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This book is dedicated to the people who live in war zones and suffer from the injustice inflicted upon them. Our thoughts are with them.
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Chapter 1 Introduction

Iryna Kushnir

Nottingham Trent University, UK



Abstract

This opening chapter outlines the background and focus of this book and conceptualises our key terms, such as ‘international development’ and ‘crises’. This chapter explains that by examining the relationship between education and international sustainable development in the context of crises, this book aims to provide a more comprehensive understanding of the role that education can play in international development and how international developments can shape education. The structure of this book is outlined as well at the end of the chapter.


Keywords: Education; international; sustainable development; crises; glocal; global



1.1 Background

This book aims to analyse the role that education plays in international development and how international developments shape education. This ambition is achieved through examining the relationship between education and international sustainable development in the under-explored context of crises.

Different traditions of sociological scholarly thought have appealed to the idea of an often mutually shaping relationship between education and societal development. A plethora of renowned thinkers from different temporal contexts 4around the globe have mentioned such a relationship. One example is Freire’s (1970) powerful theorisation of the two scenarios of societal development and the role of education in this. In the first scenario, education is used to sustain an oppressive structure in which citizens are raised as passive recipients of the order that is imposed on them by the oppressors. In the second scenario, education serves as a liberating tool for bringing up critical thinkers who are enabled to seek ways to transform the society for the better. In both scenarios, there is a strong relationship between the nature of an education system and what happens in the wider society. In another example, Sen’s seminal work on the Capability Approach highlights that human development and well-being could be measured and compared internationally only when considering the opportunities or, in other terms, freedoms that people have, and education should be one of such basic freedoms of every person (Walker & Unterhalter, 2007). The last example places an emphasis on education and the international, bringing us closer to the focus of this book.

Given the above theorisation of the role that education plays in international development and how international developments shape education makes it unsurprising that a number of theoretical and empirical studies on this topic have already been published. Their key foci include analysing internationalisation as a key contextual factor in developing education which, in result, is becoming more and more international (e.g., Cambridge & Thompson, 2004); discussing the role of education in the development of countries – for example, those below the top 50 in the annual publication of the United Nations Development Programme (UNDP) Human Development Report (Harber, 2014); problematising the relationship between education and national development as (not) always positive and present (e.g., Chabbott & Ramirez, 2000); and analysing education as a tool for fostering global citizenship, seen as a driver of positive change internationally (e.g., Mannion et al., 2016) and, more recently, also as a driver of international sustainable development (e.g., Jimenez et al., 2017). Education for sustainable development (ESD) has emerged as a ‘buzzword’ in recent relevant scholarship (Meland, 2022, p. 792). While ESD does uncover many nuances of the much-needed work that education can facilitate in achieving sustainable development, at the same time, it misses out on the focus on the role of contextual factors in the uneven sustainable development pattern around the world. Education may contribute to sustaining some of such disparities in the practices. Understanding and exploring the two-way relationship between education and international (sustainable) development, as explained more below, can help education institutions truly become vehicles of transformational change in the wider community.



1.2 The Focus of This Book

While all the above-cited sources are essential to provide an important account of the links between education and international development, they also evidence an apparent gap in our knowledge regarding this matter from a particular perspective of crises that have become an integral feature of global development. This broad gap is addressed in this book, while exploring the relationship between education and international development.

5So, what does international development mean? It is a debated terrain. All the above-cited scholars have pointed out the evolving and complex nature of this concept. Harber (2014), for instance, acknowledges how pre-world-wars’ vision of development that was associated with improvement altered predominantly after World War II (WWII). The world already clearly divided itself into industrialised countries and poorer countries, with the former being expected to help the latter in their economic progress. More recent ‘social indicators’ of development (e.g., health, education, well-being, environment) became more sophisticated, having ‘put people at the centre’ of development (Harber, 2014, p. 12). Our definition of international development in this book is informed by such a vision of international development focused on human development, albeit in the context of the aim of the sustainable development of our planet, as advocated in the recent Human Development Report 2021–2022 of the UNDP (2022). The report places the ‘focus on the quality of relationships connecting people and planet’ and also acknowledges the need to develop ‘capacities to navigate uncertain futures’, given the ever-emerging crises (UNDP, 2022, p. 60). In this book, we are concerned specifically with international sustainable development. The mere phrasing of this term to include the emphasis on sustainability aligns our discussion with the overarching aim of the United Nations’ ‘orchestration’ of the sustainable development goals (SDGs) to resolve the issues that the planet is facing and improve lives globally (Kushnir & Nunes, 2022, p. 3). We pursue this alignment with the SDGs with the undeniable recognition of the crisis context in which international sustainable development has been facilitated.

Crises are complex interrelated phenomena, and sociologists have struggled for decades to arrive at a generally accepted explanation of what crises mean (Boin et al., 2020; McCormick, 1978). Nevertheless, all attempts in the recent decades to understand the phenomenon of crises with reference to international development, such as in McCormick (1978) and Boin et al. (2020), share the following commonalities: crises are a set of interrelated factors that disturb the normal operation of people, organisations, their relationships, resources, etc., and crises are integral to the process of change. The world has witnessed a plethora of various crises recently, including the development of post-truth politics, based on raising populism and fake news (Ylä-Anttila, 2018) such as in the phenomenon of ‘Trumpism’ in the United States (e.g., Miah, 2022). Other examples of crises include wars such as in Syria and Ukraine (Freire, 2022), persisting infringement on the rights of marginalised groups such as in the case of women under the Taliban rule in Afghanistan (Singh, 2022), climate change contributing to wildfires and droughts globally and even famine in east Africa (Warsame et al., 2022), as well as the Covid pandemic that has shaken the world on all fronts (e.g., economic) (Boin et al., 2020). The increasing ‘glocalisation’ – the interconnectedness between the global and the local contexts (Roudometof, 2016, p. 391) – indicates a (potential) growing interrelatedness between global and local crises.

There is, therefore, the need to explore the relationship between education and international sustainable development in the context of crises, which constitutes the focus of this book. Crises, such as economic crises, political crises, and natural disasters, can have a major impact on education systems and on the ability of education to contribute to development. By examining this relationship in the 6context of crises, this book aims to provide a more comprehensive understanding of the role that education can play in international development and how international developments can shape education. This understanding is crucial for those researching and teaching education and sustainability issues in higher education in order to inspire solutions and contribute to positive change in the face of crises.

This book presents a collection of analyses that explore various aspects of the relationship between education and international sustainable development, with a particular attention to various overlapping global and/or local recent or current crises.

The originality of the focus of this book is threefold. First, it locates the discussion of the interconnection between education and international sustainable development in the context that has not been the focus of related literature – the context of crises that are an integral feature of global development. Second, Part II of this book analyses three unique country case studies from a non-Western context (Iraq, Somalia, and South Korea), which showcase how the relationship between education and international sustainable development has been evolving in a range of different crises in these national contexts. The final part of this book proposes two unique avenues of moving towards addressing the world’s interconnected crises through education in the ambition to facilitate international sustainable development.



1.3 Book Structure

Following this introductory chapter, this book develops in four parts. Part I includes a key theoretical Chapter 2 which conceptualises the international phenomenon of crises. Part II of this book comprises Chapters 3–5 which present three unique country case studies, namely Iraq, Somalia, and South Korea, on education and international sustainable development in times of crises. Part III includes Chapter 6 which discusses migration crises in relation to education as an illustration of the context of crises in the international domain. The final part of this book – Part IV – includes two chapters that discuss potential solutions to the world’s crises through education. Chapter 7 focuses on the role of the ‘communicative action’ of the participants of the teaching and learning process, while Chapter 8 evokes the role of ‘the individual’ in the international sustainable development through pursuing the inner development goals. The final concluding Chapter 9 provides closure to the debates presented in this book.
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Chapter 2 Conceptualising the International Phenomenon of Crises

Iryna Kushnir and Nuve Yazgan

Nottingham Trent University, UK



Abstract

Given that this book places the interconnectedness of international sustainable development and education particularly in times of crises at the centre of attention, it is impossible to disregard the nuanced nature of this crisis context. Based on a review of relevant literature, this chapter focuses on the following four main areas. First, it analyses the complex nature of the definition of the crisis, as multiple attempts to understand the phenomenon of crises and their various classifications have been consensual in recognising that crises are multidimensional and interrelated, that they are integral to the process of change and that they present a range of interconnected factors that distort the normal operation of people, organisations, their relationships, resources, etc. Second, this chapter explains the phenomenon of glocalisation in relation to crises to further detail how intertwined different crises are. When applied to the analysis of crises, the phenomenon of glocalisation is paramount in understanding how locally born crises can trigger globally reaching effects and vice versa. Third, this chapter discusses the impact of crises on international sustainable development. Finally, it is proposed in this chapter that education should be viewed as an important tool in tackling crises and, thus, easing the progress towards sustainable development internationally. This chapter provides 10important contextualisation regarding the evolving multidimensional and intertwined crises against the background of which the discussion in this book embarks on in its subsequent parts.
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2.1. Introduction

This chapter offers a valuable contextualisation for this book regarding the crises landscape. It is impossible to disregard the nuanced nature of the context of ever-evolving, interconnected and multidimensional crises, given that this book locates the intertwined nature of international sustainable development and education particularly in times of crises in the spotlight of inquiry.

The term crisis has been quite overused in recent years by scholars, political pundits and commentators. Several global/local events and developments have played a role in the growth of this crisis narrative. In the last decade, the world has faced unprecedented multidimensional and interconnected threats, including several economic crises, a few wars such as in Syria, Afghanistan, the Russian invasion of Ukraine, the Israel-Hamas war and resulting forced migration globally, more frequent climate change-related disasters, a steep rise of authoritarian regimes, the Covid-19 pandemic, to name just a few. All these events have posed a threat to the progress towards international sustainable development.

This chapter begins by a discussion of a definition of the crisis. It will then go on to explain the phenomenon of glocalisation (Robertson, 1992) in relation to crises to argue how interconnected different crises are. Then, it will examine recent major crises and how they have impacted on international sustainable development and education. Lastly, the remaining section of this chapter will discuss the role of education in international sustainable development in the context of crises.



2.2. Defining Crises

The definition of crises has been a controversial and much disputed subject within the field of crisis/disaster management and beyond (Aguirresarobe, 2022; Nabers, 2019). The terms crisis, disaster and emergency are used interchangeably in the literature although there are notable differences between them (Al-Dahash et al., 2016). Below definitions for each term will be discussed to present similarities and differences between them.

There are multiple typologies and definitions of crisis including regular crises (Rosenthal et al., 1989) and creeping crises (Boin et al., 2020, 2021). The regular crisis definition assumes that there is a crisis ‘when political-administrative elites perceive a threat to the core values of a society and/or life-sustaining systems 11in that society that must be addressed urgently under conditions of deep uncertainty’ (Rosenthal et al., 2001, p. 53). The key characteristic of this type of crises is that they are exceptional situations with a clear beginning and an end (Rosenthal et al., 1989). Another regular crisis definition is related to ‘a sudden, negative, and temporally constrained change within a system which threatens to bring about a large and unforeseen transformation of a number of the identifying characteristics of that system and which urgently calls for new approaches and solutions’ (Aguirresarobe, 2022, p. 17). An example of a regular crisis would be the Cuban missile crisis of 1962 that brought the world to the brink of a nuclear war due to a dangerous confrontation between the United States and the Soviet Union (Allison, 1969).

Creeping crises, however, have no clear beginning and ending (Boin et al., 2020, 2021). They can be undetected for a long time contrary to the regular crisis definition; creeping crises may provide a significant time for policy makers to address the potential threat before it escalates (Boin et al., 2020). One example of this is global warming and climate change. Defined by Boin et al. (2020, p. 3):


A creeping crisis is a threat to widely shared societal values or life-sustaining systems that evolves over time and space, is foreshadowed by precursor events, subject to varying degrees of political and/or societal attention, and impartially or insufficiently addressed by authorities.



It is clear that both the regular and creeping crises definitions above refer to a threat to certain values and both are focused on the extent of management of the crises. This brings us to the need to juxtapose the terms crises as well as two other related terms disasters and emergencies.

There is no consensus among scholars on the relationship between the meanings of the terms crises and disasters. On the one hand, it is often the case that the terms crises and disasters are used interchangeably (Nabers, 2019; Shaluf et al., 2003; Wolbers et al., 2021). On the other hand, they can refer to a different nature of events (Boin & ‘t Hart, 2007). According to the second approach, disasters are sudden, short-term events although their consequences can last for months or even years. For instance, according to Boin and ‘t Hart (2007), the 2005 Hurricane Katrina and the 2011 Fukushima Earthquake are among the iconic disasters, whereas the Covid-19 pandemic can be better defined as a crisis as it may require a different analysis and solutions than the former one. Crises such as Covid-19 pandemic may not be framed as sudden events, instead an escalation process is part of their nature (Bergdahl & Nouri, 2021). According to some, disasters hinder state capacity which requires external assistance to cope with and recover (Coppola, 2015; Moe et al., 2007). Yet there may not be exact boundaries between the two phenomena – crises and disasters – as they are related (Shaluf et al., 2003). For example, the Covid-19 pandemic did require a lot of countries, particularly developing countries, to seek external assistance in, for instance, purchasing vaccines and supplying personal protective equipment (Chowdhury & Jomo, 2020).

12Similarly, various perspectives exist on the meanings of the terms crisis and emergency and the links among them. Shen and Shaw (2004, p. 2110) put forward a definition that an emergency is a ‘natural or man-made [people-made] situation that may result in substantial harm to the population or damage to property’. Alexander’s (2005, p. 159) related definition of an emergency adds that it is


an imminent or actual event that threatens people, property or the environment and which requires a co-ordinated and rapid response. Emergencies are usually unanticipated, at least in terms of exactly what happens and when and where they take place. However, they can, and should, be planned for.



A tsunami after an earthquake would be an example of an emergency event. However, a hurricane and an earthquake – classed above as disasters which are, arguably, a type of crises – can be also clustered as an emergency, and these can lead to disasters depending on how they are managed and averted (Shen & Shaw, 2004). Evidently, the boundaries among the terms crisis, disaster and emergency overlap and, thus, are blurred (Shen & Shaw, 2004).

Clearly, the boundaries between the terms crises, emergencies and disasters are blurred. A crisis may quite rightly be or turn into an emergency and a disaster. For instance, the 1962 Cuban missile crisis required agile decisions from the American and Soviet stakeholders that would have prevented a nuclear disaster (Allison, 1969). Therefore, if a crisis lacks management by the stakeholders, it may lead to a disaster (Davies & Walters, 1998).

According to various definitions explored above and illustrated by, for instance, Rosenthal et al. (1989), Boin et al. (2021) and Aguirresarobe (2022), the meaning of crises comes down to a major uncertainty, and it requires a reaction by stakeholders such as policymakers to seek solutions. The crises that will be discussed in this chapter and the rest of this book are not necessarily regular (fast-burning) crises. Instead, from the rise of populism/authoritarianism to climate change, these major threats are creeping (slow-burning) crises with no clear end and often leading to incremental policy responses (Boin et al., 2021). All of these crises are also interrelated which brings us to the idea of glocalisation which is discussed in the next section.



2.3. Glocalisation and Crises

The term glocalisation has made a scene in the scholarship in various disciplines including political science and sociology in the last decades. In his seminal studies, Robertson (1992, 1994, 2014, 2020) put forward an argument that globalisation is, in fact, glocalisation. This term refers to the simultaneous occurrence of globalisation and localisation trends in social, political and economic environments. Thus, glocalisation is about interconnectedness between the local and the global, the universal and the particular.

The origins of the term glocalisation derive from Japanese economists’ global marketing strategies (Robertson, 1992, 1994, 2014, 2020). In other words, glocality 13can be defined as ‘experiencing the global locally or through local lenses (which can include local power relations, geopolitical and geographical factors, cultural distinctiveness, and so on)’ (Roudometof, 2016, p. 401). In this vein, Robertson critically debated the concept of globalisation arguing that globalisation, in fact, encourages diversification instead of standardisation (Giulianotti & Robertson, 2012). Several other scholars have also examined glocalisation (e.g., Bauman, 1998; Ritzer, 2003; Roudometof, 2016). While for Ritzer (2003, pp. 193–194), glocalisation is about local cultures’ adaption of global features, for Bauman (1998, p. 70), glocalisation is associated with increasing global inequalities happening as a result of globalisation. Roudometof (2016, p. 403) defines glocalisation ‘as the refraction of globalization through the local’. Therefore, global events have glocal dimensions (Roudometof, 2016). For instance, the reactions to the news of the 9/11 were divergent across different societies (Roudometof, 2016). Another example would be the management of the Covid-19 pandemic with varying types of policy solutions in different countries (You, 2020). With regard to these, glocalisation is also relevant for the crises literature considering how different crises hinder issues such as the international sustainable development.

The research to date has not focused on the interconnectedness of local and global crises. Understanding the link between local and global is crucial, considering the emerging issues of the last decades from climate crisis to economic crisis. A global crisis can have different consequences in different parts of the world. Climate change is a global crisis. Yet, it may trigger local issues in different ways. For instance, in the Asia-Pacific, climate change results in extreme events such as increasing floods and storms (Beirne et al., 2021). In East Africa, rising temperatures have caused severe droughts and famine (Devi, 2022). In Australia, rising temperatures are becoming an increasing threat to forests (Abram et al., 2022). These local consequences then will shape reactions and policies of the countries at the global level. In a similar vein, a local crisis can become global and shape the global responses by the international actors. For instance, Russia’s invasion of Ukraine has triggered global reactions, illustrating how Russia is increasingly becoming a global threat.

Different types of crises (including disasters and emergencies) are a threat to human existence and the planet. Crises have an impact on all three integral and interrelated aspects of international sustainable development (Hummels & Argyrou, 2021) by, arguably, both hindering sustainable development and at the same time necessitating the search for solutions to the problems. Crises are likely to create additional economic, political and social vulnerabilities which will halt the process of positive change. For instance, South Asian countries like Bangladesh, Bhutan and Nepal are already facing major issues of poverty, health and education (Mall et al., 2019). An additional crisis is likely to further paralyse economic prosperity, environmental protection and human development. Less vulnerable, in other words, developed populations and regions are also subject to decline in terms of the elements of sustainable development. The multidimensional crises that the European Union (EU) have faced is illustrative of that. The European financial crisis, the populist/authoritarian pressure and others have revealed vulnerabilities of the EU and Europe that each led to damaging consequences 14of individual countries (Kushnir et al., 2020). Overall, we cannot separate international sustainable development from the recent glocal developments. The next section looks at these major events in more detail with a focus on education which has been emerging as a tool for sustainable development.



2.4. Recent Crises Around the World and Their Impact on Sustainable Development

The world order has been confronted with various crises in the recent decades. These multidimensional and interconnected crises have challenged the world’s progress towards sustainable development, which is crucial to review before speculating about the role of education in solving these problems. Climate change, economic crises, authoritarianism, populism, wars and the Covid-19 pandemic, to name a few, have threatened human existence and its well-being as well as the planet. In the economic realm, for instance, several financial crises hit the United States in 2007, leading to the bankruptcy of the global financial services firm Lehman Brothers in 2008. This triggered the European debt crisis of 2009. EU policymakers responded to the crisis with the structural adjustment programmes which were implemented by countries like Greece, Ireland, Portugal and Spain (Parker & Tsarouhas, 2018). The European debt crisis has had social, economic and political consequences on the EU member countries as well as their nearby states and on the process of European integration. Citizens across the EU have lost trust in the European institutions and became dissatisfied with the EU, especially those who were hit hard by the crisis (Frieden, 2016; Roth et al., 2011). The economic crisis and subsequent structural adjustment programmes and the lack of further integration process increased opposition to the EU (Usherwood & Startin, 2013). The outbreak of the war in Syria led to a humanitarian crisis causing millions of people to take a refugee in neighbouring countries including Jordan and Turkey as well as to Europe (Stockemer et al., 2020). There has been a prominent surge of refugees coming to the EU borders during the post-2015 migrant crisis in Europe, putting a pressure on the countries of first entry, such as Greece and Italy (Landström & Ekengren, 2021). This was aggravated by thousands of refugees dying in the sea or going missing after arrival (Landström & Ekengren, 2021). Inhumane conditions of refugee camps often caught attention (Panebianco, 2022). Political debates have increasingly been shaped by populist narratives, making migration a priority in EU policymaking (Grande et al., 2019). The rise of populist and authoritarian forces has created a crisis of democracy and legitimacy not only in the EU but across the world. The 2016 BREXIT referendum was marked as the Eurosceptic victory (Usherwood, 2018). Populist voters around the world are found to be dissatisfied citizens who are unhappy about the workings of democracy. This can be observed in countries such as Brazil, France, Greece, Mexico and Turkey (Kaltwasser & Van Hauwaert, 2020). The Covid-19 pandemic came as a shock across the world, first identified in an outbreak in the Chinese city of Wuhan in December 2019. The pandemic caused various waves of public health measures across the world (Amin et al., 2022). Together with these, climate change vulnerability has been increasing day by day causing a threat to 15human existence in many forms, including droughts and famine in East Africa (Kemp et al., 2022). Crises are not limited to these developments. Many others, including the takeover of power by the Taliban in Afghanistan (Akbari & True, 2022) and the invasion of Ukraine by Russia (Kurapov et al., 2023), have posed a threat to democracy and legitimacy.

The above are only a few examples of the ever-emerging crises the world has recently been facing. Many crises are, arguably, interconnected, given the phenomenon of glocalisation, presented earlier. Many scholars have alluded to this idea, such as in the work of Pescaroli et al. (2018, p. 159) on ‘cascading crises’ and Losasso (2022, p. 7) on ‘interconnected crises’. The crises discussed above are multidimensional, meaning that some of these crises have stemmed from the consequences of the others. Additionally, some crises have reinforced each other. In other words, there is no clear division between these different events emerging locally or globally. Some argue that the economic crisis and the so-called post-2015 migration crises in Europe played a significant role in the mobilisation of the populist parties across Europe (Taggart & Pirro, 2021). These threats have also affected the climate change crisis making countries more vulnerable to climate-related disasters due to political polarisation and dysfunctional resource allocation. The consequences of climate change are expected to continue reinforcing forced migration (Kaczan & Orgill-Meyer, 2020). Also, there is a link between far right/anti-democratic right and climate change (Forchtner & Lubarda, 2022). The Covid-19 pandemic has contributed into already existing problems the world had been facing. It started as a health crisis and then turned into a global economic crisis (Ozili & Arun, 2020).



2.5. The Role of Education in International Sustainable Development in the Ever-Existing Context of Crises

Quality education is one of the 17 United Nations’ (UN) sustainable development goals (SDGs). Progress in improving education has been challenging especially in the regions with high social and political instabilities (Agbedahin, 2019). This is particularly problematic, given the role of education in reaching the SDGs (Becker, 2018; Merritt et al., 2018).

There can be various ways that crises negatively impact education and, consequently, restrict its potential in supporting international sustainable development. For instance, academic freedom has suffered in Turkish academia due to Erdogan’s authoritarian regime in Turkey (Doğan & Selenica, 2022). Similarly, Hanson and Sokhey (2021) argued that higher education can be a tool for authoritarians to instil their ideas in the wider society, such as in the case of Kazakhstan. Economic crises and their consequences can place pressure on education across the world. Giroux (2015) argues that the rising cost of education leads to low-income and ethnic minority youth to be left out from schools. Wars have been one of the major stumbling blocks for both specifically education and sustainable development in general. One example is the gender apartheid in education under the Taliban rule in Afghanistan (Akbari & True, 2022). Climate change-related displacement will continue negatively affecting formal education and lives in 16general of the impacted populations, with over 140 million people being expected to be displaced in 2050, according to World Bank data (Rigaud et al., 2018).

As discussed in the above sections, crises have constituted threatening the progress towards international sustainable development. However, we could also pose a question about whether crises can be seen as an opportunity for policy changes towards sustainable development and whether education can be used as a tool in this process. Scholars argue that education can be used as a soft governing tool to attain other goals of international sustainable development (Kushnir & Nunes, 2022) such as gender equality, climate action, tackling poverty and others. Therefore, education can be a useful tool for reversing the negative consequences of the crises we have discussed previously. Focusing on education would help developing resilience towards potential crises and emergencies. Below are a couple of examples to illustrate ways in which education can overturn negative consequences of existing or future crises.

One important way is to focus on environmental education. It is significant to prepare societies to cope with climate-change disasters through education and learning (Hoffmann & Blecha, 2020). For instance, in regions that are vulnerable to extreme events such as fires, relevant information and resources can help societies to reverse negative impacts. Another example can be about focusing on green education practices worldwide to slow down and ultimately prevent the adverse effects of human behaviour on the environment, which threaten the existence of future generations. For instance, green university campuses have been implemented in Malaysia in the recent years, focusing on indicators such as food waste management, CO2 emission management and others (Anthony, 2021).

Strong digital education is another illustrative way of education withstanding some crises and not compromising the learning of those involved. The transition to online teaching and learning that occurred during the pandemic as well as the invasion of Ukraine by Russia has shown that change can happen rapidly when needed, but it has also showcased weaknesses in resourcing and skills in many places around the world (Kurapov et al., 2023; Lennox et al., 2021). Indeed, such crises necessitate and enable changes in education systems to happen quicker than in normal times (Bojović et al., 2020; Langlois et al., 2020; Sá & Serpa, 2020). Evidently, such crises that necessitate education move off-campus present coping strategies for similar future events. They show that sector planning and budgeting needs to be more resilient (Lennox et al., 2021). Scholars recommend that educational stakeholders need to have sustainable and viable strategies to keep everything stable when crises emerge (Burgos et al., 2021).

Another way how education can aid international sustainable development is by serving as a tool for promoting democracy. Kushnir (2021, 2022) discusses this in a particular case of the role of the European Education Area in EU integration in the recent context of crises. These crises inspired the authors of the European Education Area to appeal to its education as an instrument specifically for EU deepening – one of the aspects of EU integration which is about the strengthening of the relationships among its member states. In particular, the European Education Area ‘has been a driver in the development of a common European identity and European economy, the EU as a socially-just society and the continent of progress’ (Kushnir, 2021, p. 301).



2.6. Conclusion

17This chapter has provided a valuable contextualisation for this edited book regarding the ever-existing crises landscape. This book places the interconnectedness of international sustainable development and education particularly in times of crises at the centre of attention, thus making it impossible to disregard the nuanced nature of this crisis context.

Multiple attempts to understand the phenomenon of crises and their classification (e.g., Boin et al., 2020; İùyar, 2008) are consensual in recognising that crises are multidimensional and interconnected, they are integral to the process of change and they present a range of interconnected factors that distort the normal operation of people, organisations, resources, relationships among all of these, etc. The interconnectedness of crises is reinforced particularly by the increasingly developing links between the global and local context – in Robertson’s (1992, 1994, 2014, 2020) terms glocalisation. When applied to the analysis of crises, the phenomenon of glocalisation is paramount in understanding how locally born crises can trigger globally reaching effects and vice versa.

A few examples of the crises that (different regions of) the world has been facing recently have been provided above and are further explicated in the rest of this book. What is crucial is that these major crises that we have faced have highlighted an important role of education in coping with these threats to humanity and the planet. Relying on education as a tool for development is key for coping with ongoing and potential crises, whether they are about democratic values or/and physical threat. In times of crises, education policies can foster change to adopt new realities. Societies can be made more resilient and flexible to these threats with the help of education.
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Abstract

In modern times, various American-style liberal arts universities have been established in conflict-affected states, including Iraqi Kurdistan. In the aftermath of the United States-led invasion of 2003, the majority of Iraq’s universities were destroyed, which later provided further opportunities for the establishment of new higher education institutions, including those with an American-style university model. Taking the American University of Iraq, Sulaimani (AUIS) as a case study, this chapter explores the social impact of universities in post-conflict settings, including the impact of the cultural, communal, and research centres affiliated with the university. Using Onyx’s (2014) conceptual framework of impact as an interpretive lens, interviews were conducted with nine professionals working at AUIS, five affiliated centres, and at an academic preparatory programme (APP). The findings demonstrate that participants perceive their initiatives and programmes to have a generally positive social impact such as by promoting policy dialogue, instigating social change, promoting community services, preserving cultural traditions, and building capacity. Nonetheless, 26some issues limit the social impact of the initiatives undertaken, including communication challenges, limited funding, an unclear institutional vision, individualised efforts for community improvement, and the Kurdish community’s hesitancy to accept AUIS’ values and more liberal endeavours. Accordingly, we argue that the lack of clarity pertaining to AUIS’ institutional identity and limited collaboration or communication between the university and its organisational affiliates, among other challenges, have limited the social impact of the university and its outreach within the Kurdish community in Iraq.


