations and interests behind Eurocentric
universalism within education be e x p | o p68)d Infornfation on the Global
Gat eway’ s (wmweghlsalgdtesvay.org) offers another dimension, through

highlighting the global job market. The website stated:

As the world responds to more integrated systems of communication, trade and
partnership, our young people are becoming global citizens and the job market
in which they will compete is now increasingly an international one. To prepare
our children for a very different world, education must adapt.

In an attempt to convert theory into practice, Oxfam (1997, 2006) developed a

global citizenship curriculum, where they defined a global citizen as someone as:
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9 is aware of the wider world and has a sense of their own rule as a world
citizen;

respects and values diversity;

has an understanding of how the world works;

is outraged by social injustice

= =4 A =

participates in the community at a range of levels, from the local to the
global;
is willing to act to make the world a more equitable and sustainable place;

takes responsibility for their actions.

Through engaging with the concept of global citizenship, pupils can acknowledge
different cultures may have different priorities; therefore, superficial
understanding of difference is not sufficient. A global citizen is someone who has
the capacity to go beneath the surface in order to understand differences.
Walker (2006: 13) states:

A global citizen is one who seeks a range of views and perspectives when

solving probl ems. oHeeroart esheord o easc cregott '

viewpoints; since these words often implicitly place the speaker at the centre of
what is acceptable and right. Global citizens proactively seek out those who
have backgrounds that are different from their own, examine ideas that
challenge their own, and then enjoy the complexity.

UNESCO’ slocument (2014:49) entreats schools to ensure children and young
people gained not just foundation skills, but critical transferable skills to increase
their capacity to become responsible global citizens. This document drew
attention to the quality of global educational provision, where unfortunately,
many children and young people, particularly from disadvantaged backgrounds

are still failing to acquire the skills neededto* get decent wo Nk

tc u |

and

i ves ' . Di | | u(s2 0t1h3a:t3 ) srcenmoionldisn g i wcatihgundam

the rising generation...[to gain] an understanding of themselves and their place
i n t h e Hevfarthdr duggests the universal rhetoric of global citizenship is
rooted within Western liberal individualism, eluding cultural and group
differences; therefore, global citizenship is embedded within Western
assumptions (Dill, 2013:6).

The varying definitions of global citizenship was also reflected t h e pupi | ¢

responses, as they defined what global citizenship meant to them. Although, on

many occasions, not having one clear definition could be a disadvantage, on this
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occasion, it added to the richness of the discussion and presented multiple

realities.

Research Question Two - To what extent do the UK/Tobago links develop a

sense of Global Citizenship amongst its pupils within linked schools?

Senior Officer A (Tobago) believed as a consequence of globalization, the world

has now become a global village. He shared his vision for pupils in Tobago:

“Anything that happens anywhere is known everywhere and impacts
everybody. | t 6 sWeahaves startédl to qohsiear eslobal
citizenship and it has allowed us to start to see what is out there; our eyes
have been opened to what is there and you are able to go and see what is

out t.therebo

However, despite the rhetoric, reality revealed only one pupil out of forty-two
pupils (whose schools had been involved in the GSP UK/Tobago school-links)
had participated in a UK/Tobago school-link activity; therefore, responses
relating to global citizenship were relatively abstract. Few pupils had an
awareness of the term global citizenship, with a number of respondents replying
‘Dondét kbwdw e never heardoobethgsasked to
understanding of this concept. However, most Tobagonian pupils provided a

response.

In School A (Tobago), where the pupils were asked to define a global citizen, the

responses were:

Pupil 1 (girl, 16, Tobago): A global citizen is a citizen that moves from

one part of the. world to anothero

Pupil 2 (boy, 16, Tobago): fé someone who travels and live in a certain

part they tr.avel for a whil eo
Pupil 3 (girl, 15, Tobago): Y6bu are a citizen of the w

Pupil 4 (girl, 15, Tobago): fhaving citizenship globally or having the

chancet o go to any country and |livebo

Pupil 5 (boy, 16, Tobago): Gl6bal citizenship means joining together as
one groupo
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Pupil 6 (girl, 16, Tobago): fa citizen of a particular country that travels to

various countries in the worl do.

The remaining four pupils in this group stated they had never heard of the term,
global citizenship. This group of pupils largely associated international travel as
the primary feature of being a global citizen. However, Pupil 3 (girl, 15, UK)
suggests global citizenship goes beyond national citizenship; therefore, national
boundaries are fluid allowing movement between the local and the global
(Golmohamad, 2008) and Pupil 5 (boy, 16, UK) global citizenship has the

capacity to connecting peopl e t oget herpercefiitne swexe nptupi | s

discussed or presented as agreed ideas, as their responses had been written as
pupils sat traditionally behind individual desks. However, their replies of travel
aligned wi t h Hall s (1996: 4) vi ews that

phenomenon of the so called post-colonial world. According to Tarc (2012:105),
gl obal citizenship educati on i s a
oriented to larger processes and theorizations of globalization and
internationalization. The role of the school has been identified as vital to prepare
young people to see themselves as part of a larger world society, where skills,

such as effective ways of h-raaking | andnpop-

r

s ma l

conf

soci al behavi our ¢ an-Pdge and uantiery 2085). 'YourigCar | s

people are experiencing increasing global intertwining of the environment,
economy and international conflicts; therefore, education needs to develop
pupil s
and business believe it is pertinent to prepare young people to become citizens

awareness and skill's to Il i ve

of the world, with the moral consciousness to transcend divisive identities, with
respect and tolerance, whilst working towards a more peaceful and just world
(Appiah, 2005).

6.1 Defining Global Citizenship

Despite the rhetoric of global citizenship and schools commissioned to convert
concepts into curriculum activities, the majority of pupils who were interviewed,
were unfamiliar with the term, global citizenship (regardless of whether their
schools were involved in a UK/Tobago school-link). Schools in the UK are

required to

ideals in educational settings’ . Young
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global economy within the 21%' century. Some schools have embraced
incorporating a globally oriented curriculum, with related learning practices in
order to receive International School Awards; however, for many schools, non-

statutory global citizenship education is not a priority (Marshall, 2014:102).

When defining global citizenship, Pupils at School H (London) stated:

Pupi I 1 (gilrblve heveUK)heatd of it but

where because | live in the UK, but 120

both, so | d6m moreen.gllobtahlilnyk otfh aat 6csi tkiizn

but 1 é6m” not sure

Pupi | 4 ( glhave noidesdwhat td&t¢rm gldbal citizens means,

but gl obal, I think itbés | ike all/l ar o

like someone from America living in London. They could be a global

citizen because they come from a different country and are in another

country” .

Pupil 3 (girl, 14, UK): i | donot know, but I t hink

someone who é uhm |Iives in one countr

hasbeent o another country, but they were
And pupils at School J (London) offered:

Pupi I 1 (gilrlthibk, iYks: sbmeone who tr

countries as potential places to live, work and compare their experience of

cultural differences” .

Pupi I 2 (boly,havwenodouK)heard of Gl obal

someone who goes to different places to find information about different

people and different things. They would be able to fit into another society,

knowing their rules” .

Pupi | 5 ( g A gldbal citizeh meaksKging a Eitizen of the global

communi ty. To be identified as part

movement” .

Pupi I 6 ( b o PBeing malt ,of aUdkopder sbtcial and cultural

community” .
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Generally, the common theme is travelling abroad; however, the pupils focus for
travel varied. Pupil 1 (girl, 15, UK) suggested a global citizen travelled for the
opportunity to work abroad. Roth (2007:16) highlights that increasingly schools
are required to produce pupils equipped to compete for employment within a

global context.

Pupils at School F (London) stated the term global citizenship was unfamiliar to
them; however, Pupil 2 (girl, 15, UK) stated she had read about it and led a
discussion about what she felt it meant and its relation to pupils of Caribbean

heritage:
Pupil 2 (qgirl, 15, UK): i I have heard of this ter
di scarding wher e youbor dargercammunitydnuite al mo
worl d, | i ke going outside of where you
Pupil 3 (girl, 14, UK): A | think 1t means making the
you have moved countries, you stil!/ h .
fromo.
Pupil 2 (girl, 15, UK): Al t hi nk anyone could be a g
sure if | see myself as one right now” .
Pupil 3 (girl, 14, UK): A | think there is a sense o0
global citizen because in school, you do talk to your friends about where
you are from and how things were/are in your country, so you talk about it,
but you dondét really take it ino.
Pupil 2 (girl, 15, UK): A | al so feel someti mes we CC
global citizens, but we are not sure of what it is. You have to have a
certain understanding for something like global citizenship to be able to
class yourself as oneo
Pupi | 1 (gilrldonlésa, rek)l:l y*“ think stude
think theyo6re gl obal citizens beeause

dondt know exactly what it meanso

These pupils engaged in a discussion about global citizenship. Pupil 2 (girl, 15,
UK) believed it is possible to be both a global and national citizen and Pupil 3
(girl, 14, UK) offered that a global citizen may live in a country that is not their
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“home country’, but stild]l has a strong
within Western discourse, there is a contradiction and tension within the double
demand of nationality and universality (Papastephanou, 2008:179; Todd,
2007:26). Interdependencies has bound people living in different countries, but

has also been accused of undermining integrity and unity within nation states.

Again, despite being unfamiliar with the term, pupils at School G (London)

endeavoured to define a global citizen:

Pupi | 1 ( g lthidk a glabd citizeb Kgans sdmeone who is part
of a worldwide community and helps people to better the community. You

can get to meet new people, help communities and improve lives” .

Pupil 2 (boy, 15, U K Ylobal titizen is someone who identifies with
being part of an emerging world community and whose actions contribute

to building this community's values and practices” .

Pupi I 3 ( b oThe word global thé&aps: the whole world, citizen
means someone wh o | i ves somewher e,

comes from different countrieso.

Pupi I 4 (girhavédheddKd: of gl obal Ci ti
everyone is one nation and should hel

underst and it t herefore it doesnodt have

|l i ke a good thingo

Despite engaging in a discussion about global citizenship, this concept appeared

remote and abstract from t hPepilX(grg15 UKy of

Pupil 2 (boy, 15, UK) and Pupil 4 (girl, 14, UK) perceived a global citizen as
someone, who belongs to a world community, who has moved beyond the realm
of nation-building and their purpose is to help develop our global community.
Globalization has escalated cosmopol i tanism and
awareness of human interconnectedness across borders, it simultaneously

enhances the capacity for individuals to imagine themselves as members of a

gl obal community’ ( '€ 2008y wherneBarack @Wamadvisife® 0 ) .

Germany, his speech promoted the message of being a global citizen with an
117
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interest in global community development. New York Times columnist, David
Brooks (2008) stated Obama’s speech star

fellowfcthezwor bd’ and within this role
‘“common humanity’ and a ‘shared destiny’
national borders, but the burden of global citizenship continue to bind us
together’ . Di | | (n2 0tll2e 3 9 Mp crotmanremeé s o fo
awareness of what is happening beyond local and national boundaries and is

particularly pertinent for pupils who are less travelled.
6.2 Connection with others

Global citizenship has encouraged a vision of a world-wide community, with
greater interconnectedness. Human relationships have evolved and adapted to

different contexts with more opportunity for transnational exchanges.

When asked about perceptions of a global citizen, the responses from pupils at

School B (Tobago) were:

Pupil 1 (girl, 15, Tobago): A global citizen is not confined to just living
here, but being a citizen worldwide, knowing about what goes on outside

of your areaa

Pupil 2 (girl, 16, Tobago):iTo me, it 6s about expel orin

world and not just beingconstrained t o one countryo.

Pupil 3 (boy, 16, Tobago): iGlobal Citizenship is connecting to people in
different parts of the world and educating yourself about what is
happening in different countriesbo

These pupils present ideas of travel and connection with others. Pupil 3 (boy, 16,
Tobago) appreciated the interconnectedness of global citizenship and
recognised our lives are linked together in an increasingly interdependent and
globalised world; however, he vociferously raised an issue regarding education
about the global not being part of the school experience; therefore, pupils need
to educate themselves. Schools are neglecting their responsibility to support
pupils to gain the knowledge, skills and values to assist them to become
responsible citizens of the world, as well as conscientious contributors to their

local communities (Walker 2006:7).
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Despite Scot | anBDBevaopiryglabal gitezens witkimCurriculum for
Excellence (2011)" , whi ch pr op o suldgrepard yoang peopberfor s h o
living and working in a global society; this preparation does not appear to be
universal. Pashby (2008:23) also suggests:

The concept of educating for global citizenship would encourage pupils to adopt

a critical understanding of globalisation, to reflect on how they and their nations

are implicated in local and global problems and to engage in intercultural
perspectives.

The strategy for developing an innovative generation, equipped with knowledge
and skills to be able to solve the challenges of injustice and inequalities within
society remains rhetorical for many parts of the world. Holden and Clough
(1998: 250) nfopnredd globad eitizensl need not only knowledge of the
wider worl d, but also a range of <critical

skills in identifying bias, prejudice and

From the group of pupils in School C (Tobago), similar themes of travel and
global interaction emerged:
Pupil 1 (boy, 17, Tobago): iTo me, Global Citizen means being able to go

to another country and have the abiltytobet r eat ed as a regul

Pupil 2 (qgirl, 16, Tobago): i d think the term Global Citizen means
someone who interacts with other people around the globe. This person is

familiarwit h ot her cul tures and countrieso.

Pupil 3 (girl, 17, Tobago): Yes, to be transferred around the globe to

other institutions. For example, like exchangest udent s 0 .
And a pupil at School F (London) stated:

Pupi I 1 (glrthiak, i UKmeahs when youodr e
world and know people from there and

there and how they | iveo.

These pupils in both Tobago and the UK offered varied responses, including
travelling abroad and intercultural interaction, but acknowledged greater
interconnectedness. Globalization has escalated cosmopolitanism and

‘“Iincreases t he real ity and awareness of



borders, it simultaneously enhances the capacity for individuals to imagine

themselves as members of a gl:mWBal communi
6.3 Benefits of Interconnection

Most of the pupils from School A (Tobago) reflected on their insularity and felt

that most pupils in the Caribbean did not engage with the rest of the world:

Pupi | 1 (girll, ddnotTotbhaigmk nt€ eonsidérb e an
themselves to be gl obal citizens becal

and experience different lifestyles and ways of living’

Pupi I 2 (boy,) MWMeoOnNb6Tohagm)k: s‘tudents co
be global citizens becausetheCar i bbean i s not really
Pupi I 3 (giMolst D5, tbk) :people i n the

about other cultures and ideas and never saw a next country. A person in
Trinidad never come to Tobago their sister island and the same thing for
Tobago. How could we be global citizens if we never visit our own sister

i sl and?56

Pupil 4 (girWe dénodétTobveegogach ot her as
in my country, I woul d not have to pa

would have troubletogetinand pl us hav.e to pay fees:

Pupi I 6 (boyMos6, ofobbd@gom) dondt know a

citizeno

Pupi l 7 (girGenébal Mpybabodondt think
heritage consider themselves to be global citizens because of the way the
students carry themselves, their surroundings and environment, not

knowing that other global <citizens | ov

Pupi I 8 (girll, doh,6t Tdhagk) ;:st‘udent s of
consider themsel ves to b ebecgukeoib thé cit
Cari bbean, we are free to work, due t

can go to any Caribbean [island] to fu

From the responses above, it is evident the pupils associated global citizenship
with increased prospects arising from the opportunity to travel abroad to study
12C



and pursue post-compulsory education. However, it is also overwhelmingly

apparent pupils at School A (Tobago) did not associate Caribbean pupils with

global citizenship. Regrettably, the data collection method prevented in-depth
exploration of what Pupil 2 implied about the Caribbean not being global and

perhaps there are a number of interpretations, which could include: Tobago is

largely mono-cultural and not as multicultural and cosmopolitan as its sister isle,

Trinidad. It is a small, quiet, laid-back island, which remains largely unspoiled

and unplundered by large multinational companies; however, whilst for some this

could be a feature of its beauty, for others, it could be an indication of lack of
progressiveness. Perhaps, this student believed although the Caribbean is part

of the Commonwealth, it does not feature on the world-stage and is rarely
mentioned internationally, apart from when a tourist has become a victim of

crime on the island. Although Trinidad and Tobago is a member of CARICOM,

this organization | acks status in compar:.
international organizations. Perhaps too, as Tobago is not at the cutting edge of
technological advancement, which is a particular issue in rural communities.

