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Welcome to this Spring issue of Perspectives!

With a little over two years under our belts since the COVID pandemic began, we are beginning to see a return to a 
pre-pandemic world. Many industries are resuming full operations, and international travel is slowly returning to 
its pre-pandemic levels. We encourage all who are able to attend the Minneapolis conference in person.

However, moving to a post-pandemic world is not a return to normalcy. This pandemic’s economic, educational, 
and social ramifications will likely continue for a generation. As inflation seizes Western markets amid continued 
supply chain breakdowns, the classroom is one of the first places where the budget pinch is felt.

Many of our pieces reflect this theme of how our work has been recontextualized. We also include pieces on human 
and animal crises in Cuba, cultural approaches to education, and decolonization. We include updates from the CIES 
President, CER News, WCCES, and the OED. We also have SIG and standing committee updates. Finally, Supriya 
Bailey provides us with an overview of the CIES conference next month.

As we were compiling this issue, Russian troops launched their assault into Ukraine; as of this writing they are 
bombing Kyiv. In his seminal book, The Lexus and the Olive Tree, Thomas L Friedman famously joked that “two 
countries with McDonald’s” would never go to war with each other, operating under the theory that countries 
with a highly developed middle class would lose the desire for war with each other and focus their efforts on less 
developed countries. It was just another iteration of the old “capitalist peace” concept, and the events of the last 
month prove that it was a false one. As economic sanctions isolate Russia, we are seeing that there is no amount 
of economic integration that cannot be undone. After a long cascade of world-shattering events, it is tempting to 
shut ourselves off from the news, from negativity. Consider instead what gets society through these series of major 
historical events. We need you to get involved; politically, actively, and professionally. Now, the world needs your 
insight and efforts more than ever.

Letter from the Editors
tavis d. jules AND MATTHEW A. WITENSTEIN, EDITORS  

tavis d. jules  
Editor

Richard Arnold 
Editorial Assistant

Matthew A. Witenstein 
Editor
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As I write this, we are in the middle 

of the crisis in Ukraine and in the 

third year of the global COVID-19 

pandemic. Climate change seems to 

be undeterred, while some political and 

economic agendas seem to win out over 

concerns for humanity. As we know, 

education is implicated in all of these 

global dynamics. As they are layered 

and intersecting, our work becomes 

even more complex. “Illuminating the 

Power of Idea/lism the timely theme 

for CIES 2022, calls for a deeper and 

more nuanced understanding of many 

of these issues. 

2021-2022 has been a busy year for 

your CIES Board and the OED. This 

year, changes were made in our investment policies to 

prioritize carbon free investments. We have worked on the 

contract renewal with OED. We have made improvements 

(behind the scenes) to some processes that serve society 

more efficiently and effectively, and the 2022 annual 

meeting is moving beyond virtual-only to an onsight 

conference with virtual options. 

CIES’s investments are now carbon reserve-free. While 

CIES has long been committed to socially responsible 

and environmentally sustainable investing and has long 

used investment funds that achieve these ends, the CIES 

Board voted on a new investment policy, recommended 

by the Finance and Investment Committee (FIC), that 

strengthens the Society’s commitment to ensure that the 

our investments are carbon reserve-free.  

The situation in the Ukraine is affecting some of our 

members, many of our colleagues, and is impacting 

education. CIES has posted a statement in solidarity with 

the people of Ukraine, spearheaded by the Social and Policy 

Engagement Committee. 

Early planning is underway for a Board retreat in spring 

2022 to review a number of issues and to prioritize our 

agenda for the next 2-3 years. Issues to be considered 

include improving the various websites and their abilities 

to interface with each other, conference priorities moving 

forward (sites and hotel contracts beyond 

2024, etc.), equity and access (e.g., funding 

priorities, a DEI audit), among other concerns. 

A retreat enables deeper conversations; 

without one, it is difficult to be strategic in 

addressing concerns. 

The 2022 conference is approaching quickly, 

with our first on-site and virtual meeting. This 

comes with an increased need to consider 

ways to increase access and equity for those 

without the funding from their institutions 

or other sources. As universities and 

organizations cut back travel reimbursements, 

and as many people lack institutional 

support, the challenge of how to financially 

support a dynamic conference is a challenge. 

Addressing these challenges is a high priority, 

although we will need better long-term solutions.

We allocated almost $18,000 for reduced registration, travel 

stipends, and childcare subsidies for CIES 2022 for those 

experiencing financial hardship. We were able to help 

all CIES members who requested assistance. In addition, 

the International Travel Award (ITA) was opened up this 

year after two years on hiatus due to meeting virtually. 

The endowment for the International Travel Award (ITA) 

has grown due to these two years without travel to the 

conferences, so we are awarding $1,000 to seven colleagues 

from the Global South for their distinguished service in our 

field. They will receive the awards in Minneapolis. (The ITA 

is funded by a generous grant provided more than a decade 

ago by the Open Society Foundation.) 

We will continue to face challenges to accommodate 

members and potential members who wish to participate 

in CIES and the conference in future years. In recent 

years, numerous national economies have suffered and     

continue to struggle, and many people have lost income 

during the pandemic and these volatile times. CIES has 

grown in the past decade to a size requiring more funds to 

function, yet we have managed to do so without increasing 

membership fees or conference registration rates. CIES has 

long committed to keeping membership fees low, and for 

the past several years, the basic registration fees have not 

increased (despite increased expenses). CIES membership 

perspectives

Letter from the President
KAREN MONKMAN, PRESIDENT, CIES (2021-2022)

Karen Monkman

CONTINUED ON NEXT PAGE

https://cies2022.org/
https://www.cies.us/page/StatementinSolidaritywiththePeopleofUkraine


SPRING 2022 4

perspectives

is among the least expensive of professional/academic 

organizations, and the conference rates are also very low, 

especially for a conference of over 3,000 people from over 

125 countries. The approved 2022 budget has been scoured to 

reduce costs, yet, we still have a deficit (so we hope that CIES 

2022 will be highly successful!). Just as our individual and 

family expenses have increased during this era (increased 

food costs, housing, etc.), costs to organize a conference and 

run the Society have also increased. We have worked hard to 

minimize these (and have cut over $150k from the proposed 

budget), while still maintaining the ability to function in 

ways that support our professional work. That said, we are 

dependent on membership fees to run the Society, and 

conference registrations to make conferences possible.

In looking forward, we will likely be revisiting our hotel 

contracts (which expire in 2024) by carefully weighing options 

for how to structure future conferences, and consideration of 

conference venues and affordable room rates, vs. forgoing 

year-to-year hotel contracts. We have hotel contracts 

because they greatly reduce the cost of using the hotel space 

for sessions, and of room rates for attendees ($169 vs. $209 

in Minneapolis, for example; the more people who stay in 

the hotel using the conference discounted rate the less our 

room costs are for meeting rooms). We are too large to meet 

in university spaces as we used to, so we will need to think 

creatively in thefuture. We realize that  some members prefer 

virtual engagement, while others value  meeting in person. 

Creative options will undoubtedly be part of  our future.

As we come to the end of our 2021-2022 year in CIES, I want 

to thank many who have made the year successful .  First and 

foremost, CIESmembers who are the core of our  Society. As 

a society that relies on the volunteer service of many, CIES 

would not be what it is without your involvement. The Board 

and Executive Committee have been responsive in  meeting 

with short notice at times, and coming to meetings prepared 

and with creative ideas – it has been a pleasure to work with 

you during 2021-2022. Iveta Silova, Kristen Molyneaux, Tavis 

Jules, and Francine Menashy are moving off the Board this 

year – thank you for your committed service. We know you will 

remain involved in other important ways. Despite challenges 

in allocating budgets, the various committees have worked 

tirelessly this year, despite challenges in allocating budgets – 

thank you chairs and committee members. Thank you also, to 

the many SIG officers and members, who create an important 

base for engaging in CIES and the field.

Supriya Baily and her conference team have done a stellar job 

in planning CIES 2022 while navigating these unpredictable 

times. They have created a dynamic conference schedule 

with all the usual types of sessions, along with a community 

celebration, keynote and provocation sessions, a plenary, 

and a visit to the Minneapolis Institute of Art. Do not forget 

to attend the Awards Ceremony (Wednesday morning) and 

the State of Society meeting (Thursday morning). (The State 

of Society meeting is where the Society’s business is shared 

and discussed. It is open to all members.)

MaestroMeetings’ support for the conference has been 

unwavering. Their abilities surpass what we used to do as CIES 

volunteers with all the various on-line systems. The work of 

conference organizing has become quite complicated. We 

value their work to support our being able to meet. 

The OED has also been integrally involved in the conference 

process also, in addition to administratively running the 

Society. Through Najeeb Shafiq’s leadership, CIES has a 

reliable and responsive team at the University of Pittsburgh, 

and excellent working relationships with MaestroMeetings 

and others. We appreciate your commitment, support, and 

ongoing leadership.

Being able to meet in person this year, and to also engage 

virtually, is sure to enhance our interactions, renew our valued 

relationships with colleagues, and position us as a strong 

and vibrant Society, able to build on our strengths, especially 

the collegial relations that connect educators, researchers, 

practitioners, policymakers, and students. We look forward to 

your engagement in CIES-2022, and to being involved with 

CIES in 2022 and beyond!

Karen Monkman (KMONKMAN@depaul.edu)  

CIES President 

Professor Emerita, DePaul University 

CONTINUED FROM PREVIOUS PAGE
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In this piece, we, a small group of 

education scholars brought together 

by NORRAG, an international network 

of academics, policymakers, and 

practitioners working in international 

cooperation and education, many from the global South, reflect 

on our place and role in the discussion on development unfolding 

in several parts of the world, and how we might take it forward 

in generative ways. We will use the word generative repeatedly 

anduse it here not simply to denote the process of reproduction 

but to emphasize the act of sustaining life and the capacity to 

respond to its needs in respectful and thoughtful ways. Firstly, 

we come to this moment with a sense of deep concern about 

the state  of our planet and its many challenges. Our principal 

concern, is with the inequalities and injustices that characterize 

our lives as people and the discord that marks our relationship 

with each other and with our larger natural world. Secondly, we 

come to it with the deliberate intention of stimulating discussion, 

debate, and, most critically, dialogue. In seeking to stimulate 

the discussion, we are conscious of the knowledges we at our 

disposal, their endowments and their failings, of what they help 

us to see, and what they obscure. Our purpose, in the clamour 

and intensity of the arguments surrounding the discussion 

of education and development, is to clarify what we, from 

our positions of privilege, could contribute to that immensely 

important work activists, fellow-scholars and committed groups 

and individuals, everywhere in the world, are making towards 

imagining and making alternative and sustainable ecologies for 

ourselves.

We proceed in this contribution in a few steps: we begin 

with a deconstruction of our own positionalities, our loci of 

enunciation so-to-speak, and, hopefully, situate ourselves 

in relation to our larger environment. We then talk to the big 

question bringing us together – the ideas, states and futures 

of ‘development.’ We bring the contribution to a close in 

asking how, as scholars, we might be helpful. We open the 

question of setting an agenda for ourselves while mindful of 

our positionalities and the presumptions which accompany 

our passages across and through the pathways of our pasts, 

presents and futures. We do not claim to have definitive 

questions or answers. Nevertheless we want to mark ourselves 

as being present in the difficulties our world is facing. 

Positionality, voice and responsibility

We come from different parts of the globe and have very 

different intellectual trajectories. Many of us are from the 

political south, an orientational idea we explain below. We 

come from contexts outside the metropoles of the political 

north and have in our personal and academic biographies, in 

different amplitudes and registers, experiences of economic, 

political, social, cultural, and psychological disadvantage., 

Some of us, even in our ‘Southern’ experiences, have the 

privilege of social and economic advantage. Academically, 

some of us have been formed in mainstream disciplines such 

as psychology, sociology, and economics. Others have early 

foundations in general teacher education. We have worked 

in a number of different places and capacities. From these 

diverse beginnings, it is important to say at the outset, all of 

us have become senior members of the academy. We carry, 

in these terms, relative class privilege. Our social histories, 

however, are complex. We seek, with respect to these orders 

of difference, to be respectful of how people wish to identify. 

Some of us identify with normative understandings of how 

our biologies are constituted in gendered, racialized and 

sexualized, and other terms. Our senses of national solidarity 

differ withsome identifying strongly with the idea of ‘our 

home.’ Some of us love the countries with which we are 

formally associated whileothers do not. Our geographies, we 

acknowledge, find us living in spaces supported by reasonable 

infrastructures. These identities, in their intersectionalities, 

are complex, both in our performance of them and in our 

interlocutory relationships with the structures that produce, 

enable and police them. Some of us feel the consistent sense of 

being othered, of not belonging, of being tolerated. Some of us 

struggle with dominance’s presumptions, of its assignations 

of who we are, what it entitles and prohibits, what it prescribes 

for us with respect to our aspirations, desires, obligations and 

responsibilities. We bear, as a result, on the one hand, feelings 

of guilt and shame, and, on the other, resentment and anger.

Crain Soudien

Thinking About Development 
in a Time of New Possibility
By Crain Soudien 

CONTINUED ON NEXT PAGE
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We bring these intersectionalities – in their widest complexity 

– to our membership of the global academy. They qualify our 

place inside of it. However, we begin this contribution deeply  

conscious and aware of our privilege inside of it.

Towards understanding our place and role inside the global 

academy, it is necessary that we explain how it works. It is a 

place that sits poised ambivalently in relation to structures of  

power. It is both within and outside of them. It brings to global 

power the ideological mechanisms through which much of 

its reproductive capacity is mediated. Its enabling function is 

essentially that of legitimation. It validates normative order 

through ‘disciplines,’ what we call the ‘hard’ and ‘soft’ sciences. 

Their explanations bring with them the weight of ‘evidence.’ 

These explanations are disseminated formally and informally. 

The university also presents itself to power as its first source 

of innovation. Power’s demands for growth, expansion, and 

embeddedness offer the knowledge of how systems of control 

and ‘development’ work can be improved and implemented.

Steered as the university is towards fulfilling the functions of 

legitimation and its maintenance, it remains, , an institution 

of ambivalence. It is the one institution in our current global 

order that is structurally capacitated to deal with contradiction. 

From its earlier, largely-but never entirely reproductive spirit, 

religious in the main, it evolved to the point in the middle 

of the 19th century where it was able to declare itself as a 

space of hospitality for people ‘from all quarters bearing 

knowledge from all quarters.’ It opened itself to possibilities of 

abnegation and rebirth - continual renewal. We identify with 

this understanding of itself. 

In identifying with the idea of the university, we acknowledge 

our privilege, our ability to participate in the multiple circuits 

of power that control and determine the lives of people, 

CONTINUED FROM PREVIOUS PAGE

CONTINUED ON NEXT PAGE
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the state of the physical and organic world. Even when we 

choose not to see ourselves in this political light, we are 

cognizant of being able to participate in the globalized 

economy on privileged terms. We speak and write English 

with confidence, have easy access to intellectual affordances 

not available to most of the world’s people, we travel widely, 

see and experience the lived textures of our multiple different 

contexts. We live with relative comfort.

But we desire, even within our lifetimes, to see an end to 

dominance, or at least a mitigation of its worst excesses. This 

desire,, does not give us an unqualified entitlement to speak 

on behalf of others. We acknowledge how membership in 

the academy has facilitated the conceit of ‘trusteeship’ – the 

idea that our education, coupled with elements of our social 

identities, gives us the right to ‘know’ the situation of the ‘other’ 

and so to tell him/her/them what is in their best interests, what 

they should aspire towards, how they should manage their 

lives and what decisions they should make. We are conscious, 

as members of the international education community, how 

‘aid’ and ‘advice’, framed by these dynamics of ‘self’ and ‘other’ 

work problematically in setting communities and nations on 

inimical courses to their best interests.

In terms of these dynamics, we recognize how our university 

membership has come to be used for reproducing power. 

Nevertheless, we also recognize how it can be used to stimulate 

opportunities for thinking in new and generative ways. We 

have, in this ambivalence, the power to choose: to be either 

on the side of our institutions’ reproductive inclinations or 

the capacities they have within themselves to encourage 

deliberation, critique, and imagination. We choose the latter. 

It is this commitment to thinking, acting, and dreaming 

in expanded human ways which bring us to the wish to 

make this contribution. Our wish carries with it challenging 

responsibilities. We seek in this contribution to resisting the 

enticements which come with our institutional positionalities 

- of untroubled certainty and unquestioning authority. We 

seek, however, not to be naïve. Our positionalities do not allow 

the abrogation of taking responsibility or the simple abolition 

of power. And so, we seek to exercise our responsibility with 

care and to work with the power which accompanies us with 

self-awareness and attentiveness to our contexts – to the 

multiple ways in which we exclude, humiliate and harm, both 

in our pasts and in what we currently do. We seek to be in 

solidarity with suffering wherever it arises, to learn from it 

and to ask how we might be helpful. To certainty we bring, 
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firstly, acknowledgement that our ‘science’ is not total. It is 

not capable of explaining everything. It has moreover, in its 

totalising hubris, caused great harm. To postures of absolute 

authority, we seek life approaches which insistently nurture 

possibilities of respect and humility. Our authority must come 

from our commitment to the collective good. Of course, we 

cannot in absolute terms define what this collective good is in 

terms of the freedoms, entitlements, and responsibilities we 

all should have. But we should be striving, constantly, to clarify 

these questions for ourselves. Our power must not come from 

our privileged histories but from our commitment to the 

demand for clarifying and practising the ways in which our 

world can become a better place. We come then to processes 

of ‘othering’, amongst ourselves and in relation to the ecology 

we share with the rest of life, with the simple desire to find 

generative ways in which we might work for the well-being 

of the whole of our shared world. 

How do we speak into this complexity now, into new 

possibilities in deeply educational ways? Can we organise our 

thinking around ‘what if…’ or ‘what would it look like if…’?

The trouble with the ‘development’ question

Our conceptual point of departure is that dominant 

conceptions of development have been premised, even 

in what we have come to think of as ‘radical’ forms, on 

problematic ontological and epistemological understandings 

of who we are as human beings and what we should be aspiring 

to. Two distinct realities stare us in the face: while the well-

being of large proportions of humanity has improved, we are 

now, amongst ourselves, riven with unacceptable disparity, 

inequality, and discrimination. We see the rise of inequality, 

poverty, precarity, and social exclusion throughout the world, 

resulting in integrated constellations of disenfranchised 

populations across geographies. The world, conceptually, can 

be seen orientationally as ‘the North,’ ‘the West,’ ‘the South,’ and 

‘the East.’ In these are embedded political, socio-economic, 

and psycho-social realities most effectively summed up in 

notions of superiority and inferiority. They hide, however, 

internal contradictions which have been captured in 

theorizations of ‘economic Souths in the geographic North 

and Norths in the geographic South.’ (Mahler 2017: 1).  In 

addition to this, our planet is counting down to the point, now 

only decades away, where global warming will unleash upon 

the earth unmanageable devastation. 

What are dominant development’s problematic conceptions?

There are several. Each of us contributing to this piece would 

easily choose a different issue from which we might proceed 

in our analysis of the problems. We might assemble the issues 

differently and so will emphasize and give primacy to the 

economic, the social, or the cultural and so articulate priorities 

which make sense for us. Clear, however, is that we have here 

a moment in our collective social history, and it is almost ten 

thousand years long, which is born out of a combination of 

complex economic and ideological factors. It is a moment 

that produces dominance in a very particular form.

We object, however, to the centering of Europe or the ‘West’ for 

thinking about who we are as humans and where the world 

should go in the process of ‘developing’ itself. We are against 

the idea that in the narrative of Europe, and now by extension 

‘the North,’ are to be found all the resources we as human 

beings, in our intersectional differences, need for fulfilling 

our potentials as caring, considerate, and creative human 

beings and as respectful and mindful co-custodians of the 

wonderment of our planet. We acknowledge what ‘Northern’-

oriented learning has brought for our ‘development’ as 

individuals and communities in which we live and work. We 

work with it. It is even, we need to say, indispensable for how 

we speak, think and dream. But  we refuse to cede to it the 

status of being the only, the most appropriate, the final or 

ultimate authority for facilitating our development. We want 

to be in engagement with it but not on terms of precedence 

or superiority. We seek a pathway to our development that 

will always admit other possibilities for who we have been, 

are and might become. 

Primary in engaging with centered ideas of development is 

confronting the templates of difference on which have been 

constructed the figure of our humanness or our personhood. 

Developed alongside of and in the wake of European 
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colonialism, crude elements of this template present the 

world in a typology of biological categories ‘races’ which can 

be hierarchically ordered. In this invented order sit what are 

called Negroids, trapped forever at the bottom of the story of 

human development. At its apex stand Caucasoids genetically 

destined to rule the world. In the middle meander Mongoloid 

people, constituted in suspicion. This crudity, formally 

discredited and thankfully no longer in academic use, remains 

active in creative new explanations of difference, not least 

in explanations of differences in intelligence, with people of 

African descent stigmatized as being less capable of higher 

order thinking, more susceptible to emotional outbreaks. 

Providing the standard, constantly refreshed in discourses of 

whiteness, is the construct of the pristine, perfect and pure 

white body, the form to which ‘non-white’ bodies must aspire. 

To this idealization are added the vectors of gender to produce 

a complex hierarchy of preferred identities - dispensable black 

and brown female bodies versus prized white male ones. 

More sophisticated versions of the currently dominant 

ontological template have retreated from the body and have 

settled on the ‘mind’. They enjoin the idea of subjectivity to 

preferred European/Northern ways of being or personhood: 

a rational and well-ordered mind amenable to discipline and 

cultivation. It is not available anywhere else in the human 

experience. This is our ‘Northern’ ontological inheritance. This 

is what this centredness believes our ‘development’ should take 

us towards. It is flawed in two respects. Reason or logic, firstly, 

is not by any stretch of the imagination a European virtue. 

Secondly, it does not exhaust the complex range of human 

attributes we could be cultivating. The point hardly needs 

elaboration.

A critical correlate of this ontologization is thought, 

consciousness and its organization the notion of the episteme. 

An episteme is a collective system of understanding the world, 

how it works, how it can be managed, and, significantly, 

how in its ideal form it can be imagined. It forms and orders 

thinking, interpretation and imagination. Of course, because 

human beings are complex agents, they will always disrupt, 

disobey and disfigure whatever hegemonic epistemic regime 

in which they find themselves. 