Keywords: Post-conflict society; social impact; critical thinking; American-style university; liberal arts



3.1 Introduction

In modern times, many American-style liberal arts universities have been established in countries that have undergone a regime change or experienced conflict (Godwin, 2015; Jafar, 2023; Long, 2020). Such universities have adopted a system associated with political and social liberalisation as well as the enhancement of citizenry’s agency, especially in the post-communist era (van der Wende, 2011). Additionally, these institutions help to equip youth with critical thinking skills (Becker, 2015) while providing the expertise needed to rebuild a country (Long, 2018). In effect, introducing a liberal arts curriculum to supplement professional and technical programmes can help with ‘re-establishing the balance between breadth and depth of knowledge’ (van der Wende, 2011, p. 24), especially in a post-conflict society such as Iraq.

Over the past few decades, Iraq has been devastated by various political and sectarian conflicts since the overthrow of Saddam Hussain and his authoritarian Ba’ath party following the invasion led by the United States in 2003. By 2005, estimates suggested that roughly 84% of Iraqi universities were destroyed and looted, particularly in central Iraq (United Nations University, 2005). However, further damage was inflicted upon higher education institutions by various non-state actors, including the Islamic State of Iraq and Syria (ISIS), between 2014 and 2019. Accordingly, however, such events, especially the 2003 invasion, created opportunities to establish American-style universities that are supported politically and financially by the United States as part of a broader project to ‘promote’ democratic and liberal values in post-conflict states (Milton, 2013). The American-style university model intends to help unite ethnic and religious groups by employing a liberal arts curriculum to nurture inclusive leadership that acknowledges and promotes the diversity of Iraqi society within what is purportedly a pluralistic democracy. This is achieved mainly by exposing students to Western democratic values, emphasising the rights of minorities, and ensuring they receive a well-rounded education (Long, 2018).

In modern history, higher education systems have evolved to promote knowledge production and transmission while further catalysing socio-political, 27economic, and cultural change. Many studies have suggested that universities may be able to positively impact national processes of reconciliation, identity building, and socio-political change, which are critical for the recovery of post-conflict societies (e.g., Agasisti, 2009; Hopkins, 2011; Temple, 2008). As war and organised violence continue to afflict countries around the world, perceptions of higher education have changed in conflict and post-conflict settings (Milton & Barakat, 2016; Pacheco, 2013). In cases where conflict has ended, higher education has been seen as a catalyst for recovery, stabilisation and securitisation, state building, and peacebuilding (Milton & Barakat, 2016). However, universities are normally influenced by external and internal forces that could reduce their impact on society. Nevertheless, some conditions could shift the dynamics of these forces and help initiate change in established practices (Burch, 2007).

Since universities mirror and often drive many political, military, economic, and social changes (Feuer et al., 2013), it is important to study the intangible social impact of higher education within the context of conflict. Hence, this chapter aims to explore the intended (or unintended) social impact of universities in post-conflict contexts, such as Iraqi Kurdistan, taking the AUIS as a case study. Unintended impacts are effects that are not specified in the statement of institutional objectives or result from activities beyond a planned programme or initiative (Onyx, 2014). Some common unintended impacts or risks of higher education in a post-conflict society are brain drain, political instability where universities often become a space for politically active students and academics to initiate protest and political movements, and the risk of political violence (Milton & Barakat, 2016).

Moreover, Feuer et al. (2013) suggest that, as sites of knowledge production and contestation, universities can become a battleground for the emergence of new political entities. They argue that the process of reconstructing higher education also carries the risk of perpetuating ethnic and class tensions, potentially leading to a resurgence of violence or conflict. In addition, curricula and teaching materials may not always be tailored to the specific needs and challenges of the post-conflict society, leading to a mismatch between the education provided and the society’s needs (Milton, 2018). Accordingly, while universities may potentially unite and reform societies, it is unclear whether an American-style university model adopted in a foreign, post-conflict context such as Iraqi Kurdistan can fulfil its hypothesised outcome and purpose. Thus, this chapter aims to explore the social impact of an American-style university in a post-conflict setting, taking AUIS as a case study, including the impact of the cultural, communal, and research centres affiliated with the university.

Additionally, this chapter delves into an examination of how broader cultural and political influences approach certain practices associated with the core values of the university, such as the promotion of critical thinking and gender equality. Therefore, the central research question addressed in this chapter is: To what extent do the research, communal, and cultural centres affiliated with the AUIS have an impact on Kurdish society?

The structure of this chapter is as follows: In the following section, we will provide an overview of the case study followed by a literature review that 28outlines the role of higher education in post-conflict settings, while further reflecting on the topic of American-style universities. Next, we outline the conceptual framework used to guide our research, adopting Onyx’s (2014) framework and dimensions pertaining to ‘impact’. The section that follows describes the methodology, focusing, in particular, on interviews conducted with individuals working in AUIS as well as its organisational affiliates. Then, we provide an overview of the research and communal centres affiliated with the university. This is followed by a discussion of the themes that emerged from the data analysis, spotlighting challenges faced by these entities in attempting to leave an impact on society. Lastly, the conclusion summarises the contributions of this chapter.



3.2 An Overview: AUIS

AUIS is located in a region known as the birthplace of ancient civilisations, characterised by sectarian political structures, diverse peoples, and a history of conflict. It was founded by the Kurdish-Iraqi politician Barham Salih, the appointed president of Iraq between 2018 and 2022, former prime minister of the Kurdistan region between 2009 and 2012, and former deputy prime minister of the Iraqi federal government from 2006 to 2009. AUIS offers various undergraduate programmes in engineering, technology, business, and the social sciences, supplemented by a liberal arts curriculum (core programme). It further promotes inter- and multidisciplinary education and focuses on student learning objectives related to written and oral communication, numeracy, and critical thinking skills (AUIS, n.d.-a). The mission of AUIS is to instil a sense of communal responsibility in its graduates, further equipping them with the knowledge and core skills needed to become competent professionals and leaders. Its core values include freedom and responsibility, democracy, freedom of expression and inquiry, equal opportunity, individual rights, tolerance, and honourable personal and professional behaviour (AUIS, n.d.-a).

According to Salih, AUIS was established in post-conflict Iraq, specifically in the Kurdistan region, to support peace efforts, national unity, democracy, leadership, and post-conflict reform (Moulakis, 2011; Wong 2007). Salih argued that education is key to the future of the region and identified the liberal arts component of the university as necessary to cultivate tolerance, solidarity, and progressive thinking among students (AUIS Official, 2016). The justifications for fostering peace and social cohesion also explain the inclusion of ‘Iraq’ in the university’s name, which legitimises continued financial and political support locally, regionally, and internationally. Furthermore, it aligns with the 2003 American invasion agenda of ‘liberating’ Iraq as a country (Long, 2018).

The political rationale for establishing American-style universities, in particular, such as AUIS, is often described as a soft power tactic to disseminate American values. It has further been utilised by the US government to promote American public diplomacy objectives in various ways (e.g., to counter anti-American sentiment) (Bertelsen, 2012, 2014; Moulakis, 2011). As a relatively young university, inaugurated in 2007 amid significant political shifts in Iraq, it continues to 29struggle with establishing a firm foundation in a region grappling with ongoing conflicts. Moreover, political and economic instability has been exacerbated by the devastation caused by ISIS since 2014 and the outbreak of COVID-19 in 2019.

Aside from offering APPs and undergraduate- and graduate-level degrees, AUIS strives to make meaningful contributions to society. For example, various research, communal, and cultural centres have been established for this purpose, including the Institute of Regional and International Studies (IRIS) and the Center for Gender and Development Studies (CGDS). As such, this chapter endeavours to explore and present empirical evidence regarding the social impact of AUIS, especially its organisational affiliates. It pays particular attention to the latter’s attempts to maximise their impact on Kurdish society, as well as how they are influenced by and adapt to the changing dynamics of their environment. This chapter also explores any potential disparities between the university’s stated objectives and its actual practices that diminish its impact on Kurdish society.



3.3 Literature Review: The Social Role of Universities

Over the past decade, an expanding body of research has emerged on the positive role of higher education in conflict-affected, fragile, and post-war contexts. Existing research has primarily focused on how to rebuild, reform, or protect the sector and on how higher education can contribute to post-conflict recovery (Milton & Barakat, 2016; Pacheco, 2013). However, it is undeniable that measuring or quantifying the social impact of higher education is challenging, largely because it is difficult to define, time-consuming, and tends to be more qualitative than quantitative. In addition, it is complex and likely holds varying meanings in different contexts (Onyx, 2014).

Nevertheless, it is crucial to engage in the debate about the role of universities in societies, particularly in fragile societies impacted by conflicts. For instance, Milton and Barakat (2016) examine the relationship between higher education and four core intervention agendas in conflict-affected societies: stabilisation and securitisation, reconstruction, state building, and peacebuilding. Many other authors stress the importance of universities in promoting intercultural dialogue (Nahas, 2008) and social critique (Qureshi, 2008) as part of the peacebuilding process. Moreover, universities are seen as a space for expressing new ideas and infusing cultural openness in otherwise closed societies, while also viewed as a tool for the preservation of local or national cultures (Brennan et al., 2004). Furthermore, other studies found that exposing students to different ideas can break down negative stereotypes based on, for example, differences in ethnicity, race, religion, gender, or socioeconomic status (Sagy, 2002; Tomovska, 2010). Moreover, through various initiatives by governments, non-governmental organisations (NGOs), students, and faculty, universities have been instrumental in providing access to education to various traditionally marginalised social groups, such as peasants and labourers (Pacheco, 2013). More recently, following the ongoing Russian invasion of Ukraine in February 2022, 30Kushnir (2023) concluded that higher education is increasingly serving as a foundation for political collaboration, extending beyond its education role to foster peace in the European region.

Brannelly et al. (2011) further view campuses as arenas of political socialisation, where individuals gain knowledge about how political and social systems operate. In addition, they develop an understanding of their political culture, system of shared values, and ideologies about institutions within their societies. However, other studies have found that this ideal impact of universities is not always achieved due to various institutional, political, and economic factors. For instance, Tahirsylaj (2008) argues that the higher education system in Kosovo remains divided along ethnic lines, and the main challenge in developing modern, open-minded, cohesive institutions is that some universities try to promote ‘nationalistic agendas’, thereby limiting opportunities for peacebuilding and reconciliation.

Similarly, Feuer et al. (2013) argue that the potential for campuses to achieve peacebuilding outcomes, such as long-term integration, intercultural communication, and tolerance building, largely depends on the university and its administrators’ ability to create a welcoming campus environment. The authors examined university spaces, such as campuses and student cultural institutions, as well as the projections of university administrators on social hierarchy in five post-conflict societies. They found that administrators’ limited capacity or willingness for change, due to various political reasons, served as barriers to achieving the expected impact.

Beyond higher education in post-conflict settings, more generally, the literature on American-style universities, more specifically, examines a wide range of themes. A few studies have explored the opportunities, challenges, and impacts this university model brings to its host country. For example, Ghabra and Arnold (2007) stated that the main effect that American-style universities have had is in forming a class of elites in countries and regions in which they were established. This university model has also proved pivotal in introducing and strengthening critical thinking skills, serving as a centre for civil society in an otherwise authoritarian political landscape (Noori & Anderson, 2013). Purinton and Skaggs (2017) further argue that American-style universities have been modernising their host countries for decades. Similarly, Jafar and Sabzalieva (2022) found that establishing American-style universities is seen by different stakeholders as a fast track towards building the academic reputations of national higher education systems, particularly in post-conflict societies.

This brief literature review demonstrates the scholarly consensus that higher education institutions play a vital role in promoting peace, reconciliation, development, political socialisation, and social integration in post-conflict societies. Nevertheless, there is a dearth of empirical evidence regarding their impact in such societies, as well as the internal and external challenges and barriers that impede the maximisation of this theorised impact. Therefore, this chapter offers an alternative perspective on the social impact of universities in post-conflict contexts, which is discussed further below, by focusing primarily on the American liberal arts university model.



3.4 Conceptual Framework

31Defining and measuring the intangible societal-level impact of universities is a complex endeavour. Each university defines its social impact differently based on its mission and core values. For example, Universities Canada defines social impact as ‘the positive outcomes of initiatives that tackle social, economic, environmental, and cultural challenges faced by people, organisations, and communities’ (Universities Canada, n.d.). The University of Michigan further defines social impact as ‘a significant, positive change that addresses a pressing social challenge’ (University of Michigan, n.d.). Generally, different terms are used to refer to impact such as ‘returns’, ‘benefits’, and ‘value’ (Penfield et al., 2014), which assume that a positive or beneficial effect will be considered as an impact. Nevertheless, this impact, as discussed above, encompasses multiple dimensions and can be either positive or negative as well as intended or unintended (Arvidson, 2009; Onyx, 2014), especially within post-conflict societies.

For the purpose of this study, we utilise Onyx’s (2014) conceptual framework of impact as a lens to interpret the social impact of AUIS. Whereas Onyx’s model of social impact is applicable to social organisations, we adapt her model and apply it to the higher education institution of AUIS and its affiliates. Our interpretation of her framework further involves narrowing down her seven propositions to four key dimensions. The first dimension pertains to the university’s core values and networks embedded in its liberal arts model, especially the notions of critical thinking, leadership, diversity, and enhancing citizens’ agency. The second dimension emphasises how broader contribution to a local community occurs as a result of university practices and active communal networks. We investigate this feature by examining the contributions of the centres affiliated with AUIS.

Individual engagement and development constitute the third dimension, which underscores the institutional culture and individuals’ agency in promoting or bringing about societal changes and developing their capacity to do so. The final dimension is ‘dual-level impact’, which examines the extent to which the university and its students, faculty, management, and staff are embedded within the local community and how the community supports and strengthens the university. It pertains to the idea that the university and its individual stakeholders are an integral part of the larger social structure, thereby being influenced by the norms, values, and dynamics of the society they belong to.

As discussed by Onyx (2014), this conceptual framework does not in itself provide a measure of social impact; however, it offers a lens to interpret and analyse institutional activities to measure their social impact quantitatively and qualitatively. Moreover, it identifies the gap between the university’s intended impact, as communicated in the mission statements of the research, cultural, and communal centres, and their concrete output. It also allows for problematising and exploring the intended and unintended, positive and negative impacts of the university’s initiatives and programmes. While Onyx’s conceptualisation of impact does not specifically pertain to higher education institutions and instead focuses on various communal and civil society organisations more broadly, we have adapted her 32understanding to that of universities and its organisational affiliates. Accordingly, we then utilised Onyx’s dimensions to identify the themes that emerged from the interview data (see Table 3.1).


Table 3.1. Interviewee Themes and Onyx’s Dimensions.


	No.

	Onyx’s Dimension

	Themes






	1

	Core values and networks

	Communication challenges; unclear institutional vision




	2

	Contributions to the local community

	Unclear institutional vision; lack of funding; communication challenges




	3

	Individual engagement and development

	Individual efforts; lack of funding




	4

	Dual-level impact

	Communication challenges; unclear institutional vision; lack of funding; individual efforts; Kurdish community’s hesitancy








3.5 Methodology

This research relies on the qualitative analysis of a case study to investigate the societal impact of the American-style university model implemented in the post-2003 Iraqi-Kurdish context. The research design and data collection of this study was informed by the Institutional Review Board Guidebook and followed a favourable ethics decision from the AUIS. It approved the non-anonymising of the name of the university that we used as a case study.

The chosen case study of AUIS exemplifies an American-style institution established in a post-conflict society. While AUIS operates as an independent, not-for-profit entity, it holds the legal status of a private university and falls under the regulatory control of both the Ministry of Higher Education and Scientific Research in Kurdistan and central Iraq (AUIS, n.d.).

Semi-structured interviews were conducted as part of this case study. Interview questions were designed based on the social impact framework developed by Onyx (2014), aiming to capture participants’ experiences within American-style universities, with a specific emphasis on (1) core values and networks, (2) contributions to the local community, (3) individual engagement and development, and (4) dual-level impact. The study involved interviews with nine participants, comprising employees and researchers working at the university; five research, communal, and cultural centres; and at the APP affiliated with AUIS (see Table 3.2). Most of the participants actively lead various community service initiatives and programmes.


Table 3.2. Overview of AUIS Organisational Affiliates and Programmes.


	No.

	AUIS Organisational Affiliates and Programmes

	Objective






	1

	IRIS

	Serves as a policy research and training centre.




	2

	CGDS

	Helps empower men and women through education and research.




	3

	The AUIS Entrepreneurship and Innovation Centre (AEIC)

	Supports Iraqi/Kurdish entrepreneurs by creating a helpful, scalable ecosystem through research, education, networking, and partnerships.




	4

	AUIS Center for Archaeology and Cultural Heritage (CACHE)

	Preserves and raises awareness of Iraqi/Kurdish cultural heritage and archaeological sites.




	5

	Kashkul – Centre for Arts and Culture

	Aims to protect artistic and cultural expression and material.




	6

	APP – Community Outreach

	Aids community outreach through supporting teacher professional development, training high school students, and developing English proficiency of marginalised individuals.






In addition to the interviews, information from the university website and the web pages of the organisational affiliates have been used to complement the analysis.

33The process of thematic data analysis commenced with coding and identifying categories, which were determined based on the participants’ perspectives regarding the social impact of their respective centres and programmes. This involved examining recurring patterns in the data across participants, ultimately leading to the emergence of categories and their interrelationships, offering explanations for the participants’ views on the social impact of the American-style university model in a post-conflict society.

The Institutional Review Board at the university granted permission to conduct the study.

The study has a few limitations, in that only a few individuals from AUIS, its organisational affiliates, and APP were interviewed. In addition, due to the limited availability of data, other quantitative analysis was not conducted to measure the impact of the programmes and initiatives carried out on the ground since 2007. Accordingly, additional semi-structured interviews, analysis of the scope and reach of initiatives, and measurement of the receptiveness of the Kurdish public to these programmes could provide greater insight into the impact of AUIS and its affiliates in future studies. The following section provides an overview of the scope of work of AUIS’ different organisational affiliates and APP programme, while further discussing the interview data below.



3.6 Organisational Affiliates of AUIS

As noted above in Table 3.2, one of the key research institutes affiliated with AUIS is IRIS, a policy dialogue centre that focuses on conducting research on issues relevant to Iraq and the wider Middle East and North African region. By further hosting events related to policy dialogue, IRIS researchers liaise with other academics to bring key issues related to climate change, the environment, and civilian protection, among others, to the forefront. The centre has further hosted workshops and seminars to aid in the capacity building of youth in AUIS, including hosting the first workshop for Iraq Leadership Fellows in 2023 (AUIS, n.d.-b).

Another centre that engages in research in relation to societal change is the CGDS, which prioritises holding up values pertaining to equality and fairness. Among its many accomplishments, the CGDS has set up the first gender studies minor in the country, while further funding research projects pertaining to gender and sexuality, including masculinity and how it influences social interactions between men and women. A segment of the CGDS further focuses on disability rights in Sulaymaniyah, leading to the establishment of the first disability studies minor in the country as well. The CGDS also offered funding to gender scholars, sponsoring ‘Jan Warner Visiting Scholars’ and facilitating their teaching of gender courses at the university (AUIS, n.d.-c).

Aside from societal and political change, AUIS has also promoted economic development through the AEIC, which is a centre founded in 2019 that prioritises the empowerment of entrepreneurs. In the attempt to tackle challenges affiliated with poor infrastructure and few mentorship opportunities in the city, among others, AEIC offers entrepreneurs various forms of support, including mentors, 34funding, and resources to aid their growth and development. Moreover, it has launched a business accelerator called Takween, which has the capacity to aid dozens of entrepreneurial ventures across the country (AUIS, n.d.-d).

In accordance with Iraq’s rich cultural heritage, the university has further established CACHE to promote the protection and development of cultural and historical sites across Kurdistan and Iraq more broadly. By offering training sessions to youth and adopting a scientific approach to Iraqi history, various technologies are adopted by this centre to protect cultural heritage sites from looting and/or other violent non-state actors that seek to profit from or destroy buildings or historical areas (AUIS, n.d.-e).

The last centre founded to support artistic and cultural expression is Kaskhul, which attempts to preserve cultural and historical artistic works in Iraqi Kurdistan. Established in 2016, Kaskhul’s projects have ranged from the artistic or cultural to the literary, and the centre works on hosting arts events, curating arts exhibitions, and hosting other events at the university. As one of the longest standing centres affiliated with AUIS, Kaskhul has supported the publishing of over 2,000 pages of translated literature in the attempt to make it more accessible to the international community. It further supports artistic and cultural events, including the first-ever Sulaimani Festival for Culture and Art, held in September 2023 (Kashkul, n.d.).

35Lastly, while not a centre, APP serves as an important programme that supports the professional development of high school teachers in Sulaymaniyah, where instructors prioritise student-centred pedagogies in their overall approach to teaching. By working closely together with non-native English-speaking students, the APP programme instructors endeavour to teach the former ‘academic English, critical thinking skills and study habits’ (AUIS, n.d.-f).

In sum, this programme and all of AUIS’ organisational affiliates seek to have an impact on society by promoting policy dialogue about pressing issues in Iraq, supporting local entrepreneurs, preserving local culture, bringing awareness about social issues, and building the capacity of both enrolled students and teachers as well as other community members in general.



3.7 Findings and Discussion

This section provides an overview and analyses the key themes that emerged during our interviews with both university staff and employees working at AUIS’ organisational affiliates. As noted earlier, a total of nine professionals at AUIS, its organisational affiliates, and APP were interviewed to better evaluate the extent to which these centres have impacted Kurdish society. Our interviews revealed that various obstacles hinder the social impact of these centres, largely due to five observations pertaining to (1) communication challenges, (2) an unclear institutional vision and inconsistent strategies, (3) limited funding, (4) individual efforts for community betterment, and (5) the Kurdish community’s hesitancy to accept AUIS’ values and more liberal initiatives.


3.7.1 Communication Challenges

One of the most common themes that emerged in the majority of interviews pertained to communication challenges taking place at the internal level. According to one interviewee from AEIC,


[…] Given the small size of AUIS, to me, it’s unacceptable that AUIS lacks internal communications and synergy.



Since most centres function independently of the university, the AUIS management is not involved in how the centres conduct research, disseminate knowledge, acquire funding from donors, or offer training outside of or on campus. In addition, workshop organisers from organisational affiliates do not receive feedback from the university, such as in relation to who to invite for guest lectures. While the management does not interfere with or discourage planned activities, they do not provide input or facilitate any such initiatives.

The instances in which communication between the centres and AUIS takes place are largely when events are being planned due to the need to obtain security clearance, such as to host a workshop. In addition, the centres must also communicate with the university to pay money to host events on campus. However, no monitoring and evaluation efforts have been put into place by the university to 36measure the impact of the activities or initiatives offered by the centres. Accordingly, employees spoken to from each of the respective centres indicated that beyond providing security clearance and paying to rent a space at AUIS for events, communication between the university and the organisational affiliates is relatively limited and focused on offering logistical support. Thus, to maximise the social impact of AUIS and its organisational affiliates, greater internal communication must take place to enable collaborative endeavours that can better support the community.



3.7.2 Unclear Institutional Vision and Inconsistent Strategies

A second emerging theme from the majority of interviews pertained to different perceptions of the university’s vision or purpose among its employees. While the university promotes certain liberal core values, which have been discussed earlier in this chapter, many of the individuals in the university do not ascribe to these values. According to an interviewee from the AEIC,


AUIS lacks a clear strategy, clear set of principles, and a clear vision of what kind of institution of education it wants to become.



This is further confirmed by an interviewee from the CGDS, who stated that many core staff and faculty members disagree with and criticise the university’s liberal core values which can affect the role it plays as an agent of change, creating a tense atmosphere within AUIS. For example, some staff oppose the work of the CGDS due to their more conservative beliefs. Thus, according to this interviewee, gender equality is not promoted in a harmonious manner within the classroom, and there is no consistent messaging pertaining to advocacy and the pursuit of social change. This further applies to marginalised communities or individuals. According to one employee, the university does not sufficiently accommodate persons with disabilities through the creation of physically accessible infrastructure or provision of educational resources.

However, another interviewed staff member from the university indicated that


[…] Social development, per se is not typically the goal of a university or any educational establishment. Instead, we are trying to educate.



The interviewee additionally clarified later on that the university is


[…] extremely careful not to define AUIS as a social agent. We are not here to change people’s ideas about religion, or about how they want to do their government, or how they, in fact, farm their fields.



Instead, the interviewee argued that the social impact of AUIS must be identified by its alumni and the change they create in society. The individual posits that while they (the alumni) are the ones who will adapt and implement what they 37have learned, the university cannot measure this impact easily. Hence, there is no sustainability or consistency regarding the internal processes of data collection to measure impact or connect with alumni to receive any feedback from them. The most reliable way to address this issue is by obtaining anecdotal evidence from alumni and AUIS employers.

Accordingly, these perspectives illustrate that AUIS staff and organisational affiliates perceive of social change and who is responsible for instigating this differently, demonstrating an inconsistent vision between the centres and university staff. Hence, in order to strengthen the impact of the university, it must adopt a more uniform institutional identity and be more consistent in communicating its strategies and representing its vision internally across its centres and programmes.



3.7.3 Limited Funding

The third recurring theme that was noted by all centres as well as university staff pertained to challenges related to attaining sufficient funding to conduct research and run their programmatic activities or other initiatives. This is specifically connected to the absence of sufficient funding at the local level. In the words of one university staff member,


There’s no funding for research in Iraq, so that stops the pipeline…The only way we managed to do that [research] is getting funding from outside Iraq, and that often comes with strings, you know, it’s project oriented.



Accordingly, for example, the AEIC’s Takween Accelerator receives funding from the European Union and the Ministry of Foreign Affairs in France (AUIS, 2020). In addition, the CGDS also obtained funding from the London School of Economics, based in the United Kingdom, to investigate the construction of masculinity in Kurdish society (AUIS, 2019).

Limited funding also affects dissemination efforts, where much of the work carried out by these affiliated centres – such as publications, workshops, and events – is in English. As such, the programmes, resources, and other initiatives are not accessible to the wider Kurdish/Arab community without translators, which also requires funding. Hence, the challenges associated with the acquisition of external funding are exacerbated by the need to disseminate knowledge in the local language and pay the university to rent a space for events. According to all interviewees, AUIS treats its centres as financial resources, not as initiatives for social engagement or social impact. Thus, the work conducted by these organisations can and does have an impact; however, this is limited due to financial considerations pertaining to dissemination (among other) expenses. While the university and its organisational affiliates clearly have an impact on society, it would be helpful if the relationship between AUIS and its centres, in particular, was to become more collaborative and supportive instead of transactional to better maximise their social impact.38



3.7.4 Individual and Personal Efforts for Community Betterment

The fourth theme that emerged from the majority of interviews pertains to the emphasis on the individual and personal efforts of the employees themselves. For example, they indicated that they often rely on their personal connections and networks to apply for grants, set up events, disseminate knowledge, and engage with the local community. Both faculty and employees at centres explained that much of the work that they do requires them to be proactive and can also involve expenditure that is not covered by the university. For example, one interviewee mentioned that experiential learning field trips are not facilitated by the university and the faculty themselves must organise and pay for the transportation for students. In addition, the number of communal outreach activities carried out in recent years has decreased significantly, with one employee from CACHE stating,


We used to work much more closely with NGOs, we used to work on refugee projects and work in the refugee camps, there was a real excitement to be out there doing projects, with people who actually need support.