However, one can only speculate. Nevertheless, Andreotti (2006:5) warns about
Eurocentrism and triumphalism within gl ot
live in the centre of the world and they have the responsibility to help the rest

and that people from other parts of the
(2014:93) hi ghlight gl obal citizenship h
include or exclude those who are not tF
critiques global citizenship education because:

..it rarely recognises that this presumed
liberal democratic framework that assumes all citizens have the same rights,
opportunities and responsibilities, when some marginalized communities and
individuals in the world experience a very different lived reality (p107).

Pupil 3 (boy, 16, Tobago) commented on the fact that Caribbean pupils do not
know about global citizenship. Dill (2013) suggests that in our current climate of
an ever-present and all-powerful global economy, schools have a moral
obligation to prepare pupils for life within a global community, with an awareness

of cultural diversity and skilled for economic prosperity.

Senior Officer B (Tobago) is aware of the need for schools to prepare pupils

equipped to live and work within our global community, when he highlighted:

121



“.wedre educating teacher s, weobdre tell
not learn just this space in which they live, but learn for the rest of the

wor |l d. Webre telling teachers theyodre
of our space, it will be difficult for us to find jobs for every child we educate

and we see where students are leaving here and going to other parts of

the world, finding jobs, findi ng spouses € so we shou

students. for t hat o

She continued by providing a recent recollection:

Al was speaking to a parent, this weel
how is her daughter? She told me her daughter now lives and works in

Japan. So if that child had only been educated for this space called
Tobago, how would she have benefitted
important we expose children to what being a global citizen is, especially

nowo.

Seni or Of ficer B’s (Tobago) comments hic
prepare pupils for a global community. UNESCO elaborated on the importance
of global competency skills development, when it urged for the strengthening of
links bet ween education and economic devel opl
respond to the new demands of the global market and knowledge economy,
providing skills such as communication, critical-t hi nki ng..and | ear ni n
on | ear ni n ¢gBE, 2008:8)E Snllarly, the Trinidad and Tobago Ministry
of Education duly noted the importance of 215 Century skills when they stated:
The Republic of Trinidad and Tobago has not escaped nor can hope to escape
the political, social, cultural and economic impact of constant, rapid and
vertiginous change..Our very survival as

on..knowl edge..dr i v éythe infanmation @andl camnurication
technologies (Ministry of Education, 2002:3).

Some schools recognise globalization has increased competition-based reforms
within Education, which is characterized by measureable performance
standards, in an endeavour to encourage increased homogeneity across
international borders (Torres, 2009:26). However, again, Langmann comments

on inclusion and exclusion:
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While globalization opens borders and extends horizons by affecting the
economic exchange of goods and labour and the cultural exchange of ideas and
values, people living at the margin of the global community still bear witness to
the fact that there is no inclusion without exclusion, that there is no knowledge
and information without a certain colonization.

6.4  Migration and mobility

Inregards to pupi | ' s r ebsepiorage ¢dsgo t fanother country” and
“being transferred around the globe” increasingly, gl obali z
mi gration and i s c¢har acbteetrweseend (Nugshaaisei ng

1996:91). Crossing borders can be defined as in-betweenness and construct a

place or condition of mobility and uncertainty. However, to visit another country

does not necessarily guarantee a more meaningful understanding of people who
are different from us. Wright (2002:414)) questions:

Can we actually ‘ go vthaswould exgand amdtchaage s
ourselves and our actions, and not only our arguments? Confronting difference
is easier when it happens in a remote place: it is easier when it happens in a
remote place..than when it happens in

understand and include somebody who is different elsewhere, than to recognize

di fferences i n our own context ..visiti

confront your values and make you a citizen of the world unless you are willing

to make changes in your own life as well.

In considering global citizenship, one pupil at School C (Tobago) suggested:

y 0 u

ng

Pupi I 3 (girl, 17, T ob ag otg be trdangfe@édo b a |

around the globe to other institutions. For example, like exchange

student so.

This pupil believes a feature of global citizenship is the opportunity of travelling

abroad (for study). Consequently, the impact of globalization on education is

demonstrated by the growing numbers of students, who are having to or

choosing to study abroad.

More students study abroad in more places, with a greater variety of

programmes, than ever before.study abroa

production, citizenship education and cultural diplomacy has enjoyed a
profoundly uncontested status. (Zemach-Bersin, 2012:89).

For some students, living abroad can contribute towards personal change.

Murphy-Lejeune (2003:101) suggests students who study abroad develops: a)
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greater autonomy —t o | i ve on o nenfidence wiegrnindhow to e | f
cope, c) social competence — getting on with people, d) more openness,

curiosity, tolerance and flexibility and e) critical awareness of self and others. It is

said that travel broadens the mind. When students travel for new opportunities or
adventures, they not only cross frontiers externally, but frontiers within also begin

to dissol ve. Tarrant (2010) in his artic
Exploring the Role of Studies Abroad in Nurturin g GI o b al Citizensh
studying abroad could nurture global citizenship. Students develop a deeper,

more complex, sense of belonging to different groups and communities.
‘“Psychol ogically, a per ouopetense andeconmforten s hi f
being in-between socially, culturally and internationally is matched by a more

profound, tolerant and integrated sense of self (Alred et al, 2003:5).

However, for some privileged students, studying abroad has become an
entittementore s sent i al ‘“rite of Quarghe pagtedécade,nt o a
higher education has internationalized study programmes to encourage
undergraduates to study other | ands, p e c
turning their attention to the values of global citizenship education and the
development of cross-cul t ur al | vy competent and gl o
(Zemach-Bersin, 2012:92).

Although, pupils in School C (Tobago) largely associated global citizenship with
travelling abroad for opportunities, there was also some scepticism. They

perceived:

Pupil 1 (boy, 17, Tobago): Learning about different cultures is a good

t hing, but a country could suffer fron

Pupil 2 (girl, 16, Tobago): It would be good to go to another environment,
more subjects available and interacting with people globally, but when |

return to my country, I may notbe up-to-d at e wi th work actiyv
Pupil 3 (girl, 17, Tobago): 6 | may get bad influence f

The theme of travelling abroad for work/study correspondingly flowed through

these pupi |l s responses; however ed difftrent r n c
perspectives, which were equally relevant. Pupil 1 (boy, 19, Tobago) was
concerned about the 1 mpact on t hoss of depa
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educated and skilled people migrating for further education or employment.
McAuliffe and MacLachlan (2005) comments on the mobility of highly educated
health professionals and contended that the knowledge systems of the North are
|l eadi ngitmoda aimraand decline in the

a deterioration in health situations. They recommend the knowledge outflows

needed to be addressed.

Interestingly too, Pupil 2 (girl, 16, Tobago) was concerned with returning from
studying abroad and not being up-to-date with work activities. Travelling abroad
for work/study is an aspect of Dill"’
part of global citizenship. This is where the purpose of education is to support
pupils to acquire the right skills and knowledge (human capital) for success
within the global marketplace (Dill, 2013:51).

Migration is a significant feature of globalization and has always existed;
however, the volume, frequency and distance of trans-border human flows have
increased (Croucher, 2004:135). Hall (2003: 195) comments on the fluidity of
capital, i nvest ment , goods, Theeesond gl

the 20" century and the first part of the 21 century has seen an unprecedented

healf

explosionofthehighl 'y unpl anned mo v Blobiétynig peroeivedpgoe o p | e

enhance employability, skills, language and intercultural competences. However,

Baker-Cristales (2007:49) draws our attention to other impacts of migration.

International migration poses new kinds of problems for post-colonial states who
struggle to construct new grounds for claiming sovereignty — how to control the

nati onal economy.. how to benefit from

promote the image of national solidarity despite rapid and uneven cultural
change?

Pupi I(girl317,sTobago) response expressed a common belief, particularly
amongst the adult population in the Caribbean, who are worried about the
negative impact Western culture, particularly America, with its relatively close
proximity, has on young people. Through exposure, largely through the media,
this influence is often displayed through dress, music and over-indulgence with
mobile phones. The * Amer i can Dr eam’ ofhagsodbfe The
intensification of the flows of commodities, money, images and information is
acknowledged by Featherstone (1995:5). Western centres have, largely through
‘television and communications technology are frequently producing both

mani pul ati on and exgogad gstcdturat ferms tathedesthofale
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world causing an ‘homogenization of culture’ ( p. Ralv@rful nation-states have
influenced national markets around the globe; therefore culture has followed the
economy. Ritzer (2003) uses the term grobalization to describe the imposition of
imperialistic corporations and organizations on other geographical areas, in
order for their power, influence and profits to grow throughout the world. In an
attempt to counteract bombardment from the West and to preserve traditional
cultural practices, Tobago maintains annual events like Heritage Festival. Within
societies that are rapidly modernizing and eliminating tradition, rites are created

and maintained to celebrate the past and conserve traditional practices.

In the UK, the majority of pupils were also not familiar with the concept of global
citizenship, with some pupils choosing not to speculate on what it means. In
School D (South West England), Pupil 1 (girl, 15, UK) contemplated that being a
global citizen would allow herto 6t r av e | . In &chgol Ea(East Miallands),

the key relevance to them was also about travel 6 | can go from

anotheddbet abmeet new peopl e ,éuttheyslsoe

expressed apprehgaestongrbgdndiobsghiesdg

Pupils in School E (East Midlands) grappled with defining a global citizen;
however, they engaged in a reflective process, which is fundamental in fostering
the development of global citizens.

Pupil 1 (girl, 12, UK): 6 | think it means that

great .familyod
Pupil 2 (boy, 12, UK): 61 t hink | am a citi zen

Pupil 9 (girl, 11, UK): tmMmeans weobrfe tahé. warltdd

Pupil 12 (girl, 12, UK): 61 t hink it és someone .who

one

new

a

youo

t

go

Pupil 6 (boy, 12, UK): 6 peopl e from different count

Pupil 7 (girl, 12, UK): I ‘'t hi nk it means you are

These pupils 'responses presented remote or abstract perceptions of global
citizens; however, their replies indicated a sense of inclusion i nt o a
community’ anadviwehr eRoaleir g rsievd, wizerelfy thé Wo2d
i s i ncreasi ngnley pblaactdeanksn(g008:134) suggests global
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citizenship education should help pupils develop an identity and attachment to

the world. However, cont r adi ct or i lcgmments laleosmovidedua i | s’
sense of exclusion, insinuating ‘them and us’. Andreotti (2010) proposed critical

g obal citizenship education should funct
historical analysis of global inequalities and helping students develop skills for
collaborative but un-coercive engagement with complex, diverse, changing,

uncertainand deeply unequal societies’

From observations and data analysis, most respondents associated global
citizenship with being part of a wider world community and having the
opportunity to ‘get a b e t t, thnougH tra¥eking abroad. However, generally,

they did not personally relate to these concepts.
6.5 Global poverty

Global citizenship is often linked to concern for global issues (the environment,

poverty, etc.). A few pupils in the UK believed global citizens would be troubled

by global poverty and interested in helping the poor. It has been suggested
‘“Human beings should be connected to oth
and understandi ng’ A cBuple ofpupitsyatdSchodt B (E&st 1) .
Midlands) believed a global citizen was concerned for humanity, with a particular

interest in global poverty.
Pupil 5 (boy, 11, UK): 61 t hink it means.you help o
Pupil 8 (girl, 11, UK): 61t makes me think about poo
And a pupil at school J also offered:

Pupi |l 3 ( gi rlobalcitizeh js} sthiedne that travels ground the
world helping other people” .

All three pupils presented a notion of global citizenship, which involved having a

“gl obal Cc o n s c beog soncersesl 'to halm deople who are less

fortunate. For some people in the UK, global poverty is a distant concern, which

should be tackled by those who are in a more privileged position (Dower,

2003:137). Th e s e (iewagreesl withJ ef f er es s’ (tlkaDgloRal 2 7 )

citizenship promotes a strong * et h i «ton; thérefor®, a global citizen is

defined as one who helps the unf or t un a fThes a@onhoe r h el @si ng’
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critigued by Said (1993), who warns of continual European imperialism and
projects of benevolence. As global citizens, we have a moral duty to make the
world a better place; however Jefferess (2012:12) highlights:

. ethically framed identity functions to sanction ignorance of the history and

structures of global material inequality and normalise the conditions of privilege
that allow some to be in the position to

When considering global poverty, we should not ignore colonial history, as it
explains the interrelated divisions of poverty and prosperity. Appiah (2006:170)
identified a number of international policies, which maintain these divisions of
poverty and prosperity and provide a relevant example:
| f you ‘save’ the children by dumping fr

putting local farmers out of business — who can compete with free? — you may
be doing more harm than good.

When considering global poverty, pupils need to be educated that global citizens

should not just ‘do for Others’ , but t bheegncemdda@holt the causes of

gl obal i Kheoo (2G14) iproppses * post col oni al critique
universalism of global citizenship, asking whether such discourses and practices

ma s k privilege and e vQver the years, debates havd o r mi
commenced over North/South relationships, who benefits and who are
marginalized. It would be a disservice to explore global citizenship without

recognizing issues of power.

This chapter deliberated the concept of global citizenship and addressed if pupils
of Caribbean heritage had gained a sense of global citizenship through their
UK/Tobago school-link. Limitations to Research question two emerged, as there
were no pupils of Caribbean heritage in the focus groups (initial UK schools).
Although, pupils of Caribbean heritage participated in the supplementary groups
(phase two - UK), none of these schools had not been involved in a UK/Tobago
school-link. Despite these limitations, all pupils had participated in discussions
on global citizenship and a number of relevant themes emerged. However,
evidence revealed, the majority of pupils of Caribbean heritage were unfamiliar
with the concept of global citizenship, expressing this topic had not been part of
their educational experiences. Despite this, they presented positive views of
global citizenship, which covered themes of connection with others, migration
and mobility, and concern for global poverty.
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Chapter Seven The Relevance of Global Citizenship

to pupils of Caribbean heritage in Tobago/UK

This chapter addresses research question three. Like the previous two chapters,
the sub-headings derived from thematic data analysis. Through contemplating
the relevance ofglobalci t i zenshi p, the respondents (
identity and engaged with traditional features associated with global citizenship
(interconnection, intercultural competencies, etc.) as well less traditional and
new insights on enhanced diasporic relationships and increased opportunities,

motivation and aspirations. Most of the pupi | s r corsefatednvatie the
Economic, Cultural and Social aspects of global citizenship (Oxley and Morris,
2012) a rescripionl of Global Competences. Although, global citizenship
is usually discussed as an identity or state of being, some literature describes
global citizenship as a competency, rather than as an ongoing practice (Biesta,
2009, Lawy and Biesta, 2006). Generally, the global competency aspect of

global citizenship appeared to be most relevant to pupils of Caribbean heritage.

Despite the challenge to define global citizenship, pupils engaged with
determining the relevance of this concept to their lives.

Research Question Three - How do pupils of Caribbean heritage in the UK

and Tobago perceive the concept of &égl oba

their lives?
7.1 Identity
Gl obalization has i1 nfluenced discussion &
based on supranat i on al systems’ (Peters, 2008:53

on identity. Some of the pupils in this study grappled with the theme of identity in
connection to global citizenship.

At School B (Tobago), one pupil responded:

Pupil 4 (boy, 16, Tobago): i Wén | think of the term Global Citizenship, |

think of my identity and itds not just

And another pupil at School C (Tobago) stated:



Pupil 4 (boy, 17, Tobago): il | havenot heard of this
person who places their identity in a different nation or place apart from

their own o .