But the impulse of the episteme is to order. We now live in 

the epistemic order of European modernity – a 500-year-

old project. It is multi-facetted. It seeks to explain the ontic, 

the social, how power works, the mysteries of the cosmos, 

and how its complexity can be managed. Its subjects are 

personhood (freedom and self-autonomy), society, truth, 

justice, nature, the state, the economy, and the relationships 

that arise out of these. Relevant for our purposes, other 

inflections and interpretations of how it coheres are available, 

is its rootedness in what is described as ‘scientific rationality’ – 

the ‘West’s’ gift to modern development. Scientific rationality 

– an ‘outlook’ – is the process by which ‘objective truth’ can 

be determined. From it emanates ‘laws’ which are used to 

understand and explain all the phenomena, manifestations, 

and expressions of all of nature – including our social lives. 

Its method involves observation, hypothesizing, testing 

and the development of theory. In this inheres the ability 
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to explain cause and effect relationships. Brought to a high 

point in the middle of the 19th century, it presents itself as 

the methodology for the development process. For bringing 

us ‘progress.’ Its strengths and the benefits it has yielded are 

clearly evident. We, now well into the 21st century, are its 

undoubted beneficiaries. We are living longer. Our states of 

health have improved. More people can read and write than 

at any other time in our history.

But we wish to stand in clear resistance to its presumption that 

it does all that we would wish our knowledge repertoires to 

make possible for us. Apart from questioning its self-narrative, 

science and philosophy are not European inventions, we 

respectfully would point to: (i) its dependence on its multiple 

antecedents, not least of all the almost five-hundred year-long 

Muslim connection on the Iberian Peninsula, (ii) the multiple 

times it has been used to dismiss alternative epistemologies 

and to arrogate to itself sole authority for making sense of 

our universe, and (iii), the inequality which has come to mark 

how we live is unconscionable. With respect to the first, our 

civilizational history is one of extraordinary connectedness, 

through migration, connectedness, on the one hand, 

and, also on the other, and we are not naïve about this, on 

conflict and subjugation. With respect to the second, it has 

contributed to the erasure of capacious understandings 

of how our world works which have arisen in many other 

parts of the world. Its universalist modalities are part of an 

ontological -epistemological to project our planetary destiny 

in the model provided by the ‘North.’

This ‘Northern’ way has brought us to the precipice on which 

we now stand. In its obsessive quest to bend nature to its desire 

for ‘progress,’ ‘advancement,’ and, pointedly, ‘development,’ it 

has produced what many now call the ‘Anthropocene’ – the 

time in our planet’s history when humans have significantly 

impacted the dynamics of climate and ecosystems. The 

destruction of forests, the relentless expansion of carbon-

fuelled industry, the acidification of the oceans, reckless 

productionist policies, the proliferation of harmful materials 

for facilitating our consumptionism – all stimulated by the 

desire for economic growth, have irreversibly damaged 

our shared world. We are now facing the globe’s sixth mass 

extinction event. The warnings are that twenty to thirty 

percent of plant and animal life face the immediate risk of 

extinction. As is the case already, when the earth reaches its 

tipping point, it will be the poor of the world who will face 

climate change’s most dire consequences.

In terms of the second effect it has produced, the gap between 

the rich and the poor has grown year on year. In 2020 the 

world’s 2153 billionaires had acquired more wealth than 

4.6 billion of the world’s population put together. The 22 

most wealthy men in the world have more wealth than all 

the women of Africa. Seventy-one percent of the world’s 

population lives in political jurisdictions where inequality has 

grown. If the richest one percent of the world were to pay just 

0.5 percent more tax over the next ten years, they could fund 

117 million jobs in sectors such as caring for the elderly, the 

indigent, and the young.

This is not the ‘development’ we want. We want a world that 

has the capacity to sustain life. We want a world in which 

all of us, regardless of difference, will live with dignity and a 

sense that we will be secure. We want a world where young  

people can live, learn and dream for themselves in fulfilling 

and caring ways, beyond the immediate narcissism we now 

see everywhere, where they will grow into responsibility 

for themselves and for their wider world in generative ways 

that recognize and respect difference in all of its physical, 

figurative and mental forms, and to work with these 

differences sustainably. We want a world where we can live in 

a respectful ecological system with other life forms and with 

our wider environment.

How, then, should we proceed?

Immediate issues to raise

We have to start by decentering the Global North both as the 

final idea of who we are and should be and how we manage the 

obligation of sharing our lives with other forms of life on our 

planet in physical spaces which we care for and respect. We 

cannot assume the continuity of the house that modernity-

coloniality built. We have to think of how we rebuild it.
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Key in breaking this continuity is dismantling dominant 

conceptions of our personhoods. To our current ethno-

nationalist conceptions of who ‘our people’ are and their 

inherent inclinations to privilege and oppress some of us 

in racial, gendered, classed, spatialized and other terms we 

must deliberately seek to develop languages and theories of 

complete recognition, unconditional hospitality, unqualified 

dignity, and full opportunity. 

Key, too, is developing new knowledge-producing frameworks 

and practices. We need to find ways of bringing excluded 

epistemologies into the formal and informal circuits of our 

sense- and decision-making modalities. 

With these foci, automatically coming into view will be the 

issues of whom we will work with and how we will do so. There 

is a need to interrogate underlying assumptions about the 

key notions of ‘partnership,’ ‘cooperation,’ ‘development:’ for 

whom, towards which goals, to which ends? To patronization 

and condescension, we have to bring complete equality and 

also the value of reciprocity. 

And yet, even as we seek to promote these principles, we 

need, to constantly be attentive to the specifics of our 

different contexts. In reaching out to each other, issues to be 

borne in mind are the easy ways in which we homogenise 

our pains and privileges. Can we assume commonalities in 

and of oppression? Clearly not. And if not, how do we broach, 

each time, the charge of making solidarity? How may our 

responses be differentiated? For example, those who attend 

to the specific circumstances of disadvantage, wherever and 

however they take expression, without, either homogenizing  

suffering and imputing to this suffering, , characteristics and 

features, or, conversely, claiming for specific experiences 

of suffering priority over others. We are mindful in this 

complexity of the need for deep and ongoing understanding. 

In our Covid-19 context, we have been forced to think about 

the contextual dynamics giving character and substance to 

the disadvantage people are experiencing in different parts of 

the world. As governments are closing their national borders, 

stockpiling vaccines, and practicing vaccine nationalism, 

how do we, in opposition, demand the development of 

approaches which hold the imperatives of equity, justice and 

unconditional respect for life in full view?

Difficult too in thinking about our complexity is coming to 

terms with mortality. Covid-19 has brought its imminence to 

the forefront of our imaginations,. It heralds, if we are attentive, 

the prospect of living in a time of extinction. It asks us how 

we will engage in the task of development and all its ancillary 

activities, such as international cooperation, in the context of 

the climate, ecological, economic, and social crises? How will 

we come to pursue goals broader than the human and in ways 

that recognize the finite resources of the planet and our own 

finite futures? In this, we ask, should we be refocusing our 

work towards the project of survivability rather than thinking 

about sustainability? Is the idea of a hospice, a space of pure 

caring, that which we should be clarifying for ourselves? In a 

world that is dying, how do we learn to live and die well?

In this, we have, as issues to consider, the power relationships 

which will always be present in our dealings with one 

another. We have to think of our institutions and how they 

present themselves to themselves and to the wider world. We 

are all caught within the frameworks and practices that we 

want to displace. How do we work in the ‘colonial’ structures 

from which we speak? Is it possible to use them for good, and 

create other types of spaces? Can we uphold, reform, hack or 

hospice the institutions concerned? Rather than abolish what 

modernity has introduced, how can we, firstly, seek to enlarge, 

to frame, and bring in what modernity has left out, and 

secondly, hold it to account for what it has done wrong? We 

can start by elucidating the ways in which formal education 

has operated as an inherently exclusionary project along 

lines of social class, race, gender, citizenship? Schooling as 

an exclusionary project operates not just through the ‘Project 

of International Cooperation,’ but also within ‘colonizing’ 

powers as well in the name of ‘development’ or ‘progress’ 

in ‘colonized’ or settler-colonial countries. Thus, education 

- ‘schooling’ –  is a colonizing project. As an immediate 

task, we have the large challenge of developing principled 

and ethical approaches to power and its institutionalization 

within formal structures and informal norms that will guide 

the ‘Cooperation Project.’ 

Concepts to consider

In proceeding on this journey of developing the points of 

departure, the sign-posts and guidelines for cooperation 

and education and development, such as we, this inaugural 

cohort of senior fellows in NORRAG, are embarking upon, we 

have to problematize everything – our own positionalities, 

the place of our institutions, the terms of our ‘trade’ – our 

vocabularies, interpretive schemas, and analytic procedures 

– and the objectives we take to the development project. A 

place to start is to subject to scrutiny and begin the process 

of redefining what we say and how we say it: International,’ 

‘research,’ ‘development’ are all concepts that hold together 

many of the institutions in which we and our universities are 
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positioned. How we proceed with these concepts require that 

we pause and think again.

The decolonization moment in which we find ourselves 

provides us with one opportunity to think about the issues we 

are facing. It is by no means a single, stable and coherent point 

to which we come. There is in the concept a debate about 

what to do with the pain inflicted by modernity. There are also 

differing perspectives about subjectivity and solidarity. Where 

it will take us is also a question that is by no means clear. It is 

insistent, however, that the logocentrism of the global North 

is no longer tenable. It is insistent too about the urgency of 

recentring inquiry around the full historical, ecological and 

cosmological experience of the planet. Imperatives in this 

insistence include attending to

• the integrity of the voices of the marginalized,

•  the worth and value of all the places of the world and 

particularly the dehumanised ‘South’ as places to learn 

with and from and not for,

•  learning in modalities of generative curiosity in postures 

and approaches of openness and humility, and

•  the principles of justice, freedom and equality 

courageously everywhere and in/under all 

circumstances. 

These imperatives and the principles they carry are central 

in guiding then how we manage the task of partnering, 

cooperating and developing ourselves. They make 

the questions of who we are, how we understand our 

relationships with one another and the goals we set for 

ourselves as opportunities for ongoing consideration and 

dialogue. Through this arises the potential to reset our 

world, to interrogate our ideas of humanism (even ‘new’ 

humanism), and to place these ideas at the heart of the great 

project of education.

Developing an agenda - Not theoretical only! 

With this analysis, what are we to do? How could we begin to 

develop an agenda for ourselves? As might be expected, we 

do not have ready-to-hand solutions. In this we are not alone. 

We are struggling alongside countless others all over the globe 

who want to do something about changing the conditions 

under which we live and work. In this community of people, 

we acknowledge, is debilitating demoralisation. Dominance, 

the impetus behind it, its structural weight and ideological 

ubiquity, some feel, cannot be stopped. Catastrophe, systemic 

failure is the now no-longer avoidable reality that faces us. 

There is no other way. On the other hand, there are examples 

of extraordinary courage, thoughtfulness and action 

everywhere. Individuals, groups, communities and whole 

societies are building alternative ways of being and living. 

The stories of these struggles – of failure and success – are 

deeply instructive. They go a long way to temper our frequent 

episodes of despair and give us hope.

In thinking then about what we, NORRAG Senior Fellows, can 

do, we have decided the least we can do is keep open dialogue 

amongst ourselves. This is the minimal line of action we can 

take. We will do so through conventional channels and media, 

and also put together a short volume in which we make clear 

the positions and perspectives we hold. Nevertheless, from 

the places in the academy in which we find ourselves, we will 

robustly advance opportunities for looking at the challenges 

in generative and new ways. We do so in the spirit of hope 

and the spirit that we are all able to learn, unlearn and learn 

again. Learning is an act of humility. It acknowledges that we 

do not know everything. It forces us, in this vulnerability, to 

be looking where we habitually choose not to.

In this dialogue we begin with the explicit intention of 

exploring pathways to the alternatives that are beginning 

to emerge in different parts of the world. We begin also, 

most immediately challengingly, by confronting all our 

epistemological and ontological assumptions about 

‘connectedness’, ‘solidarity’, ‘distinctiveness’, ‘obligation’, 

‘entitlement’ – about who the ‘we’ are for whom we will 

speak and how we will speak about this ‘we’ to whom we owe 

immediate obligation. What sociological, economic, cultural 

and philosophic frameworks will we use in defining and 

describing ourselves? What moral tone and register will we 

use in talking of inclusive, tolerant and sustainable normative 

orders? In this immediate task, which we have begun, we are 

debating the concepts of reparation, recuperation, redress, 

rectification and redistribution. We spar with each other how 

these terms promote justice and the possibility of futures 

beyond the conditions of our present dominance. How they 

might return us to dominance’s classificatory and discursive 

frameworks or not. Implicitly, as we debate with each other, we 

grapple with the significatory and even determinative freight 

of our language. Can we, we ask, develop new languages, new 

signifying gestures and modalities which will, firstly, engage 

all of our imaginations, and, secondly, pierce deep into the 

veil of certainty and the telos which sits behind it? 
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As a result of this debate amongst ourselves, in invoking the 

prefix Re on the great acts of finding our humanness, we insist 

on thinking not of a return to anything, to any stasis, either that 

which now dominates us or that which dominance has sought 

to erase, but of beginning afresh. Beginning afresh is building 

on ALL that is good around us. Looking with appreciation 

and respect to that which has been forgotten or deliberately 

displaced and thoughtfully and thankfully recuperate what 

we need to. We will resolutely dismantle that which obstructs, 

impairs, and harms our world, reminding ourselves repeatedly 

why we seek to move on from the damage and hurts we have 

inflicted on each other and trying to understand better what 

reparations are appropriate. As part of this agenda, we will 

be exploring ways of entering discussions where we can, 

inserting discordant notes where they are required, playing 

with and celebrating the cacophony that exists in the world. 

To foster dialogue and looking for opportunities to provoke.

We are, simultaneously, open to and invite critique. We are 

open to thinking afresh and anew about old ideas that may no 

longer be fashionable; about new concepts and approaches 

of which we are not aware; about imaginations that lead us 

into the troubled zones of our collective inheritances – our 

discourses and practices – and which open pathways to 

new possibilities. For all of us on this planet. For all that we 

have inherited and need to sustain and protect. In stepping 

into this space, we seek to nurture and cultivate, as part of 

a zeitgeist distinct from the hubris and conceit of dominant 

understandings of development, comportments of wonder, 

curiosity, anticipation, and above all, respect. We wish to be 

active participants in imagining and building our new world.

The Senior NORRAG Fellows are Keita Takayama, Prachi 

Srivastava, Catherine Hoppers, Iveta Silova, Venessa Andreotti,  

Radhika Gorur, Veronica Pacini-Ketchabaw, Crain Soudien, 

and tavis d. jules.

Crain Soudien (crain.soudien@uct.ac.za) is an Emeritus 

Professor in education and African Studies at the University 

of Cape Town and an Honary Professor at the Nelson Mandela 

University and works in the area of social difference and 

inequality.
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On February 24, 2022, Russia began 

bombing Ukrainian cities and 

initiated its unprovoked invasion 

of the country. Soon afterwards, 

the government announced that all institutions of higher 

education were to be “paused”. University staff and students 

were told to stay at home until further notice. In areas under 

intense bombardment, especially in eastern and southern 

Ukraine, many faculty and students sought safety in 

basements, parking garages and shelters. Others decided to 

leave their homes and evacuate to other regions, mainly in 

and around the capital Kyiv or further west in Lviv. Despite 

freezing temperatures, they and other Ukrainians packed 

their belongings, loaded into cars, waited in lines for food and 

gas, and bought bus and train tickets to flee from incoming 

attacks. In the following days, as Russian bombing of civilian 

targets intensified, waves of displaced woman, children, 

elderly and foreign nationals sought refuge in neighboring 

countries -- Poland, Hungary, Slovakia, Romania, and 

Moldova. The chaos, fear, harsh physical conditions and 

emotional separations that hundreds of thousands of refugees 

and internally displaced persons experienced during the 

invasion cannot be overstated. 

It is worth noting that Ukraine has recently become a favored 

destination for tens of thousands of international students. 

According to UNESCO, the total enrolment of international 

students in Ukrainian institutions in 2015-2020 hovered 

around 50k to 61k students per year, of which 70% were men. 

The reasons for seeking a higher education qualification in 

Ukraine are many and diverse – for example, the prevalence 

of many accredited and good quality institutions, especially 

in engineering, medicine and technical fields, lower costs, 

instruction in English, and proximity to European Union. 

At the beginning of 2021, just over 76,000 international 

students were enrolled in 443 of the country’s over 800 higher 

education institutions, according to the Ukrainian Ministry of 

Education & Science. Almost two-thirds hail from Asia (nearly 

a quarter from India, followed by Azerbaijan, Turkmenistan, 

China, Israel, Jordan, Georgia, Uzbekistan, Iran and others), 

about 28% from Africa (e.g., Morocco, Nigeria, Egypt, Ghana) 

and another 5% from Europe (e.g., Turkey and countries 

in Eastern Europe). Altogether, Ukrainian institutions host 

international students from more than 150 countries. 

Although Ukraine is well known for its exports of wheat, 

corn, iron ore and seed oils, foreign students contribute 

significant revenues to the country coffers. As Aljazeera 

reports “international students on average each spend more 

than $7,000 a year. That means the currently enrolled foreign 

students bring $542m in revenue to the country – which 

has a GDP of $155bn – or more than $3 of every $1,000. By 

comparison, international students contributed $28.4bn to 

the US economy of $21 trillion in 2020-2021 – or less than $1.5 

of every $1,000.”

Caught in the crossfires of discrimination and bombs

As the fighting in Ukraine intensified, reports quickly 

accumulated of international students experiencing severe 

delays and unequal treatment in bus terminals, train stations 

and international borders. CNN, Human Rights Watch, BBC, 

ABC News, New York Times, Aljazeera, Indian news stations, 

among other sources, reported on the discrimination and, in 

some instances, attacks experienced by African, Indian and 

Arab students in train stations and at international border 

crossings. Many students took to social media to share their 

harsh and enervating experiences and vent their frustration. 

While viewers in much of the world were deeply touched 

by the generosity of families in neighboring countries, who 

opened their homes to Ukrainian refugees, the border and 

re-settlement experiences of foreign nationals, including 

international students, told a very different story.  

National and international authorities appear to have taken 

heed of these reports and sought to mitigate the hardships 

experienced by fleeing students. African nations on the 

UN Security Council condemned discrimination against 

African citizens at the Ukrainian border. Noteworthy is the 

UN Secretary General’s statement from February 28: “I am 

grateful for the compassion, generosity and solidarity of 

Ukraine’s neighbors who are taking in those seeking safety. 

Aaron Benavot

International students in 
Ukraine caught in the crossfire
By Aaron Benavot
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It is important that this solidarity is extended without any 

discrimination based on race, religion or ethnicity...” 

Some NGOs decided to help international students who 

sought to leave Ukraine or find temporary shelter in 

neighboring countries. For example, Sewa International  is 

working to assist thousands of students who have registered 

on its helpline, organizing transportation to nearby border 

checkpoints, while providing food and other supplies for 

the journey.  The United Nations Association in Canada, 

according to its President Jamie Webbe, is partnering with 

the UN Association of Poland to help Nigerian and other 

nationals cross the Polish border and find temporary housing 

in Warsaw. 

Nevertheless, many international students who could not, 

or chose not to, leave Ukraine got caught in the crossfire. 

With the situation around them deteriorating, they tried 

unsuccessfully to contact their national embassies or awaited 

official instructions from their governments. In Ukraine’s 

second largest city, Kharkiv, home to two of the best-known 

universities in the country (the Kharkiv National Medical 

University and the VN Karazin Kharkiv National University), 

Russian attacks resulted in at least two student fatalities. 

Mohammed Talbi, 25, an Algerian aerospace engineering 

student was killed during a heavy bombardment. Naveen 

Shekharappa, a fourth-year Indian student at the Kharkiv 

National Medical University was killed when he left a bunker 

to fetch food.  

Eventually, many of the governments of international students 

put evacuation plans in motion. More than 1700 African 

students were evacuated from the besieged city of Sumy, 

some through Ukraine and others through Russia. The Indian 

Embassy in Hungary sent a team to a nearby border crossing 

to extricate Indian students. Hundreds of Nigerian students, 

who succeeded in escaping Ukraine to Poland and Romania, 

were taken to Abuja on government-sponsored flights. The 

Moroccan government organized repatriation flights from 

Bucharest, Budapest and Warsaw for their students. 

And yet, many students remain in Ukraine. They may be 

unable to afford the transportation costs to safer destinations 

inside or outside of Ukraine. Their countries of origin may 

be providing limited logistical support or informing students 

that they must pay for airfares out of their own pockets as 

well as quarantine expenses after being repatriated. For many 

students, especially those with their families in Ukraine, such 

costs are prohibitive.

The fallout

In the shadow of this massive displacement of international 

students, and those still at risk, many questions arise. Who 

exactly is responsible for the safety and well-being of 

international students when an armed conflict breaks out or 
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disaster strikes? Who bears the costs when students need to 

return home or interrupt their studies due to terrorism, armed 

attack or natural disasters? Will international students who 

have been studying in Ukrainian institutions be able to return 

to their universities to complete their degree programs? If so, 

when? Many may not want to return to Ukraine, given the 

destruction of major cities and institutions or the trauma they 

or their compatriots may have experienced? If they cannot 

-- or will not -- return to Ukraine, will other universities 

recognize their coursework and training experiences? 

As part of a recent LinkedIn post, I heard from Silvia 

Dončevová, a lecturer in the Faculty of Arts at Comenius 

University in Bratislava, who contacted the management of 

her university about admitting students fleeing from Ukraine. 

While the University and the Slovakian Ministry of Education 

is favorably inclined to admit Ukrainian nationals, such is 

not the case for foreign nationals who studied in Ukraine. 

Despite such an overly “rigid and inflexible” system, Silvia 

is heartened by the Slovak Chamber of Teachers, which is 

actively helping foreign students who crossed into Slovakia. 

It is incumbent upon international education (IE) specialists 

(written into their job descriptions) to actively promote student 

exchanges and study abroad programs, often with glossy 

brochures and beautifully designed websites. Discussions 

about crisis management and emergency response have 

gained traction in IE circles, although they typically refer to 

how institutions should evacuate their own students from 

dangerous situations, as part of a study abroad program. The 

Ukrainian situation raises deeper issues about the broader 

safety net that countries and higher education institutions 

should put into place if life-threatening events occur. There 

is value in recalibrating potential risks and likely dangers and 

in clarifying the legal and moral responsibilities of all actors 

involved in international student mobility. 