The individual further emphasised,


We have to expand the number of such issues by engaging students on and get[ting] them out of the classroom into the community, meeting these people.



This demonstrates that the shift away from richer, more student-centred pedagogical approaches through experiential learning depends largely on the individual efforts of instructors. Accordingly, the university’s provision of greater support to faculty and employees of affiliated centres and APP could enrich the experiences of students while also easing the pressure placed on employees and staff. In turn, this could further maximise the impact that such activities have on the wider community, such as the field trips undertaken to support refugees mentioned above.



3.7.5 Kurdish Community’s Hesitancy to Accept Liberal Values

The fifth theme pertains to the Kurdish community’s hesitancy to embrace AUIS’ liberal values and initiatives. Despite the university’s prestigious standing and reputation as a legitimate institution of higher education and its recognition for its impactful work, it is still criticised for having a perceived Western agenda that serves its external donors to the detriment of Kurdish values and traditions. This is particularly applicable to CGDS, which was viewed as a threat to traditional understandings of gender relations in Iraqi Kurdistan. According to an interviewee from CGDS, the community is also suspicious of the sources of external funding as well as how money acquired from donors is spent, with the interviewee 39stating that there are conspiracy theories suggesting that they are being funded as NGOs and academic centres to ‘destroy’ the Kurdish community.

However, it is important to note that an AUIS staff member indicated that the university supports its faculty, stating


When our faculty or staff are doing the right thing … if they get attacked, from the outside, this university will line up behind them. And it may not be public, it may not be highly visible, but we line up behind them.



Nonetheless, other interviewees from centres aside from CGDS noted that they remain wary of engaging in more controversial community outreach. According to an interviewee from AEIC,


Interestingly, AUIS seems to be known across the country for being an American liberal university, sometimes for good sometimes for bad. Probably, you are aware of the, let’s say, disputes or resentments that came up against some of the activities and programmes from the Gender Centre. And sometimes internally, we are not aware of what the other centres do, but it seems like somebody in Baghdad and somebody in Amarah and somebody in Basra is actually following AUIS and is making a video on it as well.



Accordingly, to build trust between the community and AUIS and its organisational affiliates, the university must devise strategies to decrease the community’s suspicion of the activities undertaken by its affiliates. Moreover, it must take more steps to correct misconceptions that the general public may have about these initiatives and the sources of funding in order to better support community members and meet their needs.




3.8 Conclusion

The establishment of American-style liberal arts universities has taken place in numerous countries around the world, including within the post-conflict society of Iraqi Kurdistan. In this case, the founding of AUIS and its organisational affiliates has not come without challenges. For this study, we have utilised Onyx’s (2014) conceptual framework of impact as a lens to inform our investigation of the extent to which AUIS; its research, communal, and cultural centres; and APP have had an impact on Kurdish society.

Based on the interviews, AUIS and its organisational affiliates have had a positive impact on Kurdish society through the various initiatives they have undertaken to support community outreach efforts. However, five challenges pertaining to communication, institutional vision, funding, individualisation of efforts, and resistance from the Kurdish community have reduced the impact of the university 40and its organisational affiliates. These challenges have negatively affected the university’s ability to adhere to its institutional identity and core values as a liberal arts institution, while further limiting its contributions to the local community. Hence, while the individual efforts of employees working in AUIS’ organisational affiliates have not necessarily met with resistance, they have received limited support from the university’s administration. Coupled with the Kurdish society’s hesitancy to accept or embrace the values and standing of the university on multiple issues, this matter has limited the impact of the university and its affiliated centres and programmes.

Accordingly, we argue that the limited social impact of these centres has led them to be placed in a precarious position caught in the middle between Kurdish society and AUIS. Due to the suspicions of the community of some of AUIS’ values and initiatives, exacerbated by somewhat limited support from the university’s staff, AUIS may be drifting away from what made it uniquely placed to address key social issues in Iraqi Kurdistan, namely, its liberal arts identity.
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Abstract

The aim of this chapter is to understand the policy liberties and constraints within which school headteachers, and teachers aspire to promote high-quality education for their pupils in private schools in Somalia in the context of conflict in the country. This chapter develops this understanding of headteachers particularly in low-cost primary private schools in Somalia. The analysis in this chapter is informed by Mumford et al.’s Skills Model, as this approach combines the notion of knowledge and abilities necessary for effective leadership. First, using interview data with headteachers, we critique how headteachers in private schools in Mogadishu, Somalia, lead and manage schools when there is a crisis and conflict surrounding them, by unpacking the concepts of leadership and management. Second, we shed light on how well they are prepared and developed professionally to manage in such a turbulent environment caused by the war in Somalia. Here, we consider the role of the Federal Ministry of Education in the level of support that headteachers get in enacting their education policy. Third, this chapter discusses the impact of such crises on the quality of education provision for local private schools. Finally, this chapter identifies lessons to be learnt through suggested recommendations for headteachers in leading and managing education in times of turbulence and conflict. Here, we 46pose a suggestion for headteachers to consider if glocalisation, as a phenomenon, may offer a way to resolve local crises with local solutions in providing high-quality education for their students.
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4.1 Introduction

The aim of this chapter is to understand how school leaders in Somali private schools lead high-quality education in the context of conflict in the country. Several researchers discuss the significant impact of armed conflict on the provision of education in some countries, like Somalia. A number of authors highlight the physical destruction of the education system, while others have looked at the extent to which these conflicts affect social development, human resources in education, and the emotional well-being of children in conflict (Tarah & Sood, 2022; Tooley & Longfield, 2017). Globally, of the 28.5 million primary school-aged children out of school in conflict-affected countries, 12.6 million live in sub-Saharan Africa, 5.3 million in South and West Asia, and 4 million in the Arab States. The vast majority, 95%, live in low- and lower-middle-income countries. Girls, who make up 55% of the total, are the worst affected, as they are often victims of rape and other sexual violence that accompanies armed conflicts (UNESCO, 2023).

There are many barriers faced by children living in armed conflict areas. These barriers include non-availability of schools in the worst-affected areas of a country, lack of recruitment of staff, or convincing former staff to return to teaching (Save the Children, 2013). The Attacks on Education published by Save the Children (2013) further explains that the quality of basic skills in children is ‘diminished’ due to poor resource availability in schools, leading to low attendance as the learning environment is not conducive. In such a difficult context then, it is understandable how and why these factors/barriers can lead to student drop-out, making the provision of high-quality education a major headteacher challenge.



4.2 Benadir Regional Administration

The research took place in Mogadishu, which is the main area of the Benadir Administration and is the capital city of Somalia. It has an estimated population of 1.6 million people which accounts for about 13% of the total population of Somalia, and it is the headquarters of the federal government and the small number of schools it manages (Education Sector Strategic Plan (ESSP), 2017). The city has the largest private primary and secondary schools in the country, and these are members of a large umbrella association. Despite the government restoring its role in the education sector, the position of umbrella associations remains strong, as important providers of education and guarantors of a 47minimal quality of education. Government data indicate that there are over 1,000 umbrella-affiliated schools in Somalia, providing education to over 250,000 students (MOECHE, 2017, p. 22). Unlike Puntland and Somaliland, the Benadir Regional Administration does not have its own education policy although it has recently been mandated to take over 23 public schools which were under the direct management of the MOECHE of the federal government. These schools were part of the Benadir Administration’s initial statutory responsibilities with a view to subsequent progress.



4.3 Conceptualising Leadership


Gardner (1990, cited in Baker, 2014) defines leadership as an assembly of people for action, facilitated through persuasion. Since most leaders are also engaged in management, it is useful to distinguish between these two interrelated processes: leadership and management. Bush and Coleman (2000) think two terms are not synonymous, as ‘one can be a leader without being a manager’ (p. 18). Citing Bush and Coleman (2000, p. 19), Schon (1984) further explains that the doing of leadership can happen without ‘the formal burdens of management’ (p. 19).

A central element in many definitions of leadership is that there is a process of influence. Wasserberg (2002) claims leadership is more about unifying staff around key values. From his perspective as a secondary headteacher, he argues that these core values come down to: a) schools seen as centres of excellence in learning, and all members of the school community are learners; b) every member of the school community is valued as an individual; c) the school exists to serve its students and the local community; and d) learning is about the development of the whole person and happens in and out of classrooms.

In discussing the strategic dimension of leadership, West-Burnham and Harris (2015, p. 8) suggest three things that enable us to understand the strategic dimension of leadership: principle – the values informing an organisation’s culture and priorities; purpose – the dominant view of the most important reason for the existence of the school; and people – their engagement, motivation, and performance in securing principles and purpose. They further suggest that the operational aspect of leadership, by contract, is about strategy and action, the management of doing.

Sood et al. (2018) note that in England, there are many good schools with good infrastructure and with adequate resources. This may not be the case in parts of Africa, like Somalia, which is the focus of this chapter, where headteachers are managing schools with little or no facilities/resources, untrained teachers, and students who are often hungry (Bush & Oduro, 2006). Under such a context, providing quality, sustainable education remains a challenge, and here, education holds the key to survival and remaining competitive (Wylie & Mitchell, 2003). There is no one model of ‘doing’ leadership or management in one or other way, it is context related, and in the Somalian context, the glocalised model of leadership may be more relevant and applicable. This allows headteachers in Somali schools to recognise and address how much inequality remains in education in the twenty-first century. It may be that inequality may be much greater in developing 48economies, due to the factors hinted at earlier, and the challenge for headteachers is how to manage socioeconomic divisions reproduced by education (Reay, 2010).

The headteachers in the private schools in Mogadishu are addressing such complex ideas, especially in the context of war crises, finite resources and little professional development or support for staff to lead and manage effectively; thus, each requires appropriate solutions in a localised manner. But slowly, headteachers are recognising the need to manage high-quality education provision drawing on the concepts of glocalisation – global issues, local actions (Robertson, 1992), with other authors preferring the term globalisation (Bottery, 2008; Mistry & Sood, 2012) which has resonance with reaching out to others as education is a global interest and concern for all. Such an opportunity for local actions is important in addressing issues of sustainable development in the climate of conflict.



4.4 School Leadership in a Conflict-Affected Environment

The enormity of the effects on education during and after armed conflict was felt everywhere. These effects included the complete destruction of education in both physical and human forms, and the voices of many frontline people were ignored (Pherali, 2016). There is a high prevalence of attacks on schools during armed conflict, with a commonality of deaths among pupils, teachers, and school leaders. Although there is an increasing literature that deals with relationships between education and armed personnel, there remains a gap in the literature on how to address the complex effects of trauma experienced by teachers and school leaders within the context of conflict and crisis of war (Pherali, 2016).

In their previous study on Somali headteachers’ experience in operating in an active conflict environment, Tarah and Sood (2022) found despite community mobilisation to safely reopen schools, several school leaders face challenges in recovering school buildings for a safe return for children. Somali headteachers’ experiences of the conflict in managing their schools, how they have faced violence and having to work in a challenging environment are further reported in Tarah and Sood (2022). One example was that of a school leader, who, with help from local communities and school staff, had to clear debris and dead bodies from school buildings before it was safe for students and staff. The staff removed 17 dead bodies from his school ground before the community had the trust to send their children there. These were not isolated cases but sadly, rather common ones. Another headteacher revealed that it took more than two years to negotiate with militiamen to vacate the school premises, and the deal on which they agreed to leave was a monthly share of 50% of the collected revenue.

Tarah and Sood (2022) also reported that headteachers experienced trauma and other psychological disturbances, with no support being available to them during those challenging times. Their study also found that school leaders were compelled to pay financial support to grieving families, even though the schools themselves were in financial difficulties. Waiting for unwelcome news of the death or injury of a member of staff or a student who was on the way to school was their daily expected briefing. Another effect of the conflict on schools was a shortage 49of teachers sometimes impelled school leaders to teach, especially those who possessed teaching skills. These turbulences impact on schools’ overall subscriptions, as parents can remove their children if a school does not have sufficient teachers to teach them (Tarah & Sood, 2022).

As a result of the absence of government regulation and support, there are no institutions that prepare and develop headteachers in Somalia. Also, there is no formal training and leadership development for public and private primary headteachers in Somalia, whereas, in contrast, there is a growing recognition of the significance of school headship preparation through professional development and training across the world. Comparatively, the procedures used in appointing and offering pre-service training in many countries, particularly in Africa, are inadequate. Induction and in-service training for headteachers are also inappropriate in developing countries, especially those within the continent of Africa (Bush & Oduro, 2006). Globally, Kayiwa (2011) notes that headteachers do not receive training before taking up their post and often ‘work from experience’ (p. 1), which does not give confidence to the provision of education.

Although there are no specific Somalia-related studies on the availability of professional development opportunities for school leaders or a skills audit of current leaders of low-cost private schools in Somalia, the World Bank (2018) want them to have ‘the required competencies and skills to lead, support, and challenge members of their institutions’ (p. 72). It is important to acknowledge the link between the leadership competencies of school leaders and their positive impact on the success of schools (Davis et al., 2005, p. 3). In discussing this further in the context of school improvement and students’ learning outcomes, it is important to acknowledge the relationship between different sections of schooling, including leadership and management. In addition to the role they play in improving students’ achievements, they also lead on developing effective relationships among staff members, acquiring and allocating resources, promoting teacher development, improving student outcomes, and building mutually supportive school community relations.

At times of crises which school leaders and their staff are managing, their collective efficacy has to be considered as their psychological state may not be at its best. The staff have to talk about their feelings and experiences in a safe space, and this requires school headteachers to find time for tough conversations about teachers’ self-efficacy and offer support in a school climate that is collaborative (DeWitt, 2017). Listening to staff voices helps in the process of mindfulness and building teachers’ self-efficacy, motivation and belief in the process of collaborative trust building and willingness to share ideas.

According to a recent document published by the federal government of Somalia, one of the key components of its ESSP is the enhancement of the quality of education and children’s learning outcomes through the provision of school-based coaching for headteachers to improve school performance (ESSP, 2017). To achieve this, it will develop comprehensive and consolidated headteacher training programmes. This strategy only applies to the education sector in Somalia (Benadir Region and Federal Member States), as Somaliland has its own ESSP. Although Somaliland’s ESSP has extensive references to increasing female 50headteachers in Somaliland, there is nevertheless no mention of any direct government policy for preparing, developing, and training headteachers. The realities of school leadership in Somalia are complex. There are neither post-secondary educational headship programmes nor school-based apprenticeship programmes in Somalia. This makes it more difficult for school leaders to learn how to enact any type of leadership other than daily unavoidable managerial tasks (Khalifa et al., 2014, p. 236). Furthermore, it leaves headteachers untrained and with no professional development programmes available to them. We therefore need further study to understand the role of headteachers in post-conflict education in Somalia (World Bank, 2018, p. 72).



4.5 Methodology

It was important to collect the lived experiences of headteachers through a qualitative approach (Creswell, 2013). An approach advocated by Drever (1995), helped in refining our data collection involving sampling 30 private primary school headteachers in Somaliland, Puntland, and Banadir regions using a purposeful sampling method for interviews and observations, with 80 respondents completing the questionnaire. A select number of policy documents of the Somali Ministry of Education and international non-governmental organisations (NGOs), such as UNICEF, UNESCO, and the World Bank, were reviewed (Best & Kahn, 1993). Such triangulation allowed comparison of sources of evidence to determine the accuracy of information or phenomena (Cohen et al., 2018).

After data collection and data sorting, analysis was undertaken following Creswell’s (2013) data analysis guide. Semi-structured interviews were conducted in the field as it allowed the exploration and sensitive probing of a series of specific questions or issues with the headteachers (Creswell, 2013). These were the headteachers who would provide the richest information and those who were the most interesting (Best & Kahn, 2006). We next present the findings based on Mumford’s Skills Model: competencies and managing environmental changes.



4.6 Findings

Sixty percentage of those interviewed were headteachers before the civil war erupted. Of that 65%, 55% are currently in this role, while 10% have retired; 35% indicated that there were no headteachers before the armed conflict, and only 15% of this cohort were working in education, while 20% of this group were in education or school management. The vast majority of the participants serving as headteachers range in age from 36 to 60 years old. Over 80% serve more than 10 years as a headteacher, while 20% are in this role for more than six years.

In responding to the question regarding school operation during active armed conflict, only 20% stated that their schools were in operation at the start of the conflict, while 62% indicated that their schools were irregular in terms of operation due to school premises being occupied by armed militia or influential people who were not associated with any armed groups; 65% of the participants have indicated that they were headteachers during armed conflict, after successful reopening of their schools on an on-off basis due to ongoing conflict. In their 51responses to the negative impact on school operations, including staff and children’s safety, recruiting teachers, and managing teaching and learning resources, participants indicated that their personal skills and experience played a significant role in the way they managed the effect of the conflict. Participants further explained the direct impact of the conflict on their role as headteachers and stated that these impacts include reopening of schools, concerns about safety to and from school for staff and children, safety during school time, teacher recruitment and retention, lack of means to manage staff performance and support, lack of resources, lack of support for teachers and other staff from outside the school, managing and maintaining external relations, and volatility of the situations and instabilities and lack of means to manage teaching and learning assessment.

In their responses to the question related to the strategies or managerial responses that participants undertook to minimise any impact of the armed conflict on their roles as headteachers, their responses varied, some were too generic and less detailed, while three provided detailed responses to the question. These are presented next for illustrative purpose:

Participant (HT06)


My school was reopened as a result of community-led mobilisation, and this has enabled me to count on the support of the community. I led the school in partnership with the community and like-minded individuals. This was the best approach to managing the school during a crisis. Joint planning and organisational management with members of the community have enabled the management of the school to create a protected and positive learning environment for staff and children. Personal qualities and competencies have had a great influence on the way I applied this strategy.



Participant (HT09)


I believe the effective outcome of a leader during a crisis is influenced by their personal and professional skills in dealing with challenges faced by the school. The skills include how you treat your staff, deal with significant issues, including safety and resources, and manage internal and external disputes. If teachers and staff are not happy, they will leave, and no teacher means no students. There is a high demand for teachers, pay, and safety in certain areas where conflict may still be active. Shortages of teachers sometimes force school leaders to teach, especially those who possess teaching skills. These staff turbulences have a knock-on effect on schools’ overall subscription as parents remove their children if a school does not have any teachers to teach their children.



Participant (HT12)


Every school leader must be equipped with skills that help him or her to deal with people who are experiencing many challenges 52in life, including trauma and different personalities. The school leader must understand the circumstances surrounding the school during a crisis, including the armed conflict. Social skills, knowledge, and spiritual competency are vital skills for me and for others when it comes to being a leader. My personal experience during the armed conflict was that staff faced repercussions from parents and relatives of students if they failed or gave low marks to their children. In some cases, staff had to choose between life and death situations in assessing students, particularly those whose parents or relatives are part of the militia group. Communities will have greater respect for leaders who hold stronger spiritual competencies, compassion, and knowledge of education.





4.7 Discussion and Conclusion

The enormity of the effects on education during and after armed conflict was felt everywhere. The most affected were pupils who had disrupted education due to the armed conflict and constant threat of militia groups. This also impacted on parents as they were constantly worried about the safety and well-being of their children at school. The main priority for any parent or community during a crisis was the continuation of education. However noble this effort of reopening schools, this was not without a challenge. Most schools were not used for years during the conflict because they were in areas where armed conflict continued to be active. The consequence of conflict led to the complete destruction of education in both physical and human forms.

In responding to the question related to managing external environmental factors and their direct impact on education, few participants were explicit with their responses to the question. The headteacher’s skills in dealing with these changes mattered significantly. They must have the ability to reconsider the operating systems that existed before the conflict and revisit these systems and their relevance to the changing environment. A considerable number of participants were headteachers before the civil war and felt the negative impact of the conflict immediately. Although participants’ responses varied in strategies, they were used to continue providing education during armed conflict, and they strongly agreed that the conflict had a negative impact on schools’ day-to-day operations.

There is unambiguous evidence that the headteachers’ approaches to responding to external changes varied, and these were influenced by their skills, experience, and personal and professional competencies. These responses are linked with the statement by Mumford et al. (2000), who suggest that an effective performance by a headteacher during a crisis is determined by their capability and skills in problem-solving, social judgement skills, and knowledge. These skills included understanding and resolving complex problems (Northouse, 2016, p. 48). Defining these problems included how headteachers paid attention to these changes and their impact on school life and worked with others and communities to mobilise a collective response. Good social skills, knowledge, and spiritual competencies were vital when it came to collaborating with people from diverse groups, such as school staff, parents, and the wider community.

53Participants also acknowledged that their key role as headteachers was to ensure that a normative environment was maintained, and effective relationships among staff members were maintained by acquiring and allocating resources, maintaining effective external relations, and building a mutually supportive school community. This is what Day and Sammons (2016) highlighted earlier, ‘headteachers do this through building community leadership’ (p. 7).

In conclusion, participants agreed with the notion that headteachers’ successes in leading and managing schools during conflict depends on how they redefine culture and structure, resource management, the roles and responsibilities of staff, and their own, as well as managing external relations, which are vital in the case of armed conflict. Headteachers must gain the necessary competencies for effective ‘karti’, and these require a set of skills including personal and professional, cultural, and spiritual competencies, as well as experience and knowledge.



4.8 Recommendations

This chapter acknowledges the uniqueness of Somalia’s education system, which has experienced total destruction for more than two decades. The enormity of the effects on education during and after armed conflict was felt everywhere, including in the teacher training provision as well as in the preparation and development of schools and school leaders. There is a proposal that headteachers are enacting policy through the concept of glocalisation, centred on local issues, local solutions, and in addition to providing high-quality education, they must remain focused on progressing ideas on international sustainable development. The authors make the following recommendations:


	Further research is needed on the impact of conflict on school management during conflict and what support is made available to them.


	There is a need for comprehensive education policies that guide all stakeholders in the provision of education services that support school headteachers.


	Training and development for school headteachers is imperative.


	School owners and the wider community support keeping children, staff, and school leaders safe during crises.


	For the headteachers, they create distributed leadership opportunities for middle managers. This helps middle leaders step in in the event of a headteacher absence.
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Abstract

Higher education institutions must keep up to date with the changing needs and situations of students, addressing societal issues affecting young people’s lives and learning. Among the crises that higher education institutions in South Korea are facing, population decline and a lack of sustainable development present a significant threat to these institutions’ existence as well as student satisfaction and learning experience. By relying on a review of relevant literature, this chapter will discuss each of these challenges and potential solutions. We hope that our discussion of the challenges in South Korea will also highlight that many of the ‘crises’ for higher education and ways to tackle them can be both localised and globally applicable. What is significant here is that higher education has a key role to play in preparing the young generation of Koreans to embrace sustainability and to foster resilience in them – for preparedness for future crises. We propose that a focus on community identity strength and education for sustainable development (ESD) can work as a solution for improving students’ learning and global citizenship in these areas. Furthermore, we argue that this is especially important for preserving local and regional strengths and, ultimately, mutual development between the region and universities. 58Sustainable development depends on building a stronger and positive personal and collective identity, and students’ active participation in sustainable development transcends the localised challenges. Such outcomes are also important for the sustainable future of higher education in South Korea and continuous development in the higher education scholarship.
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5.1 Introduction

A ‘crisis’, both in the real-world scenario and in a higher education context, can take on various meanings and definitions. Whichever changes or circumstances that threaten the sustainability of any known ways of a higher education institution’s existence or modus operandi can be considered a crisis. If one goes with this notion, a crisis is highly contextually dependent/variant, and the broader geopolitical context needs to be taken into account if one is to take on a global view of where higher education is located in the current times.

In South Korea, higher education institutions, particularly universities, are feeling the crisis at multiple levels (Ministry of Education (MoE), 2022). The decline in the school-age population is the first of them, which changes the demographics significantly and threatens the survival of some higher education institutions, especially outside of the capital and in the more rural regions. Since the 1980s, South Korea’s fertility rate has steadily declined. In the process of industrialisation, the country has seen the previously large families turn into more nuclear families, and also with this trend, couples having less children overall. The birth rate, which was 4.74 in 1970, was 0.78 in 2022. This decline in the birth rate is also driven by the rising costs of raising children and of those in the middle and lower socioeconomic classes opting out of marriage and child rearing in turn (Ha, 2012; Kim et al., 2011, 2019).

On the contrary, the number of higher education institutions in South Korea has increased constantly, reaching 336 in 2021 nationally. There are currently 190 general universities, 134 junior colleges, 10 colleges of education, and 2 industrial colleges, despite the school-age population (6–21 years old) peaking at 14.4 million in 1980 and declining since (Kim, 2023). In 2023, this number is only 7.26 million, a decrease of 50.4% compared to 1980. By 2025, the situation will likely be even more severe, with the population expected to fall below 7 million and by 2030 only 5 million (Presidential Committee on Ageing Society and Population Policy (PCASPP), 2022). The other issue is that students tend to prefer attending universities in Seoul, the capital city, where there is a concentration of resources and jobs. As such, universities in other cities and towns struggle to deal with this double impact for their own survival as well as for ensuring relative value of education for their present and future students which, in turn, will sustain 59regional growth (Kim, 2023). Efforts to bridge this gap between Seoul/the capital city region and the rest of the country and to improve educational development opportunities in the smaller cities are much needed. Our chapter presents some suggestions which may help shape the future of higher education in the smaller cities in the country.

The decline in the school-age population is recognised as a national problem, not only specific to certain regions. Such a demographic change can easily be seen as a crisis that threatens the sustainable development of higher education institutions and not unlikely, their survival in the long run (Gangwon Regional Innovation Platform, 2023; MoE, 2023). Accordingly, the central government of South Korea has created a system to prepare universities for such challenges that are rising rapidly and promote sustainable development and environment, society, and governance (ESG) education that fits with the local characteristics. This means that universities, and especially universities outside of the capital city where sustainable development is even more key to regional growth and educational objectives, will need to act quickly to embrace such initiatives and re-think the value of education for their students (Mun & Yang, 2022).

ESD means that the central government educates the values, behaviours, and ways of life necessary for a sustainable development in a society at all levels of education in the midst of accelerated social changes following the COVID-19 pandemic. In addition, they are pushing to comply with the international norms of the organisation, ESG management being one of the key initiatives. Each education entity related to ESG and the sustainable development goals (SDGs) education in higher education is asked to demonstrate to what extent their projects have progressed against the tensions and challenges mentioned earlier.

Various policies have been proposed, such as the Regional Innovation Scheme (RIS) project and the Place, Problem, and Project (P3L) method. The region has become an important topic for universities and the Korean society in crisis as aforementioned (Gangwon Regional Innovation Platform, 2023). South Korea achieved economic growth and democratisation centred on the metropolitan area around the capital city. Localities or regions outside of this area tended to be recognised as a colony supplying human and material resources to the metropolitan area. However, as the crisis deepened, growth centred on the metropolitan area stagnated, and dispersion instead of concentration and regions instead of the metropolitan area began to be recognised as an important growth model (Moon, 2023a). With such a change, the status and role of the national universities naturally increase, and there are new opportunities for higher education institutions to be working closely with the region in which they are located. In South Korea, there are 10 national universities in each administrative region. The MoE, which is the central ministry, has asked local universities to promote the RIS project. RIS based on local government–university cooperation is recognised as a way for the country to cooperate with the region in the field of education to save the region and the university from the crises they are each faced with. Problem-based learning (PBL) has also been recognised as an effective substitute for the one-sided, instruction model previously quite dominant in Korean education and is spreading widely. Importantly, PBL seeks to strengthen local innovation 60capabilities by collaborating with the region in solving local problems with more practical solutions in mind.