Pupil 4 (boy, 17, Tobago) highlighted the complexity of national versus global
identity and the shifts in identity, which has been escalated through the free
movement of people. As a global citizen, one develops a two-tier identity
(national then global), with a range of rights (right to vote, right to wok, etc.) and
responsibilities. Pashby (2008: 76) sugg
responsibly interacts with and understands others, whilst being self-critical of
his/her position and who keeps open a dialogical and complex understanding
rather than a closed and static notion
additional and alternative membership and forms of belongin g , altered pe
perceptions of how they identify themselves, caused an erosion of traditional
boundaries and blurred national sovereignty. Identity and citizenship are seen as
a process, which may have discrete theoretical entities; however, the two may

intersect at some point (Torres, 2009:109).

Identity is an interesting, but complex theme, with varying opinions on whether it
is fixed or transient. Scott (1989:14) proposes:
Within a pluralist framework, identity is taken as a referential sign of a fixed set

of customs, practices, and meanings, an enduring heritage, a readily identifiable
sociological category, a set of shared traits and/or experiences.

However, to some extent, Hal | (1996:93) c
‘i dentityutedcowomst of difference’ . Per hap:
of di fferent cultures in different | ocat
(2010) notes “if culture and identity ar

cannot be understood as fixed, boundaried concepts, they are constantly made
and remade through each moment of interac
and multiplicity of belonging exists (Croucher, 2004:35).

Constructivists have emphasized the malleability of identity, as identities

(including racial), have shifted across time and place. Bell (1999:3) suggests

‘“one does not simply or ontologically bel
it identity and bel onging ar e not ar
constructed . It has been suggested a ‘“nation i
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this which accounts for its power to gen:
(Schwartz, 1986:106). National cultures can construct identities, making
meaning about the nation; however, Hall believed national identities are

declining and new identities and hybridity have emerged. Postcolonialism

‘“destabilizes received traditions of i de
ideas of national sovereignty and the integrity of self-identi t y ’ (Torres, y
Therefore, from the pupil s’ di scussion o

and global identity were constructed and deconstructed.

Senior Staff A (Tobago) also addressed identity in connection to global
citizenship and pupils of Caribbean heritage. He reflected on his trip to visit his
link school, in the UK:

AWhen | went to London and we were at
see pupils of Caribbean heritage in a new setting, you saw some of who

you are, you saw some of whoyouobér e not sure where |
began to understand maybe some of the things that transcend just place

and the questions they were asking too, allowing you to recognise that

somehow people wondered from where am | from, that linkage between

where | was , where my parents were and where | am and in all of that,

the whole of the diaspora kind of perspective, you still are able to find

yourself in this mel ee, Sso youoOre abl
melting pota
Il n Dill s st wlhlcitizerstipl 8ng of dhe paditipants (teacher)

responded that:

60A gl obal citizen is someone who is r
have a consciousness that is greater than that. They have an appreciation
for other cultures, tolerance for other points of view and see issues on a
gl obal scale rather than .just from the

Hall (1996) points out the forces of globalization have created disturbance within
t he relatively settled character auf pop
environment i n which identities are incr
global citizenship identity may offer an inclusion of multiple loyalties. Croucher
(2004:187) discusses the impact globalization has had on identity, promoting the

importance and meaning of world citizenship. However, there is
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acknowledgement of the dichotomy between patriotism and cosmopolitanism;

nevertheless, the two sentiments can comfortably co-exist (Nussbaum, 1996).
7.2 Intercultural Competencies

As previously discussed in chapter five, intercultural awareness and
understanding was the dominant feature of many global school-linking
programmes and an important aspect of global citizenship. The development of
intercultural competencies enhances pupi | s’ a b i bportsigle and
thoughtful adults (Gupta, 2003:171) and increases their preparedness for

employment within increased interrelated economies and industries.

When considering how the concept of global citizenship could enhance the lives
of pupils of Caribbean heritage, the responses from pupils at School B (Tobago)

were:

Pupil 1 (girl, 15, Tobago): o1 donot think Car
themselves to be Global Citizens, because there are students who
already go to other countries and experience different lifestyles and ways

of I.ivingo

Pupil 2 (girl, 16, Tobago): Students of the Caribbean like outside
influences. They like the music, way of dressing and other things. They

adopt other peoplebs culturebob.

Pupil 4 (boy, 16, Tobago): Students of the Caribbean do not see
themselves as Global Citizens because unless they are asked to or forced
to communicate with someone from another country, most of the people
in the Caribbean donodt know about
saw a next country. A person in Trinidad never comes to Tobago, their
sister island and the same for Tobago. How could we be Global Citizens if

we never visit our own sister island?’

Similar to pupils at School A (Tobago), pupils at School B (Tobago) did not
believe pupils of Caribbean heritage engaged with the notion of global
citizenship. They had translated global citizenship to mean travelling abroad,;
however, their interpretation related to the adoption or immersion into other

cultures, rather than for opportunities to study or to work. Their perception of
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global citizenship was influenced by the value they placed on developing
intercultural competencies. Without being fully aware, these pupils had touched
on what Dill (2013:53) S U g ghe sdeas of tolerance and understanding
differences [should be] coupled with the rhetoric of human capital and economic
purposes; we need to understand each other, so we can do business with each
o t h. &@herefore, possessing intercultural competency skills can improve human

and economic capital.

At School C (Tobago), three pupils stated:
Pupil 1 (boy, 17, Tobago): Mo st pupil s of Cari bbea

consider themselves to be gl obal ci ti
travel regularl yo
Pupil 2 (girl, 16, Tobago): 6 No , because we have our

cultures and some people are not willing to adapt another culture from

another country.
Pupil 3 (girl, 17, Tobago): N6, we are not being taken

These pupil s’ respons e bhowaver,rsiméadto dachmthrer e a ¢ h
and to the other two groups of pupils at Schools A and B, they did not connect
global citizenship to pupils of Caribbean heritage. All pupils regarded global
citizenship as something positive and life-enhancing; however, they did not
personally relate to the concept of global citizenship, perhaps because global
citizenship is largely associated with issues of global poverty, climate change
and other environmental matters, etc., which although these issues are major
concerns for developing countries, they mainly appear to be priorities for

countries in the West.

Again, themes of travel and intercultural awareness are prominent within these
responses; however, Pupil 3 (girl, 17, Tobago) commented on external
perceptions. Her comments of Caribbean pupils not being taken seriously reflect

the marginal position some people of Caribbean heritage experience in the UK.
However, this comment came from a pupil in the Caribbean, who may be
reflecingonthe Car i bbean’ s main ggardatd polgicals ecanomich |,

et c. Burnley (2012:168) commented that

of exclusion and oppression and is define
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When considering pupils of Caribbean heritage and global citizenship, Senior

Officer A (Tobago) commented:

‘Students of Caribbean heritage do not yet see themselves as global
citizens. You see sometimes, we first have to move the veil, so people
can see. It depends on whose there and whose moving. If nobody moves
it then they wonot be aware that

somebody has to move 1t60

His words expressed the powerful positioning of certain groups being kept in the

t

dark and is reminiscent of the sayi ng ‘ kn o wl .dbmy ebservationp o we r

many global school-linking programmes fail to move beyond intercultural
awareness; therefore, other key areas which can promote human social and
economic capital are missed. Postcolonialism would suggest this is a deliberate
action to maintain disadvantage and the imbalance of power. Pashby (2012:12)
reminds us global citizenship ties a notion to a global community and the history
of imperialism determined who does and does not belong.

7.3 Rights and Responsibilities

During phase one, pupils at School E (East Midlands), who were all Caucasian,

associated with being a global citizen, stating: 6 | have a ri ghdl to
have hel ped people around t he .HKMowevér,dheby dc
pupils in phase two mainly discussed the responsibility of being a global citizen.
Two respondents at School F (London) stated:
Pupil 2 (girl, 15, London): i | think one of them might
of being a gl obal citizen because ¢éy
playing a role, so there is a sense of
Pupil 3 (girl, 14, London): | think an advantage of being a global citizen is
the fact that you are always connected to everyone, but the disadvantage
could be you are put into a group bece
the place you should bebo
Pupil 2 (girl, 15, London): fi | agree, I also think you
thingsar ound you and what the world is |i
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Pupil 2 (girl, 15, London) suggested the role of being a global citizen brought
commitment and responsibility for ot her s wictohmmundane’ s Pi k

suggests schools should:

. acknowledge the ever-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 loyalties, and their opportunities for
meaningful participation (p45).

Pupils at School A (Tobago) also debated the rights they could have as a global

citizen:

Pupil 1 (girl, 16, Tobago): 6 | could experience other
and |ifestyl esbo

Pupil 2 (boy, 16, Tobago): We could have free education in the country

we are | ivingbo.

Pupil 3 (girl, 15, Tobago): 6 | can get to see differ
di sadvantage is being away from homeo.
Pupil 4 (qgirl, 16, Tobago): oI can go somewhar e w
ti meframe, but | would not be wunited t

Pupil 5 (boy, 18, Tobago): 6| coul d Iotherpgeopled nks t o

Pupil 6 (boy, 16, Tobago): 6 | could | earn different
teach other citizens about my home country, but it may be difficult to

i nteract with others who have differen

For these pupils, there are a number of rights associated with being a global
citizen, including free movement and free education; however, a couple of the
pupils raised related issues regarding nationality and interacting with people who
speak different languages. Nevertheless, Gundara (2011:301) believes
citizenship legally bestowed equality and there should be an environment to
accommodate any notion of difference and promote belongingness to diverse
groups. Gl obal citizenship education has <chal
exploration of the implications of their rights and responsibilities, their allegiances

and loyalties and opportunities for meaningful participation (Pike, 2008:45).
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7.4 Increasing Opportunities

Humes (2008:41) commented on how certain words or phrases gain ascendancy
in public and professional discourses. It was suggested that global citizenship is

one of these words. Generally, all respondents in this study valued its potential.
At School B (Tobago), t hese pupil s’ stated

Pupil 1 (girl, 15, Tobago): fFor me, it could expand my horizons, develop

new ways of thinkingand be abl e to build on knowl

Pupil 2 (girl, 16, Tobago): Ms a Global citizen, | could see more, learn

more, understand more and educate my s el f about the wide.]

Pupil 4 (boy, 16, Tobago): il can learn more about other cultures, know
what other people do, but communication may be difficult with no

i nterneto

These pupils anticipated global citizenship has the transforming ability to expand
their horizons to learn about others, as well as learning in general. This
orientation towards seeing the world as one global world allowed pupils to be
receptive of new experiences. These pupilsshar ed Seni o Tob@do¥ i cer
views about having a sense of global citizenship and its ability to broaden

horizons. He stated:

“You begin to compare. It offers a different realm, a new reality. | think
once youbve got that, once your mind
then the skies the limit. [Global school-links] have been vessels for
opening up the mind for young people. | appreciate what the Global
School Partnerships programme did for our school s 0

Senior Officer B (Tobago) shared similar sentiments:

“We have to have children think outside of the box, outside of Tobago.
There are opportunities out there for education. There are certain things
we can do in Trinidad andwnbteehesythinge b ut
they will get here and some things they will have to go abroad for. We

always encourage students at secondary level, when thinking about their
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degree, to broaden their horizons, their perspectives and go and see what

other universities have to offer ...”

Pupils in School J (London) reflected on the relevance of global citizenship to

pupils of Caribbean heritage. They stated:

Pupil 1 (girl, 15, Tobago): A Ye s | think pupils of
themselves as a global citizen because there is a lot of poverty in the
Cari bbean, so pupils are concerned
Pupil 5 (girl, 15, Tobago): A Ye s | agree, because t

their heritage, although they have

Pupil 3 (girl, 15, Tobago): i Y e s , many students ha
they lack the opportunities to make a better life. They want to be able to

travel and get good jobs, so they w

abo

he

bee

vV e

ant

Pupil 2 (boy, 15, Tobago): Al think they wosdmd bec:

| aws that are the same .o0or similar to o
Pupil 6 (boy, 15, Tobago): ANo | donodt think they
di scomfort, discrimination and gener al

From this school, Pupil 1 (girl, 15, Tobago) focused on poverty in the Caribbean,
suggesting pupils in the Caribbean are concerned with poverty as a local issue

and more of a priority than poverty within a wider global context. Even though,

global issues may impact on young peopl e’ , sthese xsguesrmag nc e s

appear to be far away. Sometimes teachers are unable to engage pupils with the
global, as young people are focussed on their local situation (Veugelers,
2014:171).

Pupil 3 (girl, 15, Tobago) believed pupils of Caribbean heritage had aspirations,
desired good jobs and associated personal success with travelling abroad in

pursuit of these opportunities.



7.5 Enhancing Diasporic Relationships

Similar to the benefits of UK/Caribbean school-links, a pupil at School H
(London) suggested being a global citizen could strengthen and enhance

diasporic links:

Pupi I 1 ( gi r IWhenYydu,are b globdl @itiz¢n; you' have a

better understanding. You can go to places and they kind of accept you

more, you dondt hayve,budtatthé samd timé, if o an

go back home, with my London accent, people try to treat me like a tourist
and you kind of feel like an outsider. Well, | call that home, so for me its

home. Its only when they realise your family name or something like that,

that they kind of go okay and | think

if you do consider yourself from there or as your home, it kind of hurts

your ego a little bito.

Interestingly, even though Pupil 1 (girl, 15, London) was born in the UK and

possibly her parents al so, she described

(1995:103) suggests for some who have difficulty handling cultural complexity
and the *‘doubts ahtdeanrgngendsrthesbere

some notion of ‘home’ . This ‘' home’ coul d

offers a sense of belonging. For some people from ethnic minority communities

when their identity or sense of belonging becomes fragmented, there may be a

rei denti fication with the ‘home’ of their

and important to the evidence, because where nationally, pupils of Caribbean
heritage may feel excluded from identifying with the UK as home, global

citizenship could offer an alternative sense of belonging.

Pupils at School H (London) largely associated global citizenship with
communicating with others abroad and therefore, pupils of Caribbean heritage
could relate to the concept of being a global citizen when they communicate with

family and fri:ends back ‘ home’

Pupil 1 (girl, 15, London): It depends on how much you communicate

with them [people in the Caribbean].

myself as British, | see myself more

a lot of contact with them, but my mum and dad are from different islands,
13€

i s

a



but because | donot l'ive with my dad,
dadds i sl and. I would ohwlyersayl Gmemraanr

it o how youbre brought wupo.

Pupil 3 (girl, 14, London): It depends if the pupil of the Caribbean have

visited another country or talked to, or have family in a different country” .

These two pupils expressed ideas about maintaining links with the Caribbean
(their home) and a sense of identity of being Caribbean. These pupils lived in the
UK, but they related with an identity that was elsewhere. Si ver st one’ s (

discusses a connection between local and global:

The populations that are involved are both local and global at the same time:
they are local insofar as they are minority cultures living in particular places, but
they are global in their range and reach. Not so much communities more like
networks: networks linking members in different spaces, in different cities,
networks linking the dispersed with those who have remained, in some sense of
the word, at home (p21).

7.6  Global Consciousness and Global Competencies

To gain further insight, an additional question was asked to encourage pupils at
School F (London) to explore whether their understanding of global citizenship
concurred wi t h Di | Idéfisition§ @f0GloBa) consciousness and Global
competencies. The challenge schools face is to shape and mould the next
generation for a world, which is highly complex and uncertain. With shrinking
borders, schools are charged with transforming pupils into global citizens
‘“equi pped with the consciousness and com
hoped-f o r empat hi dp2)cThe cufriculmna ts irequréd to develop a

new type of entrepreneuri al citizen t

interconnectedg !l obal community’ (201B)i ci a and Fr a

On reflecting on global consciousness and global competencies, pupils at School
F (London) replied:

Pupil 2 (girl, 15, Tobago): i think ités both because
wor |l d. You canaGnt hgavandnéehen all t he
not right. So, if we all helped countries in need, we would have a stronger

wor. do
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Pupil 3 (girl, 14, Tobago): | “ agr ee, I ahdnk hat 6webo

socially aware of what dd becpose thegre aoen

some issues |ike poverty €& that cano

through people joining togetheras a communi ty woul d

Pupil 1 (girl, 15, Tobago): i think ités both because

able to help people around the world and you can know more about them
and how to. help themo

These pupils highlight what some academics refer to as human capital
development for civic engagement (Hylop-Margison and Sears, 2008:299). They
believed people need to have the competencies in order to demonstrate

consciousness for those more in need.