As Harvey Charles, Professor of international education 

leadership at SUNY-Albany commented: “…In all of my years in 

the field of international education, I have not seen literature 

that speaks to ‘legal obligations’ of host institutions towards 

international students when conflict breaks out in the host 

country. The expectation, of course, is that they would deploy 

the same kind of responsibility towards these students as 

they would domestic students, to help assure their well-being 

and safety. Institutions in the United States generally accept 

that they have a ‘duty of care’ towards all students enrolled 

at their institutions.   It seems to me, however, that duty of 

care involves taking steps to mitigate adverse events that 

may compromise the safety and well-being of students to the 

extent that such events can be anticipated or exist within the 

realm of probability.”  

To be sure, it is difficult for colleges and universities to 

anticipate an event like the unprovoked invasion of an 

independent nation-state by a global power. Surely, the 

likelihood of such events varies. Some universities are in 

countries more prone to armed conflict, regime turnover and 

natural disaster, while others are located in contexts that have 

enjoyed generations of relative peace, stability and disaster 

preparation. And yet, hiring companies in the private sector 

to assess and manage such risks may undermine the ultimate 

trust that students and parents place in either the sending or 

host universities. When disaster strikes, international students, 

whether affiliated with a study abroad program or pursuing 

studies on their own accord, should expect to be treated fairly 

and with respect, and not left orphaned having to scramble 

for safety in a country whose language they may not speak. 

They should expect that their host university and/or relevant 

political authorities will take all necessary steps to ensure 

their safety. These issues should be carefully considered in IE 

organizations and study abroad offices. Rethinking existing 

conventions and protocols, or devising new ones for such 

contingencies, however exceptional they may be, is critical 

at this juncture. 

Aaron Benavot (abenavot@albany.edu) is Professor of Global 

Education Policy in the Department of Educational Policy and 

Leadership at the University at Albany-SUNY.
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On February 24, 2022, the Refugee Educational Advancement 

Lab (REAL) founded at the George Washington University by 

Prof. Bernhard Streitwieser, wrote an editorial on the outbreak 

of war in Ukraine and implications for human displacement. 

On that first day of the Russian invasion, the REAL lab shared an 

initial projection of “upwards of 1 million or more” Ukrainians 

that would flee their country and become refugees,” according 

to the Migration Policy Institute (MPI). By March 11th and the 

time of writing today, the United Nations High Commissioner 

for Refugees’ (UNHCR) daily briefing cited that refugee flight 

out of the country had reached 2.5 million. Projections are 

that those numbers will continue to climb yet higher. The 

following REAL lab’s editorial on the day the war began.

As of today, war has broken out in Ukraine. This event is an 

eerie echo to what the world witnessed 83 years ago when 

Ukraine’s neighbor, Poland, was invaded by Nazi Germany. 

As of February 24th, 2022, media projections suggest that 

Russian President Vladimir Putin’s actions will quickly result 

in upwards of five million Ukrainians fleeing westward as 

refugees. Soon, these displaced persons will no longer be 

members of communities where they had a home, a livelihood, 

a daily routine and, most importantly, an identity. They will 

simply melt into the large and growing global population of 

“refugees.” This tragedy is happening in real time.

The Refugee Educational Advancement Laboratory (REAL) 

sends its deepest and most heartfelt thoughts to all Ukrainians. 

As a group of students and scholars, we will vigilantly monitor 

the events unfolding across the Atlantic, just as we monitor 

refugee activity elsewhere in the world. 

While REAL’s focus is on refugee access to education – a 

process that is several steps removed from the initial tragedy 

of displacement – we know that after massive upheaval and 

once survival is ensured humans aspire to regain ownership 

over their human rights, including education. A return to 

the educational routine and the safety that classrooms and 

institutions provide is but one small yet critical source of 

comfort educators the world over can offer those whose lives 

have been uprooted. Education is, and will always be, among 

the most precious and foundational rights that every human 

being deserves.

Today’s tragedy in Ukraine now binds the citizens of that 

nation to those in other countries who are already victims 

of war, genocide, famine, and additional maladies that are 

the causes of forced displacement. Indeed, according to the 

United Nations High Commissioner for Refugees (UNHCR, 

Figures at a Glance), five major crises in five different regions 

of the world have by now displaced 82.4 million humans, 

both people domestically and internationally – the greatest 

rise in numbers since the Second World War. Among those, 

26.4 million now bear the tragic label of “refugee.” These man-

made and avoidable tragedies consume Syria and Afghanistan 

in the Middle East, Venezuela in South America, South Sudan 

in Africa, and Myanmar in Southeast Asia, among other less 

publicized crises globally. Now Ukraine may join them.

All of these situations push citizens into neighboring 

countries and points far beyond their homeland. No intake 

country is ever perfectly equipped to provide the short-

term humanitarian and long-term integration support its 

newcomers will need. Some well-resourced countries will be 

better equipped to open their doors than others are. But the 

vast majority of the less developed countries will continue to 

shoulder the weight of nearly 90% of all refugee flows. Each 

country of transit or of final resettlement will take a different 

position toward offering integration and support services for 

refugees. But what we know from past behavior is that few 

will welcome them openly.

Today, we are faced with the likely scenario that millions of 

Ukrainians in real time will soon join the expanding web 

of suffering and global displacement we have seen growth 

in our lifetimes. The REAL team joins a loud chorus of 

A World of Refugees:  
The Outbreak of War in Ukraine
By the faculty and students of the Refugee  
Educational Advancement Laboratory (REAL)
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https://www.unhcr.org/en-us/news/press/2022/2/621770524/statement-situation-ukraine-attributed-un-high-commissioner-refugees-filippo.html
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international voices condemning the actions of the Russian 

leadership. We send our thoughts to the Ukrainian people and 

encourage the United States to be prepared to open its doors 

to displaced populations who may come from Ukraine, just as 

they have come so recently from Afghanistan and have come 

throughout our history from so many other ailing corners of 

the world.

For more, please listen to the podcast “EdUp World Wise” 

recording an interview with a Ukrainian student studying in 

the U.S. and Professor Streitwieser.

DISCLAIMER:
All opinions are exclusively those of the Refugee Educational Advancement Laboratory (REAL) and not of the George Washington 

University nor the Graduate School of Education and Human Development.

https://www.rescue.org/press-release/irc-response-russian-attack-ukraine
https://www.rajikabhandari.com/podcast/episode/241935a0/1-ukraine-an-international-student-perspective-and-the-unfolding-refugee-crisis
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 NEW 
BOOKS Published by CIES Members

Daniel A. Wagner, Nathan M. Castillo and Suzanne Grant Lewis (eds)  

Learning, Marginalization, and Improving the Quality of Education in  
Low-income Countries  

Open Book Publishers 

This volume brings together academic research experts, government officials and field-
based practitioners. National and global experts present multiple broad thematic papers 
– ranging from the effects of migration and improving teaching to the potential of 
educational technologies, and better metrics for understanding and financing education. 
In addition, local experts, practitioners and policymakers describe their own work on 
LBOP issues being undertaken in Kenya, India, Mexico and Ivory Coast. It will be an 
indispensable resource for policymakers, researchers and government think tanks, and 
local experts, as well as any readers interested in the implementation of learning equity 
across the globe.  

Linda Herrera   

Educating Egypt: Civic Values and Ideological Struggles  

New York and Cairo: American University in Cairo Press 

From Linda Herrera, Educating Egypt traces the everyday practices, policy ideas, and 
ideological contests over education from the era of nation-building in the twentieth 
century to the age of global change and digital disruption in the twenty-first. It shows 
how education represents a battleground of interests and visions of a good society. 
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Exploring Curricular Conundrums 

A few years ago, while teaching a comparative and international 

education (CIE) course to teacher education students in 

Wisconsin, I asked, “Who is Angela Merkel?”

Not a single hand went up. Having worked as a public school 

teacher in Pennsylvania, I knew ‘wait time’ was important, so 

I slowly scanned the room to allow additional opportunity to 

process the question, then I asked a second time. Still no response.

I was taken aback, to say the least, because Merkel was then 

Chancellor of Germany and one of the most important female 

leaders worldwide. But my visceral response (and concern, 

perhaps) was less about Merkel per se, and more about what 

this classroom incident suggested. Suddenly, I was more 

acutely aware of the considerable gap between my students’ 

general knowledge of people, places, and concepts, and my 

own. As someone with extensive experience as a teacher, 

teacher educator, and educational researcher, perhaps I 

should have known better. Yet here I was, offering a brief 

introduction to Merkel, and wondering what else should be 

explained, addressed, and explored in my CIE course.

This led me to begin researching the teaching of comparative 

and international education. At the time, I was teaching 

two sections of a mandatory, two-credit course within 

the University’s teacher education program, which was 

comprised primarily of White, female students who grew up 

in  rural locales. I was eager to better understand how these 

pre-service teachers experienced the course, conceptualized 

‘global education,’ and importantly, aimed to apply and use 

the knowledge, skills, and dispositions from the course in 

their future work as teachers. I therefore commenced a study 

utilizing a range of methods from descriptive surveys (n=36) 

and in-depth interviews (n=12) to ethnographic observations 

and analysis of student artifacts to examine these issues.

One of the central findings of my study concerned the 

challenge of intentionally and reflexively designing a two-

credit course tailored specifically for pre-service teachers 

across multiple content areas and age levels (e.g., early 

childhood, primary, and secondary). In a recent paper entitled 

“Curricular Conundrums,” I draw on data collected from 

two focal students – both white, male, physics education 

majors from rural Wisconsin with limited exposure to diverse 

populations and no prior international experience – to 

examine how they understood and engaged with the course 

as well as saw its benefit for their future work as secondary 

teachers. I was specifically interested in exploring how these 

two students sought to reconcile a curricular conundrum 

they perceived: how does CIE fit with physics?

Here is what I found. Despite many demographic similarities, 

these two students arrived at very different conclusions 

about the purpose and value of CIE in undergraduate teacher 

education, and for them as future physics teachers. One aimed 

primarily to teach about other countries through his subject 

area (physics) as a means to advance the global knowledge, 

and as he stated, “geographical literacy,” of his students. His 

in-class presentation during the semester was strong evidence 

of this approach. It focused on teaching “kinematic equations” 

through train trips between cities in Poland, complemented by 

word problems with sociocultural and geopolitical information 

about Poland and its population. In essence, he was seeking 

to concurrently teach about physics and Poland. The other 

student, however, did not see this approach of integrating 

“global themes” into physics as feasible. He instead believed his 

pedagogical practices could be expanded and diversified – to 

perspectivesperspectives

Teaching Corner
By Matthew A. M. Thotmas 

perspectives

In this installment of teaching corner, University of 
Sydney’s Matthew  A. M. Thomas walks us through 
a study informing us of the confluence between CIE 
and undergraduate teacher education.

CONTINUED ON NEXT PAGE

Matthew A. M. Thomas 
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the benefit of his students – through deeper understandings 

of teaching, learning, and schooling across cultures and 

countries. Wrestling with the conundrum, he wondered, “Do I 

need to be thinking so hard about how to incorporate [CIE into] 

physics problems, or do I need to teach my content in a way 

that will be effective for my wide variety of students?” These 

comments allude to a well-documented blurring of areas and 

fields such as CIE, global education, sociology of education, and 

multicultural education, a common phenomenon described 

in the literature by scholars such as Merry Merryfield, Karen 

Pashby, Patricia Kubow, and Allison Blosser.

In addition to these findings, the study of my own course (and 

students) led me to a more crystalized,in-depth understanding 

of my own curricular conundrum: what should I teach in 

my two-credit CIE course? I also taught sections of the 

‘multicultural/sociology of education’ course that explored the 

intersections of education and aspects of difference (e.g., race, 

class, gender, sexuality, religion) through a social justice lens, 

so I wanted to design a CIE course that was complementary, 

but distinct. Ultimately, and as outlined in the paper named 

above, I designed a course that merged three elements: i) CIE, 

with an emphasis on systematic analysis and comparison 

of educational systems, policies, and experiences; ii) global 

education, as outlined in Wisconsin state education policies, 

and centered on understanding and teaching about global 

contexts toward enhanced engagement with issues of 

worldwide significance; and iii) ‘teaching teaching,’ wherein I 

aimed to engage my pre-service teachers in meta-pedagogical 

discussions about my own instruction in our CIE classroom 

such that they cultivated an ability to critically analyze others’ 

pedagogy as well as intentionally and carefully craft and (re)

consider their own. I outline each of these areas in greater 

detail in the full paper as well as the ways in which myself and 

my students sought to resolve – however imperfectly – our 

different curriculum conundrums.

To be clear, I am not suggesting that these are the best or most 

important foci in an undergraduate CIE course – far from it. I am 

instead arguing that as CIE educators, it is immensely valuable 

for us to pay attention to the “curricular conceptualisations and 

commitments” that we maintain, and the resultant impacts 

these moorings have on our students. This may seem simple 

and obvious, but perhaps it is a helpful reminder for (many of) 

us to reflect more deeply and often on our understandings of 

how and why we teach CIE. Indeed, I and others have argued 

elsewhere that more attention to the teaching of CIE is both 

necessary and beneficial. I know I learned a great deal about 

my own thinking and teaching – as well as the learning of my 

students – through this investigation, and I am eager to learn 

more from others who share similar interests in studying and 

reconsidering the teaching of CIE.

In sum, while introducing my students to Angela Merkel was 

not a planned component of my CIE pedagogy, I am grateful 

it prompted research and reflection on a number of thought-

provoking conundrums, and provided the opportunity to 

educate, in some small way, my CIE students in Wisconsin.

Matthew A.M. Thomas (matthew.thomas@sydney.edu.au) 

is a Senior Lecturer at the University of Sydney, where he 

teaches and researches pedagogy, policy, and teacher and 

higher education. He is the co-editor of Examining Teach 

For All (2021) and the Bloomsbury Handbook of Theory 

in Comparative and International Education (2021), and 

tweets at @MThomasEdDev.

1  The paper upon which this article is based received the 2021 Best Paper Award from the Teaching Comparative and International Education 
SIG. A pre-print copy can be obtained via email or Twitter DM @MThomasEdDev.]
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We live in a moment of epochal 

precarity, marked by the devastating 

impacts of the climate catastrophe 

and persistent political impasse. 

Scholars across disciplines – 

from sciences to environmental 

humanities – have issued multiple 

warnings, arguing that sustaining life on Earth, our only home, 

requires “bold and drastic” transformation of how we think, 

how we live, and how we do research (see Ripple et al., 2020; 

see also Ecocene 2020). Building a sense of urgency, they argue 

that our survival depends on our capacity to act now.

These calls reverberate across the multitude of social 

movements globally – from youth and women’s rights 

movements, to anti-racism and decolonization movements, 

to anti-nuclear and pro-environment movements – 

mobilizing everyone into immediate action. Converging 

around the basic project of survival, these social movements 

make visible the link between the climate emergency and the 

existing structures of oppression. They make unmistakably 

clear that racism, sexism, classism, adultism, and all other 

forms of oppression are based on the same basic logic of 

bifurcation and domination – that is, the logic of human 

exceptionalism and superiority – which inevitably entails 

epistemic and physical violence over the structural ‘Others’ 

(Braidotti 2013; 2008). This logic gets translated, again and 

again, into the superiority of some humans over others: 

“White people of European descent over all people of color, 

men over women, perceived able bodies over disabled, and 

on and on” (Martusewicz 2018: 20). Ultimately, the same logic 

of human exceptionalism sets apart all humans as superior to 

other (non-human) living and non-living beings, justifying 

the exploitation of nature by humans. It is the same logic 

that governs all life in the Anthropocene – the ‘Age of Man’ 

–  threatening the survival of both people and planet. 

 

Image 1.  Climate Crisis Graffiti in Prague, Czech Republic  
(Photo by Rod Long from Unsplash, 2021)

Facing the Anthropocene: Three Provocations 

While scientists are warning about the climate emergency 

and social movements are mobilizing for radical change, we 

do not see the same level of collective outrage, care, or action 

in the field of education – comparative education included. 

More often than not, responses tend to lend themselves too 

readily to cynicism, defeatism, and self-fulfilling predictions – 

either falling in an apocalyptic “game over, too late” attitude or 

waiting for techno-scientific fixes – thus discouraging action 

(see also Haraway 2016). In an attempt to solicit a response – 

or at least a reaction and maybe even an action – my goal is to 

disrupt the practice of insulating ourselves from the crisis of 

the Anthropocene and instead place our work (and ourselves) 

directly into a world of shifting planetary boundaries,  

Facing the Anthropocene: 
Comparative Education as 
Sympoiesis1

Iveta Silova

Iveta Silova

1  This essay is an abbreviated version of the CIES Presidential Address, which was first published in Comparative Education Review and is 
available here (open access). The video recording of the live address is available here.

https://www.journals.uchicago.edu/doi/full/10.1086/716664
https://www.youtube.com/watch?v=cvQl19GeG5Q
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collapsing ecosystems, vanishing lives, and emerging visions. 

To this end, I offer three interrelated provocations.

1-The crisis of the Anthropocene is a cultural crisis

Facing the crisis of the Anthropocene entails facing a much 

deeper cultural crisis – that is, a crisis of Western modern(ist) 

thought. Ecofeminist scholars Carolyn Merchant (1980) and 

Val Plumwood (1993, 2002) have systematically explained 

how the major transformations in science and society that 

occurred during the sixteenth and seventeenth centuries 

– “from Copernicus to Newton, from Renaissance natural 

magic to the mechanical worldview, and from the breakup of 

feudalism to the rise of mercantile capitalism and the nation-

state” (Merchant 2018: 15-16) – led to “the death of nature” as a 

living being  and accelerated the domination and exploitation 

of both human and natural resources in the name of (hu)man 

progress. In the Death of Nature (1980), Merchant traced how 

the Western world began to make a transition from viewing 

nature as the living organism to viewing it as the machine, 

which became the dominant metaphor binding together the 

cosmos, society, and the self into a single cultural worldview. 

By making visible the connections between changing 

constructions of nature and social change, Merchant 

linked the historical domination of nature to the historical 

oppression of women. In Feminism and the Mastery of Nature, 

Plumwood (1993) extended the ecofeminist critique further 

by showing how established dualisms in Western philosophy 

have enabled not only the domination of nature, but also 

the domination of some humans over others based on race, 

gender, and class.

More importantly, ecofeminist writers convincingly argue 

that Scientific Revolution in the sixteenth and seventeenth 

centuries proceeded to further mechanize and rationalize the 

‘nature as a machine’ worldview, while removing the organic 

and animistic views of nature altogether and thus reducing 

nature to its exploitable value to benefit humans in the 

name of infinite growth and development. Simultaneously, 

it reinscribed the Platonic-Christian view of human society, 

which resulted in divorcing man from the inner life of nature, 

while de-animating nature at the same time (Berdayev 

1936). Since Western Enlightenment, this worldview 

developed features that, in the dominant opinion today, may 

appear as ‘modern’ and ‘progressive,’ yet have catastrophic 

consequences in the lives of people and in the functioning 

of the complex ecosystems that we depend upon and destroy 

(see Martusewicz, Edmundson and Lupinacci 2015).

2-Education Is Deeply Implicated in the Cultural Crisis

The concepts of human exceptionalism and (neo)liberal 

individualism have been deeply ingrained in the very 

philosophical foundations of the education field. In 

particular, modern(ist) schooling has been used to instill 

the idea that we, humans, are special and superior to other 

species and the rest of the natural world. For centuries, 

education institutions have perpetuated the logic of human 

exceptionalism through curriculum and pedagogies (such 

as child- or student-centered learning), while justifying 

the hierarchical idea of “man over nature” relationship (for 

critique, see Common Worlds Research Collective, 2020; 

Komatsu et al., 2021). Its Cartesian logic divides culture and 

nature, mind and body, self and other, in deliberate and 

systematic ways, positioning teachers and students as the 

agentic all-knowing subjects and the world “out there” as the 

inert matter to be studied, managed, and acted upon at will 

(Common Worlds Research Collective 2020; Stengers 2018). 

Within this hierarchy, teachers (and adults more broadly) are 

viewed as more intelligent than children, male students more 

capable than female ones, and Western (white) students more 

knowledgeable than their non-Western (nonwhite) peers, at 

least according to developmental psychology or international 

student achievement tests. Curriculum and pedagogy 

endow humans with agency, reason, and rationality while 

simultaneously reducing nature – commonly portrayed as 

mute and blind (yet always knowable) – to its exploitable value 

to benefit humans. Even when teaching about environmental 

stewardship, we insist on thinking of ourselves as caretakers, 

protectors, and saviors in order to better manage nature as 

a resource in the pursuit of economic growth and progress 

(Taylor 2017). In short, most education in its current form is 

a central part of the environmental problem. As David Orr 

(2009: 176) states,

More of the same kind of education will only compound 

our problems: Education has long been a part of the 

problem, turning out graduates who were clueless 

about the way the world works as a physical system or 

why that knowledge was important to their lives and 

careers, while at the same time promoting knowledge 

of the sort that has fueled the destruction of ecologies 

and undermined human prospects. (p. 176)

Comparative education has been deeply implicated not only 

in reinforcing this cultural logic, but also in reproducing and 

disseminating it on a global scale.  From competitive education 

league tables and global ranking exercises to education 

CONTINUED ON NEXT PAGE
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transfer of “best” policies and practices, much comparative 

education research has served to justify the Western 

Enlightenment notions of “progress” and “development,” 

while displacing alternatives (for critique, see Steiner-Khamsi 

2012). Generating epistemological rationalities rooted in 

the locking dichotomies of Western modern(ist) thinking, 

some comparative education research has inadvertently 

contributed to the production of education knowledge that 

not only attempts to observe and explain the phenomena, 

but also constructs norms embedded in education theories, 

policies, and practices (for critique, see Carney et al., 2012). 

These norms and conceptual categories become distinctly 

visible in narratives about global education reforms that 

“shape and fashion what is possible,” while making alternatives 

impossible (Lindblad and Popkewitz 2004). In this process, 

we witness not only “the erasure of voices as stories struggle 

to become part of a dominating discourse” (Mehta 2009: 

1193) but also the eradication of entire cultures, languages, 

and people, as well as degradation and disappearance of the 

more-than-human world.