In this chapter, the context of South Korea (which is sometimes also referred to as Korea) is in the spotlight. We will review relevant academic literature and policy documents to highlight the response of the Korean government and higher education institutions to two important recent crises (i.e., school-age population decline and the so-called regional decline more widely) and outline the process of recognising and coping with the challenges following and fuelled by the COVID-19 pandemic.



5.2 Higher Education in South Korea


5.2.1 Historical Background

In Korea, the central government or the state has traditionally had much power and influence on education. Through the Japanese Colonial Period and the Korean War, over-developed states were able to infiltrate civil society through centralised and efficient organisations and institutions, allowing the will of the state to penetrate civil society (Alavi, 1972). Education took root in this centralised system because citizens were educated in the way that aligned with the societal objectives to get through this challenging period and beyond (MoE, 1988). This strong state centrism is deeply entrenched in the society and education planning to this day (Moon, 2023a).

Therefore, one can expect that the definition of and proposed response to the crises as proposed by the government will have a huge impact on the higher education system’s response and ensuing actions to cope with these crises in Korea. The government has strict guidelines and objectives for higher education that reflect on the societal goals. Curriculum review has led to the suggested inclusion of sustainable development and ESG-related content in 2015, and in 2022, glocalism featured as a hot topic and objective stressed by the government. Glocalism, a term that combines localisation and globalisation, has already been used as a political tool. Nevertheless, the newly found emphasis on this initiative rests heavily on the opportunity for the region to grow as an agent of globalisation rather than remaining on the periphery of the metropolitan area. In this sense, glocalism provides an important ideological direction for universities to permeate into the region (Moon, 2023a). Just as the American government tried to escape the threat of communism by developing the economies of Third World countries in the 1960s, the Korean government has the intention of reducing the burden on the central government by regional growths (Park, 2007).

The MoE in South Korea also periodically conducts university evaluations and provides government-funded projects. Under such guidelines and suggestions, national, public, and private universities are all required to follow the policies of the MoE carefully. MoE is always at the centre of the reform of the national system, deciding the direction of the development and changes in all higher education institutions. If any institution does not follow, it may face exclusion from future government support, and for this reason, it is sometimes criticised as a 61reincarnated Leviathan for higher education institutions (Sakong, 2017). More in-depth analysis of how, under such a hierarchical structure, universities are responding to the regional needs and sustaining growth is much needed.



5.2.2 COVID-19 and Its Impact on Higher Education Institutions in South Korea

COVID-19 has also had a huge impact on higher education in Korea as would have been the case globally. There are, for instance, studies in areas where various crises caused by the transition to non-face-to-face teaching methods and digital transformation due to COVID-19 have been applied to education, threatening the sustainability of higher education (Crawford & Cifuentes-Faura, 2022). The rapid transformation in the main delivery mode of teaching and student expectations will inevitably lead to further impact on education that will have to be looked at carefully.

Education institutions are also faced with a major change as the result of the increased focus on the region as the centre as a solution, namely, more region-focused developments, in order to cope with the challenges brought on or accelerated by the pandemic. In an environment where the topic of SDGs and ESG management is spreading around the world, Korea has begun to respond actively to these global trends. As institutions of higher education emerged as a solution to the crisis in the region, various programmes focusing on regional cooperation, regional education and governance within the region emerged. Since 2015, the government revamped the curriculum to encourage elementary, secondary and high school students to learn and experience contents relating to sustainable development while keeping up with the trend of globalisation. In particular, education on the environment and sustainable development was included in the revised curriculum, and the government under President Moon Jae-In set strengthening sustainable development as a national task in 2018. The government sought to establish and strongly promote the Korean sustainable development goals (K-SDGs) that complement the ‘3rd Basic Plan for Sustainable Development’. Accordingly, by 2023, all local governments and institutions of higher education are required to develop a master plan and action plan and report it to the prime minister’s office every year (Lee, 2023).



5.2.3 SDGs and ESG Management

Currently, research on SDGs and ESG in South Korea generally focuses on two dimensions: whether the SDGs are included in the curriculum within universities and how they might be implemented and linked to the regional goals. Accordingly, each educational entity continues to develop programmes within the curriculum, within the school, between schools and in conjunction with schools and other civic and social and community organisations (Kim, 2023). Naturally, research related to ESD and ESG management generally places emphasis on structural reforms and related roles within universities. However, sustainability research at universities has not yet progressed beyond the level of 62reporting on such data and we argue that more in-depth research and analysis is needed. First of all, it is important that we understand how the SDGs are being implemented within universities. Lee (2020) argues that universities should think about how to innovate and practice education and expand their role in the society. In other words, we need to learn how we can make students understand sustainable development and think about implementing them in their daily lives (Choi & Ji, 2023; Lee, 2023). There have been initiatives to engage with such goals, such as providing liberal arts education at universities as a way of educating students of their role in sustainable development. For instance, the Korean MoE’s Glocal University 30 project encompassing the existing university education innovation project and regional linkage project is underway, although the success of this project has yet to be seen with little research tracing its impact so far. Unlike in Korea, sustainability and ESG concepts have been introduced in higher education for quite some time in Europe. Even in such countries, however, the majority of the research looks only at sustainability concepts and quality assurance in higher education (Manatos et al., 2017) and thus focusing on the delivery but not so much the impact and implications of such programmes on students or local contexts.

According to press releases, many universities in Korea have set up internal groups such as ESG committees, in order to facilitate ESG management. The establishment of ESG-related institutions is of great significance in that it serves as a practical starting point for ESG management. Konkuk University in Seoul led on such developments. In April 2021, they established the ‘ESG Committee’ under the direct supervision of the chairman of the board of directors of the school corporation and enhanced its expertise by establishing three divisions under the committee: environment, social responsibility and transparent management (Lee, 2023). Their ESG committee prepares practical strategies and measures for efforts to reduce carbon emissions, introduce eco-friendly energy and strengthen social responsibilities such as employment, safety, human rights and youth entrepreneurship for various stakeholders, ethical management and transparency (Cho, 2021). Korea University also established their ESG committee in April 2021 with the aim of making the SDGs a core value of the university management and actively fulfilling its social responsibility in applying ESG values to university education, research and administration (Song, 2022). Other universities including Seoul National University and Keonyang University followed suit in establishing ESG committees and research institutes in the following years to serve the purpose of strengthening environmental, climate and ethical education and operating comparative and course ESG programmes among others. Chung-Ang University launched the ‘2030 Carbon Neutral ESG Sharing Forum’ with the participation of top experts in Korea with the goal of advancing carbon neutrality from 2050 to 2030 and leading ESG-related industries (Choi, 2021). The main aim of these establishments and new initiatives all link to establishing a strong ESG linkage system by bringing together industry, academia, and research networks and minimising the cost of building supply chain management (SCM) for each industry.


5.2.3.1 ESG Management of Universities63

In South Korea, a university is an organisation consisting of hundreds of faculty members and thousands of students. As such, it has the character of a community-based enterprise in terms of economic activities such as job creation, service provision, and consumption. At the same time, it is also a public institution in that it provides educational services publicly and receives financial support from the state. Therefore, universities, like companies and public institutions, should conduct their own ESG management for sustainable development and should take the lead in spreading ESG culture to all parts of society. As we have seen, many universities in Korea have already established ESG committees, declared ESG visions, and set detailed implementation tasks. However, compared to major universities, companies, and public institutions overseas, there is still a lack of awareness and practice of ESG management across higher education institutions in Korea, and there is almost no disclosure of ESG-related information or socially responsible investing (SRI).



5.2.3.2 Operation of ESG Committee and Efforts to Spread ESG Culture

Experts have noted that ESG management in Korean higher education institutions is still only at a beginning stage (Kim, 2022a). In order to have effective ESG management in universities, the ESG committee should have autonomous control over its ESG management. The ESG committee should establish governance in which various involved actors such as faculty, staff, students, and alumni associations participate to discuss agendas and share achievements from time to time, and the ESG committee should be able to coordinate activities and establish priorities by exerting leadership (Kim, 2022). As there can be a conflict of interest between various departments of the university or various stakeholders of the university, there must be an organisation that has the authority to coordinate and prioritise the direction of the university, its budgeting, and resource allocation.

In addition, ESG management must include considerations for all stakeholders involved, including the socially disadvantaged, awareness of the rights and safety of all members and suppliers, and democratic and fair management. Some ways to spread the ESG culture created at universities include education, service, and community engagement (Leem, 2022). In addition to education for university students and professionals, eco-friendly ecological education and green consumption education should also be conducted for community members. In addition, it is necessary to systematically carry out social service activities within the broad framework of ESG. For example, Korea University’s Social Contribution Centre has an ESG committee within the institution, which conducts continuous and systematic volunteer activities for underprivileged areas, people with disabilities, multicultural/North Korean defectors, the elderly living alone, and children/adolescents (Korea University Social Service Organisation, 2022). In addition, it is necessary for universities to take the lead in consulting for ESG management by public institutions and companies in the local community and for university professors to actively participate as ESG committee members of public institutions or companies.



5.2.3.3 Disclosure and Dissemination of ESG Information By Universities64

Dissemination of information by universities through the publication of sustainability reports is another way in which the sharing and transfer of knowledge can occur at the local and national levels. Since 2019, Seoul National University’s sustainability institute has prepared a sustainability report in compliance with the guidelines of the Global Reporting Initiative (GRI) for ESG and published it after being verified by an external party and has been publishing a green report every year since 2014 to share information related to the university’s green campus activities and greenhouse gases related to each campus and major buildings (Seoul National University Institute for Sustainable Development, 2021). Yonsei University established the ‘Global Social Contribution Institute’ in 2017 to declare social participation as the central responsibility of the university. They are taking the lead in achieving the UN’s SDGs through various activities and have prepared and published a sustainability report every year since 2020. In addition, Hanyang University, Aju University, and Wonkwang University are also publishing sustainability reports detailing their involvement and steps towards a sustainable future (Kim, 2022).

However, ESG information disclosure at universities is not mandatory at present, and there are no disclosure standards. Therefore, most universities do not disclose ESG information, and even universities that disclose ESG-related information adhere only to various standards set by themselves. In addition, disclosure methods vary, and some sustainability reports are difficult to locate. Therefore, it is necessary to develop ESG guidelines and evaluation indicators to be applied across institutions. The Korean MoE could help create and provide ESG guidelines, but it would be preferable to make them university led (Ministry of Trade, Industry and Energy (MTIE), 2021; Park & Jeong, 2021). It is true that universities need ESG and have an obligation to practise it, but if the MoE provides ESG guidelines to be applied to universities and applies them uniformly, there is a risk that ESG will turn into another university evaluation standard. In addition, it would be better to make ESG-related disclosures through university alerts rather than disclosing them separately on the university website or the websites of related institutions within it (Korea Foundation for the Advancement of History, 2022).



5.2.3.4 ESG University Cluster

The 2023 ESG University Cluster Agreement Ceremony and Forum was held, attended by 32 universities nationwide under the theme of ‘Drawing the Future of Growth, Sustainability, and Sustainability of Universities with ESG’. The ESG University Cluster has declared that it will set and implement five common goals based on the ideology of ESG, such as taking the lead in environmental protection by creating a eco-friendly campus for the sustainable development of universities, creating social values for the realisation of an inclusive and safe society, and establishing transparent and fair governance. Initiatives including an ESG club where students and faculty members at each university can work together to promote ESG while using the platform created by the ‘Korea ESG Management Institute’ are proposed.




5.2.4 Regional Cooperations Between Universities and Local Government

65Universities, local governments, and companies are cooperating in ESG management for the common goal of revitalising the local economy and awareness of the crisis caused by the decline in the school-age population. ESG is not just a corporate issue but a social issue, and universities, which sit at the centre of research and education, can practise ESG management through cooperation with local communities (local governments, public institutions, industries, etc.). In November 2021, Chungnam National University launched the ESG Promotion Council with the participation of universities, local governments, public institutions, industries, and research institutes such as Chungcheongnam Province, Daejeon City, Sejong City, Startup Promotion Agency, and Hyundai Jeongju with the purpose of laying the foundation for a regional innovation system (Lee, 2023).

To this end, it has placed the emphasis on the role of education in building local value chains and plans to hold an ESG social value academy for professional development. Handong University, in cooperation with three organisations including Pohang City and the Korean Council of UNAI KOREA, has decided to implement Global Citizenship Education from March 2022 for sustainable development through financial support from Pohang City and the utilisation of Handong University’s teaching resources. Likewise, six universities in the Jeonbuk region (Jeonbuk National University, Jeonju National University, Jeonju National University of Education, Jesus University, Jeonju Jeonju University, and Jeonju Vision University) signed the ‘Jeonju-University ESG Agreement’ with Jeonju City to realise ESG values (Lee, 2022). In 2021, Inha University collaborated with four public companies in the Incheon area (Metropolitan Landfill Management Corporation, Incheon International Airport Corporation, Korea Environment Corporation, and Incheon Transportation Corporation) to hold a student contest to propose ESG management innovation ideas to these public companies. In September 2022, the Incheon University LINC 3.0 Project Group was established by the Incheon Port Corporation, under a business agreement with the Metropolitan Landfill Management Corporation and the Incheon Transportation Corporation for cooperation in the ESG Management Innovation Idea Contest and plans to select and award excellent work through student competitions (Kim, 2022). In November 2022, 120 students from 12 universities, including Hanseo University, Chung-Ang University, and Chosun University, who are carrying out the LINC3.0 project, participated in a project to develop ESG ideas for companies in Taean, South Chungcheong Province (Song, 2022).



5.2.5 Change in Participation and Perception

As Bandura’s (1982) concept of self-efficacy suggests, active participation and especially participating in activities that directly relate to one’s goals has a profound impact on the individual(s) involved. When university students participate in programmes co-created by the state and universities in response to national policies for survival and growth, they are much more likely to see its direct 66potential outcomes and find stronger motivation to take part and bring about the intended desired outcome. This could also lead to students getting a broader and better understanding of the local region and affect their sense of citizenship and belonging which in turn can transform them into participatory citizens. This can also take them out of their shell, worrying only of their personal achievements and anxiety to catch up with the developments within the capital city, and establish a more grounded identity as someone who belongs and works for the growth of the locality. A young businessman having set up a social enterprise together with his college mate in Chuncheon speaks of his experience which closely follows this, noting that he has managed to combine his vision with that of the city, Chuncheon, and that it has been a satisfactory journey (Moon, 2023b).

The emergence of the RIS project, mentioned earlier, which combines the visions of university innovation and regional innovation, has led many national universities in smaller cities to identify ways to utilise national resources optimally. As an example, universities in Gangwon province have implemented programmes to encourage local residents and youth to solve problems in their local region (Gangwon Regional Innovation Platform, 2023). The mission of many such universities outside of Seoul in the coming years is to carry out more of such projects, have a closer focus on the regional needs and engage students and staff to work on these needs and eventually, and contribute to regional growth by attracting and keeping talented young people who will stay and continue to work towards these goals locally. In this sense, university research and education for their students, who are local youth, can aim to improve their understanding of the region and become experts in the region. Making them region focused may be the best solution to balancing outgrowth across regions, and such a strategy fits the age of glocalisation well.

At Kangwon National University, there is a new project called ‘Students Club Research Projects’, a student community club which focuses on young people establishing themselves in Chuncheon, the city in which the university is located (Gangwon Regional Innovation Platform, 2023). Students who join this club try to engage with local issues and identify opportunities to find solutions to these issues while turning them into career opportunities for themselves. Students are invited to participate in competitions run by the Centre for Innovation in Higher Education with staff mentors, and the aim is to get students involved in these projects where they can form social capital with a wide range of people in the region, including fellow students with similar goals as well as public institutions and local residents. Also, through these projects, students learn to identify an issue and form and conduct autonomous research under the guidance of academic staff, and in this sense, it fulfils the educational purpose in training students to think independently and critically. The government has promised substantial funding to support these programmes for the coming years, and universities are keen to be selected to be funded for these programmes and also come up with ways to engage students effectively. Another added benefit to such programmes is that this provides the best opportunity to open up the campus for discussions across various stakeholders, inviting local residents and activists to have open and progressive conversations with the universities and their students to work on 67local issues together. We hope that this will lead to more integrated local systems of communities and universities working together that serve as an open space for research and community work for all.




5.3 Discussion and Conclusion

Population decline, along with centralisation of resources and opportunities in the capital city, has led to challenges for smaller cities and higher education institutions in the regions in attracting young people to study and stay in their cities. Also, the socioeconomic changes brought on by the COVID-19 pandemic have led to an alarming sense of crisis felt and experienced by higher education institutions in South Korea. The state-centred management of educational institutions and national agenda have traditionally impacted on the universities’ ability and scope to make autonomous decisions and create policies and programmes that serve themselves and their students best. We propose that closer cooperation between higher education institutions, local governments, and stakeholders are needed, with the students playing the role of active agents serving as a linkage point between. Such an opportunity will also allow students to consider a wider range of options for their academic and career pathways as the result of their involvement in these projects, local knowledge, and social capital.

The current crises have also served as a wake-up call at the national level, leading to the realisation and consensus that more attention needs to be paid to the local needs and how universities in each region and city can better reflect these needs alongside their students’ needs. A variety of new programmes and projects that closely align with regional issues has been introduced, which centre around higher education institutions acting as the regional hub. As outlined in our chapter, many of these programmes and projects focus on sustainable development at local and national levels and universities are keen to involve students in these, so that they can develop a better awareness and understanding of the local needs while gaining first-hand experience in PBL and research focused on generating practical and locally applicable solutions. We would like to argue that such endeavours will help higher education institutions to manage wisely with the present challenges and, furthermore, serve the students and communities more optimally in the coming years.
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Abstract

Migration has become a challenging issue in the field of education and an ongoing crisis for many countries. The migration crisis and education have a reciprocal relationship in that the influx of migrants puts a strain on educational systems, particularly regarding resources, funding, and linguistic and cultural differences. However, education can play a crucial role in addressing some of the challenges associated with migration, such as the need to integrate, skill acquisition and cultural awareness in host countries, as well as brain drain in the countries of origin. It is crucial to investigate how education can both address the problems caused by migration and maximise its potential for sustainable development. This chapter targets analysing relevant scholarship and aims to illustrate the broad patterns of relevant scholarly sources on migration in the field of education indexed in the Web of Science between 2015 and 2022, explore their collaboration trends, and reveal the conceptual structure of these studies in the context of international sustainable development. A bibliometric methodology is employed for the exploration and analysis of the publications; 991 studies on migration in the field of education are descriptively analysed in terms of distribution of publications with their citations, topics at the micro 74level, journals, and the number of authors contributing to these papers. The results contribute to picturing the characteristics and collaboration trend of the scholarly sources on migration in the area of education as a challenging disabler or a driving force that contributes to societal development within the scope of international sustainable development.
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6.1. Introduction

Migration, in its diverse forms and complexities, has emerged as a prominent and intricate global phenomenon that transcends geographical, social, and cultural boundaries. Its multifaceted impact spans across various sectors including education, which is a significant arena that is profoundly affected by the waves of human movement. Migration has recently taken a central stage on the international agenda, presenting opportunities and challenges for societies all over the world (Mosler Vidal & Laczko, 2022). Migration and education are intertwined in many aspects; moreover, education and skills development are significant factors at many points during an individual’s migration mainly driven by differences in skills returns between the country of origin and the country of destination (Dustmann & Glitz, 2011). Further, historical analyses on migration emphasise how skills and education levels have played pivotal roles in shaping migration patterns across different periods by providing insights into the complex relationship between migration and the accumulation of human capital (Bernard & Bell, 2018; Bilecen, 2020; Hatton & Williamson, 1998). As a result, a symbiotic relationship has developed that is essential in determining how individuals and societies will develop in an increasingly globalised world.

The modern era has been witnessing an unprecedented surge in international migration, with the number of migrants reaching approximately 281 million worldwide, constituting about 3.6% of the global population (International Organization for Migration (IOM), 2022). This influx of migrants presents complex challenges to host countries’ educational systems, exerting pressures on resources, funding, and the accommodation of linguistic and cultural diversity (Arjona-Pelado & Atnashev, 2021). Simultaneously, the field of education emerges as a dynamic force capable of addressing the complexities presented by migration, offering solutions to integration, skills acquisition, cultural awareness, and knowledge transfer, which are essential for both migrants and host communities. In achieving the sustainable development goals (SDGs) by 2030, English and Mayo (2021) emphasised the importance of lifelong learning by expanding SDGs to include the support and empowerment of migrant populations. Because of the dynamic relationship between migration and education, it is important to investigate how education can both address the problems caused by migration and maximise its potential for sustainable development.

75Migration is more than a demographic shift that embodies a socio-political phenomenon inextricably intertwined with broader socio-economic structures. The challenges brought by migration span beyond the immediate domain of the educational sector and affect various aspects of society such as labour markets, healthcare systems, and cultural integration (Suárez-Orozco et al., 2009). Consequently, the multifaceted nature of migration necessitates a holistic understanding that considers not only the challenges but also the transformative opportunities it offers, particularly through the lens of education. As the world struggles to understand the complexities of migration and its implications, the context of sustainable development emerges as a critical framework to assess the implications of human mobility. Sustainable development entails the balanced pursuit of economic growth, social inclusion, and environmental preservation. Migration patterns can lead to resource distribution imbalances, thereby influencing access to quality education and skills development, which are crucial for achieving SDGs (United Nations Educational, Scientific and Cultural Organization (UNESCO), 2020). In this respect, migration plays a defining role in shaping the outcomes of these objectives and education contributes to sustainable development to overcome the challenges resulting from migration (Arjona-Pelado & Atnashev, 2021; English & Mayo, 2021).

Within this context, educational research has the unique responsibility of unravelling the multifaceted dimensions of migration and its impacts on societies. Scholars in the field have been actively examining the reciprocal relationship between migration and education, exploring ways in which education can serve as a catalyst for positive outcomes amid the complexities of migration (Rao, 2010; Suárez-Orozco & Qin-Hilliard, 2004). Therefore, this chapter sought to navigate the intricate landscape of migration in educational research, particularly in the context of international sustainable development. By conducting a comprehensive bibliometric analysis of the scholarly sources indexed in the Web of Science (WOS) between 2015 and 2022, this chapter aimed to shed light on the characteristics, collaboration trends, and conceptual structure of migration studies within the realm of education. Through this analysis, it was targeted to decipher the contribution of educational research to the discourse on migration and international sustainable development.



6.2. Conceptual Considerations and Literature Review


6.2.1. Migration in Education

Due to its profound implications for individuals, societies, and economies worldwide, the intersection of migration and education has captured significant scholarly attention. Migration can be defined as the movement of people across national or geographical boundaries (Rees, 2009). It encompasses various forms such as ‘the movement of people across national borders’ called international migration, ‘the movement of people within a country’ considered as internal migration, and ‘the movement of people who are compelled to leave their homes due to conflict, persecution, or natural disasters’ termed as forced migration 76(Skeldon, 2018). According to the IOM (2023), any individual who moves across an international border or within a nation’s borders away from his or her typical place of residence is considered a migrant, regardless of the following factors such as the legal status of the individual, whether the movement is voluntary or involuntary, the reasons for the movement, and the duration individuals spend living or staying in a particular location.

Within the context of education, migration involves the mobility of individuals or families seeking educational opportunities in different regions or countries, leading to a diversity of student populations in educational institutions. Education and migration have a significant relationship because it affects social disadvantage, labour migration, and intergenerational social mobility (Bilecen, 2020). Education systems play a significant role in reproducing social inequality based on social class, gender, and minority ethnicity; in addition, migration and international mobility shape an individual’s possibilities in education (Chamakalayil & Riegel, 2016; Jacobs, 2022; Olowookere et al., 2022). Migration is integral to human development and enhances educational outcomes, with internal migration supporting the economy and increasing human capital in certain regions (Bernard & Bell, 2018). Therefore, the field of migration, academic mobility, and education has gained interest in international and comparative education, exploring the educational experiences and challenges different migrant groups have had, which can be used for educational practice and policies (Arnot et al., 2023).

The complex relationship between migration and education has been investigated from multiple perspectives. The influx of migrant students results in demands on educational systems, which necessitates considerations for linguistic and cultural diversity, equitable access to educational resources, and strategies for social integration (Benson, 2019; Organisation for Economic Co-operation and Development (OECD), 2018). On the other hand, education serves as a vehicle for the enhancement of the social and economic integration of migrants into host societies. It also plays a vital role in skills development, cultural adaptation, and intercultural understanding (Martini, 2021; Suárez-Orozco et al., 2010). Furthermore, it is often linked to the notion of ‘social capital’ because educational attainment can facilitate social mobility and enhance migrants’ overall well-being (du Plooy et al., 2020, p. 2).

The impact of migration on education is not limited to host countries, and it also has some implications for countries of origin. The phenomenon of ‘brain drain’ occurs when highly skilled individuals migrate to pursue educational and career opportunities abroad, which potentially leads to the loss of human capital and expertise in the home country; conversely, ‘brain gain’ occurs when the return of skilled migrants contributes to knowledge transfer and capacity-building in their home countries (Gomellini & Ó Gráda, 2019, p. 168). The interconnectedness of migration and education underscores the importance of understanding the dynamics, challenges, and opportunities presented by these phenomena in order to formulate effective policies and strategies that promote inclusive and equitable education for all (UNESCO, 2020).



6.2.2. Educational Migration for Sustainable Development

77Sustainable development, which first emerged as an economic concept, has evolved and deepened in meaning over time. The term ‘sustainable development’ first attracted attention in the Our Common Future report, also known as the Brundtland Report of the United Nations (UN), in 1987, and it was defined as ‘development that meets the needs of the present without compromising the ability of future generations to meet their own needs’ (The World Commission on Environment and Development (WCED), 1987). This prominent definition still serves as a guide for professionals working on this subject today, and it encompasses the broad idea of the goals of worldwide social advancement, economic growth, and environmental protection. International sustainable development can only be feasible when these three core objectives are supported by and coexist with one another (UN, 2023).

A significant milestone in the history of sustainable development, the millennium development goals (MDGs), composed of eight goals primarily aimed at developing countries, developed by the UN Millennium Summit in 2000 and officially launched in 2001. A new set of goals, the 17 SDGs of the UN Agenda 2030, were officially recognised by UN member states in 2015 to continue the progress started by the MDGs and fall inside the framework for global development by 2030. Countries have been incorporating the SDGs into their national policies in an effort to promote sustainable development; however, from time to time, various events or crises hinder or accelerate the move. The sustainable development agenda, for instance, is at risk due to some security, climate-dependent, or health concerns – the Covid-19 pandemic severely harmed sustainable progress everywhere (Sachs et al., 2022). Amid these crises, humanity’s ‘capacities to navigate uncertain futures’ (United Nations Development Programme (UNDP), 2022); in other words, sustainable development which offers a road map to overcome the problems should be supported and preserved.

The 2030 Agenda for Sustainable Development, for the first time, stresses dedication to the migration issue as an international concern in its objectives. The inclusion and commitment that ‘no one will be left behind’ are emphasised as a fundamental tenet of the Agenda 2030, and the significance of migration is highlighted as a factor that can lead to both development and alleviation of poverty (United Nations General Assembly, 2015). In the context of migration and the achievement of SDGs, lifelong learning which encompasses learning practices of all age groups, at all education levels, in all learning contexts, as well as via a number of modalities (UNESCO Institute for Lifelong Learning (UIL), 2023) plays a critical role in meeting an array of learning needs and expectations. To be more detailed and give some examples in terms of the contribution of lifelong learning in the quest for migrants’ right to live a dignified life and have decent work (UN, 2023), which serves as the cornerstone of SDGs, it could facilitate social cohesion by contributing to peaceful and inclusive societies (SDG 16), promote decent work and economic growth (SDG 8), increase educational opportunities for migrant women by empowering them economically and socially (SDG 5), and reduce inequalities (SDG 10).