7.7 Motivation and Aspirations

Golmohmad (2008:519) suggested global citizenship could encourage a process
of learning and is seen as positive identification. As citizens of the world, there is
greater motivation to learn more about oneself during the process of learning

about others.

Pupils at School J (London) pondered:

Pupil 3 (girl, 14, London): In ‘my opinion, yes, because they could see
how we live compared to them and this may inspire them to be like us.
They would keep pushing and aspiring to live the way we do and improve

the way they and their family live” .

Pupil 1 (girl, 15, London): Ye%, pupils in the Caribbean have more home
training, rather than education and ambition, so we could encourage them

to think about t heir futureo.

Pupil 2 (boy, 15, London): Pér sonal | vy, I donot t

themselves as a global citizen, but if they did, it would increase their

aspirations and give them more motivat
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Pupil 4 (girl, 15, London): Ye%, we could inspire them to make a change

with the way how they live” .

Pupil 6 (boy, 15, London): Yes, this can mean a lot. As they are not
feeling a part of the community, this may help them to fit in and be like

other people” .

Pupil 5 (girl, 15, London): Ye%, because when you identify yourself as a
global citizen, you will want people to take notice and you can only do that
by shining bright” .

Although, the question addressed pupils of Caribbean heritage, this group of
pupils did not personally engage with the question, but interpreted it to relate to
pupils living in the Caribbean. Their responses indicated global citizenship could
not only provide opportunities, but could inspire and motivate pupils to want to
‘change the way how they |ive’ to ‘i

l i ve

Similarly, pupils at School F (London) also interpreted pupils of Caribbean

heritage to mean pupils living in the Caribbean, when they responded:

Pupil 3 (girl, 14, London): 6 | think 1t would help
would let them see they could actually be more than what they are told

they can be’

Pupil 2 (girl, 15, London): 6 | agree. I think it
them to do more, because they feel they have the sort of role in society
that they would want to do well and push themselves, like to leave their

markonthe wor | do

This motivation can be seen in the following observation from a pupil at School H

(London) commented:

Pupil 1 (girl, 15, London): A Y e s , Il think it would
go to other places, but | think that kind of acceptance, because they
always worry about once you get to America, or get to England and
because of that they kind of go,
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where they could get a feel of being a global citizen, it would help. I think it

would kind of push them a little bit more, than just that dream or just that

hope, but you kind of have that doubt
happen, but 1 6m stil/l going to hope. I
hope to some sort of realityo.

For Pupil 1 (girl, 15, London), global citizenship could be transformational, with
the abilityt o convert a person’s dream into a r
can empower pupils to “think differently
processes of their culture and contexts, so they can imagine different futures and
take responsibility for their actions an
enhanced through developing a global outlook and understanding of global
citizenship can encourage independence and empowerment, increase learning

and support career choices (Leonard, 2012).

Senior Officer A (Tobago) had passionately stated that through the UK/Tobago

school-links, pupils in Tobago had started to interact with the global and a veil

had star t ed to be || ifted. Friere (1994:9) e
progressive educator .. is to unveil oppor
obstacles might be’. Global citizenship v

that hope; however, insufficient effort has been made to ensure pupils of

Caribbean heritage caught this vision.

Although the majority of pupils of Caribbean heritage did not personally relate to
the concept of global citizenship, they anticipated increased opportunities. They
valued interconnection with the rest of the world and the benefits this would
bring. They acknowledged with the right to be a global citizen, there was also a
responsibility to others within the global community and this right and
responsibility could contribute towards personal growth and development. The
broadening of global horizons could counteract limitations set within national

boundaries and dreams could therefore become reality.

This chapter captured the views of pupils of Caribbean heritage, who anticipated
global citizenship could support increased aspirations and motivation.

Unfortunately, these respondents had not received the exposure necessary to
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engage with the concept of global citizenship, with Senior Officer A (Tobago)
describing this concept b ewewveg thib scdndrmn b e |
could also be attributed to pupils of Caribbean heritage in the UK. Through

acquiring global competency skills, greater opportunities can arise, which can

increase the development of human, social and economic capital (Dill, 2013:53).
Consensually, pupils of Caribbean heritage associated global citizenship with
increased prospects. They viewed global citizenship as having the ability to

expand their horizons and transform their lives. Their opinions of global
citizenship conveyed messages of hope and opportunities in the future; however,

most pupils were preoccupied with their current existence. They believed it was

important to be socially aware of happenings around the world and to gain the

skills necessary to helpothers. Thei r constructed reflectio
definition of global competency, particularly when they discussed issues of

identity and travel for study or work. However, there is some concern about not
‘“being taken seriously’; therefore, t he
reveal the opportunities which exist. Although, these pupils have started to

engage with the global and have developed intercultural awareness, both

formally (school activities) and informally (media), this engagement remains
superficial. Global citizenship has the potential to not only create hope, but to

transfer this hope into reality; however, the respondents indicated they had not

been supported to embrace global citizenship and its potentially life-enhancing

capital. Nonetheless, global citizenship appeared to be remote and beyond their

grasp, confirming how some literature describes global citizenship as not always

being inclusive (Langmann, 2014:93).

In Tobago, both the schools and nation acknowledge the need for pupils to be
equipped with 21 century skills; however, this urgency has not yet been
translated into classroom practice. In the UK, greater access to develop global
competency skills exist; however, for pupils of Caribbean heritage, there was a
void of opportunity to relate the development of global competency skills to

increase human, social and economic capital.
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Chapter Eight Conclusion

This research study uses the platform of UK/Tobago school-links, initiated
through the Global School Partnerships (GSP) programme to explore the theme
of global citizenship in relation to pupils of Caribbean heritage. Literature on
global school-links (Edge, Freyman and Lawrie, 2009a) indicates successful
global school-links could increase transferable skills, motivation and

achievement. From this basis, | was keen to discover if through developing a

global outlook and acknowledgingone’ s r ol e as , whethgrthisb a |

could increase aspirations, with the propensity to increase human capital.

Diagram 3 Diagram illustrating areas of interest

Global Global Global

Schoollinks Outlook Citizenship

The theoretical framework of globalization, postcolonialism and global citizenship
was used to establish, underpin and position this research study. Other theories
of intercultural understanding, identity and contact assisted with the
understanding of school-linking and shifts in identity from local and national to
global and also aided the clarification of globalization, global school-links and
global citizenship. This theoretical framework was an essential aspect to support

my field of interest and offered greater credibility to this research study.

Diagram 4  Conceptual theoretical framework

Postcolonialism

Globalization Global Citizenship

/\ Interculturalism r\
Identity theory \L Contact theory
\ /

Global Citizenship and 144
global schoalinks



Qualitative data-collection methods were used to gain pupils’ perceptions to

address the following research questions:

1. From the UK/Tobago school-links, what are the impactsonpup i | s

outlook?

2. To what extent do the UK/Tobago links develop a sense of global
citizenship amongst its pupils within linked schools?

3. How do pupils of Caribbean heritage in the UK and Tobago perceive the
concept of global citizenship and its relevance to their lives?

8.1 Significance of Study

Although postcolonial theory provided a secondary lens, its application was vital
and applied to every aspect of this study. Initially, as part of identifying potential
participating UK schools, | observed the majority of UK link-schools were not
located in diverse, multi-cultural communities, reflecting what Doe (2007)
discovered in his study in regards to a lack Black and minority ethnic (BME)
involvement. Therefore, | questioned if global school-links were part of a strategy
to expose pupils in non-racially di ver se school s ag Hlerman
(2008:24) describes Southern schools being treated as missionary outposts for

the ‘correct message being sent from

Despite the legacy of colonialism, the purpose of this study was not to position
pupils of Caribbean heritage as victims, but to investigate if through embracing
global citizenship; pupils of Caribbean heritage could benefit from increased
human capital within a wider global community. The legacy of colonization and
domination of certain groups around the world has had a devastating impact. It
could be argued that people of Caribbean heritage have been affected by
colonialism to a greater extent, than nationals from other former colonised
countries, perhaps due to the extensive duration and severity of colonial rule.
Within the Caribbean, there are divided societies, demonstrated by the distrust
between Trinidadians of African descent and those of East Indian descent. Dr
Eric Williams, a former Prime Minister of Trinidad and Tobago, described the

real ity of i ndependence in Trinidad
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problems on a national scale and in an international context with a mentality

conceived in slavery, cradled inindentureand nur tured *.n co

In several Caribbean countries, * s h a d-i aserm used to describe an internal
racismor divide,based on one, swhk&ra Ltbfgbuer

social class and mobility. This is a direct result of colonial plaintation policy of
divide and rule. In the UK, the legacy of colonialism is evidenced through
continued inequality and disadvantaged, marginalized positions. Possibly,
prolonged continuation of marginalization can cause dismay and eventual
acceptance of being on the fringes of society. For the third and fourth

generation, extensive assimilation has caused a detachment from the

Caribbean. Postcolonialists suggested ucat i on shoul d consi

coloni al i sm’ because educational systems,

by the legacies of colonialism (Hickling-Hudson et al, 2004). Therefore, the great
challenge of education is to empower pupils, who have inherited this legacy to
find a voice, regardless of their social status, class and power and to

comprehend the greater social context (Dulabaum, 2012: 140).

Although not overtly part of the GSP agenda, the UK/Tobago school-links
missed the opportunity to reconnect pupils of Caribbean heritage in the UK to
learn about * | ost’ c uabitionsr Rrospaats dassdciated with acquiring a
wider worldview could provide reciprocal benefits to both parties in a linked
relationship. | believe exposure to global citizenship could encourage active and
reflective learning approaches, greater pupil motivation, engagement, autonomy
and critical thinking skills.

8.2 Limitations

From contextual data (British Council and Tobago House of Assembly) and data

analysis, limitations were identified:

1 Although the premise for this study was an interest in African Caribbean
achievement, | acknowledged to pursue addressing the area of

achievement would require a more extensive study.

1 The Caribbean no longer qualifies for funded school-linking programmes;

therefore, UK/Caribbean school-links are rapidly disappearing. Despite

| oni

s ki

n

c

der

C

Y9NRO 2AffAlLYAa WeKS wSIfAdGe 2F LYRSLISYRSyOSQd ¢KS

14¢



evidence from this and previous studies on the benefits of UK/Caribbean
school links (diasporic connections, professional and curriculum
development, increased aspirations through exposure to positive role
models, increased motivation, confidence and self-esteem, etc.); the
demise of UK/Caribbean school-links limits the possibility to conduct

further extensive research.

1 As mentioned in Chapter four; none of the initial two groups of UK pupils
(who were interviewed) are of Caribbean heritage; therefore, a second

round of interviews were conducted.

1 For phase two (UK), all pupils are of Caribbean heritage; however, none
of the respondents’ schools had parti
school-link. These pupils were able to provide comments on global
citizenship, sufficiently to address research question three. However,
some responses did not go into depth; possibly reflecting a lack of

awareness/involvement in a global school-link.

1 It should also be noted, all participating schools were state-funded and
perhaps, pupils of Caribbean heritage, who attend International

Schools/Academies, may offer different perspectives.
8.3 Summary of Findings

During this research study, | had visited three schools in Tobago. Each school

proudly displayed Mission or Vision statements, stating something like the

following: 6 ( Name of School ) wild/l be a premier

experiences conducive to the holistic development of literate, critical thinkers,

problem-solvers and lifelong learners, who are able to contribute effectively and

competently in a changing global environment’ . The senti ment e mb

this statement is not exclusive to Tobago, as many institutions around the world

are keen to prepare students for the global community and have adopted a

mandate, which transmits the values of a G8 document (2006) entitled

“*Education for I nnoVvV&teintergociwvaticds sitmttels
Education is at the heart of human progress. Economic and social prosperity in

the 21°% century depend on the ability of nations to educate all members of their
societies to be prepared to thrive in a r
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From the data, this vision of incorporating a global outlook/dimension and
preparing pupils for a global environ me n t i's not embedded wi
curriculum/culturei n Tobago. The UK’'s Citizenship
a global outlook; however the sporadic delivery, largely within humanities

subjects, lack a focus on skills development for the wider global community.

In regards to the research questions, the majority of respondents (whose schools
were involved in a UK/Tobago school-link) believed they had gained a greater
global outlook; however, overall, there was a lack of awareness and
understanding of the concept of global citizenship, with only a few pupils
indicating they were familiar with this term; nonetheless, most respondents had

attempted to articulate their views.

There were various definitions; however, most pupils associated global
citizenship with travel/mobility and its related opportunities. This complexity to

define global citizenship is replicated within literature. All pupils considered

global citizenship as something positive; nevertherless, it has been suggested

global citizenship education does not take into consi der ati on t he
globalization has helped to reprodu c e and deepen’ .lobdli t er ¢
citizenship avoids t he ‘“ harsh materi al r e akiizéens e s |
shape their imagination of citizenship in ways that often contradict with the ideals
(Balarin, 2014: 48)

of the gl obal citizen

Despite t he pupi | s& of pgolsal titizenghip, goe rmost pt i o
respondents, global citizenship was obscure and remote, with little or no real
connection to their lives. Global citizenship has a perception of encapsulating a
world community; however, very few pupils of Caribbean heritage expressed
feeling included, rather their views indicated exclusion and marginality. Their
perception expressed omission from a global movement. The included/excluded
reflect binarisms of us/them (Andreotti, 2012). Balarin (2014:50) highlights the
impact globalization has had on deepening inequality and for those who are
already marginaliz e d , there could be a “hidden ot/
point is developed when Balarin states:

The transnational class of marginalized citizens, who are not mobile, who are the

main users of state-maintained education, often of a dwindling quality, that will

not grant them the kinds of knowledge, skills or character traits needed to
access better jobs and better quality of life (p52).
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It has been suggested the term, global citizenship may be elitist. Pike (2008:48)
highlights if glo b a | citizenship was a conocn€pti sf oir
relevant. He states:

... the elitism that can easily suffuse the rhetoric of global citizenship education:

for the countless millions of people worldwide who daily struggle for survival and

satisfaction of basic human rights, or for recognition of their cultural identity,
global citizenship is not even on the agenda.

Dower (2008) also questions if global citizenship was an indicator of privileged
status and power and this privileged position sometimes encourages altruistic
consciousness to want to do something to help the less fortunate. Spivak
(2008:225) drew attention to an “intern
mobile people, who think nationally, but operate at an international level
imposing what belongs to their class on the whole world. It has been suggested
there ilsitan gl ebal professional manager.
international non-governmental organizations, who may work to reproduce
ethnocentric and developmentalist mythologies onto the less developed
countriestheysee k t o hel p’ ( Patk (L998) @lsotolbserve 0 0 7 ) .
Citizenship has always been an uneven experience for the people of the world.
Even within a particular country, it means one thing for the privileged

classes..and another for t hose wh o ar e €
subordinated to varying degrees (p39).

From a postcolonial perspective, one could question if global citizenship is the
domain of white and/or middle-class sections of society. Mayer (2003) suggests
some groups within society are kept disadvantaged through being denied the
tools for improvement and self-sufficiency. He highlights education should
enhance the values of one’ s own onuthetdevelepmeatnol f o c

personal potential and employment opportunities.