CONTINUED ON NEXT PAGE

Image 2. Flower - Southern Magnolia in “Sacrifice: Words Spoken by Flowers within 30 km of the Fukushima Daiichi Nuclear Power Plant”  
by Atsunobu Katagiri (Ukedo, Namie town, Japan 2013)

Note: Atsunobu Katagiri, a Japanese artist of flower arrangement, visited the Fukushima area in September 2013, two and a half years after 
the Great East Japan Earthquake. Struck by the vacant sight of devastated landscapes and destroyed buildings - including school buildings 
and homes - he noticed the abundant growth of flowers and weeds in “gardens that had lost both owners and boundaries.” In this moment, 
Atsunobou Katagari wondered, “Is it possible to coexist with this tenuous form of life that cannot survive when either one is excessive?” He 
began collecting and arranging flowers amidst the ruins, making visible “both the sorrow of losing things, and the hope that life still goes on.” 
Katagiri (2015) writes, “When one looks carefully with his eyes and heart at the things that were lost, and those that were newly born, everything 
that comes into sight begins to intensely communicate the events of that day….” Katagiri’s art is an invitation to pause and pay close attention 
to these shifting landscapes and the wisdom that they hold: “The sight of those who only look ahead does not catch these flowers. They cannot 
hear the flowers’ voice. I hope that they stop for a while, and look down at the flowers, and listen.”
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3-Our survival depends on our capacity to imagine  

new ways of being with each other and with the Earth

Having acknowledged that education is directly implicated in 

the crisis of the Anthropocene, we must begin the project of 

reimagining education –  and our world – beyond the human. 

This means unlearning human hyper-separation from 

the living world and instead positioning humans in direct 

relationship with each other, other species, and Earth. The 

question is, how and where do we begin to learn “to narrate 

–  to think – outside the prick tale of Humans in History?” 

(Haraway 2016: 40). How can we rethink education in ways 

that could help us redefine what it means to be human and 

reconfigure our relationship with Earth? And importantly, 

how can we construct new comparative genres that extend 

beyond mere reruns of Western metaphysics (and Western 

Man) as we reimagine futures in our common worlds?

While these questions can (and must) be approached from 

multiple perspectives, I propose we begin by rethinking how 

schooling (and learning more broadly) can fundamentally 

break with Western modern(ist), humanist tradition that insists 

on human exceptionalism, resulting in the “hyperseparation 

of humans as a special species and the reduction of non- 

humans to their usefulness to humans” (Plumwood 2009: 

116; see also Common World Research Collective 2020). This 

requires a deliberate cultural shift toward redefining education 

in more relational and interdependent ways, that is, as a 

process of ‘becoming-with’ or ‘sympoiesis.’ Haraway (2016: 

12) convincingly writes that “becoming-with, not becoming, 

is the name of the game” (p. 12). It is what renders beings 

(partners) capable of encountering each other: “ontologically 

heterogeneous partners become who and what they are 

in relational materialsemiotic worlding…Natures, cultures, 

subjects, and objects do not preexist their intertwined worldings” 

(p. 12–13). At the crux of such worlding-with relationships is 

interdependence and interrelatedness that makes everyone 

and everything a part of the Earth’s ecological community.

From this perspective, education could be a space to learn 

how to attune to and coexist with one another in reciprocal 

and recuperative relationships. Located at the intersection 

of different worlds – connecting rather than differentiating, 

ranking, and hierarchizing them – education could help us 

learn how to encounter and engage with different worlds 

and worldviews, both human and more-than-human. It can 

serve as a “connective tissue” that brings different worlds into 

copresence with each other (Silova 2020). We come across 

references to such spaces of connection in literature spanning 

vast spaces, times, and disciplinary areas, ranging from the 

most recent decolonial and ecofeminist studies, to Indigenous 

and various Animist practices, to Japanese Buddhism and 

Chinese Daoism, to classical Greek and Roman mythology, 

and more recent research in post-foundational and post-

human studies. These spaces may be referred to as “borders” 

or “borderlands” (decolonial and feminist literature), “zones of 

contact” (ecofeminist literature), “engi” (縁起)” describing the 

idea that everything in this world is related to and co-arise 

with the other in direct and indirect ways (Buddhism), or 

liminal spaces or spaces “in-between” reflecting the notions 

of impermanence or transition between locations, times, 

or stages of life (Indigenous cultures, mythology, nature). 

In comparative education, Heidi Ross (2002) referred to 

these spaces simply as a “space between us.” The common 

thread here is learning the capacity to notice and ultimately 

encounter and engage with ‘other’ worlds and worldviews. 

Not to deny their existence.

As Stengers (2011) usefully noted, learning itself requires 

encountering and, in turn, encountering implies learning 

through comparison. Comparative education is therefore 

uniquely positioned to facilitate learning, which is required 

to face the Anthropocene. Reflecting on comparison as a 

“method of learning,” Stengers (2011: 62) argued that this 

process entails one general rule: encounters must occur 

in their “full force” and with no “foul play,” that is, without 

weakening one and ensuring the position of the other. This 

means that comparison is only legitimate and meaningful 

if those engaged in a comparison—mutual learning—have 

the opportunity to present their own version of what the 

comparison is about, while avoiding the imposition of 

irrelevant criteria and categories on others (Stengers 2011). 

Therefore, comparison must never be unilateral or based 

on othering. When one-sided definitions impose on others 

categories that do not concern them, they assume “destructive 

character” and serve their historical function “to dismember, 

eradicate, or appropriate” (Stengers 2011: 58). In short, “there 

is no comparison if the encountered others are defined as 

unable to understand the point of the comparison”:

We are returned here to the Latin etymology of 

“comparison”: com-par designates those who regard 

each other as equals—that is, as able to agree, which 

means also able to disagree, object, negotiate, and 

contest. (Stengers 2011: 63)

But comparative education itself must undergo a radical shift by 

redefining its fundamental categories and taken-for-granted 

CONTINUED ON NEXT PAGE
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assumptions in order to bring into copresence all of the 

modernity’s absent ‘Others.’ In the current historical moment 

of extinctions, extractions, and genocides, we must bring 

“many kinds of absence, or threatened absence” into thick 

and vivid copresence (Haraway 2016: 132). And this refers 

to all kinds of modernity’s absent and threatened ‘Others’ - 

human, non-human, and more-than human. It is only by 

bringing each other into copresence that we can articulate 

new ways of being together, including “new practices of 

imagination, resistance, revolt, repair, and mourning, and of 

living and dying well” (Haraway 2016: 51). In this journey, we 

have an opportunity to build on the relational offerings of past 

and current CIES scholars and practitioners, our colleagues 

across academic disciplines and arts, as well as more-than-

human beings who have been bridging us into copresence 

for centuries. As Donna Haraway (2016: 51) reminds us,

the established disorder is not necessary; another world 

is not only urgently needed, it is possible, but not if we 

are ensorcelled in despair, cynicism, or optimism, and 

the belief/disbelief discourse of Progress. Many Marxist 

critical and cultural theorists, at their best, would agree. 

So would the tentacular ones. (p. 51)

But the question is, would educators, including comparative 

and international educators, agree? And how would we 

respond? Today more than ever, our survival depends on our 

capacity to engage and remake worlds together. Full force and 

no foul play. Sympoietically. 

Iveta Silova (Iveta.Silova@asu.edu) is Professor and Associate 

Dean of Global Engagement at Mary Lou Fulton Teachers College 

at Arizona State University, Past President of CIES and a convener 

of the CIES2020 conference “Education Beyond the Human”.

References 

Berdayev, N. (1936). The Meaning of History. London, UK: Geoffrey Bles.

Braidotti, R. (2008). “Of Poststructuralist Ethics and Nomadic Subjects.” In M. Düwell, C. Rehmann-Sutter, D. Mieth, Dietmar 

(Eds.), The Contingent Nature of Life: Bioethics and the Limits of Human Existence (25-36). The Netherlands: Springer.

Braidotti, R. (2013). The Posthuman. Cambridge, UK: Polity Press.

Carney, S., & Rappleye, J., Silova, I.  (2012). “Between Faith and Science: World Culture Theory and Comparative Education.” 

Comparative Education Review 56 (3): 366–93.

Common Worlds Research Collective (2020). “Learning to Become with the World: Education for Future Survival.” Education 

Research and Foresight Working Paper 28. Paris: UNESCO.

Ecocene (2020). “Environmental Humanists Respond to the World Scientists’ Warning to Humanity.” Ecocene: Cappadocia 

Journal of Environmental Humanities 1(1).

Haraway, D. (2016). Staying with the Trouble: Making Kin in the Chthulucene. Durham and London: Duke University Press.

Katagiri, A. (2015). Sacrifice - The Ikebana Of Regeneration. Seigensha.

Komatsu, H., Rappleye, J., & Silova, I. (2021). “Student-Centered Learning and Sustainability: Solution or Problem?” Comparative 

Education Review 65(1): 6-33.

Lindblad, S., and Popkewitz, T. S. (2004). Educational Restructuring: International Perspectives on Traveling Policies. Greenwich, 

CT: Information Age Publishing.  

CONTINUED ON NEXT PAGE

mailto:Iveta.Silova%40asu.edu?subject=


SPRING 2022 27

perspectives

Martusewicz, R. A. (2018). “EcoJustice for Teacher Education Policy and Practice: The Way of Love.” Issues in Teacher Education 

27(2): 17-35.

Martusewicz, R. A., Edmundson, J. & Lupinacci, J. (2015). EcoJustice Education: Toward Diverse, Democratic, and Sustainable 

Communities. London, UK: Routledge.

Mehta, S. (2009). “Big Stories, Small Stories: Beyond Disputatious Theory towards ‘Multilogue.’” In International Handbook of 

Comparative Education, ed. R. Cowen and A. M. Kazamias. Dordrecht: Springer.

Merchant, C. (1980). The Death of Nature: Women, Ecology, and the Scientific Revolution. New York: Harper Collins Publishers.

Merchant, C. (2018). Science and Nature: Past, Present, and Future. New York, NY: Routledge.

Orr, D. (2009). Down to the Wire: Confronting Climate Collapse. Oxford University Press.

Plumwood, V. (1993). Feminism and the Mastery of Nature. New York, NY: Routledge.

Plumwood, V. (2001). Environmental Culture: The Ecological Crisis of Reason. New York, NY: Routledge.

Plumwood, V. (2009). “Nature in the Active Voice.” Australian Humanities Review 46: 113–129.

Ripple, W.J., Wolf, C., Newsome, T.M., Barnard, P., Moomaw, W.R. (2020). “World Scientists’ Warning of a Climate Emergency.” 

BioScience 70(1): 8–12.

Ross, H. (2002). “The Space between Us: The Relevance of Relational Theories to Comparative and International Education.” 

Comparative Education Review, 46(4): 407-432.

Silova, I. (2020). “Anticipating Other Worlds, Animating Our Selves: An Invitation to Comparative Education.” ECNU Review of 

Education 3(1): 138-159.

Steiner-Khamsi, G. (2012). “Understanding Policy Borrowing and Lending: Building Comparative Policy Studies.” In G. Steiner-

Khamsi & F. Waldow (Eds.), Policy Borrowing and Lending in Education (3-18). New York: Routledge.

Stengers, I. (2011). “Comparison as a Matter of Concern.” Common Knowledge 17: 48–63.

Stengers, I. (2018). Another Science is Possible: A Manifesto for Slow Science. New York, Polity Press.

Taylor, A. (2017). “Beyond Stewardship: Common World Pedagogies for the Anthropocene.” Environmental Education Research 

23(10):1448–61.

CONTINUED FROM PREVIOUS PAGE



SPRING 2022 28

perspectives

28

Study Abroad and International Students SIG
Roy Y. Chan was elected the New Chair of CIES Study Abroad 

and International Students (SAIS) SIG! Congratulations to the  

2022-2023 Newly Appointed SAIS SIG Leadership Officers

The CIES Study Abroad and International Students (SAIS) 

Special Interest Group (SIG) kindly congratulates and 

recognizes our newly appointed 2022-2023 leadership team. 

During the CIES Annual Conference in Minnesota, Roy Y. 

Chan (Lee University) was appointed and elected SAIS SIG 

Chair, effective May 2022. Shuning Liu (Ball State University), 

immediate past SAIS SIG Chair, and  Krishna Bista (Morgan 

State University), founding SAIS SIG Chair, applauds Chan’s 

leadership and unwavering commitment to student success 

and inclusive excellence in international education

The CIES SAIS recognizes new and continuing appointed leaders 

who will serve the SIG during the 2022-2023 academic year: 

Thatcher A. Spero (Waseda University), Chair-Elect; Rosalind 

L. Raby (California State University, Northridge), Co-Program 

Chair; Chris R. Glass (Boston College Center for International 

Higher Education), Co-Program Chair; L. Erika Saito (National 

University), Secretary; Sarah Asada (Kyoritsu Women’s 

University, Tokyo), Treasurer;  Jason Li (Wichita State University), 

Membership Office; Adam Grimm and Seyoung Hong (Michigan 

State University), Awards Committee Co-Chair; Shinji Katsumoto 

(University of Iowa), Graduate Student Representative; and Max 

Crumley-Effinger (Loyola University Chicago) Webmaster.

During the 2022-2023 academic year, Chan will organize 

several webinars and activities for current and prospective SIG 

members. Most notably, in February 2023,  Chan will host an 

exclusive VIP reception in Washington, D.C. to celebrate the 

5th anniversary of our SIG during CIES 2023. Special guest 

appearances will include representatives from the Institute of 

International Education (IIE), Fulbright Association, and the U.S. 

Department of Education. SAIS SIG will also be administering 

a number of scholarships and research grants (up to $1,000) 

to teacher-scholars and practitioners during the Fall 2022 and 

Spring 2023 semester, and organize several writing and career 

workshops for graduate students and emerging scholars.

As one of the fastest growing SIG, we encourage all CIES 

members to become members this coming academic year and 

participate in these exclusive members-only events. SAIS SIG 

member benefits include our monthly e-newsletter, publication 

and mentoring opportunities via STAR Scholars, and invite-only 

invitations to attend webinars from renowned guest speakers.

For more information, please visit https://sais.home.blog or 

email Roy Y.  Chan at rchan@leeuniversity.edu

SIGnatures
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Introduction

In recent years, I have become 

familiar with the increasingly 

common practice of individuals 

and those representing higher 

education institutions (HEIs) 

offering land acknowledgements 

before speaking or presenting. 

For those unfamiliar with a land 

acknowledgement, they are, used to recognize historical and 

contemporary ties between Indigenous people and the land 

on which the current presentation or HEI is taking place or 

located, respectively (see Grynoch et al., 2021). Nevertheless, 

this is a simple description. Before seeking to understand 

more about this practice and what it might fully mean and 

represent, I sometimes tried offering land acknowledgements 

myself because I was seeing others do this and felt perhaps I 

should also be doing it. I did so after merely conducting quick 

Google searches about how to do it, who to acknowledge, and  

generally what I might say. Hearing land acknowledgements 

more and more often, and realizing the inadequacies of my 

approach to trying to do the same, I was prompted to dig a bit 

deeper, contributing to the formulation of this essay.

A growing body of literature from scholars of varied 

backgrounds (in the last, five or so years) explores and 

interrogates land acknowledgements for their language, 

foci, utility, meanings, and omissions—among much else 

(Robinson et al. 2019; Wilkes et al. 2017). This short essay, 

inspired by the ideas behind the land acknowledgement, 

and critiques of them, explores the idea of impact and action 

statements by individuals and HEIs as they seek transparency 

and corrective action to respond to identified problematic 

issues (e.g., violence, dispossession, deficits, culpability, 

or areas of improvement, et cetera) in the undertaking of 

educational activities (i.e. teaching, research, and service).

To do this, I begin with a short discussion of land 

acknowledgements based on the small body of literature on 

the subject. I then introduce the titular proposal as inspired by 

the practice of land acknowledgements and critiques of them, 

including a select number of examples to illustrate this nascent 

idea. In conclusion, I present unanswered questions relating 

to this idea, and briefly consider what the proposed practice 

might entail. In deliberating the following proposition, I do 

not purport to be an expert on land acknowledgement nor 

on individual or institutionalized goal setting to identify and 

seek rectification of past and present problematic issues. This 

short essay examines the practice of land acknowledgements 

and draws inspiration from it to explore what lessons can be 

learned from this practice, and then applied to a new area.

Land Acknowledgements

Land or territorial acknowledgements are often used to 

recognize “the preexisting relationships between Indigenous 

peoples and the spaces occupied by settler colonial 

governments and settlers. It is a public declaration of 

guesting—most often of uninvited guesting” (Hughes 2019: 

28-29). Scholars have shown that statements of this sort 

“are grounded in Indigenous forms of political and cultural 

acknowledgement” (Karsgaard et al. 2021: 3), serving, for 

example, to recognize “visiting guests and speakers from 

other nations and territories” (Wilkes et al. 2017: 92). The 

use of land acknowledgements today in settler educational 

spaces is therefore born from the work of Indigenous activists 

(Wilkes et al., 2017), and “in their original form, territorial 

acknowledgements were viewed as a means to educate and 

build relationships of solidarity with settlers” (Wark 2021: 194). 

Furthermore,

These land acknowledgements were originally a 

reminder to settlers of long-standing Indigenous 

presence within the territory… They also sought 

to expose historical and contemporary colonial 

violence…, challenge the myth that settlers found an 

empty land waiting to be occupied…, and voice the 

failure of genocidal colonial policies to eradicate 

Indigenous peoples. (Wark 2021: 194)

According to Wark’s (2021) comprehensive examination 

and critique of land acknowledgement practices, formal or 

institutionalized statements by settlers began in Australia in 

the 1990s, and since approximately 2015 have become more 

customary across Canada and the United States.

Naming and Acting  
with the Aim of Rectifying Wrongs 
By Max Crumley-Effinger

Max Crumley-Effinger

CONTINUED ON NEXT PAGE
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As used by some academics1 throughout the United States 

and Canada (Hughes 2019), they may be seen as a worthy 

starting point for discussion about colonial violence, 

histories, and settler-Indigenous interaction (Flournoy 2016). 

These statements “acknowledge the ongoing existence of 

Indigenous peoples, they note a long-standing relationship 

between particular peoples and particular lands, and they 

suggest that this has some relevance to everyone on those 

lands” (Blenkinsop and  Fettes, 2020: 1036). They may also 

be “a first step towards reconciliation” (Herrera 2020: 9); “a 

demonstration of remembrance and acknowledgment that 

is required to build a relationship and develop a dialogue” 

(Huber 2021: 19); and “a simple, powerful way of showing 

respect and a step toward correcting the stories and practices 

that erase Indigenous people’s history and culture and toward 

inviting and honoring the truth” (USDAC n.d.).

They may also concurrently be seen as part of “anti-colonial 

movements” (Karsgaard et al. 2021), as displays of respect 

that call attention to marginalization (Keefe n.d.), and as “a 

first step in taking responsibility for the collective historical 

trauma experienced among native populations” (McKay et 

al. 2020: 905). Perhaps ideally, then, land acknowledgements 

call attention to and recognize historical and sometimes 

continuing wrongs perpetrated against Indigenous peoples 

by settlers and settler institutions and groups. While accepted 

in many academic spaces, though, the practice of offering 

land acknowledgements has been criticized by a growing 

number of individuals concerned with how these statements 

are approached, executed, or acted upon.

Many concerns stem from a fear that the voicing of land 

acknowledgements may have become a “rote,” “performative,” 

“check a box,” or “symbolic” activity that is offered before 

quickly moving on to the real purpose for the gathering or 

presentation (Karsgaard et al. 2021; Herrera 2020; Robinson 

et al. 2019; Stewart-Ambo and Yang 2021; Wark 2021). The 

language in these statements may also function to obfuscate 

past and contemporary wrongs, such as those that

characterize non-Indigenous people as   ‘guests’ 

on Indigenous lands … But guests are invited and 

presumably leave eventually. While the term guest 

may be less unsettling than invader or trespasser, 

how speakers position themselves in a land 

acknowledgement can indicate their level of awareness 

of colonial dispossession. (Wark 2021: 198)

Critiques show that the language used may also

function to make the speaker and their institution 

appear blameless, to appear to be in solidarity with 

Indigenous nations, when in fact, the words may 

not reflect any meaningful relationships with Native 

communities and obscure institutional complicity 

with land occupation, resource extraction, and 

Indigenous dispossession. (Stewart-Ambo & Yang 

2021: 31)

Drawing on the literature to understand the multitude of 

critiques of many land acknowledgements from settlers and 

settler institutions, it is apparent that a primary concern is 

a lack of action (Blenkinsop and Fettes 2020; Herrera 2020; 

Huber 2021; Karsgaard et al. 2021; Robinson et al. 2019; 

Stewart-Ambo and Yang 2021). That is, a lack of effort to pursue 

“true acts of reconciliation” in response to the issues explicitly 

recognized in the land acknowledgment2 (Robinson et al. 

2019: 24). As Wark (2021) explained: “perhaps the most vitriolic 

critiques of land acknowledgements are reserved for their role 

in maintaining this status quo; these critiques suggest that 

[land acknowledgements] are strictly symbolic gestures with 

no action required” (Wark 2021: 195). The concern about lack of 

action, though, can be complicated by the understanding that 

in many cases there are detrimental actions3 (or inactions4) 

still regularly performed by settler governments or institutions 

today. Speaking about the Canadian context, Marche (2017; 

para 13) emphatically explained that “the hypocrisy of the 

country can be so startling exactly because we repeat our 

good intentions so insistently. We say, over and over, that we 

want desperately to atone for a crime while we’re still in the 

middle of committing it.”

Naming and Acting

With inspiration from both potentially valuable and 

problematic aspects of the land acknowledgement, this 

essay proposes a combined effort to name and then act upon 

identified problematic issues (e.g., violence, dispossession, 

deficits, culpability, or areas of improvement, ect.) – both 

past and present – in our practice of educational (teaching, 

research, and service) activities. This idea connects with 

some notions of positionality efforts that similarly seek 

transparency in the conduct and presentation of research. 

Going beyond topics that are commonly incorporated in 

land acknowledgements, it would be valuable to consider 

how individuals and institutions may identify problematic 
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issues that stem from other sorts of past and present 

activities. An example would be the ecological impact of 

individual or institutional research, teaching, and educational 

pursuits. This particular example is rooted in a project with 

colleagues at the university where I am currently a student. 