78When it comes to educational migration or international students, there is a phenomenon when individuals pursue educational opportunities in foreign countries (Sironi et al., 2019). The link between education and economic development and employability (SDG 1, SDG 8, SDG 16), inclusive education and lifelong learning (SDG 4), social inclusion and justice (SDG 16), eliminating discrimination and inequality (SDG 4, SDG 10), and worldwide collaboration (SDG 17) have also been contextualised in the Agenda 2030 (Kushnir & Nunes, 2022; Nicolai et al., 2017) through education primarily explored under SDG 4. This interconnected relationship among education, migration, and related matters concerning sustainable development necessitates governmental and intergovernmental organisations’ dealing with the migration and education issues with a holistic approach that balances the interests and notices the challenges and opportunities (UNESCO, 2020). By unravelling the conceptual framework underpinning the scholarly sources in the context of global sustainable development and educational migration, this chapter strives to enhance the understanding of the intricate interplay of education, migration, and sustainable development and to provide a basis for informed decision-making and comprehensive strategies at governmental and intergovernmental levels.




6.3. Methodological Considerations


6.3.1. Research Design

This chapter aimed to describe the scholarly sources on migration in the field of education indexed in the WOS and published between 2015 and 2022, explore their collaboration trends, and reveal the conceptual structure of these studies in the context of international sustainable development. Therefore, a bibliometric methodology was employed to investigate the following research questions (RQs) as illustrated in Fig. 6.1:


	RQ-1. What are the descriptive characteristics of the scholarly sources on migration in the area of education between 2015 and 2022?


	RQ-2. What are the collaboration trends in the scholarly sources on migration in the area of education between 2015 and 2022?


	RQ-3. How is the conceptual structure of the scholarly sources on migration in the area of education constituted between 2015 and 2022?




As depicted in Fig. 6.1, first, characteristics of migration studies in education between 2015 and 2022 were examined through descriptive analysis (RQ-1) and then the collaboration trends in these studies were investigated using citation, keywords, and co-authorship analyses (RQ-2). Based on the results of cluster analysis, the conceptual structure of migration studies was revealed (RQ-3).79


[image: A diagram illustrating the research design structured around 3 research questions: R Q-1, R Q-2, R Q-3.]
Long Description for Figure 6.1
The first box, labelled “R Q-1,” is “Characteristics of Migration Studies in Education,” and its analysis method is “Descriptive Analysis.” An arrow points from the R Q-1 box to the second box, labelled “R Q-2,” which is “Collaboration Trends in Migration Studies in Education.” The analysis four R Q-2 is “Analyses of Citation, Keywords, Co-authorship.” An arrow points from the R Q-2 box to the third box, labelled “R Q-3,” which is “Conceptual Structure of Migration Studies in Education.” The analysis four R Q-3 is “Cluster Analysis.”

Fig.  6.1. Research Model. Source: Authors’ own work.*




6.3.2. Identification of the Scholarly Sources

Based on the RQs within the scope of a bibliometric methodology, a strategy for the identification of the scholarly sources on migration in education was developed including the steps of selection of the database, keyword determination, formulation of the search string, specifications for inclusion and exclusion criteria, and finally the acquisition of the eligible studies to be included in the analyses to address RQs. Accordingly, in the first phase, the database was selected as the WOS because of its high-quality data providing software compatibility necessary for the bibliometric analyses. Second, keywords used in the database search were determined as ‘migration’ and ‘education’ with their possible equivalences. Then, the search string was formulated by employing the Boolean method. Subsequently, the inclusion and exclusion criteria were specified within the scope of the RQs as listed in Table 6.1.


Table 6.1. Inclusion and Exclusion Criteria.


	Code

	Inclusion Criteria

	Code

	Exclusion Criteria






	Inc-1

	The date range was determined as 01.01.2015 and 31.12.2022.

	Exc-1

	Publication dates were outside the range of 01.01.2015 to 31.12.2022.




	Inc-2

	‘Education/Educational Research’ and ‘Education Scientific Disciplines’ were selected as the WOS categories for education.

	Exc-2

	Publications were categorised outside of ‘Education/Educational Research’ and ‘Education Scientific Disciplines’ in the WOS categories.




	Inc-3

	‘6.11 Education & Educational Research’ was selected for citation topics micro.

	Exc-3

	Citation topics micro did not fall under ‘6.11 Education & Educational Research’.




	Inc-4

	The document type was selected as ‘articles’.

	Exc-4

	The publications which were not articles were excluded such as conference papers, etc.




	Inc-5

	Publication language was determined as English.

	Exc-5

	Publications were not written in the English language.




	Inc-6

	Publication context was checked if it was within the scope of RQs.

	Exc-6

	Publication context was falling outside the scope of the RQs.




	
Source: Authors’ own work.





Date range (Inc-1; Exc-1), WOS category (Inc-2; Exc-2), citation topics at the micro level (Inc-3; Exc-3), document type (Inc-4; Exc-4), publication language (Inc-5; Exc-5), and content compliance (Inc-6; Exc-6) were specified for the eligibility of the scholarly sources indexed in the WOS. The date range of the data was determined as the year 2015 when the SDGs were agreed upon at the COP21 Paris Climate Conference. The process of the implementation of the inclusion/exclusion criteria was organised by employing the Prisma flowchart as a guideline for reporting systematic reviews (Page et al., 2021) as illustrated in Fig. 6.2.


[image: PRISMA diagram of the Identification, Screening, and Inclusion stages four scholarly sources on migration in education.]
Long Description for Figure 6.2
The diagram title is “Identification of the scholarly sources on migration in education”. In the Identification stage, n equals 57,169 records were initially found in the Web of Science (W O S) database. An arrow points from these total records removed before screening, which includes Excluded-1 (n equals 22,953), Excluded-2 (n equals 29,598), and Excluded-3 (n equals 2,668). A second arrow points down to the Records Screening stage, where n equals 1,950 records were screened. An arrow points from these screened records to the records Excluded (Excluded-4: n equals 546 and Excluded-5: n equals 242). A third arrow points down to the next step, where n equals 1,162 reports were sought four retrieval. An arrow points from this step to n equals 10 reports that were not retrieved. A fourth arrow points down to the n equals 1,152 reports assessed four eligibility. An arrow points from this assessment to the n equals 161 reports Excluded (Excluded-6). A final, long arrow points down from the eligibility assessment to the Included section, where the final number of Studies included in review totalled n equals 991.

Fig.  6.2. Eligible Publications. Source: PRISMA Flowchart (2020).


As presented in Fig. 6.2, the outcome of the determined keyword search with an appropriate search string resulted in 57,169 records indexed in the WOS database. As a result of processing the inclusion criteria, 55,219 documents 80were eliminated for Exc-1, Exc-2, and Exc-3 in addition to the exclusion of 788 records for Exc-4 and Exc-5. Of 1,162 publications, 10 were not retrieved due to some missing components such as keywords or abstracts, and 161 were also eliminated for Exc-6 due to falling outside the scope of the RQs. Finally, 991 scholarly sources on migration were determined as the eligible data to be analysed in the field of education.81



6.3.3. Analysis of Identified Data Sources

A bibliometric methodology using VOSviewer for Windows v1.16 was implemented for the quantitative investigation of RQ-1, RQ-2, and RQ-3. Accordingly, to explore the characteristics of the identified data sources formulated as RQ-1, descriptive analyses were carried out to encapsulate and outline the principal features, patterns, and trends present within a dataset. The descriptive indicators, in the context of this study, included aspects such as the number of identified publications and citations per year, micro-level citation topics, the journals, and the number of authors contributing to the identified data sources.

Subsequently, it was aimed to scrutinise and interpret the patterns and dynamics of collaboration within the ambit of migration in educational research over a 82duration of seven years (2015–2022). By evaluating the trends in collaboration, the study sought to delineate patterns of cooperation and ascertain the nature of established collaborations for migration studies in education. To address RQ-2, network analysis was performed including analyses of citation, keyword usage, and country-wise co-authorship patterns. Thus, trends in citation networks and co-authorship focusing on ‘the interactions among scholars in a research field’ (Donthu et al., 2021) were examined by providing the visualisation of collaboration networks to pinpoint influential nodes and clusters within the research community.

Finally, to reveal the conceptual structure of migration studies in education, cluster analysis was carried out to address RQ-3. Cluster analysis, as an enrichment technique in bibliometric methodology, aims to create ‘thematic or social groups’ to classify objects or cases into relatively homogeneous groups, known as clusters, based on selected characteristics by using some techniques such as exploratory factor analysis (Donthu et al., 2021; Zupic & Čater, 2015). In other words, it is a family of algorithms designed to form groups such that the data points in the same group are more similar to each other than to those in other groups. Based on the results of the cluster analysis, the identified clusters including ‘indicators that are mutually strongly correlated’ were labelled, which is the process of naming each group with explanatory terms describing the common features in each cluster (Franceschet, 2009). Accordingly, the detected clusters were labelled within the scope of the related literature.




6.4. Results


6.4.1. Characteristics of Migration Studies in Education

Regarding the characteristics of migration studies in education, descriptive indicators such as distribution of publications and their citations, citation topics at the micro level, journals, and the number of authors contributing to these papers 83were analysed to address RQ-1. First, the distribution of the publications on migration in the field of education and the number of citations they received per year were examined as presented in Fig. 6.3.


[image: A bar chart depicts “Distribution of Publications With Citations per Year”.]
Long Description for Figure 6.3
The vertical axis is labelled from 0 to 2,000 in increments of 200. The horizontal axis represents the Year and ranges from 2015 to 2022. There are two bars labelled Citation and Publication. The corresponding bar Citation and Publication values four each year are: in 2015, 20 and 81; in 2016, 77 and 84; in 2017, 209 and 92; in 2018, 370 and 130; in 2019, 765 and 155; in 2020, 1250 and 178; in 2021, 1555 and 153; and in 2022, 1888 and 118.

Fig.  6.3. Distribution of Publications With Citations per Year. Source: Authors’ own work.


As seen in Fig. 6.3, 991 articles were published on migration in the educational context in the WOS core collection between 2015 and 2022. The highest number of studies was conducted in 2020 (n = 178), and the highest number of citations for these articles on migration was received in 2022 (n = 1,888). An increasing trend has also been observed in the number of citations for the studies conducted on migration in the educational context since 2015. The escalating number of citations underscores the topical relevance of the subject matter and signifies a growing recognition within the academic community of the importance of understanding migration in education.

As provided by the WOS database, citation topics that are algorithmically derived citation clusters by the system were investigated for these 991 studies at the micro level. Accordingly, it was detected that the publications on migration in the educational field were divided into nine topics based on citation topics with micro-categorisation as listed in Table 6.2.


Table 6.2. Distribution of Micro-Level Citation Topics.


	Citation Topics Micro

	n

	%






	6.11.1255 International Students

	272

	27.45




	6.11.190 Teacher Education

	170

	17.15




	6.11.345 School Leadership

	164

	16.55




	6.11.666 Intergenerational Mobility

	144

	14.53




	6.11.31 Self-regulated Learning

	38

	3.83




	6.11.295 Science Education

	34

	3.43




	6.11.882 Critical Pedagogy

	27

	2.72




	6.11.2357 Transformative Learning

	23

	2.32




	6.11.2221 History Education

	16

	1.61




	Total

	888

	89.61




	Others

	103

	10.39




	Grand total

	991

	100.00




	
Source: Authors’ own work.





In Table 6.2, it was revealed that a variety of topics were indexed with a micro-categorisation approach for 991 articles on migration. Accordingly, the cited topic ‘International Students’ accounted for 272 articles with 27.45% of the total, ranked first on the list. ‘Teacher Education’ and ‘School Leadership’ contributed 170 articles (17.15%) and 164 articles (16.55%), respectively, to the overall sum. ‘Intergenerational Mobility’ represented 14.53% of the total with 144 articles. Additionally, the research topic featured a focus on ‘Self-regulated Learning’ (n = 38; 3.83%) and ‘Science Education’ (n = 34; 3.43%). The topics ‘Critical 84Pedagogy’, ‘Transformative Learning’, and ‘History Education’ made up the final three themes on the list, each contributing 2.72%, 2.32%, and 1.61%, respectively.

Journals having published 991 studies on migration in the field of education were identified as another descriptive indicator. The results of this analysis with a share greater than 1% of the total are presented in Table 6.3 with the number of published articles.


Table 6.3. Distribution of Migration Studies in Education By Journala.


	Journal Title

	n

	%






	Globalisation Societies and Education

	32

	3.23




	Higher Education

	31

	3.13




	Intercultural Education

	28

	2.83




	Journal of International Students

	21

	2.12




	Teaching and Teacher Education

	21

	2.12




	Teachers College Record

	19

	1.92




	Education Sciences

	17

	1.72




	Discourse Studies in the Cultural Politics of Education

	14

	1.41




	International Journal of Qualitative Studies in Education

	14

	1.41




	International Review of Education

	13

	1.31




	Compare: A Journal of Comparative and International Education

	12

	1.21




	European Educational Research Journal

	12

	1.21




	Frontiers in Education

	12

	1.21




	International Journal of Educational Development

	12

	1.21




	Multicultural Education Review

	12

	1.21




	Studies in Higher Education

	12

	1.21




	British Educational Research Journal

	11

	1.11




	Theory and Research in Social Education

	11

	1.11




	Educational Review

	10

	1.01




	Journal of Studies in International Education

	10

	1.01




	Total

	324

	32.7




	
aJournals with a share greater than 1% of the total. Source: Authors’ own work.





Table 6.3 lists the journals having published at least 10 migration studies with a share greater than 1% of the total publications (n = 324; 32.7%). Accordingly, the Journal of Globalisation Societies and Education received the highest rate with 32 articles, comprising 3.23%, followed closely by the Journal of Higher Education 85which produced 31 research papers (3.13%), accounting for the second-highest contribution. The third-placed journal, Intercultural Education, published 28 migration studies (2.83%). The journals Teaching and Teacher Education and International Students each produced 21 papers, accounting for 2.12% of the total publications.

Finally, the authors having conducted these 991 migration studies in education were examined according to the number of papers they contributed. It was detected that 991 migration studies were carried out by 1,961 authors, which means that most of the articles were written by different authors. Table 6.4 illustrates the diversity of authors according to the articles.


Table 6.4. Number of Authors Contributing to Papers.


	Authors Contributing to …

	n

	%






	8 articles

	1

	0.05




	7 articles

	1

	0.05




	6 articles

	1

	0.05




	5 articles

	3

	0.15




	4 articles

	12

	0.61




	3 articles

	36

	1.84




	2 articles

	144

	7.34




	1 article

	1,763

	89.90




	Total

	1,961

	100.00




	
Source: Authors’ own work.





As observed in Table 6.4, 1,763 authors contributed to just one article (89.90%). In contrast, a far smaller set of authors contributed to multiple articles. For example, 144 authors, or 7.34%, of the total each wrote two articles. The proportion of authors conducting three research papers fell sharply to 36 (1.84%). By contributing to four articles, 12 authors (0.61%) made up the remaining. The number of authors contributing to more than four articles was quite limited. Three authors each took place in five publications, whereas only one author contributed to the remaining six, seven, and eight articles, representing just 0.05% of the entire publication.



6.4.2. Collaboration Trends in Migration Studies in Education

Scholarly collaborations enable researchers to benefit from one another’s experience by exploring challenging RQs together and looking into chances for further research to optimise outputs. To comprehend the intellectual landscape and trends in academia, citation analysis is an essential tool for evaluating the significance and effect of a particular piece of research or author within a certain subject. In this respect, to address RQ-2, citation analysis, keyword usage, and co-authorship patterns across nations were accepted as the markers for the current research indicating collaboration trends. Therefore, citation analysis was performed for 991 publications between 2015 and 2022, and the most influential papers on migration were detected in the field of education. Table 6.5 lists the publications with a total citation (TC) number of 50 or more with the average citation per year (ACPY).86


Table 6.5. Most-Cited Migration Studies in Educationa.


	Authors

	Title of Publication

	TC

	ACPY






	Lörz et al. (2016)

	Why do students from underprivileged families less often intend to study abroad?

	92

	11.50




	Banks (2017)

	Failed citizenship and transformative civic education

	81

	11.57




	Jiani (2017)

	Why and how international students choose Mainland China as a higher education study abroad destination

	79

	11.29




	Hachfeld et al. (2015)

	Should teachers be colour-blind? How multicultural and egalitarian beliefs differentially relate to aspects of teachers’ professional competence for teaching in diverse classrooms

	73

	8.11




	Morley et al. (2018)

	Internationalisation and migrant academics: the hidden narratives of mobility

	68

	11.33




	Jaquette and Curs (2015)

	Creating the out-of-state university: Do public universities increase non-resident freshman enrolment in response to declining state appropriations?

	66

	7.33




	Wen and Hu (2019)

	The emergence of a regional education hub: Rationales of international students’ choice of China as the study destination

	65

	13.00




	Jerrim (2015)

	An investigation of Western-born children of East Asian descent

	57

	6.33




	Carlone et al. (2015)

	Agency amidst formidable structures: How girls perform gender in science class

	56

	6.22




	Yang Hansen and Gustafsson (2016)

	Causes of educational segregation in Sweden–school choice or residential segregation

	55

	6.88




	McNess et al. (2015)

	Ethnographic dazzle’ and the construction of the ‘Other’: revisiting dimensions of insider and outsider research for international and comparative education

	54

	6.00




	Gay (2015)

	The what, why, and how of culturally responsive teaching: International mandates, challenges, and opportunities

	53

	5.89




	Umansky (2016)

	An examination of the impact of classifying students as English learners

	52

	6.50




	Lipura and Collins (2020)

	Towards an integrative understanding of contemporary educational mobilities: A critical agenda for international student mobilities research

	51

	12.75




	Stoessel et al. (2015)

	Sociodemographic diversity and distance education: Who drops out from academic programs and why?

	51

	5.67




	Yang (2018)

	Compromise and complicity in international student mobility: The ethnographic case of Indian medical students at a Chinese university

	50

	8.33




	
aPapers with more than 50 citations.

Source: Authors’ own work.





87According to Table 6.5, the article prepared by Lörz et al. (2016) received the highest number of citations (TC = 92; ACPY = 11.50), detected as the most-cited article. The research paper published by Banks (2017) was ranked second with 81 citations (ACPY = 11.57) followed by the article prepared by Jiani (2017) with 79 citations (ACPY = 11.29).

Totally, 16 scholarly sources were identified as the most influential migration research in education, and a keyword analysis of 991 scholarly publications was performed, which offers an organised and data-driven perception of the content, trends, and research gaps within the field of study. The most common top 10 keywords used in the 991 scholarly works on migration are listed in Table 6.6.


Table 6.6. Results of Keyword Examination.


	Keywords

	Occurrences






	 Migration

	61




	 Higher education

	58




	 International students

	43




	 Refugees

	34




	 Immigration

	27




	 Diversity

	26




	 Education

	25




	 International students

	24




	 Equity

	20




	 Social justice

	20




	Total

	338




	 Others

	2,446




	Grand total

	2,784




	
Source: Authors’ own work.





As indicated in Table 6.6, the most frequently occurring keyword was ‘Migration’ appearing in 61 instances. ‘Higher Education’ was used 58 times listed in the second order. ‘International students’ appeared 43 times, while the keyword ‘Refugees’ was used 34 times, indicating a focus on contemporary social issues. The terms ‘Immigration’ and ‘Diversity’ were stated 27 and 26 times, respectively, shedding light on intercultural aspects of education. There were 25 occurrences of the term ‘education’ alone. Finally, the 20 appearances of the keywords ‘Equity’ and ‘Social Justice’, respectively, highlighted the social emphasis in several publications. All these stated keywords amounted to 338 in number overall. Additionally, there were 2,446 occurrences of other keywords not listed in Table 6.6, making up a significant portion of the total of 2,784 keywords.88

89The examination of keywords of the articles on migration in the field of education additionally revealed a variety of important themes. In Fig. 6.4, it can be observed that these keywords are grouped into four different clusters, indicating their interconnectedness.


[image: A network map showing the conceptual structure of migration studies in education with keyword clusters and connecting lines.]
Long Description for Figure 6.4
The lines connect the various clusters, illustrating their conceptual relationship. The map is divided into 4 main clusters: The first cluster focuses on pedagogical and domestic diversity with terms including immigration, refugees, adult education, pedagogy, equity, teachers, immigrants, diversity, cultural diversity, Canada, teacher education, multicultural education, polio, social justice, and intercultural education. The second cluster focuses on policy and student demographics, featuring terms like migration, education, migrants, gender, pisa, school choice, inclusion, ethnicity, immigrant students, and education policy. The third cluster focuses on higher education and international mobility, with terms like higher education, China, study abroad, international students, employability, student mobility, mobility, COVID-19, international students’ mobility, international education, and Australia. The fourth cluster contains the connecting terms educational policy, refugee, and refugee education. The central and largest node, highlighting the main theme, is migration and higher education. The Note below the V O S viewer logo states that “The colours represent clusters, the lines represent connections, the sise of the circles and labels represent the weight or importance of the articles, and the distances between them represent the closeness or distance of the relationship between two articles”.

Fig.  6.4. Mapping Results of Keywords. Source: Authors’ own work, using VOSviewer software.


Fig. 6.4 illustrates an improved understanding of the links, connections, and significance among articles on migration. Accordingly, the green cluster seemed to focus on international student mobility, especially between China and Australia. The themes appeared to revolve around the mobility of students for higher education, especially international students, and the various factors that affected it, such as ‘study abroad’ programmes and ‘employability’. The inclusion of ‘Covid-19’ suggested that the cluster might also touch upon the impact of the pandemic on student mobility and international education. The blue cluster appeared to be centred on the intersection of education and migration. It brought up topics related to education policy, school choice, and the educational experiences of migrants and ethnic minorities. The keyword ‘PISA’ (Programme for International Student Assessment) could imply a focus on standardised testing and how various demographics performed, potentially related to migrants or different ethnic groups. The cluster in red leaned towards themes of social justice in education, incorporating the elements like ‘equity’, ‘immigration’, ‘refugees’, and ‘adult education’. There was also a strong focus on pedagogical approaches to cultural diversity, inclusion, and multicultural education. The yellow cluster appeared to be narrowly focused on the subject of ‘refugee education’ and educational policies surrounding it. Due to its smaller size, it might indicate either a niche area of focus or an emerging field that has not been as extensively covered as the other topics. In general, Australia, China, and Canada were explicitly mentioned, suggesting that the studies might have a geographical focus. Several themes like ‘migration’, ‘policy’, and ‘education’ appeared across the clusters indicating the interconnectedness of these issues.

Finally, co-authorship analysis was conducted to explore the country variable; accordingly, the number of articles published by country with the total and average citations of these articles were examined and the countries with more than 20 migration studies in education are presented in Table 6.7.


Table 6.7. Results of Co-authorship Analysis By Country.


	Countrya

	Continent

	Articles

	Citations

	Mean Citations






	USA

	North America

	304

	2,095

	6.89




	England

	Europe

	100

	1,120

	11.20




	Australia

	Australia

	99

	861

	8.70




	Canada

	North America

	89

	457

	5.13




	Germany

	Europe

	49

	470

	9.59




	China

	Asia

	45

	469

	10.42




	Spain

	Europe

	45

	280

	6.22




	Sweden

	Europe

	39

	295

	7.56




	Norway

	Europe

	33

	273

	8.27




	Netherlands

	Europe

	27

	204

	7.56




	Finland

	Europe

	25

	90

	3.60




	Turkey

	Asia

	24

	132

	5.50




	Israel

	Asia

	22

	180

	8.18




	
aCountries with more than 20 articles.

Source: Authors’ own work.





The distribution of co-authorship across different countries revealed the collaboration trends in migration research in the field of education between 2015 and 2022. The USA stood out with the highest number of documents at 304, garnering 2,095 citations and averaging about 6.89 citations per document. England, with 100 articles and 1,120 citations, held the second on the list but showed the highest mean citations of 11.20 per document. These two countries suggested a significant global impact of research on migration in the field of education. Australia closely followed England with 99 articles, accumulating 861 citations with a mean citation count of 8.70. Canada contributed 89 publications with 457 90citation numbers averaging 5.13 per paper. Germany’s 49 and China’s 45 articles had notably higher mean citations, 9.59 and 10.42, respectively, which displayed the impact of their research contributions. Spain and Sweden each conducted 45 and 39 migration research articles, respectively, with an average of 6.22 and 7.56 citations per document. Norway and the Netherlands had relatively high mean citations, 8.27 and 7.56, respectively. Finally, Finland, Turkey, and Israel had fewer articles and average citation numbers, yet contributed meaningfully to the corpus of research. In Fig. 6.5, the visualisation of these collaborative relationships between countries is depicted by mapping on VOSviewer.


[image: V O S viewer network map shows country co-authorship in migration studies, centreed on the U S A and connected to 7 clusters]
Long Description for Figure 6.5
The lines connect the various clusters, illustrating their conceptual relationship. The countries are organised into 7 detailled clusters: Cluster 1: Malaysia, Singapore, Australia, and Thailand. Cluster 2: New Zealand, Canada, and England. Cluster 3: Poland, Norway, and Italy. Cluster 4: Peoples R China, South Korea, and U S A. Cluster 5: Israel, Turkey, Portugal, Ireland, Cyprus, and Russia. Cluster 6: Spain, Greece, and Chile. Cluster 7: Germany, Finland, Switzerland, and Belgium. The largest node is the U S A, which is centrally located and highly connected. A long, singular connection extends from the U S A cluster to Scotland. The V O S viewer logo is at the bottom right. The note below the V O S viewer logo states: “The colours represent clusters, the lines represent connections, the sise of the circles and labels represent the weight or importance of the articles, and the distances between them represent the closeness or distance of the relationship between two articles”.

Fig.  6.5. Collaborative Relationships Across Countries. Source: Authors’ own work, using VOSviewer software.


As mapped in Fig. 6.5, the countries in the green cluster were all located in the Asia-Pacific region. Malaysia, Singapore, Thailand, and Australia are geographically close with strong economic and academic ties, which suggests a strong regional collaboration in research. The purple cluster included English-speaking countries such as New Zealand, Canada, and England with strong historical, cultural, and linguistic ties. This might indicate a preference or ease of collaboration between countries with a shared language and similar academic and research cultures. China, South Korea, and the United States, in the blue cluster, were major players in global research with strong economic ties. The cluster in dark blue included Western European countries such as Finland, Germany, Switzerland, Belgium, and the Netherlands known for their strong academic and research institutions. These countries have had a history of collaboration and similar socio-political contexts, which might facilitate research collaboration. The countries in the orange, yellow, and red clusters had different languages and political 91contexts; therefore, it can be claimed that the collaboration might be based on specific research areas or international projects. The clusters illustrated in Fig. 6.5 indicated that international research collaboration was influenced by a number of factors including geographical proximity, linguistic and cultural ties, shared research interests, and participation in international projects.



6.4.3. Conceptual Structure of Migration Studies in Education

To address RQ-3 for the identification of the conceptual structure of migration studies in education, it was determined that there were 222 articles that received at least 10 citations based on the results illustrated in Fig. 6.5. In this context, cluster analysis was carried out on VOSviewer, and it was detected that 25 publications were found interrelated among these 222 articles. The connection map of these 25 interrelated articles is presented in Fig. 6.6.


[image: V O S viewer network map shows authour co-citation 7 clusters in migration studies.]
Long Description for Figure 6.6
The lines connect the various clusters, illustrating their conceptual relationship. The authours are organised into seven main clusters based on co-citation: Cluster 1: mulvey (2021), yang (2020), sidhu (2022), and waters (2018). Cluster 2: chen (2017), lipura (2020), ortiga (2018), and yan (2018). Cluster 3: page (2019), King (2018), Jons (2018), and Gunter (2018). Cluster 4: lee (2015), lee (2017), and chankseliani (2018a). Cluster 5: Includes yang (2022) and ma (2015). Cluster 6: xu (2019), jokila (2015), yu (2016), and yu (2021). Cluster 7: Includes jiani (2017) and wen (2019). The yang (2018) and yang (2022) serve as central, highly connected nodes in the network. The Note below the V O S viewer logo states that “The colours represent clusters, the lines represent connections, the sise of the circles and labels represent the weight or importance of the articles, and the distances between them represent the closeness or distance of the relationship between two articles”.