There is an argument that global citizenship can contribute towards the
development of social, cultural and cosmopolitan capital; therefore, the
combined benefits being higher societal status (Weenink, 2008 and Huckle,
2004). Weeknink states:
A propensity to engage in globalizing social arena comprises bodily and mental
predispositions and competences, which help to engage confidently in such
arenas. Moreover, it provides a competitive edge, a head start vis-a-vis

competitors. People accumulate, deploy and display cosmopolitan capital while
l'iving abroad for some ti me, visit and ho
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Most pupils of Caribbean heritage (particularly in the Caribbean) expressed
individualistic views of personal achievement through opportunities of travelling
abroad for study or work. Their perception of global citizenship was located
within social and economic mobility. Balarin (2014:55) also found (in her study in
Peru), her respondents viewed citizenship as a personal endeavour in order to
progress or achieve personal goals; however, Education should promote global

citizenship, which is both epistemically plural and socially responsible (p57).

Holder and Clough (1998) argue there was an urgent need for primary children

to be informed and encouraged to become active global citizens, with further
suggestions that education for a gl obal
behavioural and relational engagement with the wo r | d’ .-Or&eoa20@y
continues:

[Pupils] will need the cultural sophistication to emphasize with their peers, who

are likely be of different racial, religious, linguistic, and social origins. They will

need to be able to learn with and from them, to work collaboratively and
communicate effectively in groups made of diverse individuals. An education for

gl obalization should aim at nothing more
for the wpiBtRe worl d’

Garcia (1994) suggests teachers and students who participate in a journey,
which includes intercultural exchange and experiences, are engaged with the
unpredictable and this then becomes the cornerstone for achievement and

Success.

Evidence in this research study, suggest intercultural dialogue and
understanding was the primary purpose for the UK/Tobago school-link. However,
Dill (2013) suggests the promotion of a global dimension should be more than

that. A wider world-view could possibly increase pupi | s aspirat.i
expectations. The discourse of global consciousness and competencies can
create a vision of human flourishing, with the propensity for economic prosperity.
Through participating in a UK/Tobago school-link, pupils had begun to be

involved in global/local processesandt o pr oduce knowl edge al
ot her and the worl d’. Educat i aizatoh, ofdn s c ou
invokes cul tur al capital (Zagda et al , y
participation in cultural enrichment activities led to academic improvements

(Lippman, 2011)
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Generally, the consensus is for educat i on t o prepeively pup
navigate the shifting terrain of cultural and economic formations related to
globalization (Popkewitz, 2007). Part of the rhetoric around young people and
global citizenship focuses on economic aspects and has the undertones of
preparing young peop | e as “mar ket abpeetive pfr mexsanal t s’
values, as educators, we are operating within a larger global community and our
responsibility st o devel op pupil s’ knowl edfigse and
century. The global competencies discourse ‘ carry assumption
individuals that are the product of Weste
The human capital global citizens need in order to flourish is a blend of technical

competencies, rational problem-solving skills, and the right sensibilities for
expressive free agents (p53).

Schools should endeavour to focus on global citizenship which develops every
pupi‘lcaspacities for mut ual respect, cCroi
understanding, responsibility and trust and concerned for the inequities within
society’ (&bass , Ac2B6pRing o lobal’ cdizenr aodlde as
encourage unity in the midst of diversity and contribute to a deeper sense of
belonging. Pupils of Caribbean heritage need to be equipped to deal with an
ever-shrinking world and to be empowered to recognise their own capacity to

define and shape not only their identities, but also their future. Glass (2000:297)
stressest he significance on the notion of K r
structure stating: “Without a grasp of t
identities within unequal and unjust power relationships, students cannot know

who they are and who they might become’

Educating about global citizenship requires deliberate planning. Professor

Howard Gardner (Suarez-Orozco and Qin-Hilliard, 2004) declares:

‘“The trends e theprexddented andunpredliotable movement of
human beings, capital, information and cultural life forms — need to be
understood by the young persons who are and will always inhabit a global
community. Some of the system will become manifest through the media; but
many other facets — for example, the operation of worldwide markets — will need
to be taught in a more for mal manner

Unfortunately, vital opportunities were missed within the UK/Tobago school-links.
The relatively superficial, intercultural exchanges between the UK and Tobago
could have developed into addressing some of the complex issues within our

society and as emerging global citizens, possible solutions could have been
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identified. Today, young people are expected to gain an awareness of the
worl ds’ i edhessr andd attaireitdrpretations, which go beyond being
narrow and specific. Increasingly, young people are encouraged to gain an
awareness of the global relevance of their experiences, in order to prepare them

for future challenges in our global society.

| valued the experience of gaining the perceptions of pupils of Caribbean
heritage in environments where they were both the majority and the minority.
Although, there is recognition that Southern voices need to be heard in regards

to global education, as yet, genuine attempts have failed to hear these voices

(Martin and Griffith, 2012). The global educational community should be one big
classroom, where ongoing forums are inclusive and equitable (Grant and

Brueck, 2011:3). Young (2003:7) also highightaneed ‘t o produce a
and equitable relation between digfolbaer ent
education and global citizenship continues to cater to the West/North; therefore,
imperialism will not tell the whole of pupils ’ stor i wil contiruel to i t
determine what they will learn of the world (Asad, 2000:8). Generally, this
sentiment could be applied to a number of global school-linking programmes,
including the GSP programme, where the directive; decision-making and funding

comes from the UK.

The evidence from this research study confirms pupils of Caribbean heritage are
not being fully supported to develop a global outlook within schools and the
concept of global citizenshipi s not a feature of s dhsool s’
travesty reinforces disadvantage. Many school environments within multi-cultural
communities are preoccupied with managing pupils’ behaviour or raising
attainment without anticipating the potential of a well-planned global school-
linking programme (drawing upon diasporic links) as part of a whole school
initiative, could encourage greater engagement, increase aspirations and
motivation, as pupils are involved in real-life learning in preparation for living and

working in our continually evolving globalized world.

This unique research study aims to fill a gap in knowledge, through exploring an
under-researched North/South school partnership. Its distinctiveness derives
from using the platform of a non-traditional North/South school-link to present

new perspectives on global citizenship. The findings can add to the growing
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interest and international debate on global citizenship and contribute to further
research/discourse on teacher/pupil capacity building between the UK and
Caribbean. In this research study, the pupils (Tobago and UK) and Senior
Officers (Tobago) gave honest and frank responses, which revealed the
respondents had not/not fully engaged with the concept of global citizenship, as
the “veil’ had onl y b e esefreghansighisare hoyonly
relevant to the discourse on global citizenship, but can also contribute to general
debate about the educational experiences of pupils of Caribbean heritage, both
in the UK and the Caribbean as this study reaffirms the important role
education/schooling can contribute towards shaping lives and whether or not
pupils of Caribbean heritage are being exposed to educational experiences,
which can develop and enhance social, cultural and economic capital.

8.4 Dissemination

This research study could contribute to the existing and growing body of
knowledge on global school-linking programmes and stimulate further research
into UK and Caribbean school-links. It is possible for this study to be adapted to
different levels and lengths in order to cater to various audiences and could be a
catalyst for further investigations, which focus on UK/Caribbean school-links or
the concept of global citizenship in relation to other communities, who are not
White and/or middle-class, as much of what is written on the subject thus far,

appears to originate from this particular perspective.

The findings may be of interest to the Department/Ministry of Education, British
Council, Department for International Development, Commonwealth Education
Initiatives and other organisations, who are involved in promoting global school-
linking programmes or raising Black and Ethnic Minority achievement. The
broader educational community could also benefit from this research project.
The final report could be submitted to a peer reviewed journal or relevant

website.

This research study has further increased personal/professional interest in
UK/Caribbean educational links. | have started to embark on non-traditional
forms of dissemination through initiating a global citizenship project called
Sisters’ Keeper, using links between

address issues which affect them and will be working on a global citizenship
153
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project at a Special School (Emotional and Behavioural Difficulties) in Newham,
where majority of the pupils are from Black and Minority ethnic communities, to

look at the issue of migration in the UK and France.
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Appendix 1

Interview Questions and Responses i School A, Tobago (Phase 1)

Pupil profile:

Student 1 — girl aged 16
Student 2 — boy aged 16
Student 3 — girl aged 15
Student 4 — girl aged 16
Student 5 — boy aged 16
Student 6 — boy aged 16
Student 7 — girl aged 16
Student 8 — girl aged 16
Student 9 — girl aged 15
Student 10 — boy aged 16

1. Areyou aware if your school is/was linked to a school in the UK?
Student 1 - No
Student 2 — Yes
Student 3 — Yes, | think my school is linked to Cherry Willingham School in
England
Student 4 — Yes
Student 5 — No
Student 6 — Yes

Student7—-1 " m not aware that my school is link
Student8-No, | ' m not aware if my school was |
Student9—-1 " m aware my school is Ilinked to a s
Student 10 — Yes, | was aware my school is linked to a school in the UK

2. Are/were you involved in any global school-linking activity?
Student 1 — No
Student 2 — Not globally, but within the country
Student3-No , [ wasn’t i nvol ved
Student 4 — Yes
Student 5 — No
Student 6 — Yes
Student7—-1 wasn’t invol vedlinkingacavityy gl obal scho
Student8-No , Il " m not involved in any global s
Student9—-1 " m not i nvol Jiekidgactisity any school
Student10-No , Il > m not i nvol v4nkingiactivip ny gl obal

3. Do you think it is important for schools in Tobago to be linked to schools
in the UK? Why?
Student 1 — Yes, because students will get to interact with students from
different parts of the world.
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Student 2 — Yes, it is important for schools to be linked.

Student3-Ye s, I think it’s important in case
in England.
Student4-Y e s , because it’'s nice to mix with ¢

Student 5 — Yes, so that the qualifications can be the same.

Student6-Yes, because there are a | ot of <crea
great to have a partnership.

Student7-Y e s , it’s Iimportant for schools in T
the UK

Student8-Y e s, It s important t hatoschaolsmol s i n
the UK because it gives children in Tobago he chance to meet and interact with

each other. |1t also gives them a chance t

Student 9 — It is important for schools in Tobago to be linked with schools in the
UK because it helps the schools to interact in the differences and similarities
between schools and can help each other if there is a heed for stuff to be
distributed to each school.

Student 10 — Yes, | do think its important for schools in Tobago and UK to be
linked. This may transfer one’s country’s
the young minds of the people.

4. What do you think pupils can gain and learn from global school-links
between UK?

Student 1 — They can gain different knowledge and traditions.

Student 2 — We would gain knowledge of different cultures and jobs. We would
learn about how different countries function and the different things that happen
there.

Student 3 — Pupils can learn how about how they teach students in the UK and
how students learn compared to how we learn here in Tobago and how we
teach.

Student 4 — People can gain and learn from global school-links between Tobago
and the UK because of the different cultures.

Student 5 — Learning about different cultures.

Student 6 — There can be friendships gained and to keep up with all the
changing stuff.

Student 7 — Working together in a partnership group.

Student 8 — Pupils can learn cultural aspects and they can learn about the
country.

Student 9 — Pupils can gain and learn about different cultural aspects and
teaching skills in various subjects

Student 10 — | think pupils can learn about different cultures and their heritage.

They can interact with each other positiyv
culture.

5. Whatimpactdoyouthi nk t his type of I ink could han
outlook?

Student 1 — No impact

Student 2 — It would have a good impact on pupils because they would have
more knowledge about the world.

Student 3 — The impact it can have is that the child would be able to see how our
country operates compared to other countries.

Student 4 — It could have a positive impact because we get to witness different
cultures and ideas.

Student 5 — They would see us as a nhation working together for the best.
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Student 6 — There could be foreign exchange and you get to see a different

country.

Student7-1 don’t know.

Student 8 — (no answer)

Student9-The i mpact this type of |l ink could h
Student10-One i mpact | t hi nk outlookésahatitshawse on a

every individual is unique in their own way, no matter what culture or country you
may come from. It shows we are all one, but of a different heritage.

Have you heard of the term Global Citizen? What does this term mean to
you?

Student 1 — A global citizen is a citizen that moves from one part of the world to
another.

Student 2 — The term global citizen is defined as when you are born and living in
a specific country for a specific amount of time.

Student3-No , |  hav dthé térm dlobad qitizen lmefore, but | think it
means someone who travels and live in a certain part they travel to for a while.
Student 4 — No, but it can mean you are a citizen of the world.

Student 5 — No, but | think it means having citizenship globally or having the
chance to go to any country and live.

Student 6 — No

Student 7 — Global citizen means joining together as one group

Student8-1 ' ve never heard of it.

Student9-1 " ve never heard of the term ¢l obal
a citizen of a particular country that travels to various countries in the world.
Student10-No, | ' ve not heard of the term gl ob

What do you think would be the advantages/disadvantages of being a
global citizen?

Student 1 — The advantages of being a global citizen is that you can experience
ot her country’'s traditions and | ifestyles
Student 2 — The advantages of being a global citizen is that we would have free
education in the country we are living in.

Student 3 — | think the disadvantage of being a global citizen is that they can
become prone to diseases.

Student 4 — The advantages of being a global citizen is you get to see different
cultures and the disadvantage is being away from home.

Student 5 — The advantages of being a global citizen is you can go somewhere
without having a time frame. The disadvantage is that you are not united to one
country.

Student 6 — An advantage of being a global citizen could be that you have links
to another country.

Student 7 — | don’t know

Student 8 — (No answer)

Student 9 — | think the advantages and disadvantages of being a global citizen
are being able to learn different cultural aspects and teach other citizens about
your home country and the disadvantage would be not knowing the cultural
aspects and would be difficult to interact with others who have different
languages.

Student 10 — (No answer)

Generally, do you think students of Caribbean heritage consider
themselves to be global citizens? (Explain answer)

Student1-No , Il don’t t hdentskonsitarithenhséhesatmbes t u
global citizens because already there are students who go to other countries and
experience different lifestyles and ways of living.
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Student 2 — Yes, because they are a part of the culture.

Student3—-1 don’ t tgconsidertleemseldes to be global citizens
because the Caribbean is not really global.
Student4-No , because most of the people in th

other cultures and ideas and never saw a next country. A person in Trinidad

never come to Tobago their sister island and the same thing for Tobago. How

could we be global citizens if we never visit our own sister island?

Student5-No , because we don’'t see each other
country, | woul d n o tudyingelsewhéreol wquld fayetdo ut i f
get trouble to get in and plus have to pay fees.

Student 6 — Yes, because some of them are linked to some foreign country

being that they come from there or they have friends or family there.

Student 7 — No, because mostoft hem don’t know about gl ob.
Student 8 — (No answer)

Student9-Gener al |l vy, | don’t think students of
themselves to be global citizens because by the way the students carry

themselves, their mentality to their surroundings and environment, not knowing

that other global citizens love visiting their country.

Student 10 — | do not think students of Caribbean heritage consider themselves

to be global <citizens. I feel it’s becaus
to certain requirements or as we act as one unit. Any student can also go to any

Caribbean [island] to further our Education.
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Appendix 2
Interview questions and Responses i School B, Tobago (Phase 1)

Pupil Profile:

Student 1 — girl aged 15
Student 2 — girl aged 16
Student 3 — boy aged 16
Student 4 — boy aged 16

1. Areyou aware if your school is/was linked to a school in the UK?
Student 1 — Yes, | was aware
Student 2 — Yes
Student 3 — Yes, | was aware
Student 4 — Yes

2. Arel/were you involved in any global school-linking activity?
Student 1 — No
Student 2 — No
Student 3 — Yes, | was. | was in the International inspiration programme — | got
to become a Sports leader, who visit Trinidad and we would go and meet other
members of the group and have fun.
Student 4 — No

3. Do you think it is important for schools in Tobago to be linked to schools
in the UK? Why?

Student1-No, | don’'t see the i mportance

Student 2 — Yes, it gives you the opportunity to interact with someone who may

not havethesame hertage as you, soO you get to know
heritage

Student3-Yes, | find it’s important to | earn

how their lives are in other countries and compare them to your life.
Student 4 — Yes, not to be linked to only the UK, but schools over the world,
because there is a lot we can learn from them and they can also learn from us.

4. What do you think pupils can gain and learn from global school-links
between UK?

Student 1 — They could get a friend, they could learn about the culture, heritage

and history of the country.

Student 2 — | think we can learn about the country, the laws and culture.