We proposed a “transparency and normalization project” as 

it relates to the environmental impact of individuals scholars’ 

research activities, wherein “scholars might pursue various 

means of publicly acknowledging (and normalizing this 

acknowledgment of) our research’s environmental impact” 

(Crumley-Effinger et al. 2021: 119). To illustrate this idea, we 

provided an energy consumption and emissions statement 

to “identify both the use of energy and travel undertaken 

that would otherwise not have occurred if we” (111) had not 

undertaken the research project. This is what I mean when I 

refer to the effort to name problematic issues.

Crucially though, this idea draws from criticisms of 

the inaction evident in some land acknowledgements, 

emphasizing the work should not stop at the naming 

effort. Subsequent to naming the problematic issues, the 

institutions and individuals might identify ways that they 

will seek to engage in actions to respond to them. Returning 

to the previous example about environmental impact of 

research, the second proposed project was a “considerations 

project” that called for the consideration of the environmental 

impacts of prospective research undertakings when making 

methodological decisions (Crumley-Effinger et al. 2021: 

104). In this essay I suggest that this sort of activity should 

go beyond mere “consideration” of these impacts, and that it 

could instead incorporate an expectation that environmental 

impacts be reduced as much as possible. This is what I mean 

when I refer to the effort to act upon problematic issues.

The example provided is just that: an illustrative example. 

Looking at individual and institutional problematic issues, 

there may be many areas for this potential Name-Act effort: 

they might be large or small, past or present, deeply troubling 

or less so. In short, it could serve as a collection of areas where 

individual or collective institutional action is warranted, 

especially as identified by the individuals themselves or those 

within the community. The institution where I currently 

work, for example, “recognize[s] that enslaved Black people 

generated revenue and resources used to establish Virginia 

Tech and were prohibited from attending until 1953” (Virginia 

Tech n.d.), acknowledging (or naming) – at least in part – 

an extremely troubling, violent institutional history with 

contemporary and future implications. Such a naming opens 

the door to identify deliberate and specific actions to pursue 

reconciliation, reparations, or otherwise seek to actively 

address the institution’s violent slaveholding history, as well as 

current and future reverberations, inequities, and more.

With these ideas in mind, I suggest that the Name-Act efforts 

might include, but should not be limited to, past and present 

problematic issues such as:
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•  Ecological / environmental (e.g., individual and 

institutional greenhouse gas emissions and carbon 

footprints; see Crumley-Effinger et al., 2021);

•  Investment / divestment (e.g., institutional investment 

practices);

•  Forced labor (see Virginia Tech, n.d.);

•  Reputational restriction / legitimization (e.g., the 

deliberate actions of individuals and institutions to 

withhold and secure for themselves a monopoly 

defining conceptions of what is considered a good, 

valuable, or prestigious education; see Blanco, 2021);

•  Epistemicide and/or epistemological colonialism (see 

Robinson et al., 2019); and

•  Violence complexes (e.g., research and training 

supporting violent military and police actions).

Conclusion

This Name-Act idea brings up many questions or perhaps 

potential problems. To name a few: Does action need to be 

taken, or is an acknowledgement in itself sufficient if it lays 

“the groundwork for valuable conversations” (Flournoy 2016: 

2)? Does the Name-Act idea detrimentally co-opt a topic 

(such as land dispossession and violence against Indigenous 

people) that is too often forgotten, by highlighting other 

problematic issues? Would people or groups be willing to 

make time for such a practice? Does this idea convolute work 

already underway to respond to pertinent problematic issues? 

What would it look like to publicize a collection of individually 

or institutionally identified problematic issues potentially 

deserving acknowledgement and action?

I believe that these are important questions, and I imagine 

readers might contribute additional critical perspectives to 

more fruitfully consider the benefits and drawbacks of the 

Name-Act idea. Responding to the latter question above, 

one option could be that – just as some HEIs post land 

acknowledgements on their websites – Name-Act items 

could reside in a living individual or institutional document 

or site, which could also be used for tracking actions taken 

in response to named problematic issues. It could resemble, 

in a way, a living Name-Act dashboard, receiving updates 

when new problematic issues are named or new actions are 

identified, undertaken, or completed. The Name-Act proposal 

is self-evidently inspired by what I have learned about what 

the practice of offering land acknowledgements is and can 

be. But it is also based on my understanding of “CIE goals 

relating to the development of just and sustainable education 

and human development systems” (Crumley-Effinger et al., 

2021: 119) and the ceaseless pursuit of identifying past and 

present injustices so that we may do better in the future.

Max Crumley-Effinger (mcrumleyeffinger@luc.edu) is 

a Ph.D. candidate at Loyola University Chicago and an 

immigration advisor at Virginia Tech; his research focuses 

primarily on international student mobility and migration.

1  I use this as a simple, encompassing term to include all those connected with HEIs; I also note that it is not only academics who present land 
acknowledgements, though academics (in this broad sense) are the focus of this essay.

2  There are, of course, some examples of institutional (and likely individual) action, for example at Princeton University (https://inclusive.
princeton.edu/initiatives/building-community/native-american-indigenous-inclusion) and Miami University (https://www.miamioh.
edu/miami-tribe-relations/).

3  Marche (2017) describes the case of Muskrat Falls: In 2016, “leaders of the Inuit, the Nunatsiavut, and the NunatuKavut near Muskrat Falls, 
in Labrador [Canada], went on hunger strikes to protest the construction of a hydroelectric dam on their traditional territories. The rising 
mercury levels in the water because of the dam meant that the food supply of the territory, and the cultural practices that relied on fish and 
seal, would be disrupted. To me, Muskrat Falls re-created the whole of the Canadian colonial project, with all of its evils, in miniature. The 
Truth and Reconciliation Commission report of 2015 described Canadian colonization as a conquest with two major thrusts: the starvation 
of indigenous groups, and the attempt to erase indigenous languages and religious practices. In Muskrat Falls, it was happening all over 
again—disrupting food and culture.”

4  An example of inaction comes from Huber (2021), who describes tuition waivers for Native Americans that were included in the treaty that 
was crucial for the founding of one of the University of Minnesota campuses. Despite the presence of this limited waiver program at one of 
the system’s campuses, the waiver is not ubiquitous across the whole of the University of Minnesota system.

CONTINUED FROM PREVIOUS PAGE

CONTINUED ON NEXT PAGE

mailto:mcrumleyeffinger%40luc.edu?subject=
https://inclusive.princeton.edu/initiatives/building-community/native-american-indigenous-inclusion
https://inclusive.princeton.edu/initiatives/building-community/native-american-indigenous-inclusion
https://www.miamioh.edu/miami-tribe-relations/
https://www.miamioh.edu/miami-tribe-relations/


SPRING 2022 33

perspectives

References

Blanco, G. (2021). International accreditation as geopolitical space: U.S. practices as “global standards” for quality assurance in 

higher education. In J. Lee (Ed.), U.S. power in international higher education (pp. 60-74). Rutgers University Press.

Blenkinsop, S. & Fettes, M. (2020). Land, Language and Listening: The Transformations That Can Flow from Acknowledging 

Indigenous Land. Journal of Philosophy of Education, 54(4), 1033–1046. https://doi.org/10.1111/1467-9752.12470

Crumley-Effinger, M., Jules, T., & Shah, S. (2021) Comparative and international education research: Considering sustainable 

research methodologies. In A. Wiseman (Ed.), Annual Review of Comparative and International Education 2020 (pp. 101-125). 

Emerald Publishing. https://doi.org/10.1108/S1479-367920210000040008

Flournoy, A. (2016). What does it mean to acknowledge the past? The New York Times. Retrieved February 28, 2022 from 

https://www.nytimes.com/2016/12/31/opinion/sunday/what-does-it-mean-to-acknowledge-the-past.html

Grynoch, T., MacKenzie, K., & Sjostedt, K. (2021). Centering the margins: Creating a land acknowledgement for UMMS.

Herrera, S. V. (2020). Land Acknowledgement Guide.

Huber, C. (2021). Behind the myth of the land-grant university: Recognizing a legacy of land theft at the University of Minnesota.

Hughes. (2019). Guesting on Indigenous Land: Plimoth Plantation, Land Acknowledgment, and Decolonial Praxis. Theatre 

Topics, 29(1), E–23–E–32. https://doi.org/10.1353/tt.2019.0013

Karsgaard, C., MacDonald, M., & Hockenhull, M. (2021). Rename and resist settler colonialism: Land acknowledgments and 

Twitter’s toponymic politics. First Monday.

Keefe, T. E. (2019). Land acknowledgement: A trend in higher education and nonprofit organizations. Unpublished manuscript.

Marche, S. (2017). Canada’s impossible acknowledgement. The New Yorker. Retrieved February 28, 2022, from https://www.

newyorker.com/culture/culture-desk/canadas-impossible-acknowledgment

McKay, Mata, S., & Parker, S. (2020). Flipping the Script Towards Health Equity: A Call for Native Land Acknowledgment. Journal 

of Nutrition Education and Behavior, 52(10), 905–905. https://doi.org/10.1016/j.jneb.2020.08.010

Robinson, D., Hill, K. J. C., Ruffo, A. G., Couture, S., & Ravensbergen, L. C. (2019). Rethinking the practice and performance of 

Indigenous land acknowledgement. Canadian Theatre Review, 177(1), 20-30.

Theresa Stewart-Ambo, & K. Wayne Yang. (2021). Beyond Land Acknowledgment in Settler Institutions. Social Text, 39(1), 21–. 

https://doi.org/10.1215/01642472-8750076

USDAC. (n.d.). Honor native land: A guide and call to acknowledgement. Retrieved February 28, 2022, from https://usdac.us/

nativeland

Virginia Tech. (n.d.). Land acknowledgement and labor recognition. Retrieved February 28, 2022, from https://www.outreach.

vt.edu/conversations/land-acknowledgement.html

Wark. (2021). Land acknowledgements in the academy: Refusing the settler myth. Curriculum Inquiry, 51(2), 191–209. https://

doi.org/10.1080/03626784.2021.1889924

Wilkes, R., Duong, A., Kesler, L., & Ramos, H. (2017). Canadian university acknowledgment of Indigenous lands, treaties, and 

peoples. Canadian Review of Sociology/Revue canadienne de sociologie, 54(1), 89-120.

CONTINUED FROM PREVIOUS PAGE

https://doi.org/10.1111/1467-9752.12470
https://doi.org/10.1108/S1479-367920210000040008
https://www.nytimes.com/2016/12/31/opinion/sunday/what-does-it-mean-to-acknowledge-the-past.html 


SPRING 2022 34

perspectives

I traveled to Cuba November 15-26, 

2021 as part of the IFCO/Pastors for 

Peace Friendshipment caravan. 

We brought approximately three 

tons of medicines and medical 

supplies (see photo below), seeking 

to make a small dent in what Cubans needed because of 

shortages caused by the pandemic shutdown and the 60-year-

old US embargo tightened by President Trump and then 

President Biden.

Our material aid was also a symbolic act of international 

solidarity, in the spirit of the long history of Pastors for Peace, 

which for many years defied the blockade by delivering 

medical supplies and computers, often with arrests of 

religious leaders at US borders.

Bags of medical supplies waiting to be checked in at the airport in 
Miami, Florida.

The delegation included 72 people from 19 states. Reflecting 

the long history of international solidarity from Black and 

Latinx communities, roughly half the delegation was made 

up of Black, Indigenous and People of Color (BIPOC) people 

and half of the delegation was in their 20s, 30s, and 40s.

The date of our arrival in Cuba (see photo below), November 

15, is noteworthy for several reasons. First, it was the first 

day that Cuba opened up to organized group travel, made 

possible by its impressive rate of vaccinations (at the time 

approximately 90%) against COVID for Cubans aged two and 

older, with vaccines (Abdala and Soberana), that its biopharma 

industry had developed and tested (showing more than 92 

percent effectiveness).

Second, it was the day when schools and universities opened 

for in-person education for students, a cause for great 

rejoicing.

The author and other caravanistas arriving at the  
Havana Airport

Third, it was the day in which large-scale anti-government 

protests, provoked by the difficult economic situation but also 

fomented by efforts and funding from the U.S. government, were 

supposedly going to take place.  Since 1959, the U.S. has spent 

over $1 billion dollars toward “regime change” in Cuba, funneling 

money mainly through USAID, the National Endowment for 

Democracy, and right-wing Cuban groups in Miami. 

Reflections on a trip to Cuba1

By Mark Ginsburg 

Mark Ginsburg

CONTINUED ON NEXT PAGE
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We arrived in Havana in the evening of November 15, 

constituting one of the first international delegations to visit 

Cuba since the island’s pandemic closure. We had opportunities 

to speak with educators and students who expressed their 

enthusiasm for the resumption of in-person classes. Parents I 

spoke with were also delighted that their children were once 

again benefiting from high quality, free, universal education. 

One student, whom I had a chance to talk with during our visit 

to her primary school in the Timba community in Havana, 

expressed it as follows: “I am so happy to be back in school, to 

see my teachers and spend time with my friends.” 

However, the anti-government protest actions did not 

materialize.

We arrived after these were projected to take place, but one of 

our caravanistas arrived two days earlier and walked around to 

the announced protest assembly sites in Havana; she reported 

that she didn’t see any anti-government actions. She did note 

that there were pro-government actions and gatherings. 

These included a demonstration initiated by university 

students, the “Sit-in of the Red Bandanas” in Havana’s Central 

Park, which Cuban President Miguel Diaz-Canal joined for 

part of the day on Nov. 14 (see photo below).

Cuban President Miguel Diaz-Canal attending  
pro-Revolution action on 14 November

We were honored that Diaz-Canel met with us for close to two 

hours (see photo below). He highlighted three shifts in U.S. 

policy that would help reduce the economic strangulation of 

the island: i) ending prohibition on remittances being sent 

from the U.S. to family members in Cuba; ii) rolling back 

the restrictions making it hard for Cuba to buy medications 

and ingredients needed for producing vaccines; and iii) 

discontinuing policies that limit travel to and from Cuba

Pastors for Peace Caravanistas meeting with 
President Miguel Diaz-Canal.

During our time in Cuba the caravanistas participated in 

many activities, including visits to the soon-to-be-opened 

Fidel Castro Center featuring interactive, multi-media 

exhibitions about the former president’s life and work. We 

toured the Latin American Medical School (ELAM), known as 

the largest medical school in the world, having trained some 

30,000 doctors to serve in poor countries and low-income 

communities, including in the U.S. at Cuban government 

expense.  We heard presentations at the Center for Molecular 

Immunology and three other institutes that developed 

the COVID vaccines along with many other medical 

breakthroughs.  

We also visited the Memorial of Denouncement, which 

features artistic expressions and digital technology dedicated 

to the victims of terrorism and subversive aggression by 

consecutive US governments since 1959. This including 

bombings of departments stores, destroying crops, and 

attempting to assassinate Fidel Castro, Ruiz, and other leaders 

of the revolution. For me, the Denouncement Memorial put 

into sharp focus the dishonest and belligerent action by the 

Trump administration, and continuing under President 

Biden, to place Cuba on a U.S. Department of State list of “State 

Sponsors of Terrorism.”

My experiences in Cuba during this visit (and the many other 

times I have traveled there since 1993) offered the starkest 

contradiction with the way Cuba is portrayed by the US 

government and much of the mainstream, corporate media. 

One example is that the US government has placed Cuba on a 

CONTINUED FROM PREVIOUS PAGE
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“special watch list” of countries that repress religious freedoms. 

Nothing could have been further from our direct experience.

Our delegation was organized by Pastors for Peace, a 30- 

year initiative of the Interfaith Foundation for Community 

Organization (IFCO), originally headed by Rev. Lucius Walker 

and now led by his very dynamic daughter, Gail Walker. In 

Havana, we were hosted at the Martin Luther King Center, 

an ecumenical organization attached to the Ebenezer Baptist 

Church. In Matanzas, we slept and ate at the ecumenical 

Seminary facility. During the trip, we also had the opportunity 

to meet with representatives of Christian, Muslim, Jewish, 

and Yoruba/Santeria institutions that promote faith and 

community development activities.

Now that Cuba has re-opened and the pandemic is being 

managed, we are all warmly invited to visit the island.  Three 

organizations that are organizing trips during this year are: i) 

the Venceremos Brigade, ii) the National Network on Cuba 

(NNOC, http://nnoc.info/), and IFCO/Pastors for Peace.

Mark Ginsburg (mginsburg49@yahoo.com) is past president 

of CIES (1991-1992) and previous coeditor of the Comparative 

Education Review (2003-2013) who now serves as a visiting 

scholar at the University of Maryland-College Park, though he 

currently is a resident of the unceded land of the Awaswas 

people (now known as Santa Cruz, California).

1  A version of this article appeared in the San Francisco Bay Area publication,48HILLS: Independent News & Culture (see https://48hills.
org/2021/12/reflections-from-a-trip-to-cuba/) on 9 December 2021. It included the subtitle, “US faith leaders head to the island nation to 
bring medical supplies—and counter US propaganda.”
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Supporting Animal Rescue 
in Cuba
By Rich Arnold

Mahatma Gandhi once said, 

“The greatness of a nation 

and its moral progress can 

be judged by the way its 

animals are treated.” While 

often a minority, animal 

lovers are a universal 

presence across the globe, and while care for animals will 

vary greatly depending on the individual, there is a clear 

correlation between the aggregate resources put into caring 

for the animal population and the development status of a 

country (Thornton 2013). Countries lower on the scale of 

Rostow’s development will naturally have fewer resources to 

devote to either curbing or caring for the nonessential animal 

population, as will its citizens. One country where the stark 

reality of an uncontrolled population of stray animals with 

no welfare programs or laws in place is unavoidable is Cuba, 

which has seen a large increase in American visitors since the 

Obama administration began loosening travel restrictions, 

though more recent restrictions by the Trump administration 

coupled with the pandemic have brought that number back 

down. Since 2018, my partner and I have made numerous 

trips to Cuba as part of our efforts to assist in animal welfare 

initiatives. This is an overview of our experiences.

As is well established, the US embargo on Cuba has had a 

devastating effect on its economy and its populace. While 

development since the 1960s was minimal to begin with, 

the already precarious economy took a severe downturn in 

the decade following the collapse of the Soviet Union, which 

up to then had been Cuba’s central trading partner. Now 

known as the Periodo Especial, Cuban society was forced to 

radically change in this decade: oil consumption decreased 

immensely, organic agriculture became a predominant 

industry, and a massive shift from military spending to 

austerity measures began. Additionally, the food shortages 

led to the abandonment of many pet cats and dogs, and the 

cutting of social services included veterinarians and animal 

control officials. While new trade with the Russian Federation 

and Venezuela helped ease Cuba out of the Periodo Especial, 

little thought has been given to animal welfare at the 

federal level since, and the stray cat and dog population, the 

callejero, continues to increase beyond their capacity to feed 

themselves, and suffer.

Due to the US embargo, US citizens are very limited in what 

they can do to contribute to the wellbeing of either animals 

or people living within Cuba. While travel restrictions are 

relaxed, the official US policy states that US citizens do 

nothing to support businesses or non-profit organizations 

that are either partially or wholly controlled by the state, 

which leaves very few options within a Communist system. 

Traditionally tourism stayed within central Havana and 

the resort areas, but since the Periodo Especial, the Cuban 

government has encouraged homeowners to rent out rooms 

and act as hosts for tourists (just like what Airbnb would later 

offer). Known as casa particulares, these rented rooms are 

prevalent throughout every region of the country and are a 

viable workaround for Americans, who are not permitted to 

stay in hotels. The casa particulares have greatly opened up 

the areas of travel tourists explore within the country, and 

have also increased awareness of animal suffering in the areas 

less frequented by tourism. We began making trips to Cuba 

to bring needed supplies and meet with animal protectors 

whom we had connected with online. Cuba has a ban on 

certain medications being brought in by tourists, and supplies 

like anesthesia, and controlled substances cannot be brought 

in unless by a licensed NGO; even then, the government is 

generally unwilling to work with US based NGOs and thus 

several animal welfare groups are based in Canada or Mexico. 

However, any other supplies relating to medical support or 

the feeding and housing of animals are greatly needed by the 

different networks of animal protectors around the island. I 

spoke with several protector friends, including local protector 

Laura, and a state-sanctioned veterinarian with the University 

of Santa Clara, who informed me of the needed supplies 

Rich Arnold
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Cuban animal protectors are still struggling to procure. 

Some of the supplies which are needed by protectors and are 

legal for tourists to bring in include: flea and tick prevention 

supplies, milk replacement for puppies and kittens, food (no 

beef or pork content), grooming supplies, collars, leashes, 

vitamins, dewormer, collapsible cages, toys, and flashlights. 

We have been encouraged, and we encourage you, to connect 

with animal rescue groups online should you want to assist 

on your next trip to Cuba.

The author at an animal sanctuary.

This is where animal rescue NGOs come in. There are several 

nonprofit organizations dedicated to getting resources 

down to animal protectors in Cuba. Two of the ones we 

have worked with, TAP and the Spanky Project, represent the 

two-pronged approach to animal rescue support in Cuba: 

providing aid to the protectors and assisting in spay/neuter 

campaigns. Spay/neuter campaigns sterilize the callejero so 

that they do not reproduce beyond the capacity of the local 

environment to sustain them, as is generally what happens 

without intervention. TAP is a nonprofit that coordinates 

the bringing in of needed supplies to animal protectors who 

need it the most. A TAP board member describes their aims as 

supporting private veterinarians and protectors with supplies, 

medicines, and anything that can be used for sterilizations. 

TAP organizes with veterinarians and protectors to get them 

the supplies they need. While TAP focuses on supporting 

the existing animal population, a great amount of work is 

done to curb the population of callejero through spay/neuter 

campaigns. This is the primary focus of the Canada-based 

Spanky project, founded by Terry Shewchuk. The Spanky 

Project provides supplies to veterinarians in Cuba to allow 

them to conduct their own spay/neuter campaigns, assist 

with the campaigns, conduct training with the veterinarians, 

and distribute dewormer. This is done in response to the 

government-funded animal control and liquidation, which 

Shewchuk believes is not only cruel, but ineffective at curbing 

the animal population. Shewchuk’s motto: “How do you 

rescue 100 cats? SPAY ONE.”