Fig.  6.6. Connection Map of Interrelated Migration Studies in Education. Source: Authors’ own work, using VOSviewer software.


After a visual examination of the articles identified as interconnected in Fig. 6.6, it was determined that they were grouped into a total of seven different clusters. The red cluster centred around the studies conducted by Mulvey (2021), Sidhu and Ishikawa (2022), Waters (2018), and Yang (2020). The cluster in green was composed of the research by Gunter and Raghuram (2018), Jöns (2018), King and Sondhi (2018), and Page and Chahboun (2019). The four studies carried out by Chankseliani (2018a, 2018b), Lee and Sehoole (2015), and Lee (2017) were interconnected in the cluster illustrated in dark blue. The yellow cluster consisted of the studies by Chen (2016), Lipura and Collins (2020), Ortiga (2018), and Yang (2018). The cluster in purple revealed a connection among the research conducted by Jokila (2015), Xu and Montgomery (2019), Yu and Zhang (2016), and Yu et al. (2021). The three publications were accumulated in the blue cluster 92(Lee, 2019; Ma & Pan, 2015; Yang, 2022). The last cluster included two studies highlighted in orange (Jiani, 2017; Wen & Hu, 2019). After a rigorous examination of all these clusters with their connected articles, representative labels were assigned to each cluster as shown in Fig. 6.7.


[image: A table details 7 conceptual clusters in migration studies, mapping each Cluster Label to Key Articles and their Keywords.]
Long Description for Figure 6.7
The table, displaying the Results of Cluster Analysis, is organised by Cluster Number, Cluster Label, Articles, and Keywords. Each element flows to the next via a right arrow. Cluster C 1, labelled Discourse and Politics of International Student Mobility includes Mulvey (2021) with International student mobility, globalisation, China, Africa, discourse, postcolonialism; Sidhu and Ishikawa (2022) with International student mobilities, East Asia, emotions, hospitality, scholarships; Waters (2018) with International students, politics, transnational education programs, Hong Kong; and Yang (2020) with International student mobility, higher education, international education, ethics, politics. Cluster C 2, labelled Transnational Academic Mobilities and International Study features Gunter and Raghuram (2018) focusing on Transnational education, staff mobility, international students, student migration, branch campus, South Africa; Jons (2018) detailling Academic mobility, student migration, higher education, knowledge economy, glocalisation, triadic thought; King and Sondhi (2018) covering International student migration, UK students, Indian students, North America, motivations to study abroad; and Page and Chahboun (2019) examining International students, internationalisation, social isolation, social networks, student experience, agency. Cluster C 3, labelled Regional Dynamics and Neo-Nationalism in Educational Mobility includes Chankseliani (2018a) on International student mobility, higher education, democratisation, democracy, authoritarianism, Eurasia, former Soviet countries, post-Soviet, Russia, Europe, the United States; Chankseliani (2018b) on Student mobility, internationalisation of higher education, strategic institutional management of internationalisation, post-Soviet countries, the United Kingdom; Lee and Sehoole (2015) on International students, international mobility, South Africa, regional hub; and Lee (2017) on International students, internationalisation, regional hub, neo-nationalism, neo-racism, xenophobia. Cluster C 4, labelled Factours Shaping International Student Mobility details Chen (2016) on Canadian university, Chinese international students, macro-marketing, meso-marketing, micro-marketing, study abroad; Lipura and Colinas (2020) on International student mobility, educational mobilities, international higher education, study abroad, neoliberalism, non-traditional study destinations; Ortiga (2018) on Education hub, migration, labour export, international students, Philippines; and Yang (2018) on International student mobility, M B B S, medical education, China, India. Cluster C 5, labelled Cultural Adaptation and Internationalisation in Higher Education includes Jokila (2015) on China, internationalisation, imagination, Appadurai, higher education, globalisation; Xu and Montgomery (2019) on China, higher education mobilities, globalisation, typology; Yu and Zhang (2016) on Mainland students, sociocultural adaptation, acculturative stressours, Hong Kong; and Yu et al. (2021) on Academic adaptation, Chinese student, coping resources, intergroup contact, perceived discrimination, psychological adaptation. Cluster C 6, labelled Capital Accumulation in Education Mobility includes Lee (2019), whose keywords are International student migrants, global linguistic capital, global cultural capital, two-track educational system; Ma and Pan (2015), focusing on China returnees, brain gain, brain circulation; and Yang (2022), whose keywords are International student mobility, educational mobility, higher education, international students, China. Finally, Cluster C 7, labelled Motivational Factours four International Students, includes Jiani (2017), with keywords International students, mainland China, study abroad, decision making process; and Wen and Hu (2019), whose keywords are International students, China, push-pull model, regional education hub.

Fig.  6.7. Results of Cluster Analysis. Source: Authors’ own work.


Fig. 6.7 presents the results of the cluster analysis, revealing distinct themes and research focuses within the realm of migration in educational research. Each cluster was defined by a set of keywords capturing the central themes and concepts addressed in the articles grouped within that cluster (C). Accordingly, ‘Discourse and Politics of International Student Mobility’ (C1) explored the complexities of global student mobility, particularly in the context of China and Africa. ‘Trans/national Academic Mobilities and International Study’ (C2) centred on the mobility of academics and students across national boundaries. ‘Regional Dynamics and Neo-Nationalism in Educational Mobility’ (C3) focused on the regional and geopolitical influences on student mobility. ‘Factors Shaping International Student Mobility’ (C4) investigated the multifaceted factors influencing student mobility decisions. ‘Cultural Adaptation and Internationalisation in Higher Education’ (C5) probed the intersection of culture, globalisation, and internationalisation in higher education. ‘Capital Accumulation in Education Mobility’ (C6) revolved around the accumulation of global linguistic and cultural capital within educational migration. ‘Motivational Factors for International Students’ (C7) 93examined the decision-making processes of international students, exploring factors that influence their choice of study destination.




6.5. Discussion

Due to the dynamic relationship between migration and education, it is important to investigate how education can both address the problems caused by migration and maximise its potential for sustainable development. Thus, this chapter explored the characteristics, collaboration trends, and conceptual structure of migration studies in education from 2015 to 2022 within the scope of international sustainable development. First, 991 articles were identified within this period, and a notable increase was detected in both the number of publications and citations over time. The rise in citations received by these articles over the years signifies the increasing relevance of migration in education. This trend underlines the recognition of migration’s impact on education systems, and it necessitates in-depth research to address related challenges. The micro-level analysis of citation topics revealed the prominence of ‘International Students’ as the most-cited topic, followed by ‘Teacher Education’ and ‘School Leadership’, which indicates the significance of 94these areas in migration studies within the educational context, and the multifaceted aspects of migration’s influence on education. The study also provided insights into the distribution of publications across journals, which contributed to the dissemination of research on migration in education and the promotion of their visibility. Additionally, the diversity of authors contributing to these studies was also highlighted, with a majority of authors contributing to only one article, which underscores the diversity of voices and perspectives in this field by demonstrating the collaborative and multidisciplinary nature of migration studies in education.

Second, collaboration trends in the collected scholarly sources were investigated through citation analysis, co-authorship patterns, and international collaborations. The most influential papers on migration in education were identified through citation analysis. The top-cited articles cover a wide range of topics, including student intentions to study abroad, civic education, international student choice, multicultural competence among teachers, and the narratives of migrant academics (e.g., Jöns, 2018; Mulvey, 2021; Wen & Hu, 2019). Keyword analysis revealed the prominent themes and areas of focus within migration studies. The prevalence of keywords like ‘Migration’, ‘Higher Education’, and ‘International Students’ underscores their centrality in the research discourse. Additionally, keywords such as ‘Refugees’, ‘Diversity’, ‘Equity’, and ‘Social Justice’ reflect the field’s commitment to addressing contemporary social issues and fostering inclusivity in education (Lipura & Collins, 2020; Yang, 2020). The United States, England, and Australia were found as prominent contributors, which demonstrates the global reach of migration research in education. The collaboration clusters revealed regional and thematic patterns influenced by factors such as geographic proximity, shared language, and research interests.

Finally, the study identified the conceptual structure of migration studies in education 95through cluster analysis. Seven distinct clusters emerged, each representing a specific research focus within the field. These clusters encompassed topics such as international student mobility, transnational academic mobilities, regional dynamics, factors shaping student mobility, cultural adaptation in higher education, capital accumulation in education mobility, and motivational factors for international students. These clusters offered a comprehensive view of the diverse research landscape within migration studies in education for sustainable development. The main focus of sustainable development is to balance the requirements of today’s people without sacrificing the capacity of the next generations to meet their own needs (WCED, 1987). In parallel with this fundamental statement, these clusters are closely related to the SDGs such as many students migrating to act as a driving force for quality education (Mosler Vidal & Laczko, 2022), cultural understanding and exchange (Abdulkadyrov et al., 2021), human capital development and capacity-building effect (Jöns, 2018; Olowookere et al., 2022; Payab et al., 2023).


6.5.1. Discourse and Politics of International Student Mobility

International student mobility plays a critical role in the development of human capital. As students from diverse backgrounds gain access to higher education institutions (HEIs) worldwide, they acquire knowledge and skills that are essential for sustainable development (Mbithi et al., 2021). This cluster revolved around the discourse and political dimensions of international student mobility (Mulvey, 2021; Sidhu & Ishikawa, 2022; Waters, 2018; Yang, 2020). The articles within this cluster delved into the complex interplay between globalisation, international student mobility, and political dynamics by exploring how discourses surrounding migration impact students’ experiences and how postcolonial perspectives influence educational mobility. For instance, Mulvey (2021) examined the politics of international student mobility, while Sidhu and Ishikawa (2022) investigated emotions and hospitality in East Asian international student mobilities. Waters (2018) addressed politics in transnational education programmes, particularly in the context of Hong Kong, and Yang (2020) discussed the ethical and political considerations in international student mobility.

The human capital model (Becker, 1964) posits that education is an investment individuals make to maximise their lifetime earnings. In the context of international student mobility, this model suggests that students migrate to cultivate skills or credentials that may not be readily available in their home country, and this is, therefore, crucial for the development of human capital and the achievement of SDGs (Payab et al., 2023). Human capital development is a key strategy in the global effort of eradicating severe poverty and fostering more inclusive communities (World Bank, 2023). It provides students with opportunities to gain global competence and prepares them for culturally diverse working environments (Abdulkadyrov et al., 2021). Through international mobility experiences, students can enhance their global competence and contribute to the sustainable development of their countries (Olowookere et al., 2022). However, there are challenges and barriers to international student mobility that need to be addressed (Kjellgren & Richter, 2022). By redesigning international student mobility programmes and providing adequate support, HEIs can better support the development of global competence among students (Ugnich et al., 2021). Therefore, international student mobility should be considered a valuable tool for both human capital development and the achievement of SGDs.



6.5.2. Trans/national Academic Mobilities and International Study

96Transnational academic mobilities and international studies refer to educational and academic activities that include people, organisations, and knowledge that travel within or across national boundaries (Angouri, 2023), which is the focus of this cluster (Gunter & Raghuram, 2018; Jöns, 2018; King & Sondhi, 2018; Page & Chahboun, 2019). The articles explored the intricate dynamics of staff mobility, branch campuses, and student migration by investigating how globalisation impacts academic mobility and discussing the role of higher education in the global knowledge economy. Gunter and Raghuram (2018) investigated transnational education and staff mobility, while Jöns (2018) examined academic mobility and the knowledge economy. King and Sondhi (2018) explored motivations for international student migration, whereas Page and Chahboun (2019) highlighted social networks and student experiences in the context of internationalisation.

Transnational academic mobilities and international studies contribute to several concerns regarding sustainability, such as facilitating knowledge transfer, capacity-building, collaborations in research, and global citizenship understanding (Angouri, 2023; Sutrisno & Pillay, 2015). They promote intercultural considerations in research and teaching (Jones et al., 2016), give a chance to integrate global and local concerns in research and teaching, and enhance research and educational initiatives for sustainability (Caniglia et al., 2017). Accordingly, these characteristics allow transnational academic mobilities and international studies useful instruments in the effort to create a more sustainable and just world.



6.5.3. Regional Dynamics and Neo-Nationalism in Educational Mobility

Neo-racism, the discrimination against international students, and neo-nationalism or new nationalism, the ‘national order in the new global economy’ (Lee, 2017), regional dynamics representing background features related to home countries or regions have significant and concerning effects on international higher education, global integration, and sustainable development (Douglass, 2021; Lee, 2017). In this context, this cluster examined regional dynamics and neo-nationalism’s influence on educational mobility (Chankseliani, 2018a, 2018b; Lee, 2017; Lee & Sehoole, 2015). The articles explored international student mobility within the context of former Soviet countries, Eurasia, and South Africa by discussing the relationship between internationalisation, regional hubs, and the rise of neo-nationalism and neo-racism. Chankseliani (2018a) addressed international student mobility and democratisation in former Soviet countries, while Chankseliani (2018b) focused on strategic institutional management of internationalisation. Lee and Sehoole (2015) examined international mobility in South Africa, and Lee (2017) discussed regional hubs, neo-nationalism, and xenophobia.

Numerous difficulties may be encountered by an international student who is adjusting to a new setting, either because of the student himself/herself or the surroundings. Many foreign students encounter xenophobic actions and negative stereotyping, as well as a sense of insecurity (Gopal, 2016; Koo et al., 2023). Regional dynamics can also influence how well international students manage while studying abroad (Ramia, 2021). It is essential to remain conscious that while some nations may find an approach to reconcile national interests with international cooperation and the SDGs, neo-nationalism would have a detrimental effect on sustainable development in light of the values of equity, inclusivity, and global partnership. Therefore, it is essential to address regional dynamics and neo-nationalism carefully and thoroughly in the context of educational mobility.



6.5.4. Factors Shaping International Student Mobility

A range of multifaceted dynamics, including social, cultural, organisational, and individual reasons, affects the mobility of international students (OECD, 2015; Perez-Encinas et al., 2021). Consistently, this cluster explored the factors that shape international student mobility (Chen, 2016; Lipura & Collins, 2020; 97Ortiga, 2018; Yang, 2018). The articles within this cluster explored various aspects of student mobility, including marketing strategies, non-traditional study destinations, and the impact of migration and labour export on education hubs. Chen (2016) focused on marketing strategies and study abroad, while Lipura and Collins (2020) discussed educational mobilities and non-traditional study destinations. Ortiga (2018) examined education hubs and migration in the Philippines, whereas Yang (2018) explored medical education and international student mobility.

Economic opportunities in the host country (Souto-Otero et al., 2013), familiarity with the culture and social support networks, quality of the host university and the city, and the work and career opportunities (Perez-Encinas et al., 2021), the impact of natural regulations (Angouri, 2023) could be listed as the most common contextual factors for international student mobility. Policymakers and educational institutions may develop policies and programmes that support the SDGs by taking these factors into account in the context of international student mobility. These initiatives can encourage fair access to high-quality education, lessen inequities, increase international collaboration, and improve the well-being of both local populations and overseas students.



6.5.5. Cultural Adaptation and Internationalisation in Higher Education

Cultural adaptation in the realm of international student mobility often entails foreign students and scholars adapting to the culture and educational atmosphere of the host nation or institution (Martini, 2021; Smith & Khawaja, 2011). Similarly, this cluster centred on cultural adaptation and internationalisation in HEIs (Jokila, 2015; Xu & Montgomery, 2019; Yu & Zhang, 2016; Yu et al., 2021). The articles investigated the role of internationalisation in higher education and how students adapted to new cultural environments by discussing concepts like global imagination, typologies of higher education mobilities, and sociocultural adaptation. Jokila (2015) examined the internationalisation of higher education using Appadurai’s ideas, while Xu and Montgomery (2019) discussed mobilities in higher education and globalisation. Yu and Zhang (2016) delved into sociocultural adaptation of mainland students in Hong Kong, while Yu et al. (2021) explored academic and psychological adaptation among Chinese students.

To improve the acculturation of international students, it is crucial to focus on group and individual characteristics, stressors, coping mechanisms, and social support (Smith & Khawaja, 2011). Consistently, the realisation of the potential of international students’ acculturation can act as a catalyst for cross-cultural awareness, global citizenship, and sustainable development as it could foster empathy, cross-cultural communication, and a more expansive worldview.



6.5.6. Capital Accumulation in Education Mobility

Capital accumulation in the context of international educational mobility refers to the process by which people, institutions, and nations accumulate and 98build a variety of capital (e.g., human, social, cultural, and economic capital) (Goodwin, 2003), through their participation in international educational opportunities. Accordingly, this cluster focused on capital accumulation within the context of educational mobility (Lee, 2019; Ma & Pan, 2015; Yang, 2022). The articles highlighted the global linguistic and cultural capital’s role in shaping international student mobility, particularly within China’s two-track educational system. The discussions extended to brain gain, brain circulation, and the accumulation of human capital through educational mobility. Lee (2019) discussed global linguistic and cultural capital among international student migrants, while Ma and Pan (2015) examined brain gain and brain circulation. Yang (2022) addressed capital accumulation and international student mobility in China.

The accumulation of crucial capital, such as gaining knowledge, credentials, and skills, that can contribute to employability; the development of social capital by creating international networks and relationships; and the expansion of educational opportunities and research collaborations are all part of the process of international student mobility that go beyond simply achieving a credit or degree (Bamberger, 2019; Goodwin, 2003; Sidhu et al., 2015). The idea of human capital development is about prospective societal benefits as well as enhanced personal advantages like income for graduates (McMahon, 2009). Therefore, capital accumulation through international mobility supports sustainable development by cultivating economic growth, reducing poverty, improving education, fostering knowledge transfer, and international collaboration.



6.5.7. Motivational Factors for International Students

The push–pull theory of international students by McMahon (1992) and the rational choice theory by Eriksson (2011) are frequently employed theories that explain individual factors of international students’ choice to pursue education overseas. Consistently, this cluster also deepens the understanding centred on the motivational factors influencing international students’ decisions to study abroad (Jiani, 2017; Wen & Hu, 2019). The articles within this cluster investigated students’ decision-making processes by exploring push–pull models and the emergence of regional education hubs. The decision-making dynamics and the factors that attracted international students to specific study destinations were discussed extensively. Jiani (2017) examined motivational factors among mainland Chinese students studying abroad, while Wen and Hu (2019) discussed the push–pull model and regional education hubs in China.

The motivational dynamics of studying abroad are much more complicated than anticipated, and they need to be considered in a wider psychological and social framework (Yue & Lu, 2022). Understanding the motivations of international students and the variables influencing their choice of regional hubs could enable educational institutions, governments, and organisations to focus their efforts on the objectives of this varied group of students. This orchestration may result in more focused endeavours, partnerships, and projects that support sustainable development at the local, regional, and international levels.




6.6. Concluding Remarks

99Increasing rates of international migration create complex issues in education as an ongoing crisis that calls for comprehensive social, political, and economic approaches. Equitable access to education, language obstacles, and the creation of inclusive settings are primary challenges that educational institutions face. From an economic perspective, nations need to plan to minimise any risks while maximising the advantages of migrant labour. The intricate interactions among these elements highlight the need for an all-encompassing strategy that goes beyond conventional educational frameworks and addresses the wider socio-economic ramifications of global migration. In this chapter, the objective was to outline the overarching patterns of relevant scholarly sources within the realm of education and migration, as indexed in the WOS between 2015 and 2022. It sought to investigate the trends in collaboration among these sources and delve into the conceptual framework underpinning these studies within the context of international sustainable development. To accomplish this, a bibliometric methodology was employed for an in-depth exploration and analysis of these publications; 991 studies on migration within the realm of education were descriptively analysed by examining various aspects such as the distribution of publications alongside their respective citations, the specific citation topics at a micro level, the journals disseminating these works, and the extent of authorship involvement in these publications.

In addition, a citation analysis was conducted to unveil the prevailing collaboration trends within the current research landscape and pinpoint the most influential papers in the field of education-related migration. Lastly, cluster analysis was employed using VOSviewer, revealing the interconnectedness of 25 publications that collectively comprised seven distinct clusters, each of which was discussed and approached as significant arguments for international sustainable development. This chapter underscores the valuable contribution of these publications to the broader realm of global sustainable development, providing a more comprehensive understanding of the multifaceted relationship between migration and education.



6.7. Implications and Future Directions

The sources investigated in this study shed light on the comprehension of migration in the educational context by endeavouring to articulate the interplay with sustainable development. The results suggest a few approaches for further research regarding strategy and methodology. The research area of migration and education has been dominated by the studies conducted for HEIs. It is clearly observed that higher education plays a central role in migration and education research in terms of study numbers, research trends, and the interaction of the studies. While this key role of HEIs is crucial for the sustainability of development, it also demonstrates that HEIs are stakeholders that must be included in the planning, implementation, and evaluation attempts for sustainable development by national and international policymakers and authorities. 100Moreover, it is also worthy of attention in the limited impactful research conducted in other education levels, which may be indicated as a barrier to internationally sustain development.

Additionally, the findings in this chapter revealed that the geographic distribution of the scholarly sources is also limited, which could be due to the density of Western-dominant studies and journals in this field. However, it is also notable that the host countries conducted, respectively, more research than the home countries, which demonstrates a research gap for the educational impacts of migration and loss of human capital in the countries of origin.

Finally, there are some limitations of this study resulting from its methodology. This bibliometric review study concentrated on the scholarly research related to migration in the field of education indexed in the WOS between 2015 and 2022. Consequently, the findings are limited only to these sources. The study is also limited to peer-reviewed articles published in English. Future research in other databases with a wider time range could enlarge their scope and include publications in various languages to expand the existing knowledge base.
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Abstract

Globally, teachers are operating in environments influenced by past, current and anticipated crises. Students today need to develop the critical skills that will empower them to be agents of change in response to these crises. Education for global citizenship offers an approach that can mediate both content and process priorities, yet many teachers do not have the tools and strategies needed to deliver these dual outcomes. Habermas’ theory of communicative action offers a framework through which teachers can harness the potential of the so-called learning lifeworld to educate for global citizenship. This is of particular importance when considering education through the lens of international sustainable development. The contextualisation of communicative acts within the learning lifeworld offers the prospect of elevating students as agentic leaders within their communities. This chapter focuses on and unpacks the concept of education for global citizenship as a key tool for overcoming current crises and positions the theory of communicative action as a viable theoretical framework in the delivery of that concept. The ethnographic case study presented explores students’ perspectives on how their learning lifeworlds shape their identities, highlighting the role of culture, society and person in combatting lifeworld colonisation and nurturing global citizens. It finds that the theory of communicative action can be used as a tool to help students develop 110self-directedness and independence. It is argued teachers can use communicative acts to promote and model the values of education for global citizenship, ultimately better preparing today’s students for tomorrow’s world.
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7.1 Education for Global Citizenship: A Brief Background

Before detailing Habermas’ theory of communicative action and its use as a framework for exploring how learning lifeworlds shape students’ identities as global citizens, it will first be helpful to establish the context of global citizenship in this chapter. In the current educational context, crises sit central to the experiences of both teachers and students alike. In the last few years alone, disruptions related to climate change, political unrest, international conflicts, technological developments and a global pandemic have demanded that we revisit the purpose of schooling and what an education means for children today. While each of these crises might be attributed to the priorities inherent in past educational models, it is recognised that educational systems which prioritise education for global citizenship, and in particular citizenship education, might provide the best opportunity to overcome these challenges.

Kushnir and Nunes (2022) identify education as the location of soft power in the debate around global sustainability education, as it seems to be key in achieving the sustainable development goals (SDGs) identified by the United Nations. Despite the difficulty in defining what is meant by education, education is explicitly and implicitly embedded in the SDGs and viewed as critical to the global success towards these goals by their 2030 deadline. By arguing that international policymakers ought to combine their efforts to ‘promote a world consensus around the meaning of the scope of education and its potential for development, and to work out more practical ways in which education can support and facilitate sustainable development’, Kushnir and Nunes (2022, p. 16) underscore the need for both theoretical and practical action in the educational sector towards sustainable development.

The challenge Kushnir and Nunes (2022) raise with regard to the lack of a singular definition of education in the context of sustainable development holds true for the definition of education for global citizenship more specifically. Estellés and Fischman (2020, p. 3) explain that it is ‘frequently presented as the result of a simple evolutionary pedagogical model, that is, the latest, best, and most comprehensive model that incorporates all the positive goals and practices from previous efforts … and overcome their limitations’. Both pairs of authors call attention to the complexity and multifaceted nature of global citizenship, one that continues to evolve over time.

Mannion et al. (2011) refer to the increasing focus on globally orientated pedagogical models and curricula as a set of key concepts without offering a singular definition. Table 7.1 presents key aspects of three sub-fields they identify within the umbrella concept of education for global citizenship: environmental education, development education and citizenship education.111


Table 7.1. Based on Key Aspects of the Education for Global Citizenship Sub-fields as Identified by Mannion et al. (2011).


	Environmental Education

	Development Education

	Citizenship Education






	

	Conservation and environmental education


	Sustainability studies


	Ecological and nature studies


	Human–environmental relationships





	

	Education for sustainable development


	Third world studies


	Global education


	Globalisation


	Peace education


	Social justice and overcoming inequity





	

	Justice and democracy


	Civic responsibility and civic studies


	Private sphere as political


	Entrepreneurial education


	International education










Their analysis, synthesised above, includes both a lineage of how each sub-field generally originated as well as commentary on the points of intersection across all three sub-fields. Together, these sub-fields have both historical and contemporary influences on the broader concept of education for global citizenship 112used today.

At one time, education for global citizenship was critiqued as an education exclusively for the elite (see Drerup, 2020; Estellés & Fischman, 2020). International schools that were founded to provide a Western-style education to the children of internationally mobile parents increasingly cater to both expatriate and local families who want their children to be educated in ideologies characterised by individualism, freedom, democracy, egalitarianism, rationalism, optimism and/or universalism (Tate, 2016). Originally created to serve students in international schools, the International Baccalaureate Organisation (IBO) offers four programmes, at least one of which is implemented in over 5,700 schools in 160 countries worldwide (IBO, 2024). The IBO mission ‘aims to develop inquiring, knowledgeable and caring young people who help to create a better and more peaceful world through intercultural understanding and respect’ (IBO, 2019), and each of its programmes focuses on nurturing global perspectives, international mindedness and independent learners (Hill, 2003; Storz & Hoffman, 2018).

Drerup (2020) offers an argument for a universal application of global citizenship education as one that is worthwhile and worthy for all learners. While he acknowledges some of the difficulties with global citizenship education as one originally reserved for the elite, he states that this conflation of genesis and application is wrong: global citizenship education ‘should not be identified with an elite education, but understood as a means of combatting global educational, economic and political injustices, among others, in the form of a general education, also of the elites’ (Drerup, 2020, p. 37). Thus, it is imperative that educators today can provide an education for global citizenship that addresses both the content and skills their students will need now and into the future.

In both national (Mannion et al., 2011) and international (Gardner-McTaggart, 2018; Hayden & Thompson, 2016) school systems, education for global citizenship has become increasingly central in the development of curriculum objectives and the articulation of learner outcomes. This approach can serve as a mechanism for providing students with the knowledge, skills and dispositions they might need to engage with global issues (Mannion et al., 2011). An increased focus on cognitive, metacognitive and affective skill instruction and development is recognised as particularly crucial to a holistic, future-focused education that prepares students for an uncertain future (Häkkinen et al, 2016; Li, 2012; Organisation for Economic Co-operation and Development (OECD), 2018; van de Oudeweetering & Voogt, 2017). In order to reach their potential, students must be supported to apply cognitive skills in increasingly complex and unfamiliar scenarios (Pellegrino, 2017). Funke et al. (2017) recognise the connection between knowledge and problem-solving and reiterate that the teaching of cognitive competencies is an essential element of preparing students to solve the problems they will face well into the 21st century.