Student 3 — Basically, what pupils can gain is a pen pal or friend from the UK,

where someti mes i f youldwritetofTheg toulhlgarnd own, vy
about the different cultures, they may need help with school work.

Student 4 — Yes, | think they could learn about the culture and they could get a

friend from somewhere else.

5. What impact do you think this type of linkcouldhave on a pupil s

outlook?

Student1-St udents of Tobago can get an idea o
Student2-They won’'t just know what going on i
what’'s going on in another country
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Student 3 — If something is happening in another country, you might need to

know exactly .. For example an earthquake
you want to see exactly how a person feels about it, you can get their reaction.
Student4-Peopl e could have a betgonmgoninnder st an
other countries instead of being just confined to their country alone. They have a

better understanding of the world.

Have you heard of the term Global Citizen? What does this term mean to

you?

Student 1 — A global citizen is not confined to just living here, but being a citizen

worldwide, knowing about what goes on outside of your area.

Student2-To me, it’s about exploring differen
being constrained to one country

Student 3 — Global citizenship is connecting to people in different parts of the

world and educating yourself about what is happening in different countries.

Student 4 — When | think of this term global citizenship, I think of my identity and

it’s not just about where you 1|ive, but e

What do you think would be the advantages/disadvantages of being a
global citizen?

Student 1 — Expand horizons, develop new ways of thinking and build more on
knowledge — Disadvantage is the distance.

Student 2 — | think the advantage of being a global citizen is that you see more,
learn more and understand more and educate yourself about a wider horizon.
Student 3 — You can learn more and experience more, but the disadvantage is
the person may live thousands of miles away, you might not be able to see the
person every day and have a real close connection.

Student 4 — You get to learn more about their culture, know what other people
like to do. Disadvantage - They may live far away and you cannot see them so
often, communication difficult with no internet

Generally, do you think students of Caribbean heritage consider

themselves to be global citizens? (Explain answer)

Student1-No , Il don’t think Caribbean students
global citizens, because already there are students who go to other countries

and experience different lifestyles and ways of living.

Student 2 — Yes, students of the Caribbean like outside influences. They like the
music, way of dressing and other things.
Student3—-1 don’ t ntshconsider tleemsaeldes to be global citizens

because the Caribbean is not really global, but students will travel to America

and try to adopt an American lifestyle.

Student 4 — No, students of the Caribbean do not see themselves as global

citizens because unless they are asked to or forced to communicate with

someone else from another country, most o
know about other cultures and ideas and never saw a next country. A person in

Trinidad never comes to Tobago their sister island and the same thing for

Tobago. How could we be global citizens if we never visit our own sister island?



Appendix 3
Interview questions and Responses - School C, Tobago (Phase 1)

Pupil Profile:

Student 1 — boy aged 17
Student 2 — girl aged 16
Student 3 — girl aged 17
Student 4 — boy aged 17
Student 5 — girl aged 17

1. Areyou aware if your school is/was linked to a school in the UK?

Student 1 — Yes, | am aware that my school is linked to a school in the UK
Student 2 — No

Student3-No , | ‘aware.n ot
Student4-No , Il " m not aware of any |linkage to
Student5-No , Il m not aware of it

2. Arel/were you involved in any global school-linking activity?
Student 1 — No, but | would like to be involved in such activity
Student 2 — No
Student 3 — No, | was not
Student4-No , I wasn’'t i nvol vliekthgactivtyany gl obal
Student5-No , Il " m not

3. Do you think it is important for schools in Tobago to be linked to schools
in the UK? Why?
Student 1 — Yes, | think it is important because students would be able to learn
about the different cultures of both countries.
Student 2 — Yes, because it is a good thing that students can be exposed to
another culture
Student 3 — Yes, | do think it is important because after the A level programme, |
want to try to further my studies, mostly in another country. Additionally, the UK
provides more subjects that are not in Tobago as yet. Schools can also benefit
from this link.
Student 4 — Yes, | think it is important because of our different culture. It would
be good for an exchange programme to widen knowledge on Western countries.
Student5-Y e s , it shoul d, so we can al l be awa
schools.

4. What do you think pupils can gain and learn from global school-links
between UK?
Student 1 — Pupils can learn about different teaching patterns from global
school-links
Student 2 — They can share their knowledge about themselves.
Student3-Of f er of other studies that’s not av
country
Student 4 — Pupils can learn about our indigenous culture and heritage
Student 5 — Pupils can learn about the differences in media, technology, dance,
etc.
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5. What i mpact do you think this type of 1 in
outlook?

Student 1 — Pupils would be more interested in travelling and exploring different

cultures.

Student 2 — They can look at the world in a broad way. They would not look at

Tobago as if it’'s an own world for itself
Student 3 — It can have a positive impact for students who partake in the

activities offered.

Student 4 — To know the importance of our heritage as a country

Student 5 — There is the potential t understand new technology and to be able to

adapt businesses.

6. Have you heard of the term Global Citizen? What does this term mean to
you?
Student 1 — To me, Global citizen means being able to go to another country and
have the ability to be treated as a regular citizen.
Student 2 — No, but | think the term global citizen means someone who interacts
with other people around the globe. This person is familiar with other cultures
and countries.
Student 3 — Yes, to be transferred around the globe to other institutions e.g.
exchange students.
Student 4 — | haven't heard of this term, but |
their identity in a different nation or place apart from their own.
Student 5 — No

7. What do you think would be the advantages/disadvantages of being a
global citizen?

Student 1 — A disadvantage would be the bad influence of the different cultures
Student 2 — Advantage: | think learning about different cultures is a good thing/
Great opportunities. Disadvantage: A country can suffer from brain drain.
Student 3 — Advantages: another environment for the student, more subjects
available, interacting with people globally. Disadvantage: when back in original
country, student may not be up-to-date with work activities.

Student 4 — (no comment)

Student 5 — (no comment)

8. Generally, do you think students of Caribbean heritage consider
themselves to be global citizens? (Explain answer)
Student1-No, because most Cari bbean students
Student 2 — No. because we have our own ways and culture and some people
are not willing to adapt another culture from another country.
Student 3 — No, we are not being taken seriously.
Student 4 — (no comment)
Student 5 — (no comment)
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Appendix 4

Interview Questions and Responses - School D, South-West England
(Phase 1)

Pupil Profile:

Student 1 — girl aged 15
Student 2 — boy aged 15
Student 3 — boy aged 15
Student 4 — girl aged 15

1. Areyou aware if your school is/was linked to a school in the Tobago?
Student 1 — Not particularly
Student 2 — Not really
Student 3 — No
Student 4 — No idea

2. Arel/were you involved in any global school-linking activity?
Student 1 — No
Student 2 — No
Student 3 — No, there is an Indian link, | was going to be involved, but am not
involved
Student 4 — No

3. Do you think it is important for schools in the UK to be linked to schools in
Tobago? Why?
Student 1 — Yes, because you get a wider view of the world and can see what
different conditions there are
Student 2 — Yes, because it then gives you an idea of how other schools work
and the sort of things they do
Student 3 — Yes, because it just connects the world
Student 4 — Yes, because ithelpsyoua ppr eci ate the school vyo

4. What do you think pupils can gain and learn from global school-links
between UK/Tobago?
Student 1 — Friends in a sense and a different view on culture
Student 2 — Educate you on how they run it and could help you to figure out stuff
you want to do and how you want to do your stuff
Student 3 — You could learn different languages from other people
Student 4 — It helps you to understand other people around the world and how
they run their schools

5. What impact do you thinkthis t ype of | ink could have or
outlook?
Student 1 — It could actually inspire them to travel the world themselves
Student 2 — It could give them an idea of what things are like over there and it
could help them to make decisions later on

Student3-1 don’t know
Student 4 — It could help students to possibly participate in world projects in the
future

18¢€



6. Have you heard of the term Global Citizen? What does this term mean to
you?

Studentl—-1 ' ve heard of t he word, but don’t k n
Student2—-1 ' ve al so heard of the word, but don
Student 3 — | know of the word, but don’'t know t

Student 4 — | have no knowledge of it

7. What do you think would be the advantages/disadvantages of being a
global citizen?
Student 1 — Travel to places | guess

Student2-1 don’t really know
Student3—-1 " m not too sure
Student 4 — | don’t Kknow

8. Generally, do you think students consider themselves to be global
citizens? (Explain answer)
Student 1 — It depends on their background — Some students come from Poland,
Japan or places and to me that’'s a Gl obal
ideas of culture
Student2-1 don’t really know
Student 3 — It depends on if they have friends/family from other places. It
depends on what they may know about global citizenship
Student4-1 don’t think many students know t he



Appendix 5

Interview Questions and Responses - School E, East Midlands (Phase 1)

Pupil Profile:

Student 1 — girl aged 12
Student 2 — boy aged 12
Student 3 — girl aged 11
Student 4 — girl aged 12
Student 5 — boy aged 11
Student 6 — boy aged 12
Student 7 — girl aged 12
Student 8 — girl aged 11
Student 9 — boy aged 12
Student 10 — girl aged 12
Student 11 — boy aged 11
Student 12 — girl aged 12
Student 13 — boy aged 12
Student 14 — boy aged 11
Student 15 — girl aged 12
Student 16 — boy aged 12
Student 17 — girl aged 11
Student 18 — girl aged 12
Student 19 — boy aged 11

1. Areyou aware if your school is/was linked to a school in the Tobago?

Student 1 - No
Student 2 — Yes
Student 3 — No
Student 4 — No
Student 5 — Yes
Student 6 — Nope
Student 7 — No
Student 8 — Yes
Student 9 — Yes
Student 10 — Yes
Student 11 — No
Student 12 — No
Student 13 — No
Student 14 — Yes
Student 15 — No
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Student 16 — Yes
Student 17 — Yes
Student 18 — Yes
Student 19 - Yes

Are/were you involved in any global school-linking activity?
Student 1 — No

Student 2 — No

Student 3 — No

Student 4 — No

Student 5 — Yes

Student 6 — Nope

Student 7 — Yes, but in a different school
Student 8 — Yes

Student 9 — Yes

Student 10 — No

Student 11 — No

Student 12 — No

Student 13 — Yes

Student 14 — Yes, we wrote to another country and they wrote back to us (in
another school)

Student 15 — Yes

Student 16 — Yes

Student 17 — Yes

Student 18 — Yes

Student 19 - Yes

Do you think it is important for schools in the UK to be linked to schools in
Tobago? Why?

Student 1 — No, because if the teacher goes there, they could come back with a
disease

Student 2 — Yes, because they could learn how the schools learn and the
differences

Student 3 — Yes, because they could learn more languages

Student4-No , because | don’ t know where it i
Student 5 — Yes, because we all do sports

Student 6 — Yes, because they can learn from each other

Student7—-No,t her e 1 sn’t a point

Student 8 — No answer

Student9-No , because there’ s no point

Student 10 — No answer

Student 11 — Yes, so we can learn new things

Student 12 — Yes, they can learn new things

Student 13 — Yes, because then children from different schools can make

different friends and help each other

Student14-Y e s , so we can share and see how it
school

Student 15 — No, because



4.

5.

Student 16 — Yes, because we can learn things from different cultures
Student 17 — No, becausether e’ s no point. | f you get ve
them, you will never see them

Student 18 — Yes, because if you say that then they will be safe

Student19-Yes/ No, both because some peopl e mi
in different places and no because people might not be interested

What do you think pupils can gain and learn from global school-links
between UK/Tobago?

Student 1 — They can learn new languages

Student 2 — How they teach their language

Student 3 — Pupils can learn what they eat, language, what they do in school
and outside of school

Student4-Don’ t know

Student 5 — Different languages

Student 6 — No answer

Student 7 — A friend

Student 8 — To help other people

Student 9 — Different languages

Student 10 — The same thing

Student 11 — Different lifestyles

Student 12 — Different languages, friends

Student 13 — New activities, new talents, different words/languages and games,
also new friends

Studentl4-They can | earn how it’s |ike to be
Student 15 — What they eat, language and what they wear

Student 16 — Learn what we learn

Student 17 — No answer

Student 18 — Yes, because you be safe and be in their experience
Student19-They can | earn to |live their ways a
it, what they eat

Whatimpact do you think this type of |link c¢
outlook?

Student 1 — New languages

Student2-They don’'t act | ike their stereotype
Student3-They don’'t act | i ke how you stereoty

Student4-Don’t know
Student5-Don’t know

Student 6 — They create more friends

Student 7 — Not sure

Student 8 — No answer

Student9-Don’t know
Student10-Don’t know

Student 11 — Different language and different area

Student12-We’' I'I | earn some of the ways they |
Student 13 — Help us to understand their difficulties

Student 14 — We can learn how they live and they can learn how we live

Student 15 — No answer

Student 16 — No answer
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Student 17 — No answer

Student 18 — Share each other stuff

Student 19 — It has an effect of people learning their food, lifestyle and then we
could learn the same way

Have you heard of the term Global Citizen? What does this term mean to

you?

Studentl-Ye s , Il think it means that you’'re pa
Student 2 — Yes, | think | am a citizen of the earth

Student 3 — Yes, somebody that lives in a country

Student4 -No , and don’t know

Student5—-Don’t know

Student 6 — Everyone does the right things and their mates

Student 7 — Yes, being with someone else

Student 8 — No answer

Student9—Itmeans we’' re all part of the worl d
Student10-That we’'re part of the worl d
Student 11 — Yes, it means we are a citizen of the world

Student12-No, but | think it’s someone who go
Student 13 — Yes, | think it means you help other people
Student 14 -No , I haven't

Student 15 — No, but people from different countries all get together
Student 16 — | think it means you are part of the world

Student 17 — No answer

Student 18 — It will make me think about poor people

Student 19 — No, but | think it means you are a person who respect other
countries

What do you think would be the advantages/disadvantages of being a
global citizen?

Student1-Not part of the world’'s family
Student 2 — You can travel, but you may get bad diseases

Student 3 — That if you move to another country and learn about the country you
came from

Student4-Don’ t know

Student5-Don’t know

Student6-Don’t know

Student 7 — Advantage is meeting someone

Student 8 — No answer

Student 9 — Advantage to be part of the world

Student 10 — No answer

Student 11 — The money and food and water

Student 12 — Go around the world, but not have a life

Student 13 — The advantages are that you get to meet new people and see new
places

Studentl4-The di sadvantage i sgonée hat we won't s
Student 15 — You can go from one country to another
Studentl6-Some people don’t know what it 1is

Student 17 — No answer
Student 18 — More stuff, more people from citizens died
Student 19 — | think the advantage would be that you know different lifestyles

Generally, do you think students of Caribbean heritage consider
themselves to be global citizens? (Explain answer)
Studentl-Yes, because | do things right and d
Student 2 — Yes, because | feel | have the right to go global (right to travel)
Student 3 — Yes, because | have a right to live in this world
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Student 4 — No answer
Student 5 — No, because | have barely been out of England
Student6-Don’t know

Student7-Yes, because we' ' re with other peopl e
Student 8 — No answer

Student9-Yes, because | ' m part of the world

Student10-Y e s, because | '"m part of the worl d

Student 11 — Yes, because we have links with other people in the world

Student 12 — No, because we stay to where we live

Student 13 — Yes, because | have helped people around the world by donating

money to charity

Student 14 — No answer

Student 15 — Yes, because they live in a country

Student 16 —-Y e s , because | '"m a part of the worl
Student 17 — No answer

Student 18 — Yes, because people could move to different countries and eat

different stuff

Student19-No , because | ’ve not |l earnt di ffere
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Appendix 6
Interview Questions and Responses i School F, London (Phase 2)

Pupil Profile:

Student 1 — girl aged 15
Student 2 — girl aged 15
Student 3 — girl aged 14

1. Is your school linked to a school in another country or have you ever
communicated with someone of a similar age in another country? If so,
how and what was the purpose?
Pupil 3 - Well I know our school is linked to one in Ethiopia, but we haven’t r

communication.

Pupil 2 — Well my primary school was linked to a school in France and | was pen-pals
with this girl, who was the same age as me and we communicated by letter.