To be clear, it is not strange to see stray cats even in highly 

developed, cosmopolitan cities, though even then the 

cats are often cared for by a network of volunteers and are 

generally ear-tipped, signaling that they have been part of 

a trap-neuter-return (TNR) campaign so as to prevent the 

stray population from quickly rising out of control. I have 

seen many ear-tipped stray cats in cities ranging from Dubai 

to London to Minneapolis. The tip of a cat’s ear is cut (there 

are no nerve endings, and this is painless) to signify that they 

cannot breed further. The physical condition of these cats 

may vary, but at the very least, the ear tip is a sign that the 

local stray population is not in danger of rapidly exceeding 

far beyond the resources available. However, large numbers 

of stray dogs are another matter, as they consume more food 

and require more space to survive. In Cuba, one will likely see 

high numbers of both, including even sometimes abandoned 

horses, donkeys, and oxen. Callejero often roam in packs and 

can be seen fighting for food left (or dropped) by tourists. 

While it is suspected that rats provide the primary source of 

food for the callejero, we have seen them feeding on each 

other as well. Most display visible signs of malnourishment, 

infections, and injuries. They are especially prevalent in the 

city centers of places such as Havana and Viñales but can be 

seen in large numbers roaming in rural areas as well.

In most cases, the stray animal population is treated with 

indifference at best and cruelty at worst by the populace of 

Cuba. Laura describes a large sense of ignorance within the 

Cuban culture of the true scale of stray animal suffering, 

and others have described a worldview that does not see 

the animals as anything other than vermin. There are 
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numerous instances of animal cruelty. A sadism arrest for a 

man torturing dogs made waves in 2018, but with no animal 

welfare laws yet on record, it is unclear if he was ever formally 

charged (Echarry 2018). Several of my contacts in Cuba have 

told me stories about cats, dogs, and even old horses being 

hacked with machetes or burned alive for entertainment; they 

emphasized their belief that this was not a culture that directly 

promoted cruelty to animals, but rather promoted it through 

apathy. This is not a recent observation; Cuban writers as far 

back as 1883 lamented that “the situation for domesticated 

animals was much the same in the domestic sphere, where 

families and individuals looked at the lives and sufferings 

of animals, primarily used for the amusement of children, 

with indifference” and wrote with concern about the cruelty 

of bullfighting and cockfighting as “centers of perversion” 

(Monzote 2013: 228). Even among the fairly small middle and 

upper-class, well-educated communities of Havana, there is 

a general lack of awareness on animal welfare. For example, 

among those who do keep pets, it has become trendy to keep 

and breed huskies. But with their thick fur and need for a high 

amount of water daily, huskies are not well adapted for the 

humid heat of Cuba, and if they are abandoned, they do not 

last long. The survival of animals is virtually dependent on 

the animal protectors. Many have organized a national group 

called Cubans in Defense of Animals (CEDA), which was given 

the rare opportunity to be permitted to march in support 

of animal rights in Havana in 2019 (Weissenstein 2019). 

Shewchuk and Laura both mention that many animals are 

‘community animals’ who move from home to home where 

they know they will be fed. Laura says that the protectors 

often offer shelter, either temporary or permanent, to the 

animals, as well as try to rehabilitate injured/sick animals. 

Shewchuk mentions there is sometimes a problem with well-

intentioned protectors ‘hoarding’ the animals beyond their 

capacity to care for them, which is generally a low threshold. 

In many cases, the protectors have no spare food beyond rice 

to feed the callejero, and others promote themselves on social 

media as protectors and then ask for monetary donations 

which they spend on themselves.

As is frequent in developing countries, the government of Cuba 

has never had much of a hand in the stray animal population. 

Traditionally, according to Shewchuk, the Cuban solution to 

the callejero was zoonosis: the dog/cat catcher rounded up 

strays and took them to a facility roughly 15 km from Havana. 

If the animal was not claimed in 2 days, it was ‘liquidated’ in a 

generally inhumane manner. While zoonosis is still practiced 

in Havana, it is on a small scale and has done little to curb the 

stray population. While there are practicing veterinarians in 

Cuba, they are few and far between, and they have traditionally 

been employed  exclusively by the government, to assist with 

state-owned animals. The supplies given to veterinarians is 

generally below even minimal; anesthesia is virtually unheard 

of, and medicine is in extremely short supply and prioritized 

for humans. Any spay/neuter campaigns in the country were 

conducted exclusively on a volunteer basis on the vets’ own 

time, with their own resources. These spay/neuter campaigns 

are often conducted illicitly, as until recently the Cuban 

government forbade private animal rescue campaigns.

A private animal rescue. The Cuban government has  
shut down several private animal refuges.

The Cuban government also has little to no support for 

non-profits supporting animal rescue. In Cuba, laws restrict 

NGO’s operating within the country to only one organization 

operating for any social benefit (i.e., there is only one state 

sanctioned NGO for expecting mothers, etc.). There is only 

one government recognized NGO permitted to do work with 

animals, Aniplant. In addition to serving as a low-cost animal 

clinic, Aniplant conducted spay and neuter campaigns around 

Havana, and raised awareness in other provinces about animal 

welfare; however, its scope was very limited due to its very small 

staff and lack of supplies. Aniplant was supported by US based 
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NGOs and volunteers for many years until its strengthening 

ties to the government made further work impossible due to 

the State Department’s mandate that US groups do no business 

with any entity controlled in whole or in part by the Cuban 

government. Other groups such as CEDA face harassment 

from the government, as such groups are often suspected of 

being anti-Communist dissidents, and groups unapproved by 

the Cuban government are not considered part of ‘legitimate 

civil society’ (Weissenstein 2019).

An injured callejero at one of the protectors’ sanctuaries.

Animal welfare laws and groups within a country are linked 

to development, and generally rise as development increases. 

It makes sense; aside from ensuring healthy animals for food 

production, more developed states will place a priority on 

animal welfare for the health of humans, such as maintaining 

a degree of hygiene, preventing the spread of diseases, and 

agriculture maintenance (WAN 2015: 2). However, as a country 

begins to rapidly increase its development, the number of 

animal welfare groups and laws actually decreases, until it 

reaches a threshold of roughly 350$ billion GDP, then it begins 

to rise again (Thornton 2013: 3). As it rises from this point, 

GDP is no longer a factor in animal welfare, and other factors 

such as income inequality, consumer demand, and education 

(Thornton 2013: 3-4) become the driving factors. Cuba, with a 

GDP still only a fraction of that 350$ billion threshold, is further 

hampering efforts by its citizens to mobilize themselves for 

the rights of animals within the country, making it an outlier 

even among developing countries. One factor that can still 

make a change is education.

The Cuban education system is state funded through higher 

education, with highly specialized tracks. Cuba offers 

compulsory education up to grade 9, with mandatory exams 

at the end of year 12. Students planning a career in veterinary 

services must commit as early as grade 9, according to my 

veterinarian contact in Cuba, when they must enter vocational 

school. After the year 12 exams, students have the option of 

ranking their top 10 career paths in life, and may be accepted 

into one career based on their grades and exam performance, 

or alternatively may be singled out by the government as a 

good fit for a certain industry. Classes are taught in all the 

primary STEM areas, while the humanities include Cuban 

history, Spanish literature, and similar electives.

There are no mandated courses in the Cuban education 

system on animal welfare like most countries, though Laura 

and CEDA have pushed for one. Empathy, however, can be 

and is taught widely and has a direct link to how humanely 

animals are treated by children later in life (and conversely, 

how they can become desensitized to animal suffering) 

(WAN 2015). Studies prove a connection between empathy 

in children and their attitudes towards animals (Fung 2018; 

Martens et al. 2019; WAN 2015) and empathy in education 

can be improved through deemphasizing standardized 

testing, increasing story and literature-based lessons, and 

strengthening home/community/school ties (Amico 2020). 

Higher education is not too late to begin emphasizing animal 

welfare: China-another communist society-began offering 

animal welfare electives in the early 2000s amid increasing 

news reports criticizing animal welfare conditions of zoos, 

animal trafficking, and pet abuse (Carpenter and Song 

2016) thus demonstrating that a free press is also important 

to animal welfare. NGOs have also set up animal welfare 

education programs in China (Carpenter and Song 2016) 

and students in Belgium and the Netherlands demonstrated 

increased concern for animal welfare in direct relation to their 

frequency of visits to zoos/aquariums (Martens et al. 2019). 

Cuba has several zoos and aquariums, though none located 

within Havana city limits, and its largest, the National Zoo of 

Cuba, has been accused of animal cruelty by visitors. Fung 

(2018) found that in China there were strong links between 

humane education studies that did not necessarily revolve 

around animals and perceptions of animal welfare.
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Animal rescue volunteers neutering a callejero. Their faces have been 

covered to protect their identities.

Despite the suffering of the callejero and the setbacks 

protectors have endured, progress has been made in Cuba. 

After the successful march of CEDA, Cuba passed its first 

animal welfare law in 2021, formally setting out punishment 

for animal abuse (Acosta 2021). Additionally, veterinarians 

will be permitted to operate privately outside of government 

facilities. Laura believes that pressure from both the Cuban 

animal protector community and international pressure 

helped spur the new reforms. Shewchuk cites a “greater 

sensibility towards animals” that has developed within the 

Cuban populace in the last 20 years as also raising awareness 

and spurring new reforms. However, the work has only just 

begun; the new law still makes exceptions for cockfighting, 

and the animal protectors face a tremendous shortage of 

necessary supplies in the wake of the economic downturn 

since the COVID lockdowns began, with some conditions at 

their worst since the Periodo Especial. Still, protectors work 

tirelessly to care for the callejero and push for further reform. 

After all, it’s not just the animals at stake-it’s the greatness of 

the nation.

Here is more information on what TAP and the Spanky 

Project do in Cuba.

Rich Arnold (rarnold1@luc.edu) is a Ph.D. candidate at Loyola 

University Chicago and former schoolteacher who focuses 

on global citizenship and regionalism.
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On White Privilege: Autoethnography

Back in 1989, Kimberle Crenshaw 

demonstrated the intersectionality 

of structural discrimination against 

women who are black. That same year, 

Peggy McIntosh, a feminist scholar 

and anti-racist activist, published 

“White Privilege: Unpacking the 

Invisible Knapsack,” demonstrating 

twenty-five hidden benefits of being 

White. More recently, in White Fragility, Robin Diangelo explores 

why it is so hard for white people to talk about racism: “we are 

insulated from racial stress, at the same time that we come to feel 

entitled to and deserving of our advantage”” (2018: 1). Further, 

Rinaldo Walcott underlined that “whiteness is also a structure […] 

a set of logics, ideas, and practices that work to reproduce white 

people as superior to others and therefore as benefiting from a 

society built to confer and confirm that superiority” (2019: 395). 

With that in mind, I set out to discuss some thoughts on white 

privilege in this issue of Perspectives. 

When I see my name listed as the lead editor of the 

Comparative Education Review, I cannot fail to notice I am 

one of a list of white and male lead editors. Their names 

are listed in every issue of the Journal, starting with George 

Zygmunt Fijałkowski Bereday, together with Harold J. Noah, 

Andreas Kazamias, Philip G. Altbach, John N. Hawkins, 

Erwin H. Epstein, and David Post. The fact that they are – to 

my knowledge –all identifying as white and male is not a 

coincidence: it is linked to white male privilege in the field of 

Comparative and International Education. In our current CER 

team, we are proud of having a “flat” hierarchical structure, 

taking joint decisions – with a team that is very diverse. Still, 

historically and presently, most gatekeepers to the field are 

white; and Black, Indigenous and People of Color (BIPOC) 

voices are often a result of friendship and/or networking with 

these gatekeepers. This is well described by Keita Takayama, 

reflecting on the 2018 CIES conference in San Francisco:

Privilege is a product of relationality; the privileges 

that I enjoyed as one of the invited speakers [to the 

CIES conference] were made possible through active 

efforts to underprivilege others. Paradoxically, the very 

institutional practices that privileged my voice were 

already undermining the very messages that I meant 

to deliver (CER 65(3), 562).

Historically, whiteness and relationality have been (and, to a 

large extent, is) shaping who is given space to speak, and who are 

being heard in our field. This problem is further complicated by 

the nature of the field itself, frequently involving white people 

“assessing” and “studying” the “Other.” Often our research starts 

with a presumption that a white researcher knows best how to 

solve other people’s educational problems. One of my Master 

advisees, a white woman from North America, recently asked 

me which International Education courses at the University 

of Massachusetts Amherst she needs to take so that she can 

help change the world. I was at pains to answer. Our classes 

in monitoring and evaluation, project proposal development, 

and other field-oriented matters have gradually been replaced 

by courses that are reflecting students’ interest in postcolonial 

and decolonial studies, and in post development, both from a 

theoretical perspective and through praxis.

Arturo Escobar, a former professor at UMass Amherst, 

visited our campus for a debate on “Engaging the Present, 

Envisioning Futures” in October 2019 and spoke about futures 

in education; he asked us challenging questions on what we 

should do as educators to promote a more just and ecologically 

sustainable future. Further, the Black Lives Matter movement 

and events of 2020 have led many of us to introspection and 

self-criticism, envisioning alternative futures, reflecting on 

the white construct of the World and critique thereof. My 

Master’s advisee and I started discussing whether we (as white 

field workers from North Europe and the US) are still needed 

to change the world; and perhaps more accurately whether 

we were ever needed, or wanted. Such self-examination can 

be painful for white academics and practitioners since our 

work may be fueled by what we understand as humanity and 

“helping others.” Moreover, it is our livelihood.

Comparative and International Education was initially 

dominated by white males, who to an extent have been equaled 

or even surpassed by white females (as is shown for example 

by the number of submissions to the Comparative Education 

Review). The “Old Guard” is white: white males and females 

have historically and to the present day played complementary 

roles in gatekeeping and excluding non-White communities.

perspectives
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BJØRN H. NORDTVEIT, EDITOR Comparative Education Review

Bjørn H. Nordtveit
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My own History, that of a white, Northern European academic 

practitioner, is not an unusual one in International Education. 

My parents are deeply religious Pentecostal Christians who 

still refer to histories about the movement’s birth in 1906 with 

Rev. William Seymour in Los Angeles. They brought me up 

with the idea of selfless work for others as well as with the 

notion that “[skin] color does not matter,” preached by Azusa 

Street Pentecostalism. However, they (and the institutions the 

represented) often took a paternalistic stance of the Other: to 

go and teach Them, help Them, etc., which is frayed in unequal 

power dynamics between white and Non-white people, and 

Global North-South disparities. In the years immediately 

preceding my birth, my dad worked in Grahampur in Assam 

for the Santal Mission under financing from the German 

group Brot Für die Welt, setting up an agricultural school in 

a rural area close to the Dingdinga Bazar. My mom, a nurse 

practitioner, helped with polio vaccination and occasionally 

served as an anesthetist in a nearby clinic.

Thus, my childhood was populated with slide-shows and 

stories from their work in the “field,” which I came to look 

upon as an exotic place, smelling of musk and spices, with 

blood-red sunsets over the Mornai Tea Estate. My first 

memories in life, reconstructed through my mother’s Zeiss 

Ikon lens, are from the North of Norway: as a baby I lived in 

Vesterålen, Sápmi, where my parents worked for NORAD with 

a group of students from Tanzania who studied how to use 

big-agriculture machinery. The North is in my memories 

populated by high snowclad mountains and a sun that never 

sets during the short summer months. Later, as a family 

we moved to religiously conservative South-West Norway. 

At the age of 15, tired of the endless rain, prayers and fog 

of Vestlandet, I left for Normandy where I completed my 

Baccalauréat in Rouen. Subsequently, I went to Paris to study 

at the Institut National des Langues et Civilisations Orientales. 

I had no idea that even the name of the school was a colonial 

construct and offensive to many people: my first encounter 

with Edward Saïd’s Orientalism was still far away in my future.

After graduating as a “specialist” in Lao language and culture, 

and a thesis at the Sorbonne on l’Histoire de l’Education 

Primarie au Laos, I was hired under Norwegian financing as an 

Associate Expert for UNESCO, working for three years in remote 

areas of the Lao PDR to set up “education for ethnic minorities” 

(ການສຶກສາຊົນເຜົ່ານ້ອຍ). This was followed by another 

two years in Savannakhet (South Laos), where I worked as a 

Chief Technical Adviser on a UNESCO-implemented project 

for Distance Education, again financed by Norway.

My work in Laos was followed by a time in Saddam Hussein-

dominated Iraq, during which I traveled between Baghdad 

and the war-zones of Northern Iraq. I was based in Kurdish 

Sulaymaniyah and reported to the UN Security Council on 

school and desk-building repairs, as well as on educational 

materials arriving to the Kurdistan region under the UN Security 

Council Resolution 986, establishing the 1995-2003 Oil-for-

Food Programme. This Resolution stated that the UN Security 

Council was “Concerned by the serious nutritional and health 

situation of the Iraqi population, and by the risk of a further 

deterioration in this situation, [… and] convinced of the need 

as a temporary measure to provide for the humanitarian needs 

of the Iraqi people until the fulfillment by Iraq of the relevant 

Security Council resolutions.” Like all international workers in 

Sulaymaniyah, I hired an armed bodyguard and responded to 

walkie-talkie calls every evening to account for my well being.

The time in Iraq ended when I was offered employment in 

Washington DC to work under a Norwegian Trust Fund for 

literacy education in African countries, managed by the World 

Bank’s Africa Region Human Development Department. The 

work entailed frequent trips to Francophone North and West-

African countries, including Burkina Faso, Chad, Guinea, 

Mali, Morocco, Niger, Rwanda, and Senegal. With the help 

of a Senegalese mentor who later became a close friend, 

Amadou Wade Diagne, I learned how to set up World Bank 

procedure manuals for outsourcing literacy activities to local 

community-based organizations. I also worked for the US 

government as an evaluator for the Department of Labor (the 

Bureau of International Labor Affairs), for which I conducted 

fieldwork on child labor in Benin, Cambodia, DRC, Guinea, 

Myanmar, Namibia, Rwanda and Swaziland.

At the same time as I worked for the World Bank, I completed 

my Ph.D. at the University of Maryland (UMD), with Prof. Steve 
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Klees as my advisor, on The Role of Civil Society Organizations 

in Developing Countries: A Case Study of Public-Private 

Partnerships in Senegal. When I later started my academic 

career at the University of Hong Kong, I introduced myself as 

“a Norwegian educated at the Sorbonne and at UMD – now at 

the University of Hong Kong working for the US Department 

of Labor in Benin.” This is perhaps a good example to 

demonstrate globalization, but it also shows how much 

whiteness – and white “expertise” – is valued internationally.

My life is and has been that of a person believing in “helping 

others,” and it also exemplifies the life of a privileged male 

cis-gendered person from the (geographic) North. And 

in the CER, we oftentimes publish papers by authors who 

are “helping others.” Just like me, they are white workers, 

academics or other professionals in the “development” field, 

largely belonging to people and organizations from the so-

called developed North (terms that I dislike, together with 

“Western countries” since they are so misleading.)1 We are, 

arguably, constituting the core of “the field” of Comparative 

and International Education and also gatekeeping on who to 

let in and who to not let in.

When assessing papers for the CER, as an editorial team we 

at times discuss whether this or that author should disclose 

their positionality in papers studying Non-white people, 

explaining why they study the other. We do not have any 

specific policy on this, but increasingly, I have come to believe 

that all authors need to provide some kind of self-disclosure. 

We need to say that we are educated in this or that University – 

that we research upon the World from this or that perspective 

– that we are part of this or that Institution. All of these factors 

influence our research questions, our methodology, and our 

writing. White researchers have had and still have a historic 

supremacy in Comparative and International Education 

(just like in other fields of study), influencing research and 

publishing. In my opinion, the self-disclosure of white 

researchers, therefore, needs to be powerful and clearly tell 

the readers why they are authorized to speak about their 

Comparative and International Education topic. I believe 

Alexandra Allweiss did this appropriately in her article “‘Too 

Dangerous to Help’: White Supremacy, Coloniality, and Maya 

Youth” in CER 65(2) pp. 207–226. Many white authors are 

taking for granted that they can and should study the other, in 

whatever geographic area and “field” that they feel entitled to, 

as long as they pay respect to methodology and literature. The 

former (methodology) is often being evaluated against norms 

of “best practice” established by White researchers, and the 

latter is oft-referring to other white people’s research of the 

other, thus perpetuating a lineage of whiteness in research.2

As an Editorial Team, we have been promoting changes in the 

field of Comparative and International to make it less about 

“us studying them” and more about promoting fairness and 

justice in research and practice. Our second and final term 

is ending in June 2023, and if there is a subtext about legacy, 

I hope our Team has contributed to making the field more 

inclusive. That being said, with Rinaldo Wolcott I still firmly 

believe much remains to be done. Speaking about inclusion 

and diversity is simply not enough: “diversity rhetorics and its 

resultant practices are a poor attempt at structural justice and 

societal transformation [and] I instead argue that whiteness 

requires unmaking so that other possibilities for organizing 

human life might emerge” (Wolcott 2019: 393-394).

I have provided references to my life in an attempt to show 

how relatively easy it has been for a white field worker and 

later academic to become an “expert” on the other. Tim 
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1  I actually much prefer the World Bank’s definition of “low-income economies” (GNI per capita of $1,045 or less); “lower middle-
income economies;” “upper middle-income economies;” and “high-income economies;” see: https://datahelpdesk.worldbank.org/
knowledgebase/articles/906519-world-bank-country-and-lending-groups 

2  For our publication policies, see: https://www.journals.uchicago.edu/journals/cer/instruct. It should be noted that we are generally 
relying on reviewers to push the authors in the direction of self-disclosure. However, the next editorial team might consider more pro-active 
practices.

https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-lending-groups
https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-lending-groups
https://www.journals.uchicago.edu/journals/cer/instruct
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Wise, an anti-racist educator and author has explored white 

privilege to demonstrate how race and racism work in the US, 

in a book and movie named White Like Me: Race, Racism & 

White Privilege in America (see: https://whitelikememovie.

org). He demonstrates that white privilege ultimately is 

not helpful, neither for society as a whole, nor for whites 

themselves. Like he suggests in this book, whites need to 

assess what privileges we have gained because of our race, 

and work to change the structural injustice – in all fields – 

military, police, finance, employment, to mention some. For 

us in Comparative and International Education, we need to 

assess white privilege and change structural injustice in our 

own field, starting with our members, the structure of our 

Society, as well as our teaching, research and publications. 

Some of this has been explored in recent publications3, but 

much work remains to be done.

3  See, for example, the paper and moderated discussion on “‘Participation Does Not Equal Voice’: Gendered Experiences in an Academic and 
Professional Society” in CER Vol. 65(3) pp. 534-572.
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Education is intrinsically linked to and embedded in culture. 