This focus on what students will need to overcome crises, as opposed to reproducing past mistakes, is essential for teachers today. Mannion et al. (2011, p. 452) argue that there is ‘… a need to work critically and creatively at new ways of “doing” education that respond adequately to the new condition of citizenship in a global context’. Estellés and Fischman (2020) speak to the impact of an increased focus on education for global citizenship on teacher training programmes, cautioning that an oversimplification of what it means to be a productive citizen can erode the effectiveness of teachers in being able to deliver authentic and meaningful learning experiences to their students. Considering the three gifts of teaching offered by Biesta (2021), that teaching gives the learner something they did not ask for, that learners develop knowledge within the scope of their current understanding as well the skills to access understanding that is not yet known and that learners gain insights into themselves as learners, it is essential to support teachers is giving these gifts through the lens of education for global citizenship.



7.2 Applying Habermas’ Theory of Communicative Action to Address a Gap in Educating for Global Citizenship

To understand the potential of communicative action as a resource in educating for global citizenship, it is important to first understand the purpose and structure of the theory. In the theory of communicative action, Habermas (1984, 1987) presents a social theory that outlines how an individual comes to understand the social world through linguistic communication. He suggests that speech is used to coordinate action, and that people reach consensus on their interpretations of their shared world through language. Two aspects of rationality are essential to the process of making meaning: communicative reality, which is achieved when an individual reaches ‘an understanding about something in the world with at least one other participant’ (Habermas, 1984, p. 11), and purposive-rational action, when an individual’s choice ‘ends from a clearly articulated horizon of values and organizes suitable means in consideration of alternative consequences’ (Habermas, 1984, p. 281). These two aspects of rationality work in tandem to help an individual engage with and make meaning about their lifeworld.

113Habermas refers to three purposes, or validity claims, behind a linguistic act: a validity claim to truth, rightness and truthfulness (1984, 1987). Validity claims are inherent in speech acts and have moral, rational and practical implications for the social order established within a lifeworld (Finlayson, 2005). Essential to the notion of creating democratic societies, validity claims establish an expectation that individuals can and should assert their perspectives and engage as legitimate participants within democratic processes (Moran & Murphy, 2011; von Ahlefeld Nisser, 2017). Ultimately, these validity claims also contribute to the formation of self-awareness through communication, positioning an individual to build self-determination and self-realisation as a legitimate stakeholder within their lifeworld.

While the outcome of ego-identity is an independent action, identity formation is initially social. Habermas (1984, p. 58) explains that ‘[i]ndividuals owe their identities as persons exclusively to their identification with, or internalization of, features of collective identity; personal identity is a mirror image of collective identity’. This suggests that within a school context, ego development is social before becoming an autonomous process, thus shifting from external to internal. In order to process the influences of teachers, peers and wider community norms, learners must be able to recognise and adapt to all that influences their development, particularly the role of their learning lifeworld.

The process of communicative action and the development of ego-identity takes place within the lifeworld, which forms the boundary for individuals to equitably engage in communicative acts to reach mutual understanding (Habermas, 1984, 1987). This is where speaker and listener come together in ‘a context that, itself boundless, draws boundaries’ around those participating in the exchange (Habermas, 1987, p. 132). A desire to both understand and be understood implies positive presupposition, and Habermas frames these exchanges as ones in which the lifeworld members should feel empowered to share their perspectives openly and confidently as equals; within the lifeworld, it is ‘everyone’s right to state their opinions and values based on their experience and knowledge and everyone’s willingness to speak in an understandable way’ (von Ahlefeld Nisser, 2017, p. 875). This therefore assumes that lifeworld participants engage in these acts sincerely and with good intention.

The lifeworld consists of three components – culture, society and person – each of which is essential within the act of communication (Habermas, 1984, 1987). Culture is the broadest designation, and it provides community members with the necessary knowledge to develop understandings about the lifeworld and beyond. It includes a community’s values, traditions and norms as well as the beliefs inherent in commonly used language (Deakin Crick & Joldersma, 2006; MacNeil et al., 2009). School cultures serve as the ‘normative glue that holds a particular school together … steering people in a common direction’ (Sergiovanni, 2000, p. 14), shaping patterns of interaction between individuals across the community. Society is a smaller group within a lifeworld that members associate with over time, either by choice or by design. Yelland et al. (2020, p. 1) suggest that ‘[a] dynamic education system forms part of this ecosystem, both producing and attracting participations and creating aspirational opportunities for citizens that are flexible and globally focussed’. This function of school as society is a key 114influence on the development of student ego-identities within a learning community. Person is every individual within a lifeworld, each of whom has the capacity to speak and act such that they ultimately develop their ego-identity. These communicative experiences are what give an individual the potential to develop an understanding of the world and of themself. Gosling (2000, p. 296) cites Habermas to both acknowledge autonomy and responsibility as key outcomes of an education and caution that, ‘to be successful, educational practices must permit and encourage forms of communication which are not distorted by imbalances of power or other blocks to open and rational discussion’. Habermas argues for cultural, societal and personal engagements that are equitable and driven by a desire to understand. The interconnectivity of the lifeworld structures forms the foundation for learning as a social experience and ‘becomes a necessary condition for learning because it is the most valid way for producing knowledge, examining the validity of existing knowledge, and providing opportunities for acquiring contextually useful knowledge for each citizen’ (Regmi, 2020, p. 225). This pattern of engagement across the three lifeworld elements is reproduced within each lifeworld and is also transferable to other lifeworlds.

In contrast to the lifeworld, Habermas (1987) presents the system as a competing space that shapes identity formation. The system is the ‘aspect of society where imperatives of technical efficiency and bureaucracy have precedence’ (Murphy, 2009, p. 82) as the influencers of societal and individual development. In our modern age, money and power wield most influence over culture, society and individuation with the intention of furthering capitalist priorities at the expense of individual decision-making and independence. As a self-sustaining and self-replicating phenomenon, the lifeworld is maintained through communicative actions; in contrast, the system is maintained through the meaning made within the lifeworld (Habermas, 1987). This relationship is parasitic, as the system exists within the lifeworld and relies on the lifeworld’s cultural and societal pillars to survive. Habermas conceptualises the notion that in order to reinforce the hierarchy of lifeworld over system, patterns of communicative action must be prioritised over patterns of instrumental action. Even so, he recognises that the system is an increasingly powerful threat to the lifeworld (Habermas, 1987). Finlayson (2005) explains that the system benefits from the redirection of decision-making away from the lifeworld and the shifting of agency from the individual to systemic authorities. When this happens, the intention of mutual understanding inherent in communicative acts is no longer present (Habermas, 1987). Regmi (2020, p. 224) specifies that ‘when the three components of the lifeworld are not mediated by communicative actions the lifeworld becomes incapable for performing the three basic functions of the lifeworld’.

For schools, bureaucratic structures, political intrusion and external threats due to crises can be seen as system threats to the learning lifeworld. By directly addressing the threat of colonisation in education, Habermas underscores the important role of schools to keep learning focused on lifeworld-nourishing priorities. He goes on to address the potential hazard of the system for teachers, citing threats that could erode the freedom and independence practitioners need to meet to provide dynamic learning experiences for students. The threat posed 115by the system colonising the lifeworld is great, thus the uncoupling of the system from the lifeworld is of particular importance (Habermas, 1987). Parkin (1996, p. 423) recognises how ordinary communicative interactions can result in extraordinary outcomes, such as the establishing and reproducing of patterns of belief, of consent and legitimacy, of status and identity, and of perception’, reinforcing the importance and value of communicative action in the classroom. Within the context of education for global citizenship, system threats that stem from the priorities of exploitative actors could ultimately perpetuate and even amplify the negative outcomes of crises. For teachers to be able to withstand the colonising threats of the system, they must have the competencies and skills to positively leverage the elements of the lifeworld through communicative acts. This reiterates the importance and value of communicative action as a means for combatting system colonisation and securing the reproduction of the lifeworld within the educational setting.

As young people prepare to engage with a world ravaged by current and potential crises, considering how educational models can actively combat this colonisation and preserve the lifeworld will be of critical importance for the future. A review of the literature suggests that the application of the theory of communicative action in education can serve to protect the lifeworld and stave off the threats of the system through its support of citizenship education, well-being and holistic education and self-directed learning (see, for example, Cherryholmes, 1981; Deakin Crick & Joldersma, 2006; Ewert, 1991; Fleming & Murphy, 2010; Lovat, 2013; Mezirow, 1985; Regmi, 2017). Fleming and Murphy’s (2010, p. 203) assertion that ‘[e]ducation has the task of ensuring that democratic skills and processes are handed on from one generation to the next’ implores us to think carefully and seriously about the scope of Habermas’ influence on educating for a democratic future.

While some research has shown how the theory of communicative action can be used to support education for global citizenship, the perspectives of students as the perceived beneficiaries of communicative acts have not been researched. The originality of this chapter is therefore in surfacing the voices of students through an ethnographic case study designed to explore the influence of their learning lifeworlds on the development of their ego-identities as individuals.



7.3 Methodology

The gaps in prior research about how students perceive the development of their ego-identities in their learning lifeworlds prompted me to seek answers to how the theory of communicative action could be an effective tool in educating for global citizenship. A fundamental question this gap surfaces hinges on the construct of communicative action and its potential to transform students into active and engaged global citizens who can overcome persisting repercussions of the impact of crises on their generation: How might the theory of communicative action serve as a vehicle for developing student self-directedness and independence as facets of education for global citizenship?

116Using Habermas’ theory of communicative action as my theoretical framework, I designed an ethnographic case study that would seek out student perspectives on their learning lifeworlds and engage them in the creation of knowledge through communicative action. This methodology allowed for the generation of data that could be used to explore the relationships between data sets as well as accommodate the study of theory in a real-world setting (Fusch et al., 2017). Designing an ethnographic case study aligned with the use of Habermas’ theory of communicative action as through their involvement, participants had the opportunity to define the realities of their lifeworld experiences.

The research site was an international school in Hong Kong offering the International Baccalaureate Primary Years (IBPYP), Middle Years (IBMYP) and Diploma (IBDP) Programmes. As referenced earlier in this chapter, these IB programmes seek to support students in becoming internationally minded and develop skills to prepare them for an uncertain future (see Häkkinen et al., 2016; IBO, 2019; Li, 2012; OECD, 2018; van de Oudeweetering & Voogt, 2017). I was particularly interested in exploring student experiences within the IBMYP to better understand how this framework influenced student learning lifeworlds. Taking place over two phases, the study included 136 IBMYP students in Grades 6 and 10. The grade levels that were selected were the first and last ones in the IBMYP, thus allowing for the exploration of ego-identity development at different stages of student learning journeys.

The mixed-methods approach of using questionnaires and interviews as the tools for data generation allowed for a larger number of student perspectives to be solicited and were designed to generate both quantitative and qualitative data. All 136 participants completed the questionnaire, which itself included both quantitative and qualitative elements: respondents rated responses to some questions using a Likert scale, and some questions provided additional opportunities to include open-ended responses. Twelve students opted to participate in a semi-structured interview designed to function as a communicative act that ‘presupposes language as the medium for a kind of reaching understanding, in the course of which participants, through relating to a world, reciprocally raise validity claims that can be accepted or contested’ (Habermas, 1984, p. 99). In the process of data generation, communicative action served as a driver for how equity through mutual understanding could be elevated.

The qualitative data generated through the questionnaires and interviews were analysed following Braun and Clarke’s (2006, 2022) guidelines for thematic analysis. Their six-step process provides a flexible and methodologically sound approach to qualitative data analysis, which includes researcher immersion in the data, generation of initial codes, identification of themes, review of themes, definition and naming of themes and publication of findings. Drawing on this approach, I leveraged my identity as an ethnographer to emphasise what Braun and Clarke describe as the ‘inevitable subjectivity of data coding and analysis, and the researcher’s active role in coding and theme generation’ (2022, p. 8). Through reflexive thematic analysis, I framed my engagement with the data through the theory of communicative action and used the pillars of the lifeworld as the organising concept for my analysis. The centrality of Habermas’ theory in my study led 117me to decide on and develop themes I identified as relevant to the case location of an international school offering the IBMYP, holding value in relation to the lifeworld elements of culture, society and person and representative of the literature related to education for global citizenship. The intention in the following sections is to present the value of these themes through the lens of communicative action to support individual teachers, school leaders and policymakers in future application or further exploration.



7.4 The Impact of the Lifeworld on Student Self-Directedness and Independence

This section presents the findings from the ethnographic case study exploring student perspectives on their learning lifeworlds. The discussion below highlights the critical role of the lifeworld elements of culture, society and person in resisting colonisation by the system; this area of focus is emphasised as it provides a justification for communicative acts as a mechanism for delivering an education for global citizenship that prepares students to overcome the challenges of crises.



7.5 Student Self-Directedness and Independence

Education for global citizenship strives to create learning environments in which students can monitor their own capabilities with increasing independence. Biesta (2020, 2008) identifies qualification as one key function and outcome of education, that is to provide students with the knowledge, skills, understandings, dispositions and critical thinking skills they will need to operate in the world. In addition to the responsibility of schooling to provide direction and motivation, Ryan and Deci (2020) reiterate the need for self-determined learning experiences, through which teachers can encourage students to become more intrinsically motivated and strengthen their investment in their own learning.

In this study, participants reflected on their familiarity with and use of 13 skill subsets included in the IBMYP framework referred to as approaches to learning (ATL) skills. Over 50% of respondents reported familiarity with self-management, organisation, reflection, research, creative thinking and communication skills, and over 75% highlighted self-management and communication as skills they recognised. As a framework designed to deliver a holistic education that teaches global mindedness, the IBMYP has identified these as skills core to its programme, reiterating their importance for an education for global citizenship.

In both the questionnaire and interview responses, students identified both strengths and areas for growth for themselves as learners as they relate to ATL skills. The following illustrative quotes show how students were reflective about their own capabilities as learners, a key facet of ego-identity development within their learning lifeworlds:


At times I get a bit confused and frustrated and … I have been pushed out of my comfort zone, but a personal goal of mine is to take opportunities to do things that are out of my comfort zone, get 118over my fears and … I have been able to do things I couldn’t before which will help me achieve hopefully great things in the future.

I think [I have improved in] organisation, because I’ve become a bit more organised with my work. And even if I tell my parents I don’t have homework it’s because I don’t want them to worry and I know I could do it in my own time. Without them pestering me and telling me to be organised because I know how to do it – I know how to be organised, but sometimes it’s just a little hard.

If you learn something on your own or you work on it by yourself, … you remember it better …. The feeling of anxiety and, ‘Oh my gosh, I have this huge project to do’ … it’s almost part of it. I feel like working on your own and creating your own project, managing yourself and researching and thinking, organising, those are all the ATL skills, but you do them by yourself. And that way it’s more independent. You create a better piece at the end, because you’ve done all this stuff and you understand it better.



These students are able to identify the impacts of their learning lifeworld on their development, reflecting the findings of Jeno and Diseth (2014) that through authentic learning experiences, students find relevance and become more self-determined. Their comments are indicative of students who are both intrinsically and extrinsically motivated to develop their skills as learners, skills that will be essential for them as they become the workers and leaders of tomorrow.



7.6 Withstanding the Threat of System Colonisation

As the domain of interactions characterised by open, authentic and rational discourse (Habermas, 1984, 1987), the lifeworld has the potential to situate space in which education for global citizenship can thrive. Individuals can build shared understanding and foster mutual recognition through communicative acts in which they treat each other as equals. In contrast, the system is composed of societal elements that disempower the individual. Markets, political apparati and oppressive structures instead determine and drive the types of exchanges that take place in the system. Habermas (1987) goes so far as to suggest that system colonisation can infringe upon the basic human rights of students. In order to deliver an education for global citizenship, teachers need to be able to perpetuate the lifeworld and stave off the threat of the system.

In both academic and social-emotional realms, the influence of teachers on student development is palpable. In their four dimensions of teacher effectiveness, Stronge et al. (2011) highlight both craft and environment as essential to teacher success. The learning lifeworld of each student will be impacted directly by the content and the processes delivered by their teacher. In this study, over 40% of respondents identified factors related to inclusivity and safety as being important to their learning, with 31 alluding to fun and 23 to confidence as either positive or 119negative impacts on their learning. Those who responded positively spoke about working in their comfort zones, feeling relaxed, receiving help, being with friends and having independence and choice as beneficial factors in their experiences.

The illustrative quotes that follow demonstrate what some participants identified as the specific ways in which teachers shaped their learning lifeworlds:


Everyone’s very helpful in trying to help you specifically grow … Everyone’s pretty selfless in helping you develop in your own way, in your journey … [Teachers] are helpful in the way that they’re able to … get you to do the best that they can, by being critical on yourself and thinking ‘hey, maybe I can refine this’ and going through multiple, multiple drafts and doing them with you as well.

It’s nice, and the people … they’re really nice, and there’s a lot of things to learn … It’s very different from my other school because there’s more people and they’re a lot nicer … and you get to learn a lot more … than some other schools.

Our teachers have always pushed us to go beyond ourselves … they ask us to first identify how do we connect with something. And how does it connect to us. And then from there, they really try to get us to go beyond into the … wider world.



These quotes reiterate how critical a teacher’s role is in setting the cultural tone in the learning lifeworld and the direct impact a teacher’s approach has on student learning. This suggests that students valued the support they received for being able to work towards goals that had meaning to them personally and were crafted to align with their own strengths and areas for growth as a learner.

As teachers directly influence school culture and student learning (see, for example, Deakin Crick & Joldersma, 2006; Sergiovanni, 2000; Stronge et al., 2011), the capacity of a teacher to cultivate dynamic learning environments and contribute to positive school cultures might be curtailed by a colonising system. Milley (2008, p. 67) reiterates that teachers might internalise gaps in programming as personal failures, ‘… leading to crises of motivation whereby they detach themselves from their academic identities, educational endeavours, or the labour market’. These are all fundamental threats posed by the colonisation of the lifeworld. A loss of meaning, withdrawal of legitimation and crisis in orientation and education could deteriorate teacher purpose and trust in the educational system, adversely impacting students and their learning.

Protecting the lifeworld against colonisation is essential for its survival. Kemmis (1998), Deakin Crick and Joldersma (2006) and Regmi (2017) all consider colonisation of the lifeworld as fundamentally disruptive to achieving the philosophical aims of education. As students experience an education for global citizenship, they are engaging with their immediate learning lifeworld as well as learning the skills to transfer to future lifeworlds. Weinberg (2007, p. 82) anticipates the threat of colonisation when she asks ‘…what consequences might flow 120for Habermasian theory if in fact our efforts to sustain the assumption of communicative competence are not just temporarily interrupted but quite simply fail over the long term.’ It is imperative that in our efforts to equip students to face and overcome the challenges that lie ahead, communicative acts are used to perpetuate the learning lifeworlds that will best position students to innovate future success.

To this end, the call to action for teachers to embed communicative action into approaches to education for global citizenship is apparent. By seeking to engage students as equal partners through communicative acts, teachers can actively and authentically nurture self-directed and independent learners who understand and value the positive impact they can make within and beyond the classroom. In addressing power through communication, the theory of communicative action recognises the importance of classroom spaces that decrease hierarchy and increase agency in learners. For students to be able to address power dynamics through their own communicative acts, they must first experience what it means to engage in communicative acts that are intended to support participants in reaching mutual understanding within an exchange. The perspectives surfaced through this study indicate that students are aware of when teachers are and are not successfully creating learning environments that foster the skills of global citizenship. In those successful examples, intentional and accessible communicative acts formed a foundation of perpetuating the lifeworld through positive cultural, societal and personal engagements. When teachers can consider the learning lifeworld as a core focus of their instruction, the theory of communicative action and the use of communicative acts can support teachers as they develop and deliver education for global citizenship for their students.



7.7 Conclusion

This chapter has considered the important role education for global citizenship can play in overcoming the repercussions of global crises. Fostering student mindsets that promote self-reflection, self-directedness, responsibility and agency will be essential to prepare them for a volatile, uncertain, complex and ambiguous world (Stein, 2021). Habermas’ theory of communicative action has served as a viable framework for leveraging communicative acts to empower teachers in their design and delivery of an education for global citizenship. An ethnographic case study has been used to demonstrate how students see their learning lifeworlds and the role that culture, society and person play in shaping their identities as learners.

This analysis substantiates Habermas’ assertion that humans share cultural knowledge, reach mutual understanding and connect to society through language, all key skills in an education designed to address current and future challenges students will face. Drerup (2020, p. 36) impels us to think about the possibility inherent in an education for global citizenship, suggesting that ‘it should be clear that the global elite should cultivate the values that are central to GCE, but that CGE, despite many socio-economic obstacles, can in principle be taught and practiced in all kinds of educational contexts’. The notion of agency within one’s 121learning lifeworld is something every student deserves, and the results presented in this chapter emphasise the critical role that culture, society and person play in shaping an individual’s worldview.

Habermas’ theory of communicative action provides a rationale for increasing the opportunities for equitable communicative acts in the curriculum with the intention to nurture student voice and self-directedness (Sarid, 2017). For this to happen, educators must increase the kinds of exchanges that put student and teacher on equal footing in recognition of the viability of each student’s lifeworld experiences (Harris, 2019). The classroom environment, and school in general, must become a place where every voice holds value and is respected. If teachers can engage students in authentic and meaningful communicative acts, we stand a better chance of delivering an education for global citizenship that will allow us to serve the needs of learners in particular, and humanity in general, today and in the decades to come. By inviting students themselves to deconstruct the impact of culture, society and person on their experiences as students, this study fills a gap in exploring students’ perspectives on the impact of the learning lifeworld in shaping their identities as learners. The results presented in this chapter offer a unique contribution by surfacing student voices to showcase the value of communicative action in developing self-directed and independent global citizens.
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Abstract

We are facing a number of concurrent human-induced crises which, it might be claimed, are the result of entangled processes which flow between and through the issues of climate change, environmental degradation, political instability, global health problems and economic inequalities. These crises are now posing existential threats to ecosystems, habitats, lifeforms and humans. One reaction to these crises has been the instigation of the sustainable development goals (SDGs). Their influence can be argued to have met varied levels of impact and success, but in a complex, interconnected world, perhaps, it is too much to expect that they would, by themselves, act as a management tool which would solve all our ills as they focus on the large scale, not the individual. This leaves a gap for a framework which supports individual growth towards supporting sustainability. The inner development goals (IDGs, 2021) framework is a recent innovation, initially suggested by three Swedish organisations with the express intent of fostering capacities and perspectives at the individual level which will encourage populations to engage with the crises we face in more informed, motivated and practical ways. Through an engagement with the literature, this chapter considers the need for the IDGs in education as a process 126through which the SDGs can be engaged with at an individual level. This debate is both current and important as it suggests a way in which individual agency can be brought to bear on the global crises we all face.
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8.1 Introduction

In the summer of 2023, a series of events occurred across the globe: extreme temperatures, wildfires, flooding and the loss of large areas of sea ice, which together add further evidence that the Earth is now exposed to multiple and intensifying crises linked to climate change. The climate crisis has escalated concurrently with a number of other crises, many driven by human activity. For example, the recent global pandemic, the origin of which is uncertain but most likely is the result of intensified interactions between humans and wild animals as the result of resource exploitation (Rulli et al., 2021). There are ongoing weaknesses in the global economy, the hangover of the financial crisis of 2008 (Campello et al., 2010) and the associated rise in economic protectionism and political populism (Ehrlich & Gahagan, 2023). And in addition, there is the continued loss of global biodiversity (Jaureguiberry et al., 2022), and conflicts have further exacerbated international human migration (Erdelen & Richardson, 2020). All of these crises have several characteristics in common, chief among them is the central role played by humans in their emergence. These crises are characterised by extensive tangles of processes, making them both complex and hybrid in character in that human processes are often responsible for intensifying or eroding natural processes. Hence, we can no longer pretend that there are ‘firewalls’ between human activity and natural world systems, resulting in the ongoing work to declare a new geological epoch, the shift from the Holocene to the Anthropocene, the definition of which is primarily reliant on the appearance of evidence of human activity within the geological record (Lewis & Maslin, 2015).

If we are to continue to increase our understanding of these challenges, as well as learning how to mitigate them, we need to see education as having a pivotal role in developing a positive response. As explained below, 2015 brought the creation of the SDGs, a framework outlining the areas which we need to mitigate against as a process for tackling the multiple crises we face. With only modest impact to date, some argue that the SDGs, while a useful macro-level aide memoire, have achieved little in driving individual behaviour change. This concern for the need to develop individual agency and critical reaction to the crises the global population faces gives a guide to the required direction of travel. Development of the IDGs – a micro-scale framework developed by three Swedish organisations – which focuses on the skills and behaviours individuals will need to foster to support the realisation of macro-level sustainability changes.

In this chapter, we begin by outlining the nature of the systems we are part of and rely on and which are under increasing pressure, triggering the crises we 127are currently experiencing. We then consider the nature of the issues relating to the SDGs and why they may not support practical change driven by individuals. Finally, we outline the nature of the IDGs and consider their potential importance in meeting the challenges posed by the crises we face, and the crucial role education has in bridging between the micro- and macro-scales to create a coherent process for action and mitigation. In doing so, we argue that IDGs should be at the core of the educational system, in both schools and universities, where they should underpin curriculum creation. While knowledge is important in curricula, it is of little practical use if it cannot be applied to real-world issues by individuals who are confident in working with others to answer hard, ethically complex questions, while also putting emerging ideas into action.



8.2 Humans, Systems and the Nature of Crises

Anthropogenic impact on the environment is not new; humans have altered natural global systems for millennia. Using a transdisciplinary approach sensitive to complex human–environment interactions, Ellis et al. (2013) consider the emergence of human impacts on the biosphere since the start of the Holocene epoch (approximately 10,000 years ago) and show that they have grown and intensified over time, from small, perhaps localised changes accelerating to ever more intense impacts at larger and larger scales,


The single most important lesson from assessing changes in land use across the Holocene is that changes in the productivity of land-use systems, and especially productivity per area of land, has likely been the main long-term driver of change in human impact on the terrestrial biosphere. (Ellis et al., 2013, p. 8)



As scientists have begun to characterise the plethora of processes and the complexity of associated relationships involved in both human systems and their interaction with the biosphere, they have developed various ways of capturing and exploring this extensive, evolving tangle of processes. Ellis (2015) argues for the development of research which explores what he calls anthroecological change, which attempts to track how societies and cultures change and impact on each other and in turn how they interact with the biosphere to bring whole earth system changes. Consequently, studies by Folke et al. (2016) and Donges et al. (2021) exemplify the current development of models which work with the complexity of the interactions across the biotic, societal divide in an attempt to understand the nature of the crises which are now developing at a global level. Donges et al. (2021) model the biophysical subsystem and how it interacts with what they call the socio-metabolic subsystem, that which is at the human–environment interface, and in turn how both of these subsystems interact with the socio-cultural subsystem. This leads to a multi-focal model which begins to track how human and natural systems interact and how such interactions lead to changes in both. As such, we can begin to understand the acute, human-induced crises which face us, leading Folkes et al. (2016) to develop the concept of socio-ecological resilience,


128Social-ecological resilience is the capacity to adapt or transform in the face of change in social-ecological systems, particularly unexpected change, in ways that continue to support human well-being (Chapin et al. 2010, Biggs et al. 2015). (Folkes et al., 2016, p. 42)



Folkes et al. (2016) go on to characterise socio-ecological systems as complex adaptive systems, systems which are open, which interact with other systems and the environment around them, have large numbers of elements which interact in non-linear ways and which are open to feedback loops, especially positive feedback loops which amplify processes or behaviours. Over time, these feedback loops allow the system to change and emerge into new behaviours, hence their characterisation as complex adaptive systems. Resilience is therefore the system’s capacity to adapt or transform in response to unfamiliar, unexpected events and extreme shocks brought about by the interactions between elements within the system, its interaction with other systems and its wider environment, and the multitude of non-linear processes which interact within its space.