Pupil 1 — | only connect with people in America, using Twitter or Instagram, but my

school hasn't been |inked to schools in any ¢

2. Do you think it is a good thing for a school in the UK to be linked to a
school in another country? Yes/ No? Why?
Pupil 2 — | think it is a good thing because it sometimes makes the students more aware
of what life is like in other countries because normally when you live in the same country
for your whole | ife, you don’'t really see, Yy

other countries.

Pupil3—lagreebecause some people know where they’r
experienced that culture, so if we were linked it would be an opportunity to see how

other people are living. It would be a good lifetime experience.
Pupil 1 -1 don’t know.

3. Do you think it is important for a school in the UK to be linked to a school
in the Caribbean? Yes/No? Why?
Pupil 3 — I think so, yeah, because you see quite a lot of adverts now for booing trips to
the Caribbean. But i f you do go,actyablyiseethal y s e

inner city and how people live.



Pupil 2 — Yeah, | agree (with pupil 3). I also think it would, especially if it was linked to a
country where we were from, it would sort of

know, it would just be a really nice thing.

Pupill-Yes, it’s really important for a school
Caribbean because not many schools here are linked to schools in the Caribbean. So, it

would be different.

4. Have you heard of the term Global Citizen? What does this term mean to
you? If having difficulty defining, will suggest a sense of global
responsibility? Having a global outlook? Feel part of a broader social and
cultural community?

Pupil 2 — | have heard of the term and it means notdiscar di ng where you're
almost joining a larger community in the world, like going outside of where you are from

and joining other people

Pupil3—-1 " ve never heard of the term GI obal Ci ti
whole world one and if you have moved countries, you still have a sense of where

you’ve come fr om.

Pupil1-1 t hink Gl obal Citizen means | i ke when vy
and |i ke you know people from there and 1|i ke

and how they live and stuff.

Additional Question
So, do you look at Global Citizenship in any of your lessons? All answer No

Pupil 3 — | read a book one time about the world and Global Citizenship and stuff like
that, so the only reason why | knew about thatwast hr ough t hat book and
t hat book then | probably wouldn’t be aware

made aware.

5. Generally, do you think students of Caribbean heritage consider
themselves to be global citizens? (Explain answer)
Pupil2—-1 t hink anyone could be a gl obal citizen
would class myself as a global citizen right now, but | think anyone could be a global

citizen.

Pupil 3 — I think there is a sense of considering you are a global citizen because in
school, you do talk to your friends about where you come from and how things were/are

in your country, so you talk about it, but vy«
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Pupil 2 - | also feel sometimes we would class ourselves as global citizens because we
are not sure what it is. You have to have a certain understanding for something like

global citizenship to be able to class yourself as one.

Pupil1-Uh m, I don’t think students |ike from th

citizens becausewed on ' t really |l earn about it S0 we

6. What do you think are the advantages/disadvantages of being a global
citizen?

Pupil 2 — | think one of them might be the responsibility of being a global citizen because

feelinglikeyou’ re | don’t know | i ke part of a commui
a sense of responsibility, which could be an
for, but that could also be a disadvanleage i f
role.

Pupil 3 — Uhm, | think an advantage of being a global citizen is the fact that you are
always connected to everyone, but also the disadvantage that you could be put into a
group because of where you're from, that isn

Pupil 2 — (Responded after Pupil 3) | agree, | also think that an advantage is you are
more aware of the things around you and what the world is like outside of where you
live. | think this is an important thing.

Pupil 1 — Basically everything has been covered what | wanted to say.

Additional question: Trying to define Global Citizenship, there are different ways of
defining it ad | dondét want to put any words
hear your perception, but there are some that believe Global citizenship is more

about being concerned about issues around the world, like global warming,

poverty, etc. and trying to do something about it and there are some who think

global citizenship is more to do with gaining the 21° century skills to become

someone that could go to any country in the world, either to study or to pursue

employment, what do you think?

Pupil2—-1 think it’s both because you need to he
country and then all t he Soéwdalllelpes cosniriesfirer i ng .

need, we would have a stronger world.

Pupil3—1 agr ee, Il think it’s both and that we’'Tr
around the world. Because, there are some issues like poverty that are really like, they
c atrbé solved by just one person, but through people joining together as a community

would really help.
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Pupill-1 think it's both because you need ski
world and you can know more about them and how to help them.

Additional question: Do you think if pupils of Caribbean heritage had a greater
sense of being a global citizen, do you think that could help to motivate them or
increase their aspirations?

Pupil 3 — I think it would help them quite a lot because it would let them see they could
actually be more than what they are told they can be.

Pupil 2 — | also agree. | think it could probably incentivise them to do more, because
they feel they have that sort of role in society that they would want to do well and push
themselves, like to leave their mark on the world, like to help other people.

Pupil 1 — You both have covered exactly what | wanted to say.
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Appendix 7
Interview Questions and Responses i School G, London (Phase 2)

Pupil Profile:

Student 1 — girl aged 15
Student 2 — boy aged 15
Student 3 — boy aged 15
Student 4 — girl aged 14

1. Is your school linked to a school in another country or have you ever
communicated with someone of a similar age in another country? If so, how and
what was the purpose?

Pupil 1: | have communicated with someone from a similar age in another country
(Jamaica) face to face; the purpose was to get to know them better.

Pupil 2: No.

Pupil 3: No however | have communicated with others people from different countries
Pupil 4: No

2. Do you think it is a good thing for a school in the UK to be linked to a school in
another country? Yes/ No? Why?

Pupil 1: Yes | think it is good because you can found out about how the linked school
works and how different it is to the school you go to.
Pupil 3: I think it’s a good thing for the s

UK, so that they can tell each other advantages and disadvantages and from that they
will be able to improve on what need to been improved
Pupil 4: Yes, because it gives us a chance to find out about how different schools work

and how we can improve our school by their ideas vice-a-versa

3. Do you think it is important for a school in the UK to be linked to a school in the
Caribbean? Yes/No? Why?
Pupil 1: I think it is important for schools in the UK to be linked to schools in the
Caribbean because you can find out loads of information about the two countries and
the schools can help each other with resources.
Pupil 2: No comment
Pupil 3: No, because in the Caribbean schools things are run differently and it may

affect others in the school



Pupil 4: I don’'t think that iit’'s that
give students of other cultures ideas of how Caribbean students work. As well as that

there are many Caribbean teachers and some students in our school.

4. Have you heard of the term Global Citizen? What does this term mean to you?

If having difficulty defining, will suggest a sense of global responsibility? Having
a global outlook? Feel part of a broader social and cultural community?

Pupil 1: The term Global Citizen means someone who is part of a worldwide community

and helps people to better the community.

Pupil 2: A global citizen is someone who identifies with being part of an emerging world

community and whose actions contribute to building this community's values and

practices.

Pupil 3: The word global means the whole world citizen means someone who lives

mpor |

somewhere, so maybe it’s someone who comes f

Pupil4:1have heard of gl obal <citizen and it’'s

t he

should help to build up the worl d. I don’t f

much meaning to me but it sounds like a good thing.
5. Generally, do you think students of Caribbean heritage consider themselves to
be global citizens? (Explain answer)

Pupil 1: No comment
Pupil 2: No comment

Pupil 3: No, I don’t think they consider

may just come from 2 different countries

Pupil 4: No, because they would think everyone is individual and they are separate.

6. What do you think are the advantages/disadvantages of being a global citizen?

Pupil 1: Advantages: You get to meet new people, helping communities and improving
lives

Pupil 2: No comment

Pupil 3: You have more than one culture and different types of families you could also

l'ive with or visit on holiday. However,
understand them

Pupil 4: Not really sure however some people may be against it which can cause conflict

7. Do you think if a pupil of Caribbean heritage viewed themselves as a global
citizen, that this could increase their aspirations and motivation?
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Pupil 1: Maybe, this is because they will want to improve their lives.
Pupil 2: No comment

Pupil 3: No.

Pupil 4: Not sure.



Appendix 8
Interview Questions and Responses i School H, London (Phase 2)

Pupils Profile:

Student 1 — girl aged 15
Student 2 — girl aged 15
Student 3 — girl aged 14
Student 4 — girl aged 15

1. Is your school linked to a school in another country or have you ever
communicated with someone of a similar age in another country? If so, how and
what was the purpose?

Pupil 1: Il m not sure i f our school i sa linke:
few workshops and things | ike that, where we
schools in the past and | know we went out to South Africa, some of the girls went to

South Africa to visit a school.

Pupil 4: Yeah, | don’ tanotheischkol imaudifferentocduntry, | is 1
but we have done workshops with South Africa,
another country.

Pupil 3: I don’'t think we are |inked to anot|
not, but like everyone said, we did go to South Africa.

Pupil 2: Don’t know.

2. Do you think it is a good thing for a school in the UK to be linked to a school in
another country? Yes/ No? Why?
Pupil 1: I think it’'s a really goamther hi ng f ol
school in a different country because you have different views and different ways of
living. It opens you up, especially in London where everyone is quite close-minded and

it kind of gives everybody that opportunity on both sides to see something different.

Pupil 3: I think it is a good idea for schools in a different country and our school to be
linked because say our school doesn’t know h¢
l'i ke they don’t know how t heyleaindifferemlyton a di f f

other people as well.

Pupil 4: 1 think it is a good idea for our school to be linked to another school in another
country because if you can see how, wait, you can like, so we can sometimes take
Education for granted here, sowecanuse t hem as an experience to

|l i ke and |Ii ke you don’t take it for granted

20C



Pupi | 2: I think it’s a good idea for a schoc«
get to know | i ke how t he grentsehodl and whatgheyayetth | ear |

know.

3. Do you think it is important for a school in the UK to be linked to a school in the
Caribbean? Yes/No? Why?

Pupi | 1: Yes, Il think it’s very important be:¢
my cousins and people out there and stuff an:¢
has their different ways of working and living and some are a lot alike and some are
very different and the Caribbean’s one that |
we |ive and the way we do our thing and so |
what we think and know and good for them as well because they kind of dream of the
UK and people here always dream of going out there for a holiday. It kind of opens it up
a bit more of what it’'s actually I|ike.
Pupil 4: I actually don’t know, l'i ke | woul di
Caribbeanwaslinked t o a school in the UK, but Il "ve ne
school there, so it would be a good idea for a school in the UK to be linked to a school in
the Caribbean.
Pupil 3: I don’'t have an answer . I weewndb dn’ t |
family in the Caribbean, they al/l Il ive in Lol
Cari bbean, | "ve been there once, but vyeah.
Pupil 2: Uhm, Yeah, I think it’s a good idea
school in the Caribbean because | talk to one of my relatives and they tell me about how
it is to be in the school and stuff and yeah.

4. Have you heard of the term Global Citizen? What does this term mean to you?

If having difficulty defining, will suggest a sense of global responsibility? Having
a global outlook? Feel part of a broader social and cultural community?

Pupil 1: |l " ve never heard of it but [ t hink
but Il " m Cari bbean, so how do | see my.sgelf as
think that's kind of what it means, but I " m |
Pupil 4: 1 have no idea what global citizen i

whole world so global citizen would be like someone from America living in London, they
could be a global citizen because they come from a different country and they are in

another country.
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Pupil 3: I think global citizen means someone who uhm lives in one country, but goes

somewhere else or has been to another country, but they were born in one country.
Pupil 2: Don’t know

5. Generally, do you think students of Caribbean heritage consider themselves to
be global citizens? (Explain answer)

Pupi | 1: Il think it depends, Il think it’”s abt¢
example, for meel fl adsomBrti tsieseh, myls see mysel f m
because |’ ve got a | ot of contact with them,
islands, but because | don’t Ilive with my da:
island, | would only say Grenada or Carricou—wher e | ' m from, but it’ s
up

Pupil 4 . Don’t know.

Pupil 3: It depends because if the pupil of the Caribbean have visited another country or
talked to, or have family in a different country, | do think they would call themselves

global citizens.
Pupil 2: Don’t know.

6. What do you think are the advantages/disadvantages of being a global citizen?

Pupil 1: I think you kind of have a better understanding. You can go other places and

they kind of accept vy deellikmanrodsiderypotatthdsame t have
time, if you go back home, with my London accent, people try to treat me like a tourist

and you kind of feeling |ike an outsider, whe
only when they realise your family name or something like that, that they kind of go okay

and | think that’'s kind of a disadvantage bef¢

or as your home, it kind of hurts your ego a little bit.

Pupil 2: When you go abroad you can catch the accent, but when you come back home,

you can return to your original accent.
Pupil 4: You can learn different things.

Pupil 3: You will be able to their living style and their education, how they live and how

they get educated.

7. Do you think if a pupil of Caribbean heritage viewed themselves as a global
citizen, this could increase their aspirations and motivation?
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Pupil 1: Yes, | think it would a lot because they want to go to other places, but | think
that kind of acceptance, because they always worry about once you get to America, or
get to England and because of that they
link, where they could get a feel of being a global citizen, it would help. | think it would
kind of push them a little bit more, than just that dream or just that hope, but you kind of
have that doubt in your mind that it’s
think it kind of changes it from just a hope to some sort of reality.

Pupil 4: She said it for me.
Pupil 3: The same.

Pupil2zDon’t Kknow.

K i
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Appendix 9
Interview Questions and Responses i School J, London (Phase 2)

Pupils Profile:

Student 1 — girl aged 15
Student 2 — boy aged 15
Student 3 — girl aged 14
Student 4 — girl aged 15
Student 5 — girl aged 15
Student 6 — boy aged 15

1. Is your school linked to a school in another country or have you ever
communicated with someone of a similar age in another country? If so,
how and what was the purpose?

Pupil 4: 1 went on holiday and | met someone who was my age and we have kept

communicating with each other.

Pupi I 1: l " m no sure, but | think the tea

countries to raise money for charities.

Pupi I 6: No, I don’t think so, but my pr.i
France.

Pupil 3: No , Il don’t think our school i's |linke
Pupi I 2: No, |l don’t think our school i s
school.

Pupi | 5: I don’t know.

2. Do you think it is a good thing for a school in the UK to be linked to a
school in another country? Yes/ No? Why?

Pupi I 1: Yes, I

think it’s a good
attend poor school t

i t h
s, where hey don’

ing b
t hav

Pupil 3: Yes, you can link and see how other schools are and how other students
learn.
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Pupil5:Yes, s 0 we can | earn about each other’ s

Pupil 4: Yes, because we can support each other and learn new things about
each other. We can learn about how they live and what they like to do.

Pupil 6: Yes, we can share information about our lives.

Pupil 2: Yes, we have a lot of resources, so it would be good to share some of
the resources that we have. We can also discuss how our lives are different or
the same.

3. Do you think it is important for a school in the UK to be linked to a school
in the Caribbean? Yes/No? Why?

Pupil 2: Yes, because it creates a more diverse community within school and

you can learn about other cultures.

Pupi I 1: |l think it’s important for a sch
Caribbean because the teachers can share teaching technigues, they can see

how our school i's and provide equi pment t
improve.

Pupil 3: Yes, because the other school would be able to learn other ways of

teaching to improve their school.

Pupil 4: Yes, because some schools in the Caribbean need to have more
support from the other schools in anything from tips on teaching to learning of

different curriculum.

Pupil 5: It gives a larger diverse of cultures. A Caribbean school being linked to a
UK school would open up opportunities for us and for them economically and

socially.

Pupil 6: Yes, to help the education welfare and to get an understanding of how

people in the Caribbean learn.

4. Have you heard of the term Global Citizen? What does this term mean to
you?

Pup i | 1: Il think it’s someone who travels

places to live, work and compare their experience of cultural differences.
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Pupi I 2. I haven’t heard of Global <citize
different places to find information about different people and different things.

They would be able to fit into another society, knowing their rules.

Pupil 5: A global citizen means being a citizen of the global community. To be
identified as part rtoffamavenmeatt i on. | t’'s bein

Pupi I 4 : I don’t know.
Pupil 3: Someone that travels around the world helping other people.
Pupil 6: Being part of a broader social and cultural community.