It always must draw from culture (e.g., the use of language), 

engage with culture (in at least the dissemination of new 

ways of being like the adoption of science-informed health 

measures), or at least be sensitive to culture (culture is both 

an authority and regulatory system for the appropriateness 

of any research or teaching program). Sexuality education is 

also rooted in at least a sexual culture which is 

‘a discernible assemblage of meanings, conceptu-

alisations and practices around sex, which is held, 

shared, lived, communicated, negotiated and even 

contested within a community. Sexual culture is 

closely bound with the various ways sexuality is un-

derstood, depicted, expressed and even practised’ 

(Mukoro 2017: 499)

The cultural challenge that education, including sexuality 

education, faces is that of cultural multiplicity. If there was just 

a single culture in the world, the challenge would be different 

and mainly focused on how education can best engage with 

that single culture. It is now very common to see societies 

with over one hundred cultures, and with students from these 

different cultures meeting in a single classroom. After some 

years of researching and reflecting on how to approach the 

cultural multiplicity and diversity, often conflicting sexual 

cultures, existing in contemporary sexuality educational 

settings, I created an ‘open-cultural’ approach and proposed 

it as a fitting culturally sensitive stance on sexuality education 

in today’s diverse world.

How do we ensure that all cultures, even when they are more 

than 500 types or sub-types, are given a space to be heard 

or even understood? Another concern is how to safeguard 

young people from adapting wrong aspects of some cultures 

while ensuring that they are not ignorant of those aspects. 

Education, even sexuality education, ought to prepare young 

people to function in a world of difference, to navigate the 

cultural complexities of society. Sexuality education ought to 

be culturally sensitive to be effective or even accepted in the 

first instance by stakeholders like thought leaders in society, 

parents, teachers, and even students. How then can sexuality 

education be sensitive in a manner that is both uplifting and 

practicable?

In response to the above questions, I proposed the open-

cultural stance on sexuality education. I examined three 

very popular options and critically dismissed them. The 

monocultural stance is the first option I engaged with. This 

is when sexuality education is mostly defined by one sexual 

culture. For example, faith-based schools whose sexuality 

are the reflection of their core beliefs. While the stance 

has pedagogical simplicity (devoid of the complexity of 

interacting with difference), it could form students who “who 

are totally unprepared to engage with those with different 

sexual cultures in a respectful and sensitive way” (Mukoro 

2017: 504).

On the other hand, the multicultural stance on sexuality 

education aspires “to be as inclusive as possible, so that almost 

all sexual cultures’ voices can be amplified”(Mukoro 2017: 504). 

Although this aspiration of infinite inclusiveness is a worthy 

ideal, it is practically burdensome, especially in contexts with 

many sexual cultures, given that sexuality education has to 

function with time and budget constraints. Secondly, there 

is the question of how well a sexuality education program 

can represent a sexual culture, let alone multiple sexual 

cultures. Culture is dynamic, almost like current affairs or 

the news. It is not something that can be captured once and 

for all. It is not frozen in time. This considered, how can we 

adequately represent multiple everchanging sexual cultures 

in a curriculum that is significantly constrained in time and 

resources? Therefore, I argue that “while a monocultural 

stance on sexuality education offers a kind of pedagogical 

simplicity, which could lead to extremism, a multicultural 

stance on sexuality education presents a type of pedagogical 

complexity that may lead to superficiality. This superficiality 

can be likened to trying all but mastering none” (Mukoro 2017: 

505).

CONTINUED ON NEXT PAGE
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The intercultural stance on sexuality education is more 

attuned to the dynamism of sexual cultures. Fluidity, liberalism 

and relativism are three core cultural manifestations. These 

three core components make intercultural educational 

settings, sites of mutual learning or intercultural enrichment. 

The difficulty here is that some cultures are fundamentally 

different or opposed to each other, like monogamy and 

polygamy. I argue that:

There are dangers within this idea of cultural relativism. 

It is like telling children that all sexual cultures are 

permissible. While this may counter the implicit in 

the monocultural stance on sexuality education, it 

could lead to a certain nihilism or the annihilation of 

cultural values, even the very good ones of respect 

and consent. There are practices such as rape, forced 

marriage and sex trafficking that most will frown at, 

even if in some sex cultures they are defensible. Yet, 

in the nihilism founded on cultural relativism, these 

bad practices could surprisingly hold some power… Is 

there a paradox in an intercultural stance to sexuality 

education? In an attempt to be sensitive to all sexual 

cultures, it becomes insensitive to each and every 

sexual culture? (Mukoro 2017: 506)

All three aforementioned stances are inclined towards closure; 

resolving the problems or issues associated with diversity. The 

monocultural stance resolves by “shutting out the different,” 

the multicultural stance resolves by “incorporating other 

cultures and countering stereotypes” and the intercultural 

stance resolves by “assuming a relativist and dynamic 

receptivity towards other sexual cultures” (Mukoro 2017:  506). 

Yet, none fully resolves the issues. The ‘solution’ of one issue, 

leaves the door open for another ‘issue’ to emerge

The open-cultural stance does not try to resolve the 

complexities or difficulties associated with the diversity of 

sexual cultures but assumes an open-ended stance towards 

diversity of sexual cultures:

Realising that culture or cultural differences are not 

something that can be easily manipulated into a 

solvable framework, an open-cultural approach to sex 

education is one that sensitises students to conflicts, 

exposes them, then teaches about them, rather than 

obfuscates them. This is because education or even 

sexuality education is not a thing of itself; it is, as 

Whitehead and several other experientialists will argue, 

a preparation for the real world (Mukoro 2017: 506)

Thus, students are “empowered to live with multiple, often 

conflicting, sexual cultures because such multiplicity and 

conflicts will always be there. This is the logic behind an 

open-cultural stance on sexuality education” (Mukoro 2017: 

507). This empowerment is mostly done by a focus on the 

cultivation of sex cultural intelligence in students. A sex 

cultural intelligent person is aware of their perpetual cultural 

embeddedness with an ability to self-critique their own 

culture, the complexity, and dynamism of cultures, possesses 

an openness to interact with and learn from other cultures 

without necessarily endorsing and accepting them, and a 

developed sense of curiosity that “allows them to further 

pursue their education through questioning and interacting 

with different people, rather than a simple defensive attitude 

of closure to anything outside the curriculum” (Mukoro 2017: 

507). A sex culturally intelligent person is ‘able to hold values 

with being an extremist’ and able to incorporate aspects of 

new or different culture “without losing their own cultural 

orientation on sex and sexuality” (Mukoro 2017: 507

The open-cultural stance on sexuality education can be 

described as one that incorporates the strengths of the three 

models earlier considered without necessarily incorporating 

their weaknesses. In the open-cultural stance, each of the 

three aforementioned stances is seen as “as steps in a ladder 

for sexuality education in practice” (Mukoro 2017: 508).

The monocultural step is a foundational stage for sex 

cultural intelligence and an open cultural stance on sexuality 

education. A selected sexual culture is presented to the 

students only as an illustration of the idea of sexual culture. 

This is not a stage to indoctrinate students or to represent 

other alternative or different sexual cultures in a negative 

light.

In the multicultural step, students are introduced to the idea 

of difference. The goal here is to help the students differentiate 

between difference and conflict. One of the dominant flavors 

of extremism is the equation of difference with conflict, such 

that “any slight difference is seen as a conflict that must be 

silenced or attacked” (Mukoro 2017: 508).

This introduction is not a very comprehensive account of 

all sexual cultures because of the very limited timeframe of 

sexuality education. Yet, this is the beginning of a lifelong 

learning process:

Students should be introduced to sexual cultures, in 

the same way, they will be introduced to the different 

kinds of food. Even when they know what food is, 

CONTINUED ON NEXT PAGE
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there are numerous other kinds of food, whereby 

they cannot pretend to have acquired a finality on 

knowledge of different kinds of food. There should be 

an awareness of the kinds of food they know, but that 

there are kinds of food that remain unknown (Mukoro 

2017: 509)

In the intercultural step, students gain an appreciation of 

the dynamism of sexual culture(s). Students are trained to 

be open-ended in their evaluation of culture through seeing 

beyond simple sexual labels or fixed representations of sexual 

cultures. Students acquire tact to express their sexual cultures, 

orientations, and preferences to persons or in contexts 

with different sexual cultures through skillful dialogue and 

negotiation. Students gain an ability to see the ‘individual, 

not just as a determinate cell within a larger sexual cultural 

group, but also as someone who can define their sexuality 

and continue to learn about it, even within the mainstream 

sexual cultures (Mukoro 2017: 509).

I called the final step, the open-cultural floor. Students at 

this stage truly ‘understand what a sexual culture is. They can 

identify their own sexual culture and recognise that there are 

different types. They will know how to hold their own within 

this terrain of plural cultures and be able to communicate 

respectfully and critically engage their own sexual cultures 

and those of others. In a sense, by cultivating sex cultural 

intelligence, they are able to live and thrive in a world of 

plural sexual cultures and plural modes of sexual expression’ 

(Mukoro 2017: 509).

The diversity of sexual cultures could be cumbersome for 

sexuality education and even give it a controversial slant. If 

not properly interfaced with, can impede sexuality education. 

When sexual cultures are appropriately interfaced with 

and sensitively appropriated in sexuality education, there 

is a possibility for the critique and even transformation of 

“some of the negative aspects of the cultures that devalue 

women, downplay masculine responsibility in child-rearing 

and promote prejudice against children through a culture 

of silence on sexuality” (Mukoro 2017: 509). Furthermore, 

the open-cultural approach towards sexuality education 

is a very useful tool for teachers, curriculum designers, 

policy planners, the media and other shapers of thought in 

confronting cultural barriers in their efforts to promote any 

discourse about sex, sexuality, sexual cultures and sex and 

relationships education (Mukoro 2017, 509).

Jude Mukoro (judemukoro@gmail.com) conducts research 

at the intersection of culture and sexuality education, and 

has a background in both the arts and humanities, especially 

philosophy and sociology.

References

Mukoro, J. (2017). The Need for a Culturally Sensitive Sexuality Education in a Pluralized Nigeria: But Which Kind? Sex Education 

17(5), 498-511.

mailto:judemukoro@gmail.com


SPRING 2022 49

perspectives

Francine Menashy

Tell us about some of your recent 

research in comparative and 

international education. 

I recently completed a project funded by 

Dubai Cares called Promising Partnership 

Models for Education in Emergencies: A 

Global-Local Analysis. I worked with Dr. 

Zeena Zakharia and Dr. Maha ShuaybWe 

conducted a three-year vertical case 

study that investigated the impact and 

nature of educational partnerships that 

have responded to the Syrian refugee 

crisis in Lebanon. The research team 

collected data from over 100 interviews, 

250 documents, a social network analysis 

of 440 organizations, and three in-depth case studies. We 

developed five guiding principles for partnership practices 

in education in emergencies from our findings. You can read 

about them on the project website.

What has been your favorite thing about 

serving as a CIES Board member?

My three-year term on the Board of Directors 

will end in a few months, and due to COVID-19, 

I  only attended one Board meeting in person. 

But although my years on the Board have 

not allowed me to spend physical time with 

the other members, I do feel we have grown 

very close, and I am so grateful to have had 

the opportunity to collaborate with and learn 

from these amazing people. Despite the 

many challenges we faced together, I feel I 

have made meaningful relationships that will 

last for a long time. 

 Can you tell us one fun fact about yourself? 

I have grown to embrace my nerdiness. So I say with pride: I 

watch the whole Lord of the Rings trilogy at least once a year, 

preferably on Mother’s Day (the director’s cut – that is like 

16 hours in all); I have seen every episode of Star Trek: The 

Next Generation at least five times and sometimes recite the 

dialogue along with the characters just to test myself; I remain 

baffled by the fact that Buffy the Vampire Slayer is not widely 

considered a superhero; and I spend a lot of time thinking 

about parallel universes and wondering what my other selves 

are making for dinner.

What book are you reading now? 

I’ve just finished Pedagogies for the Post-Anthropocene: 

Lessons from Apocalypse, Revolution and Utopia, by Esther 

Priyadharshini. It’s one of the most unique academic works I 

have read, urging us all to pay more attention to young people 

and imagination. It even includes analyses of speculative 

fiction, such as the works of Octavia Butler, Nnedi Okorafor, 

and N.K. Jemisin – three of my favorite authors!

 Do you have any words of advice for new scholars in  

the field?

Surround yourself with people you trust and respect and who 

treat you with kindness. They will give you strength and make 

you smile throughout the career rollercoaster. If it was not  

for my amazing colleagues, whom I am proud to call close 

friends, I would have quit being an academic long ago. 

Featured Board Member

Dr. Francine Menashy &  
Lt. Commander Geordi La Forge
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In December 2021, the globe 

expressed sorrow at the passing 

of Archbishop Desmond 

Mpilo Tutu, the Nobel Peace 

Laureate who, in 1984, was the 

fourth Black person to receive 

this distinction. In political 

and public policy spheres, he was known for his incredible 

decades of work in struggling and pushing the white South 

African government to abolish the harsh laws and inhumane 

conditions of apartheid. Over 50 years, he remained at the 

forefront of the anti-apartheid struggle in South Africa and in 

neighboring countries – although many forget that countries 

such as Namibia and Zimbabwe were also governed by forms 

of apartheid.

Interestingly, it  is often overlooked that his career began and 

concluded in education. Following his father’s footsteps, young 

Desmond graduated from Pretoria Bantu Normal College and 

taught high school English and History in the 1950s – setting 

the path for blending the humanities into his professional life. 

Ironically, his early teaching occurred when the South African 

Bantu Education Act became official in 1954, thereby further 

restricting and segregating Asian, Black, Coloured, and white 

education (notably this was the same year the 1954 Brown v 

Board of Education eliminated de jure school segregation 

in the United States.)  Tutu further resolved to become an 

Anglican priest and was officially ordained in the early 1960s. 

He completed his BA degree from the University of South 

Africa and his BDiv from Kings College London, writing a thesis 

on Islam in West Africa.  At various points, he held combined 

academic and chaplain portfolios at  universities such as the 

then University of Botswana, Lesotho, and Swaziland and 

University of Fort Hare (the alma mater of Nelson Mandela.)

In the 1970s, 1980s, and 1990s, he was at the center of 

abolishing apartheid and its effects on all ethnic and racial 

groups, including conditions at colleges and universities.  

While his primary focus was that of formal de jure 

government policies, he also strived to mitigate ethnic and 

tribal discriminations and violence – resulting from historical 

realities and violent and non-violent strategies.  He combined 

the concepts of Christianity, Islam, and Judaism with college 

and public addresses to numerous audiences. Captivatingly,  

he was a fluent polyglot and frequently used different 

languages in part or in whole in his communications.

Although I did not meet him during my initial professional 

trips to South Africa in the early 1990s, I was exposed to his 

university endeavors at the University of the Western Cape 

(UWC) – the foremost Coloured university.  I was Co-Principal 

Investigator for the four types of demographic universities 

as part of multiple multi-million dollar United States Agency 

for International Development (USAID) contracts to the then 

Academy for Educational Development (AED). UWC faculty 

and students were continually involved in anti-apartheid 

demonstrations and policy articulations. 

Chancellor Tutu was noted for his active role in education. In the 

British customary university tradition, the university chancellor 

is often an esteemed person, with limited participation in 

academic affairs; in essence, it is generally a ceremonial 

position. However, this was not a very accurate description of 

Chancellor Tutu, who served for approximately 25 years in this 

position, beginning in 1987. His prior African public school, 

college, and university portfolios enabled him to master the 

multiple roles of education.  Moreover, he was a visiting fellow 

or professor at King’s College London, University of North 

Carolina/Chapel Hill, and Emory University (among others).

The author and Desmond Tutu

Beverly Lindsay

University Chancellor and Nobel 
Peace Laureate Desmond Mpilo Tutu1

By Beverly Lindsay
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For a decade, he was both the Archbishop of Cape Town and 

UWC Chancellor in the Cape Town Province – often referred to 

as the Coloured Province given the large Coloured population 

there.  Interestingly, as a Black African, he held prominence 

among Coloureds.  Attending a public lecture and then a select 

private discussion reception in the 2000s, I was honored to meet 

and converse with Chancellor Tutu. We discussed some of my 

university engagements at South African universities, where I 

had been seconded to the AED  (as a full professor and academic 

associate dean at the University of Georgia) to investigate 

and help pose policies and paradigms for merging  multiple 

university systems.  A bit of cultural levity occurred when voicing 

(to Chancellor Tutu) how assorted UWC students and faculty 

learned that some of us graduated or had been professionals at 

American Historically Black Colleges and Universities.  When 

we used the term HBCUs, the UWC individuals thought it meant 

“Historically Black and Coloured Universities.”

As an educator, priest, Archbishop, and Chancellor, he 

encouraged diversity before the term was in vogue. While a 

bishop, he ordained and appointed gay priests and women 

– at a time when this was taboo in many African nations. As 

Chancellor, he was involved in policies to include diverse ethnic, 

racial, and gender faculty and administrators.  He was often 

credited with coining the term “Rainbow People or Rainbow 

Nation’’ to encompass and include fairness for all demographic 

groups. He threw himself upon the body of an African man from 

a different African ethnic group, who was accused of being an 

informant to the white government, to prevent “necklacing” the 

man (necklacing involved hanging a gasoline filled tire around 

someone’s neck and setting it on fire.) Singing and speaking in 

one of his five languages at university educational and political 

events was a salient mode of inclusive diversity. At his 1984 Nobel 

Peace speech, he and his family began and concluded with 

his leading tenor voice singing in his indigenous language. To 

paraphrase him, he often voiced that yesterday’s oppressed can 

become today’s oppressors, resulting in exclusion by new power 

groups in a post-apartheid era – rather than authentic diversity 

and fairness.

Beverly Lindsay, Ph.D., EdD (lindsayimtd@yahoo.com) is 

Co-Director and Principal Investigator of a Ford Foundation 

multi-year grant at the University of California, Fellow of 

the Comparative and International Education Society and 

American Association for the Advancement of Science, 

member of the Council on Foreign Relations, and former 

Guest Professor at Oxford University”

1  This piece first appeared at https://fulbright.org/2022/02/07/university-chancellor-and-nobel-peace-laureate-desmond-mpilo-tutu/.
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In June 2021, the CIES Board of Directors, based on a recommendation from the organization’s Social and Policy Engagement 

Committee, unanimously voted to sign a statement issued by PEN America, to “state our firm opposition to a spate of legislative 

proposals being introduced across the country that target academic lessons, presentations, and discussions of racism and 

related issues in American history in schools, colleges, and universities.” The full statement can be read at https://pen.org/

joint-statement-legislative-efforts-restrict-education-racism-american-history/. It should be noted that PEN America was 

established in 1922 and “works to ensure that people everywhere have the freedom to create literature, to convey information 

and ideas, to express their views, and to access the views, ideas, and literatures of others” (https://pen.org/about-us/).  Whereas 

many CIES members applauded the Board of Directors’ decision and sent supportive messages, we also received one email 

criticizing us for supporting what was termed a “political and controversial topic” (member email, July 2021). More recently, 

Erwin Epstein, in CIES Perspectives (Fall/Winter Issue 2021, pp. 30-31), asked four questions regarding CIES’s co-signing of the 

statement. These questions will be responded to below.

Question 1: Why did the Board issue its endorsement of 

the statement on the basis merely of a recommendation of 

an ad hoc committee (the Social and Policy Engagement 

Committee) and without consultation of the CIES 

membership at large?

This concern was also raised by the CIES member referred to 

above, and the reply from Karen Monkman (CIES President) 

and Najeeb Shafiq (Executive Director) is here quoted in full:

Social and policy statements in CIES (as in most other 

professional organizations) are determined through a process 

that requires board approval, not a membership vote. The 

Social and Policy Engagement Committee (SPE) determines 

whether a particular issue is worth pursuing and creates draft 

language, which is then taken to the Board. As elected officials, 

the Board does the business of the Society. It would not be 

possible to have a whole-membership vote on everything the 

Board does –  Board members are elected by the membership 

to do the business of the Society.

This particular statement was signed onto by over 80 

professional organizations and, when asked if CIES wanted 

to sign onto it with others, the SPE Committee recommended 

and the Board agreed after detailed discussion of the request 

and the scholarly underpinnings of the statement.

It was fully within the mandate of the Social and Policy 

Engagement Committee to recommend the CIES Board 

of Directors to sign the PEN statement. Specifically, the 

committee is mandated to “Advise the Board of Directors 

about positions and actions that CIES should take regarding 

matters of current relevance to educational equity and justice, 

the CIES mission, and CIES members, including US legislation 

and policy.” In other words, the CIES Board of Directors and its 

committees operated within its established roles and agreed-

upon procedures when signing the PEN statement.

Question 2: Why did the Board issue its endorsement of an 

intrinsically American statement?

The Social and Policy Engagement Committee, in its 

recommendation to the Board of Directors, provided a clear 

recommendation of why CIES should endorse the statement:

For the purposes of CIES, it is worth noting that 

racism, colonialism, and white supremacy are, of 

course, global systems, and so these restrictions affect 

the teaching of global history and current realities just 

as much as they do these practices in the US (more so, 

perhaps, because those pushing this legislation [i.e., 

to Restrict Education About Racism and American 

History] would be equally or more threatened by any 

discussion of US global imperialism as they are of 

internal systems of white supremacy and racism). […]

Why CIES signed a Joint Statement on 
Legislative Efforts to Restrict Education 
About Racism and American History
Written by Bjorn H. Nordtveit
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As captured in the statement above […] racism and white 

supremacy [are] tied to global engagements and for educators 

[…to] have such conversations removed from classroom 

conversations is not only an attack on academic freedom, 

but also hinders the ability for our students to truthfully and 

meaningfully engage with history and the role of racism and 

white supremacy in global engagements today.

As indicated by the Committee on Social and Policy 

Engagement, the PEN statement is a response to trends in 

revisioning history in ways that perpetuate the sidelining or 

silencing of historically marginalized populations. The United 

States is a global leader in education, and what happens in 

the US has repercussions internationally. Struggles around 

diversity, access, inclusion, belonging, and representation 

cannot be ignored in the United States or elsewhere. Too 

much is at stake.