5. Generally, do you think students of Caribbean heritage consider
themselves to be global citizens? (Explain answer)

Pupil 1: Yes, there is a lot of poverty in the Caribbean, so pupils are concerned
about the way they live.

Pupil 5: Yes, because they are very proud of their heritage, although they have
been mixed with other cultures.

Pupil 3: Yes, many students have the potential, but they lack the opportunities to
make a better life. They want to be able to travel and get good jobs, so they want
to be global citizens.

Pupil 2: 1 think they would because they have same laws that are the same or
similar to other countries.

Pupi I 4 : I don’t know.

Pupil 6: No, due to discomfort, discrimination and generally not feeling homely.

6. What do you think are the advantages/disadvantages of being a global
citizen?

Pupil 1: A global citizen would travel around the world, learning new experiences

and meeting new people.
Pupil 4: A global citizen will have new experiences because they go and see how

other people live. They can learn so much about other people and are more

aware of situations going on in another country.
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Pupil 3: You can get to see the world and learn new things and have new
experiences. It can broaden your horizons, because you can see how people do

things differently or the same and it can

Pupil 6: you have different perspectives of how things are in other countries.

7. Do you think if a pupil of Caribbean heritage viewed themselves as a
global citizen, this could increase their aspirations and motivation?

Pupil 3: In my opinion, yes, because they could see how we live compared to
them and this may inspire them to be like us. They would keep pushing and

aspiring to live the way we do and improve the way they and their family live.

Pupil 1: Yes, pupils in the Caribbean have more home training, rather than

education and ambition, so we could encourage them to think about their future.

Pupi l 2: Personally, I don’t think they w
but if they did, it would increase their aspirations and give them more motivation.

Pupil 4: Yes, we could inspire them to make a change with the way how they

live.

Pupil 6: Yes, this can mean a lot. As they are not feeling a part of the community,

this may help them to fit in and be like other people.

Pupil 5: Yes, because when you identify yourself as a global citizen, you will

want people to take notice and you can only do that by shining bright.



Appendix 10

Interview questions and Responses from Senior Officer A, Tobago

1. How long have schools in Trinidad and Tobago been linked with schools in

the UK?
It was sometime after 2008 or somewhere about there, we had an involvement
wi t h, [ don’'t remember the names now, but

were asked to do a twin-up with them and at that time, | was Principal at Buccoo
Government Primary and | know there were at least 8 or 10 schools in that initial
period, when we were twinned-up. Uhm, | think it was Haringey. Well first the
Headteachers from Haringey they came around 2008/09 and we would have
returned the visit the following year

2. Why did the schools in Trinidad and Tobago decide to become involved?
There was someone, Il think it’s Bovani, Db
and indicated to us that this programme was available and we would have been
able to link up with schools in London, to have mutual learning, mutual
understanding and mutual benefits to the institutions in twinning up. We explored
the possibilities, we looked at what they were and eventually we twinned up.

3. What do you think were the benefits of the schools in Tobago becoming
involved?
One of the thing is that err, this global thing is that students from both UK and
Tobago recognise there were things that were happening that would have
impacted on everybody all over the world, even though we were in different
places. Another thing that was good was that whereas before the linkage,
students would hear about other students, but those were just names or you
know, but when they were able to interact using questionnaires, they sent
guestionnaires to each other and when we would have done conferencing and
then you would have names and people and voices, then we had pictures of the
people, so then they recognised these are in fact real people and they began to
talk about experiences. So that now, they recognised its one world and with the
technology, we were able to get closer as it were and therefore what we were
doing as things that were meaningful. That everybody recognised that we are
one human race.

4. Do you think the Global School Partnerships/Connecting Classrooms
programmes between schools in Tobago/ UK have supported pupils to
develop a global outlook?

I can remember the project we did, it was a project based on the environment —
water and sustainability and it was really, really, very exciting because after the
discussions, | remember students were able to recognise the importance of the
wetlands to their sustenance first, to their future, to their present and the linkage
to the past and then they were able to look at other schools, with their projects,
because | remember in Haringey they were doing crops and gardening on the
rooftop and they recognise this whole thing about sustainability, not just of life
form, but of employment, of heritage, of things like those were what the world is
all about, what people is all about. The global linkages showed you that even
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though people are in far-away places, we all still have something which is
common to all of us.

What does the term Global Citizenship mean to you?

In these times, global citizenship is easier to define, in that anything that

happens anywhere can be immediately reported on and known. You can receive
information, you can send it. Anything that happens anywhere affects everybody.

If you take for example, Ebola is in Africa, but everybody, everywhere has got to

be so careful. If you look at the Middle East, the uprising, all of those are
impactngonevery single one of us because in 2
can move from all the way down in Australia and come straight across, the world

now is a small world. Anything that happens anywhere is known everywhere and

i mpacts everybpaeg. 1t s a small

Global citizenship has allowed people to start to see what is out there; their eyes
have been opened to what is there, you are able to go and see what is there. So
all those students who had the opportunity to touch base with the rest of the
world, in that kind of personal way, they were introduced and for many of them
the introduction would have lasted, as they continued to move forward.

Do you think links between Tobago/UK schools have increased a sense of

global citizenship amongst pupils and do you think they can relate to this

concept?

For many of the schools, when we linked it up, because it was hands on,

because it was face-to-face, well involved contact, we were sharing, learning

and interacting. You were doing those things that forced you to actively

participate and because it was like it was more than talking about something,

you were involving your whole being, all your senses and you were sharing

personal experiences, you were sharing your feelings, your beliefs and you were
understandingot her peopl e’ s cultures. You than h
and similarities in people, this made it come home to you that these are people

too and we are all people and because of that it was, it brought the classroom, it

brought other peopleintoyour s pace and put you into oth
you were always sharing space, so therefore you became closer.

How would you say this has been demonstrated?

Well, what was even nicer, well | remember when the Duke of Edinburgh came,
we were selected (Buccoo Government Primary) to present him and we had the
opportunity to share with the Duke of Edinburgh and not even that our sister
school in Haringey had been linked to what we were doing, via audio and video,
so they would see us as we were talking and interacting with the Duke of
Edinburgh. It was fantastic, really, really fantastic.

To what extent could a sense of Global citizenship benefit pupils of
Caribbean heritage?

For pupils of Caribbean heritage, when |
fact that you were able to see pupils of Caribbean heritage in a new setting, you
saw some of who you wer e, you saw some of

you then began to understand maybe some of the things that transcend just
place and the questions they were asking too, allowed you to recognise that
somehow people wondered from where am | from, that linkage between where |
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was, where my parents were and where | am and in all of that, the whole of the
diaspora kind of perspective, you still have where you are still able to find

yourself in all of this melee, so0o you're
melting pot and | think for Caribbean students, it gave you a different kind of

anchorage. Somehow the students in Tobago and the Caribbean, they are

anchored in what they know. In schools in London, where they have so many

cultures, in a school where there are 32 different languages and a variety of

di fferent things and so in all of that, vy
similarities,tofinds omebody who can tell you maybe w
been or someone who says ‘this is who we
wonder if you Il ook at this from us, i's it
compare, it offers a differentrealm,anew r eal i tvy. I think once

once your mind has been stirred to be inquisitive, then the skies the limit. | think
things like this have been vessels for opening up the mind for young people. |
appreciated what the Global School partnerships programme did for our schools.

Further comments

When we first starting, we were a little bit sceptical at first, but by the time we got

there and we saw and shared, because we were all in the same business and

doing the same thing, but in different parts of the world, that was it. Just as

they’'ve got something to share, we’'ve got
something to bring to the table and it was really nice in the way we shared as

true professionals, who are working with our craft, we shared curriculum, we

shared experiences, we shared culture, we just shared and therefore, at the end

of it, we felt it was a worthwhile experience and we wished many more people

could have shared in it and hope this can still happen.

Students of Caribbean heritage do not yet see themselves as global citizens.
You see sometimes, we first have to move the veil, so people can see. It
depends on whose there and whose moving.

be aware that there' s a view bethewid t here
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Appendix 11

Interview Questions and Responses from Senior Officer B, Tobago

1. How long have schools in Trinidad and Tobago been linked with schools in
the UK?
It could have been about 7-8 years ago that schools in Tobago started
partnering with schools in the UK under the Global Schools partnerships
programme.

2. Why did the schools in Trinidad and Tobago decide to become involved?
Well, we were approached by the British Council. Well, we always have a good
relationship with the British Council and the British Embassy and they came and
had discussions with us, looking for creating linkages with schools in the
Caribbean and more so with schools in Trinidad and Tobago and as a country
that was part of the British monarchy, we saw it as an opportunity to reconnect
with our partners in Britain. | think through that, we grabbed on to the opportunity
to partner with schools. If you remember too, our traditional Education system
was built from the British model uest i | roe
but we still looking at how close we are to the model of when we were a colony.

3. Do you think the Global School Partnerships/Connecting Classrooms
programmes between schools in Tobago/ UK have supported pupils to
develop a global outlook?
Of course they have because we' ve had teacher
cl assrooms. I n Tobago in particular, whil
know many schools were fortunate enough to connect with teachers who came
into the classrooms and students were then able to see/ hear a different voice,
see teaching done sometimes in a different way and | think that was beneficial.
We' r e creating children for, we're educal
just for Trinidad and Tobago.maKke théesd i nk [
connections as often as they could.

4. 1s developing a global outlook an i mporta
of course and while we have a Trinidad e
important as | said before, to prepare students for the global village. They are
connected globally through the technology. We have schools now that are
connected with virtual classrooms. They are now in partnerships with schools in
different parts of the world, so we see this as important. The world is very small
now, not like it was in my time and what happens in one part of the world affects

the other part. Look what's happening now
with Britain and people involved in terr
here knowabout it because we’'ve heard too ther

are now part of Isis. So, we think that there must be that global connection. We
see the connection through sports, we have people sportsmen from Tobago

who’' ve pl ayed f ooisdnadomes tobind, who playatddaotkad
in Britain. We see cricket as a game that connects the world and we could go on
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and on, in terms of Sports and Culture as well, we see Calypso, Soca, steel-
band is being sold to the rest of the world, coming out of a small space called
Trinidad and Tobago, so that connection is important and in addition to that in a
world where we do not produce everything that we want and there are imports,
so we depend on the rest of the world, so students must be connected in some
form and fashion to understand what’

5. What does the term Global Citizenship mean to you?
Oh, | consider myself a global citizen. It means we are part of one place, not
necessarily in terms of the space you occupy, but in terms of the world, the
globe. The globe is one globe and we have to see ourselves as even though we
are different in terms of our racial composition, in terms of our religious beliefs,
but we share that space that God has prepared for us here. | see it is important,

hap

important too, especially in Education bec

more and more students coming to us from different places, from different parts
of the globe and entering our school system here with tourism and some of them
becoming residents, they get residential status, so we have to understand their
cultures, we have to understand their backgrounds and understand how to teach
t hem, so this gl obal citizenshinp I

Principal i n Cast aheacountry, hbat tthatdittlewkage cadiea t

Castara was a growing tourist spot and we had people from lItaly, from Germany
all coming into that school, even before it was happening in other parts of
Tobago, so we see we have already opened our space to the rest of the world.
Right, because of tourism and iit’'s i
connection and so | see myself as a global citizen, | can go to any part of the
wor |l d, I go to Canada, I go t o, we |
different parts of the Caribbean as well, so | see we all belong to one space.

6. Do you think links between Tobago/UK schools have increased a sense of
global citizenship amongst pupils and do you think they can relate to this
concept?

Wel | | w e

v ethoroogh evaluatiore on #éhe effects of that partnership. |

t hin
i n

mport

onl

mean it’s something that we really need t

how students feel, so | woul dn’ t say

teachers. | think teachers were happy because they were happy to connect with
teachers in other parts of the world, but in terms of benefits to students and how

t ha

they saw it, I cannot really say because
we should |l ook at. Andlwhaih& theysdoobeéec

Il i ke when | was growing up, t here’s
or three. Children are on the computers all the time and they are connecting
through different social media, so moving from the technology to seeing it live,
Yes, [ t hink t hey woul d have. I " ve
television and most of the movies, the films we see are either coming out of
Europe or out of the US, they are building a connection, even in terms of how
some students speak, we see language is being developed in a different way.
Students developing the jargon and even the intonations, the way how people
speak, even the young ones looking at Sesame Street and programmes from
other parts of the world, we see them developing speech and the actions.

7. How would you say this has been demonstrated?
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Ok, yes and we've talked about | ack

short on in terms of how we evaluate programmes, so that programme came to
an end and | endhmugh its stapped, hthink wecan still go back and
do some evaluation as to the success of the programme. And | think it was
because we saw eh, there was an eagerness on the part of schools, who were
not involved to want to go, you understand and at one time we were thinking we
would fund it, because speaking with the teachers of the other schools, they had
lost out on an opportunity, so we have to find a way maybe to have schools who
weren’t fortunate to benefit at that

8. To what extent could a sense of Global citizenship benefit pupils of
Caribbean heritage?

Tremendousl| vy, I mean we, even now as
them to encourage students to not learn for just this space in which they live, but
leainfor the rest of the world. We’'re 't

citizen because of our space, it will be difficult for us to find jobs for every child
we educate and we see where students are leaving here and going to other
parts of the world and finding jobs and finding spouses and relocating, migrating
o wherever, so we should prepare our students for that, you understand. | was

speaking to a parent, this week, wh o

of ev

t i me

we ' r

el I ir

C a me

your daughter?” Sihe ertrolhddmdelear tdad@apan :

she lived and worked. So, if that child had only been prepared for this space
called Tobago, how would she have
mentioned football and cricket, we have sports where people are going wherever

benef

to find a place, so it’s important we exp

is, especially now. | interacted with a university about a month ago, who want to
help us with programmes, so we see that through the technology we can be
any where and connect with any part of
not difficult to do to have students and | mentioned earlier about schools
connecting through the web with other schools, partnering and students
communicating and writing letters and that was part of that programme too,

t he

actually writing |ike pen friends and cr

important. | think the students benefitted from it and | think they understand it as
wel | . You know | ong té&ghoojogywie esed to taeerpen
pals and now its texting, emails and

wasn
it’' s

connection is there and students are .... . ( nhot cl e aMalbg asayoud i b | e

move to different parts of the island, there may be different views based on

parents ability to help them make the rig
depend on the teachers to do everything,
ability of the parents are | imited and t

these connections, it may not happen, but as you come closer down to the
centre of where the economy is and where parents live and work, parents are
more aware in seeing that students are connected. Some schools have
connections where students are encouraged to write and write properly in
English, not like texting or emails. A few primary schools have been doing that.

Additional question i Some students may feel comfortable living on a small
beauti f ul i sland | i ke Tobago, s ochikdnenpindo
Tobago to think Global?



As | said before, schools have to play an integral role. We have to have children

think outside the box, outside of Tobago. There are opportunities out there for

education. There are only certain things we can do in Trinidad and Tobago, for

example medicine, we do medicine at St Augustine, but some students have to

go to Grenada to do medicine and depending on your specialization, you may

have to go further afield, SO even as yol
Education, they must know that not everything they will get here and some

things they will have to go abroad for. So we always encourage students at
secondary level when thinking about their degree, to broaden their horizon, their
perspective and go and see what other universities have to offer. That is
happeni ng, but with the introduction of
confined to the Caribbean through GATE,
abroad. GATE is free here, so you can go to any university in the Caribbean and

get GATE, but if something is offered here, you may not get the funding to do it
somewhere el se, so there’s a | imitation
abroad to study. A parent told méondoer son
studying to be a pilot. It depends on what they want to do, so when they get to

form three and they start selecting their subjects, guidance counsellors must

work with them to look at options, what is available here, what do you have to go

abroad to get. | think we have to do more.

What we are seeing now is people have gone away, abroad, worked, studied
and they are now coming back to give back. They may spend the greater part of
their years away, SO you see out afterche t he

time, they have saved and come back.

214