The PEN statement focuses on the US, but the persevering 

trend of whitewashing and obliterating histories of majority 

populations need to be broken elsewhere too. New narratives 

need to be created and an inclusive educational system 

is foundational for such change, in the United States and 

internationally. Further, it should be noted that CIES is an 

American organization, even though our focus is global 

and our membership is international. To be specific, CIES is 

incorporated in the United States; and we are the accepted 

US-based member of the World Council of Comparative 

Education Societies (WCCES), alongside CIE societies in other 

countries and regions. If we refer to ourselves as international, 

we are telling other CIE organizations that we supersede 

them, which has strong imperialist tones, quite besides the 

fact that we then are establishing ourselves as a competing 

organization of the WCCES.

Question 3: Why did the Board double down on its 

endorsement?

CIES is listed once as signatory to the statement. CIES is 

unrelated to the “Committee on Lesbian, Gay, Bisexual 

& Transgender History,” which Erwin Epstein mentions 

specifically in his piece. The Committee referred to by Epstein 

was initially founded in 1979 as the “Committee on Lesbian 

and Gay History” to “promote the study of homosexuality in 

the past and present by facilitating communication among 

scholars in a variety of disciplines working on a variety 

of cultures” (see http://clgbthistory.org/about-2). It is an 

affiliate of the American Historical Association and not of 

CIES (albeit we would obviously welcome cross-disciplinary 

work and cooperation with this Committee).

Question 4: Why did the Board not acknowledge contrast-

ing views on how and when racism and American history 

are to be taught?

The purpose of the PEN statement was not to support any 

specific way of teaching about racism and American history. 

Instead, the statement raised concerns about political and 

partisan manipulation of education, made to advance specific 

ideological views. We quote the PEN statement:

Politicians in a democratic society should not 

manipulate public school curricula to advance 

partisan or ideological aims. In higher education, 

under principles of academic freedom that have been 

widely endorsed, professors are entitled to freedom in 

the classroom in discussing their subject. Educators, 

not politicians, should make decisions about teaching 

and learning (https://pen.org/joint-statement-

legislative-efforts-restrict-education-racism-

american-history/).

We are puzzled about what the “contrasting views” to the PEN  

statement would be. That politicians should manipulate public 

school curricula to advance partisan or ideological aims? 

That professors are not entitled to freedom in the classroom 

in discussing their subject? That politicians, not educators, 

should make decisions about teaching and learning?

As a Society, we welcome diversity and healthy debate. In 

this case, some people may feel uncomfortable with facing 

a history of racism and white supremacy in the United States 

and elsewhere. However, just as we teach, learn and study 

about our progress and achievements (including those 

related to race relations), we also need to face past, present, 

and future injustice.

The CIES Board of Directors has the responsibility to 

represent CIES members on US issues that have far-reaching 

implications for Comparative and International Education, 

both in the US and internationally. The CIES Board of Directors, 

therefore, unanimously stands by the PEN statement and will 

also give its voice to support other institutions and initiatives 

seeking to create a more equitable world, both in the US and 

internationally. 

http://clgbthistory.org/about-2
http://clgbthistory.org/about-2
https://pen.org/joint-statement-legislative-efforts-restrict-education-racism-american-history/
https://pen.org/joint-statement-legislative-efforts-restrict-education-racism-american-history/
https://pen.org/joint-statement-legislative-efforts-restrict-education-racism-american-history/
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Gender and Education Standing Committee
http://twitter.com/CIESGenderEduc

Reflection on CIES at 45 from the Perspective of the Gender and Education Standing Committee
Editors’ note: This piece was originally intended to run in the Fall issue of Perspectives. We apologize for the error in its omission.

The 45th anniversary of CIES offers a time for reflection and 

forecasting. Created as an ad hoc committee in 1989 and 

approved as a standing committee of the Comparative and 

International Education Society in 1998, the Gender and 

Education Standing Committee (GEC) has attended to the 

need, as stated in the CIES Constitution bylaws, “to foster 

attention to gender issues in the CIES and promote the 

inclusion and professional development of women.” The GEC 

was initiated as a bottom-up effort in the pre-SIG era and 

has since assessed the representation of women across CIES, 

while increasing awareness of the role gender plays in our 

organization, particularly significant considering that many 

of our field’s scholars focus on gender and education. Over its 

26 years, GEC has become a valuable referent within CIES as 

it gives gender issues greater visibility and serves as a venue 

for intense practical and theoretical debates.

In its early years, the GEC examined the presence of women 

in the Society (e.g., as Society leaders, keynote speakers, CER 

authors, conference participants), mapped the condition and 

status of women in CIES, facilitated exchange of gender and 

education syllabi in the 1990s, and developed a Gender and 

Education Manifesto in 2013 explicating gender as a structural 

dynamic and a complex and evolving social force. Monitoring 

gender parity issues in multiple forms within CIES continues 

to be a GEC priority, along with, for example, hosting the 

annual Gender Symposium as a welcoming academic space 

for critical gender-related topics. 

More recently, several specific priorities have driven the GEC’s 

efforts. To diversify its leadership and strengthen institutional 

memory, we created new leadership positions, changed the 

process for selecting Co-Chairs, and established an Advisory 

Council. We piloted a feminist mentorship program and, with 

the support of a CIES Innovation Research Grant, conducted 

research to interrogate the ongoing relevance of the GEC’s 

monitoring mandate.

Our research, published in CER (Anderson et al., 2021), showed 

that, due to great strides toward gender equality in CIES and 

new developments in gender theory, the GEC’s traditional 

metrics for monitoring gender equality (comparing women 

to men –  not self-identified –  in conference registration and 

other aspects of CIES) are no longer sufficient for the GEC to 

realize its mandate. Women now often outnumber men in CIES 

membership and are represented in all levels of CIES leadership. 

Still, gender inequity persists. Microaggressions, exclusion, and 

unequal distribution of high and low-profile work between 

women and men remain part of women’s experiences during 

conferences and other Society activities, particularly for 

women from groups that are otherwise marginalized in CIES: 

women of color and from the Global South as well as emerging 

scholars and practitioners for whom conference participation 

is exceedingly expensive and/or prohibited by home-care 

responsibilities. Findings indicated that the power and identity 

politics that characterize women’s participation, both in 

CIES and in the GEC, require an intersectional approach to 

monitoring gender to continue moving toward providing 

equitable spaces for all CIES members.

To diversify perspectives on our research, we invited CIES 

scholars to respond to our findings in a moderated discussion 

accompanying our CER article (Wotipka et al. 2021). In it, Ritty 

Lukose, calls for attention to the politics of location while 

interrogating individual identity. Keita Takayama reflected 

on how, as scholars become more established within CIES, 

the exclusion of ‘others’ within the conference becomes 

increasingly invisible, even to those who may have once 

experienced such marginalization. Both Takayama and 

Gerardo Blanco call on men to engage more in the work 

of democratizing CIES’ inclusive transformation, which 

Blanco notes can only occur with strong BIPOC and LGBTQ+ 

alliances. Nicole Webster deepened this call by indicating the 

need to explicitly focus on the voices of Black women using 

intersectional and antiracist frameworks, while Esther Ohito 

CONTINUED ON NEXT PAGE
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observes that centering the voices of Black womyn and others 

from the Global South requires a deep reworking of CIES 

structures to celebrate authentic expression. Together, these 

perspectives and our research findings portend a profound 

and multidimensional future for GEC work.

For those of us to whom the GEC has been an open(ed) door, 

it bears upon us to hold it steady so that gender remains at the 

heart of CIES. The collective charge of the Standing Committees 

is to advocate for equity for all CIES members. The signatories 

to a newly proposed Gender Justice Special Interest Group 

show how necessary more attention to gender is to the field 

and Society at this moment; such a SIG would enable deeper 

attention to how gender is theorized, practiced, done, and 

undone in comparative and international education. The work 

of the GEC meanwhile is to ensure that gender is included at 

every policy calculus made by the Society so all members can 

participate in and benefit from CIES. Let this be the moment 

when we agree that debating the GEC’s existence only shows the 

importance of its work and, in that spirit, to raise perspectives 

from Black, Indigenous and Women of Color (BIWOC) and 

LGBTQAI+ scholars, practitioners, and comparativists from the 

Global South. Let us choose to recommit to each other and our 

work in service to a more equitable and inclusive CIES where all 

members are shown that their experience and expertise matter 

for the kind of Society we are, and the kind of Society we want 

to be in the future.

By Lisa Yiu, Cathryn Magno, Catherine Vanner, and Emily 

Anderson

On behalf of the Gender & Education Standing Committee 

and GEC Advisory Council (Christine Min Wotipka, Sandra L. 

Stacki, Payal Shah, Vilma Seeberg, Kristy Kelly, Nancy Kendall, 

Norin Taj, Esther Gottlieb, and Mary Ann Maslak) 
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New Scholars Committee
https://twitter.com/ciesnewscholars

The New Scholars Committee (NSC) aspires to provide a variety of opportunities for networking, academic interactions, and 

professional development for new and emerging scholars. This year in Minneapolis, we will offer several workshops and panel 

sessions of both in-person and online modes as below. 

In-person sessions:

1. New Scholars Orientation Breakfast (9:30 am -11:00 am on 

Tuesday, April 19th)

The session welcomes new conference attendees, along with 

other senior members, to provide them with an overview 

of the Society, its various standing committees, and Special 

Interest Groups (SIGs). We hope the orientation session will 

help the attendees navigate the CIES 2022 and gain tips to 

maximize their conference experience.

2. New Scholars Essential Series

•  Academic Partnerships: Building Scholarly Resiliency 

in Uncertain Times (9:30 am -11:00 am on Wednesday, 

April 20th)

   This panel considers the role of academic partnerships 

as one tool to develop more robust and resilient scholarly 

trajectories. Drawing on experiences gained through work 

in academic partnerships, this group of early-/mid-career 

and senior scholars considers some of the strengths and 

challenges that occur when researching, writing, and 

publishing together over prolonged periods of time.

•  Persistence as Early Career Researchers: Beyond the 

Horizon of the Pandemic (11:15 am-12:45 pm on Friday, 

April 22nd)

   This panel presents narratives on researcher adaptability 

in times of crisis. Early career and graduate researchers 

will share stories of their perseverance in the face of the 

COVID-19 pandemic, tips for adapting fieldwork, and 

future possibilities for diverse modalities of research in 

the field of CIE.

3. NSC Business Meeting (9:30 am – 11:00 am on Friday, April 

22nd)

The business meeting is open to people interested in learning 

more about the work of the NSC, its strategic direction, its role 

at CIES, and ways to get involved with the Committee. We 

look forward to meeting you there!

Online sessions:

1. New Scholars Dissertation and Publication Mentoring 

Workshops

These mentoring workshops aim to support advanced 

doctoral students and early-career researchers in their writing 

of academic research. The Workshops are closed sessions; 

only those who have already accepted will participate in this 

year’s workshops. We encourage those not participating this 

year to apply for next year’s conference.

2. Jobs Beyond Academia: Prospects, Opportunities, and 

Challenges (12:30 pm – 1:30 pm on Tuesday, April 19)

International development and education experts with 

extensive experience working in international institutions 

and non-governmental organizations (NGOs) will discuss 

their experience of the opportunities and challenges of 

working beyond academia.

3. Speed Mentoring for Careers in CIE, Panel 1 (12:30 pm – 1:30 

pm on Wednesday, April 20th)

4. Speed Mentoring for Careers in CIE, Panel 2 (12:30 pm – 

1:30 pm on Wednesday, April 21st)

Speed Mentoring for Careers in CIE is a unique opportunity 

for conference attendees to learn firsthand from practitioners, 

academics, and other professionals working across these 

areas about the diversity of career paths, with an emphasis 

on career paths outside of academia (e.g., with I/NGOs, 

research institutes, bi/multilateral organizations, foundations, 

independent consultancies, and others).

For more information, visit our website or connect with us on 

Facebook and Twitter.

https://twitter.com/ciesnewscholars
https://ciesnewscholars.wordpress.com/
https://ciesnewscholars.wordpress.com/
https://www.facebook.com/CIESNewScholars/
https://www.facebook.com/CIESNewScholars/
https://twitter.com/ciesnewscholars
https://twitter.com/ciesnewscholars
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This WCCES update focuses on the 4th WCCES between- 

congress Symposium, on the theme “Values Education 

and Emotional Learning: Broader Implications for Holistic 

Curriculum & Schooling during and beyond the COVID-19 

Pandemic,” that was held virtually through Zoom on 

November 18-20, 2021. It was quite exciting that 18 out of 

45 constituent societies of WCCES, including CIES and 

also the Ali Mazrui Center for Higher Education Studies 

(AMCHES) at the University of Johannesburg (South Africa), 

enthusiastically joined to co-convene this symposium. 

Cornell University (USA) served as the host with several of 

its academic units, namely the Mario Einaudi Center for 

International Studies, Institute for African Development 

(IAD), the College of Arts and Sciences, and Africana Studies 

and Research Center, as co-sponsors. UNESCO International 

Bureau of Education, Geneva (Switzerland) was a co-host of 

the event. In addition to submitting papers for presentation 

at the symposium, the participants have been encouraged 

to also submit, following the symposium, their revised 

papers to either one of the three peer-reviewed publication 

outlets: Global Comparative Education: Journal of the 

WCCES (paper length of 6000-8000 words), in one of the six 

official languages of the United Nations (UN), short papers 

(about 3000 words) to World Voices Nexus: The WCCES 

Chronicle also in one of the six official languages of the UN 

as well, and full papers in English for possible publication as 

book chapters in the WCCES Brill I Sense Book Series. The 

CIES Perspectives readers are encouraged to submit their 

papers for possible publications in the above three outlets, 

irrespective of whether they participated in the 4th WCCES 

Symposium or not.

I want to reiterate my gratitude to the WCCES, its constituent 

societies and their respective members, as well as the broader 

education community and particularly comparative and 

international education community, for the outstanding 

show of support and excellent organization of the 4th 

WCCES symposium, and the insightful contributions and 

enriching intellectual debates.

About 400 participants took part in the symposium from 

different parts of the world. The symposium commenced with 

the WCCES President’s welcome address to the participants, 

followed by a welcome speech by Rachel Beatty Reidl, Director 

of Mario Einaudi Center for International Studies at Cornell 

University. Fons Trompenaars, Vrije University Amsterdam, 

delivered a keynote address. The symposium culminated on 

Day 3 with the Cinematic Space, chaired by Hugh McLean 

(Open Society Foundations, London). This session featured 

the film “Wallay,” whose director Berni Goldblat discussed the 

film with an introduction followed by Q&As.

Literally, the need for values education and emotional 

learning as having educational worth that is equal to 

cognitive skills and as also essential in developing the 

capacity to acquire those cognitive skills has become evident, 

especially under the circumstances ensued by various 

dimensions of the ongoing COVID-19 crisis. More broadly, 

what has been referred to in education theory, curriculum 

and pedagogy as social-emotional learning helps not only as 

a coping tool, but a philosophy and acquisition of skills in the 

areas of interpersonal communication and self-awareness 

that are major determinants of successful acquisition of 

educationalcognitive and attitudinal skills, results, outputs, 

WCCES Update for  
CIES Perspectives Spring 2022

N’DRI T. ASSIÉ-LUMUMBA 
President, World Council of Comparative Education Societies (WCCES)

N’Dri T. Assié-Lumumba
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and outcomes. The skills acquired through values education 

and emotional learning are as important as the cognitive 

acquisitions and are fundamental and instrumental throughout 

life. It is critically important that scholars and practitioners 

of Comparative Education engage more systematically in 

research in this important area for academics, teaching 

professionals, policymakers, and practitioners as it can help 

them put emphasis not mainly or even solely on cognitive 

learning, leaving is a relative vacuum regarding the important 

component of values education and emotional learning. These 

gaps must be addressed. The participants of this symposium 

greatly shed light on the less commonly addressed yet 

important parts of the education process.

As in the past CIES conferences, WCCES is organizing during 

CIES2022 a virtual roundtable entitled “Longstanding and 

Innovative Ideas, Policies and Practices: Cross-National 

& Institutional Comparisons of Experiences and Lessons 

being Learned about COVID-19 and Education”. All CIES2022 

participants are encouraged to partake in this virtual 

roundtable, which is formally scheduled in the program on 

Tuesday, April 19, 2022, from 9:00 p.m. to 10:30 p.m. CDT.

WCCES is planning its 5th Symposium in November 2022. 

Please keep visiting our website www.wcces-online.org for 

the latest announcements related to it.

I wish good health to you and your family during these tough 

times!

CONTINUED FROM PREVIOUS PAGE
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Announcement
Nominations are now open for the TWAS-Lenovo Science Award. (Self-nominations are not permitted.) TWAS is The World 

Academy of Sciences- for the advancement of science in developing countries. The award carries a USD 100,000 monetary 

award and a medal. Started in 2013, the subject area of the Award changes every year and was initially focused on the basic 

sciences.  In 2022 the subject is Social & Economic Sciences.

In 2022 the award will be given to an individual in recognition of his/her pioneering achievements in social and economic 

sciences that have direct impact on crosscutting SDGs and intersectionality, including but not limited to:

n poverty and hunger reduction (including food and nutrition security)

n inequalities (including gender inequities and gender violence)

n quality education (including inclusive education and teacher education)

n health (including mental health, well-being and pandemics)

n climate change (including adaptation/resilience and climate financing)

n clean energy and safe drinking water

Candidates must be nationals of a developing country, living and working in the Global South for at least the last 10 years. 

The award will only be conferred to an individual for scientific research in social and economic sciences of outstanding 

international merit carried out at institutions in developing countries.  

Please see more details and the nomination form here. 

The deadline for submitting nominations is  

Wednesday 18 May 2022.

https://twas.org/opportunity/twas-lenovo-science-award
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The CIES 2022 Annual Conference will be held onsite with 

virtual components between April 18-22, 2022.  Whether you 

choose to join in person in Minneapolis, MN or online around 

the world, the CIES 2022 Conference Organizing Committee 

is looking forward to welcoming you to what is our first ever 

hybrid-style conference. Putting this conference together has 

been an acrobatic process as we juggled the needs of a diverse 

society, considered a global pandemic, and ensured that the 

costs remained as modest as possible.  Despite these constraints, 

we are delighted to welcome many past and present CIES 

members to the conference to engage with your peers. 

This conference is designed to bring people together under the 

theme, Illuminating the Power of Idea/Lism.  We know that we 

continue to live in troubled times, yet we have all been inspired 

by the power of ideas and the spirit of idealism over the last 

two years.  During the conference, you will hear from a variety 

of powerful speakers, including Anasuya Sengupta and Amrita 

Basu who will be giving the Kneller lecture.  You will also be able 

to participate both onsite and virtually in morning meetings 

to set the stage for the day ahead.  For onsite participants, you 

will get a chance to hear provocative ideas and engage in 

symposium-type discussions about key issues of our times.  

These provocations are being hosted by some of our most 

illustrious CIES members including Halla Holmarsdottir, Fran 

Vavrus, Lesley Bartlett, and Noah Sobe.  You will also have the 

opportunity to spend an evening at the renowned Minneapolis 

Institute of the Arts.  Treat yourself to a drink at the cash bar, 

peruse the exhibits with friends and colleagues one special 

evening, and remember what is feels like to be together in a 

creative space to celebrate our vibrant community.

Some other highlights include: On Monday evening, Elizabeth 

Sumida Huaman will facilitate “Waiting at the edge of the 

forest”: Place, purpose, and people. This dialogue offers a 

chance for CIES participants to sit with Indigenous educators 

as we work to “get clear.” Stories of relationshipping across our 

places, will be shared to deeply consider purpose, including the 

ethic and practice of what Manulani Meyer refers to as “loving 

land, serving people.” Drawing from Dakota, Ojibwe, Kanaka 

Maoli, Tewa, Onkwehón: we, and Quechua epistemologies, 

the group will discuss meanings of land, community, 

nationhood, personhood, and transformation in order to hold 

space with participants that honors good connection with 

each other and with all our precious relatives. 

Similarly on Thursday, Laura Wangsness Willemsen will 

facilitate a conversation entitled Hope, Hardship and Healing 

in Public Schools: A conversation with Minnesota public 

education leaders. As the COVID-19 pandemic begins to 

recede, educators globally are recalibrating, taking stock, and 

reimagining what is now possible. What have Minnesota’s 

public education leaders learned over the course of two 

years navigating a global pandemic, doing racial justice 

work, and weathering ongoing political instability?  This 

panel discussion will highlight the experiences, reflections 

and insights of seasoned educators who lead in Minnesota’s 

public schools.

Our Tuesday evening will be anchored by our Opening Event: 

Choosing Idea/lism, where well-respected local youth choir 

Vocal Essence: Singers of this Age (SOTA) will perform works 

from their new series “Choosing Love.” Through singing, 

movement, spoken word, and visual art, the performers 

invite CIES members to envision a world where we listen to 

and learn from each other. This concert affirms SOTA’s belief 

that every person is worthy of acceptance. The performance 

features new choral standards and co-created original works 

CIES 2022 is almost here!

CONTINUED ON NEXT PAGE
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inspired by interactive workshops and conversations held in 

the Twin Cities neighborhoods.

We look forward to hearing from CIES President, Karen 

Monkman as she gives her Presidential Address. In addition, 

new plans are underway to honor CIES awardees.  The State 

of Society Annual Business meeting will be scheduled in the 

morning to widen participation. 

A word about logistics.  If you did pay for early bird virtual 

registration, but have decided that you would rather be 

onsite, we will honor the early bird on-site prices and you 

will just have to pay the difference between the two early 

bird rates.  For all others, you will still get to upgrade your 

registration at any point up to April 18th 2022.  All you have to 

do is pay the difference.

In our long history, CIES has weathered many storms, yet we 

return to be engaged and work in community with each other. 

While still navigating a global pandemic, with visa restrictions 

that hinder our ability to be in place with each other, and 

juggling new challenges in our lives, we hope that those who 

choose to make time to attend CIES, either onsite or virtually, 

will feel a sense of community and idealism.  Check out the 

CIES 2022 website for real-time updates, check out our swag 

shop where you can show your CIES 2022 spirit and maybe 

even pick up a t-shirt to wear for your sessions, and review 

the program frequently.  We want to be nimble and flexible so 

that we can make sure that we can be as inclusive as we can, 

which means things might be changing frequently.  

We look forward to celebrating the community at CIES 2022!

–  Supriya Baily, 

2022 Conference Chair and CIES President-elect

https://cies2022.org/
https://cies2022.org/
https://cies-swag.creator-spring.com/
https://cies-swag.creator-spring.com/
https://cies-swag.creator-spring.com/
https://convention2.allacademic.com/one/cies/cies22/
https://convention2.allacademic.com/one/cies/cies22/
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