As well as developing an ever greater understanding of complexity and the processes which drive such systems, we also need to develop the traits, abilities and understanding of populations to aid people to work in ways that we have not worked before; an understanding of how human activity is entwined with natural processes, leading to complex interactions, requires us to think very differently, particularly in the parts of the world which have a European philosophical tradition. The required shift in thinking, if not always in action, has already begun to some degree, primarily through the development and adoption by most nations of the SDGs (UN, 2015) as a framework for understanding challenges and adapting to an uncertain future. This shift will be particularly important for the current generation and those to come as they will be responsible, through no fault of their own, for meeting the challenges of the current emerging crises in the future. As D’Angelo (2022, p. 1) states,


The world is changing rapidly. Globalization, technological innovation, mass displacement, and climate change are shaping the ways in which societies function, progress, or falter. Within this context, children and youth are some of the most affected. Their lives and their futures are on the line—requiring them to develop skills and capacities to cope with the challenges presented in their environments, and to build resilience to the shocks both now and in the future.



In building a sustainability-orientated response among young people, education must play a pivotal role. However, it is a difficult challenge to meet, as many children across the world do not have access to even the most basic schooling. This inequality is beyond the scope of this chapter, but it must be stressed that this is an important issue if populations across the world are to develop positive reactions to the multiple challenges we face. Here, we focus on considering the frameworks which sustainability education should rest on in those nations where universal free education exists.129



8.3 The SDGs and Education for Sustainability: Creating a Positive Reaction to Global Crises?


This Agenda is a plan of action for people, planet and prosperity … All countries and all stakeholders, acting in collaborative partnership, will implement this plan. We are resolved to free the human race from the tyranny of poverty and want and to heal and secure our planet. We are determined to take the bold and transformative steps which are urgently needed to shift the world onto a sustainable and resilient path. As we embark on this collective journey, we pledge that no one will be left behind. (United Nations (UN), 2015, cited in Desai et al. 2018, p. 1)



In 2015, 193 countries became signatories to the UN’s 2030 Agenda for sustainable development with explicit aims to end poverty, ensure prosperity for all and to protect the planet. A concrete outcome of this agreement was the creation and adoption of the SDGs (see Fig. 8.1), 17 overarching goals (underwritten by 169 targets) which are the main vehicle for meeting the aims set by the agenda.


[image: A Chart displays the 17 Sustainable Development Goals set by the U N, each labelled with a number, title, and iconic image.]
Long Description for Figure 8.1
The goals are arranged in a 3 by 6 grid of squares. The first row includes 1. No Poverty with an icon of a family, 2. Zero Hunger with an icon of a bowl of food, 3. Good Health and Well-being with an icon of a heart with a heartbeat line, 4. Quality Education with an icon of an open book and pencil, 5. Gender Equality with an icon combining the male and female symbols, and 6. Clean Water and Sanitation with an icon of a water droplet over a hand. The second row contains 7. Affordable and Clean Energy with an icon of a radiating sun, 8. Decent Work and Economic Growth with an icon of an upward-pointing graph, 9. Industry, Innovation and Infrastructure with an icon of interlocking blocks, 10. Reduced Inequalities with an icon of an equals sign inside a circle, 11. Sustainable Cities and Communities with an icon of a city skyline, and 12. Responsible Consumption and Production with an icon of an infinity symbol. The third row includes 13. Climate Action with an icon of an eye with a globe inside, 14. Life Below Water with an icon of a fish under the water, 15. Life On Land with an icon of trees and land, and 16. Peace, Justice and Strong Institutions with an icon of a dove landing on a balance scale or gavel. 17. Partnerships four the Goals, with an icon of a circular design with interlocking petals, and a circular “Sustainable Development Goals” logo.

Fig.  8.1. The SDGs. Source: UN (n.d.), used under Creative Commons Licence.


They extend from goals relating to the natural world and our interaction with it, for example Goal 13: Climate Action, Goal 14: Life Below Water and Goal 15: Life on Land, to those which focus predominantly on human systems, such as Goal 1: No Poverty or Goal 4: Quality Education. As such, the goals range across the human–nature continuum and should play a role in understanding and fostering socio-ecological resilience as outlined by Folke et al. (2016) above. The intention of the SDGs is to outline the processes through which human activity will become more sustainable, with fewer pressures on natural earth systems, with a desire to possibly even bolster their health and quality. The goals are intended to be used as overarching principles at country and authority levels, to allow politicians to understand the overall directions of change they have agreed to follow in ameliorating the present crisis position we find ourselves in. Some sectors have 130started to use the SDGs in a more specific and, sometimes perhaps, unhelpful way. For example, some organisations have started to measure development against them in quite specific ways, one instance being the higher education sector, for example, through the employment of sustainability directors, and asking academics to identify on their web pages which of the SDGs their research is linked to. Pallant et al. (2019) argue that education for sustainable development should act as a vehicle to allow universities to operationalise the SDGs. They focus on the work of the Environmental Science and Sustainability Department at Allegheny College in Meadville, Pennsylvania. A curriculum has been built here to encompass the SDGs, with all students in the department being required to complete five core modules, each of which is infused with elements of the SDGs, as well as basic environment-based skills modules and an optional module focusing on one of five core concepts in the SDGs, namely ‘people, prosperity, planet, peace or partnerships’ (Pallant et al., 2019, p. 72). The intention here is clear, to inform a strand of education relating to sustainability and the environment, thus making students aware of these issues. In considering the use of the SDGs in the university sector, Steele and Rickards (2021, p. 3) reflect that,


As the SDG agenda makes clear, universities are a key tool for implementing the SDGs.



Hence, they believe universities should change the way in which they run so that they not only teach about the SDGs but also that they begin to adopt ways of being and thinking that are informed by them.

Thus, the role of education can be argued to be pivotal in developing widescale sustainable responses if populations are to understand the challenges we face. In order to create any meaningful shift in the teaching of sustainability, the interplay between general education, sustainability education (learning about what sustainability is), education for sustainable development (learning about how to ensure a sustainable future), principles in curricula making and action needs to be considered. Unfortunately, much of the education sector remains siloed in its approach to sustainability education, with it often being an add on, a project-based task without knowledge development and a standalone focus without the secure interdisciplinary/transdisciplinary curriculum links which will foster a holistic and critical perspective. Through the lens of sustainability approaches, some schools and universities attempt to adopt the SDGs and try to demonstrate where they are teaching about or addressing them; however, as this was never how they were intended for use, this form of adoption is problematic, as it becomes little more than a label, a signifier that a particular element of a curriculum aligns with a given SDG; at most, the goals become an ‘accountancy tool’ for deciding on the content to be covered in a programme. Hence, it is difficult to adopt the SDGs within educational settings in anything other than a token fashion, unless there is large-scale buy-in from senior leaders.

In considering how to bring together the SDGs and a more developed sustainability offer in general, it is important to consider the context of learners across educational sectors together with their associated vulnerabilities and inequalities. In this case, it is worth noting that one concern regarding the SGDs is that they are Western centric. This means that they do not fully incorporate the voices and 131views from the Global South, leading to the potential for exacerbating power imbalances which in time may not reflect learners’ backgrounds. To make the teaching of sustainability relevant, it might therefore be argued that changes need to be developed in curricula and programmes which enable learners to see themselves as part of the solution, empowering them to understand and enact change (for a positive example of this, see Nhamo & Mjimba, 2020). But this form of curriculum development is orientated in a different direction to the SDGs, which naturally play a restricted role in highlighting possible content.

One criticism of the SDGs is that they focus on symptoms rather than root causes of unsustainability like overconsumption, injustice and globalisation and avoid challenging the status quo. In order to bring about the transformations needed to address the global crises we are facing, one of the imperatives is ensuring learners understand cause and mitigation fully if they are to effect change. While it is not solely the role of educators to mitigate these shortcomings, there nevertheless needs to be reflection on the approaches used to frame teaching of sustainability whether in primary school or university.

If educators are aware of both the potential utility and limitation of the SDGs and embrace the complexities of engaging with them given their generalist nature, then there is scope for a meaningful education around sustainability to develop. They can be characterised as providing a macro-scale framework that highlights awareness and key themes for discussion within education around sustainability.

Hence, the SDGs, embedded within a sustainability curriculum in both universities and schools, can offer a coherent way of building understanding about the various crises which human populations now face. By understanding the nature of the processes involved, and indeed how they relate to each other as a complex whole, students can begin to develop their understanding including how crises might be averted in the future. However, as outlined above, the SDGs were designed to offer a framework for governments to work towards through national and supranational responses to global crises. This means that there is far less focus on the agency of the individual in how they respond to these goals. There is also the issue that many of the SDGs and the processes on which they are based rely on humans with a mindset focused on making sacrifices to support and encourage environmental sustainability. In contrast, Weintrobe (2021) argues that in general people abide by a psychological mindset of exceptionalism, falsely believing that they are entitled to have whatever they want and that they can rearrange reality to allow themselves to ignore moral and practical limits, in essence because they see themselves in idealised terms. This mindset is the result of the same neoliberal system which has underpinned many of the crises we face as a species, as she states,


currently it is neoliberal Exceptionalism that is driving mental deregulation and the climate crisis. (Weintrobe, 2021, p. 2)



Thus, we need a framework which directly challenges mindsets and which begins to alter the way individuals perceive the challenges which face them and society as a starting point for developing much-needed skills and traits which will aid in meeting current and future environmental and social challenges. Bendell (2022, p. 17) argues ‘it is time for replacing Sustainable Development as the overarching 132framework for international cooperation with alternative frameworks that are better suited for our new era of increasing crises and disasters’, hence the need for a new focus on individual agency to support and augment the macro-scale.

But what should an alternative approach look like? If we go back to the work of Folkes et al. (2016) in the introduction, they identify the idea of a socio-ecological system and from this socio-ecological resilience. As outlined in the introduction, this is based on a realisation, similar to the more amorphous work of post-humanism, that human systems are not divorced from nature but are part of it. Social, economic and cultural systems are all embedded and intimately linked to natural systems. Such a realisation that this is the nature of reality has only emerged in many quarters recently, leading to a slowly dawning acceptance that the planet is in a dire state, and dreams of escaping emerging environmental disaster by leaving the planet for new colonies are really only a pipedream (Latour, 2018). First, it has become ever clearer that the nature of systems is primarily characterised by the multitude of processes which flow and tangle through them. For example, ecosystems regulate, grow and emerge through a multitude of ongoing processes such as photosynthesis, predation, decay and on longer timescale evolution. Second, these processes are complex, as they are non-linear in character, and are open to both negative and positive feedback loops, multitudes of processual interactions and flows, leading to emergence and resulting in new processes, relationships and species. Thus, we are attempting to understand and engage with processually complex adaptive environments and trying to work out how to manage them in sustainable ways. This is a multiscalar (both temporal and spatial) problem, and yet many of our economic, political and educational systems are still ensconced in linear, short-term thinking. We need to develop ways of fusing the micro-scale and the macro-scale in interesting synergies to help individuals understand and engage with these processually complex contexts.

Hence, any reaction to the crises we face needs to consider how it will develop at all of these scales, from the personal to the global. The SDGs give a macro-scale framework, which if used critically might offer the potential for a processually complex understanding of the challenges we face at a micro-scale. But what of the personal level? Here, the wider population needs to understand the nature of the processually complex issues we are facing and at the same time develop the skills and traits which will allow them to work with complex societal issues (IDGs, 2021). Hence, there needs to be a confidence in working within ambiguous contexts, to demonstrate flexibility and creativity and to understand how personal traits and belief systems can impact on the ability to act critically and positively in the world to bring positive and sustainable change. This individual scale of activity is the scale to which the IDGs relate and hence they offer us a way of helping individuals begin to foster the capacities and mindsets they need to meet the crises we face.



8.4 The IDGs – An Agentic Supplement?

The IDGs were initially founded in 2020 by Swedish organisations: the Ekskäret Foundation, The New Division and the 29k Foundation. The work which led to the IDGs grew from initial reflections across these organisations that while we understand many of the large-scale causes of the processes driving the crises we 133face, material successes in relation to the SDGs have been disappointing. It is identified that this disappointing shift in human activity in the face of mounting processes is the result of a lack of focus on our inner abilities, capacities and skills which are the starting points for tackling these major, global challenges. Hence, if we are to successfully move in a direction which will realise the aims of the SDGs, we first need to foster a set of inner characteristics to enable positive engagement with external, macro-level, aims and goals.

The initial phase of IDG development involved crowdsourcing ideas from practitioners and academics close to sustainability and environmental issues from across the world, working to identify and characterise the qualities and skills central to fostering individuals’ ability to engage with and enact positive changes. Initial workshops inviting experts in the field of development were held in 2020, followed by large-scale surveys in 2021, which identified and then ranked items to act as the basis for the final IDG framework (see IDGs, 2021). The result of this process was the framework itself. It is split into five categories of skills and qualities which are argued to be the basis for individuals’ ability to engage with the larger developmental issues set out in the SDGs (Table 8.1).


Table 8.1. The Elements of the IDGs.


	Being – relationship to self

	

	Inner compass


	Integrity and authenticity


	Openness and learning mindset


	Self-awareness


	Presence








	Thinking – cognitive skills

	

	Critical thinking


	Complexity awareness


	Perspective skills


	Sense-making


	Long-term orientation and visioning








	Relating – caring for others and the world

	

	Appreciation


	Connectedness


	Humility


	Empathy and compassion








	Collaborating – social skills

	

	Communication skills


	Co-creation skills


	Inclusive mindset and intercultural competence


	Trust


	Mobilisation skills








	Acting – driving change

	

	Courage


	Creativity


	Optimism


	Perseverance








	
Source: Based on IDGs (2021).





134The IDG framework thus begins with a consideration of the self, the ways in which we understand and develop our relationships with our own thoughts, feelings and bodies in a way that helps us to act positively when faced with contexts of complexity and ambiguity to create a level of personal resilience through positive reflection and engagement. Next comes the development of our cognitive skills, learning to evaluate information and understanding the world as an interconnected whole, central to enabling us to make wise decisions. Hence, we need to develop skills such as critical perspectives where the focus is on proactively seeking out and understanding contrasting views to generate open mindedness and synthesise alternative insights. At a simple level, this might simply be the understanding that other views to our own exist, while more mature perspective skills allow us to accept that our own views are partial, and therefore incomplete, leading to a more open dialogue with other ideas and an openness to change or the generation of more complex understandings and perspectives. And this leads to a long-term orientation and visioning; where issues are understood as complex and large scale, they cannot be solved quickly. It therefore becomes important that we can think strategically and can understand how current thinking and activity feeds into the long-term horizon for which we are aiming.

But we also need to think beyond ourselves. Here, our ability to relate and care for others becomes crucial with elements such as connectedness, our ability to understand and foster the multitude of connections we have with the greater whole, from our communities and societies to the wider world, both social and natural. It is this sense of connectedness which gives us reasons for caring and being motivated to foster change for the greater whole and offers an ethical motivation to play a role in making the world more sustainable. In our relationships, we also need to demonstrate humility, the ability not to be focused on how we look in a situation but to allow the needs of the situation to dictate how we act. It is related to the idea of not being concerned about our self-image, and hence not feeling the need to project a particular image, but rather focusing on the issue or situation we are dealing with in the most effective way we can and links to empathy and compassion. This is the capacity we have to understand the emotions, views and needs of others and hence how we can relate to them and the wider world in an understanding and positive way, while retaining a sense of self.

The first four of the dimensions in the IDG framework focus on how we relate to ourselves and to others. The fifth then considers how we need to act in bringing change; if we are to make a positive contribution to change in the world, we need to be able to communicate and work with others, often with different views, values and skills to us. This is in sharp contrast to much of the populist politics of the current period and includes co-creation skills, the skills to build and foster collaborative relationships with diverse individuals and groups to co-create in an atmosphere of psychological safety. These together foster spaces for genuine dialogue and collaboration where all feel they have a voice and a stake in the process. This, in turn, leads to the need for an inclusive mindset and intercultural competence, a commitment and ability to seek out and involve a diverse spectrum of individuals who might be interested in the issue of concern, thus ensuring a spectrum of views are expressed and taken account of in decision-making. The ultimate goal is to develop 135mobilisation skills, by inspiring other people, who sometimes have different views and motivations, to become actively involved in change.

The position advocated by the IDGs has its own criticisms, however. They may be seen as self-indulgent and distracting from tackling concrete problems, as well as being superficial. There is a danger that they are seen as some form of positive psychological intervention which makes individuals feel as if they are doing something worthwhile, while making no or little difference to the world beyond. In addition, the IDGs and SDGs have fundamentally different philosophies and approaches to sustainability, with contrasts regarding inner/outer focus and values. The IDGs are values driven, and therefore, there is a cultural question around implementation in any educational setting as different worldviews might stress different sets of skills and competences. For example, in some communitarian cultures, values might stress the good of the group and expect individuals to foster values and competencies which focus on this collective worldview, as opposed to the generally European individualistic tone of the IDGs as they presently exist.

There is also the ongoing debate about the applicability of what are seen as generalised skills within an educational context of domain-specific disciplines. For some, skills are seen as neither being non-transferable nor generalisable; they only have value and strength within a specific disciplinary context. Here, the argument is that there is no such thing as a thinking skill which can be generically taught and learned and then used in different contexts, as thinking is tethered to knowledge within a given discipline. However, we argue here that such narrow associations might be argued for but are unproven. Instead, we see some skills as having a distance decay effect where those learned in one context will have utility in similar, if different, contexts. Hence, if skills are learned within a physics context, then they will be similar in other scientific contexts and hence still have utility. Some of the other aspects of the framework are more generalisable still as they rely on how we engage with, listen to and involve others. Hence, they have a great potential to be embedded within educational contexts as a medium for fostering personal capacities and skills.

The IDGs framework therefore centres on helping individuals develop a coherent set of skills and competences as a way of facilitating action to engage with and mitigate the crises we face in the 21st century. As such they offer a process which underpins the transitions in mindsets and actions required if individuals are to critically and practically engage with the SDGs.

The importance of education is in providing a meso-scale context for the meeting of the IDGs and the SDGs (Fig. 8.2). The focus of the IDGs aligns well with 136the purpose of education in that they enable learners to explicitly explore the impact of current crises in relation to their own lives, encouraging consideration of their emotions, processes through which they can engage with the issues and demands for actions that they perceive as crucial for developing a more proactive engagement with sustainability. Hence, the IDGs aid the internal changes needed before external change can occur and foster mindsets to engage actively with the macro-scale through the medium of educational activity. This can lead to advocacy for grassroots education and contemplative practices which can serve to mitigate increasing anxieties and a sense of helplessness.


[image: A flow diagram showing education’s role: Micro-scale leads to Meso-scale encounters within a Macro-scale context.]
Long Description for Figure 8.2
The process begins at the Micro-scale box on the left, which is described as “The I D G s building individual agency and capacity”, with a large right arrow pointing from the Micro-scale box to the central box, the Meso-scale. The Meso-scale is labelled “The educative encounter-synthesis of the micro and macro”. The process is also connected from the right by the Macro-scale box, which is described as “The S D G s giving context and foci four study”, a large left arrow pointing from the Macro-scale box to the central Meso-scale box.

Fig.  8.2. The Role of Education in Bringing Together the Micro-Scale (IDGs) and the Macro-Scale (SDGs). Source: Author’s own work.


Where sustainability issues are being discussed, the IDGs can add another dimension to the learning experience by making them explicit in discussions about how sustainability can be made to work at different scales. They can also be included in those contexts where ethics are considered and in discussions about well-being and teamwork as aspects of creating positive resilience. In addition, because they are mainly cross-cutting skills and competences, they can be treated as cross-curricula foci, for example, when considering how to work with others and how to handle complex information. Taking the example from above which focused on the Environmental Science and Sustainability Department at Allegheny College in Meadville, Pennsylvania. Pallant et al. (2019, p. 71) highlight that,



Sterling (2010) who states that an educational focus on critical thinking, capacity building, and resiliency in the face of future uncertainty, threat, and surprise creates individuals who can best respond to the needs of sustainable development efforts.



Hence, in developing their curriculum model, they clearly understand the need to not only look at the content and foci of the SDGs but also to ensure that the educative encounter at the meso-scale pulls in and works with individual agency and capacity.

Paul (2020) discusses the development of environmentally focused ‘hackathons’ what they call ‘Earth Hacks’, time-limited events which attempt to develop solutions to real-world problems. The intention of this approach to learning is outlined as following the following philosophy,


We believe that hackathons can be a powerful tool to advance the Sustainable Development Goals (SDGs) and hope to be able to create a global community of student leaders dedicated to breaking down barriers in tech and applying their skills to solving environmental problems. (Paul, 2020, p. 131)



A hackathon here is an event where students with different skill sets and disciplinary backgrounds come together to produce an innovative solution to a given problem. This format of problem-solving, as the name suggests, originated in software development but has now begun to expand out into other areas including healthcare (D’Ignazio et al., 2016, cited by Paul, 2020) civic issues. Most hackathons finish at the end of the event, but in the case of Earth, Hacks support 137continues beyond the end of the event to help innovative ideas begin to be realised. Paul describes rich opportunities for individuals to engage with environmental problems in interdisciplinary contexts, so that the focus is on taking creative ideas and turning them into action. This is another example of how education could act as a mesoscale opportunity to explicitly explore individual beliefs, competences and to help in skills development, not only during the hackathon event but over the longer term, hence aiding the development of change action. In this way, hackathons appear to offer huge potential of working towards the SDGs, through individual inner development and collaboration.



8.5 Final Reflections

There is now little doubt that the Earth is being adversely affected by a series of crises which have been triggered and amplified by human activity. These crises are responsible for negative impacts on socio-ecological systems. This is not surprising as scientific evidence has led us to understand the intimate links between the various systems and subsystems which constitute life on the planet. But the major challenge this emerging ‘multi-faceted-complex-crisis’ creates is how humans are able to react in ways that will lead to positive futures, not only for us but for the health and sustainability of the rest of the biosphere.

The most important reaction that has thus far been developed in an attempt to create a more positive global future is the introduction of the SDGs, an overarching framework intended to direct world leaders in policy generation and development. This is a process to alleviate the impacts of the worst crises facing the planet and in so doing to increase the chance of creating sustainable communities and strengthened natural systems. It is little surprise, therefore, that the SDGs have become a focal point for a wide spectrum of activities and initiatives, including those in education. But their use here needs to be treated with care as the goals were never developed with such detailed uses in mind. There is a clear danger that students will begin to see the goals as remote from both their experiences and their ability to play a positive, meaningful role. In addition, direct interaction with the SDGs ignores the work of those such as Weintrobe (2021) in that they assume that students are already psychologically and emotionally convinced of the need for radical change when in fact they might not be. This means that to make critical and meaningful use of the SDGs in educational settings, there needs to be a view of education as the meso-scale encounter which bridges the personal to the global. It is here that the IDGs can have a major positive impact, helping students gain skills and competences which builds agency, and which open up new ways of being and thinking in relation to the crises which will now define their generation’s time on the planet. The framework is not a ‘silver bullet’, it will not solve the multi-faceted-complex-crisis which young people now face, but it does offer a sound set of individual principles on which they can build and which will play a partial role in heightening the chance that the SDGs will be seen as relevant and attainable.

If we want to change the course of the current climate disaster and lessen and reverse the impacts of the crises faced by our planet, then we need to help the next 138generation to take action in positive and meaningful ways. Macro-scale destinations are useful to identify; they give us points on the horizon for which we can aim, but in making that journey, it is the character, determination and energy of those who are to make the journey that are of paramount importance, as Pearce (2011) reflects,


If you want to change the world, first change yourself, then tell others how you did it. Never demand that people change. Inspire them to change using your own change as an example instead.



This might be a positive call to help understand how the IDGs can play a role in helping individuals and communities build the resilience and action they need to create a more positive future.
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Abstract

This concluding chapter summarises and discusses some of the key messages from the chapters in this book. Careful consideration of the terms introduced, defined and refined in this book (e.g., crises) is made, along with the contexts in which such refined definitions may be especially useful for research, scholarship and practice in higher education. The points of intersections among this book’s chapters and the authors’ arguments are also highlighted in this chapter.


Keywords: Education; international; sustainable development; crises; glocal; global


This edited volume set out to explore and discuss education and international sustainable development in the context of crises. The most significant points the contributing authors have raised relate to the strong connection and synergetic impact that the collaboration between education and international sustainable development can create and the diverse ways in which ‘crises’ can be defined and experienced across different educational and cultural contexts. All the chapters highlight the importance of contextualisation of education and, in particular, raising awareness for sustainable development, in order to better prepare students for the present as well as future crises. In this final chapter, I will revisit some of the unique messages from individual chapters as well as discuss some common themes that recur despite the diversity of the contexts.

142As Boin et al. (2020) have claimed, a crisis leads to a disruption in the normal operations, and we saw education having to deal with such crises during the pandemic in the recent years. Student expectations, delivery of teaching and assessment modes were only the most obvious of the changes that came with the pandemic, meaning that through this period, significant efforts to maintain academic standards and quality were observed. Furthermore, there were plenty of other socio-political events that occurred during and following the pandemic – such as the war in Ukraine and Gaza and instances of extreme weather events fuelled by climate change that exerted combined pressure on education institutions and educators.

As the authors of Chapter 2 call to our attention, quality education is one of the 17 United Nations’ (UN) sustainable development goals (SDGs), and this goal carries much weight in the sense that it intersects with other SDGs such as reduced inequality, sustainable cities and communities, good health and well-being and many more. While there is a universal drive towards improving education, the challenges in regions with social and political instabilities are apparent (Agbedahin, 2019). Along with Chapter 2, all other chapters in this book outlined some of these challenges and also presented current projects as well as potential future solutions to tackling these challenges.

Importantly, this book also presented how higher education institutions outside of the typical so-called WEIRD – that is Western, Educated, Industrialised, Rich and Democratic – countries coped with and adapted to the changes and challenges of these years. For s some of the challenges that an international campus faces and the need for a better intercultural communication in Iraq. Working at an American institution within Iraq (the American University of Iraq Sulaimani), staff reported challenges posed by both the differences in cultural values and communication style in trying to deliver and manage effective education to students enrolled in such an institution. At the same time, however, the authors demonstrated how scholars at this international campus were actively promoting sustainable goals, especially by raising awareness, instigating policy discussions and building capacity with regard to their students and teachers.

Similarly, we read about school leadership in Somalia in the midst of the armed conflict that has affected the country and schools in Chapter 4. The authors present critical insights and research findings on primary school headteachers’ experience through the challenging times. While the external, uncontrollable crises posed significant difficulties, headteachers’ skills and resilience helped reduce some of their impact and led to better education for the students. The authors also suggest efficacy and especially collective efficacy (e.g., DeWitt, 2017) as a potential adaptive mechanism that can help improve school climate. This idea echoes Capone et al. (2019) who found collective efficacy to help reduce burden and stress in schoolteachers.

Chapter 6 discusses migration as one of the key themes of the UN SDGs and the need for higher education to consider both the reasons for migration and its implications for education. With globalisation and especially the crises one faces in their culture of origin, we see a huge amount of migration happening around the globe, and this suggests that higher education institutions need to understand 143the trends and changes and adapt flexibly and openly to identify opportunities as well for educators and students alike, which the authors highlight as an important step towards sustainable development.

Chapter 7 highlights the need to expand and improve education for global citizenship. In facing the global crises and the uncertainties that accompany these crises, students can be better prepared if education helped them to form a clearer sense of identity and agency. The author suggests that the contextualisation of communicative acts and, in particular, the introduction of so-called learning lifeworlds can help achieve this goal, finding her methods to have worked well with a group of students in Hong Kong.

Chapter 8 discusses the important interplay between the macro-level, external goals (as listed in UN SDGs), and the micro-level, internal goals (Inner Development Goals or individual actor’s own setting of and capacity building towards goals). The author argues that it is a better idea to start from the individual to effect these goals if one realises that the systems are built upon individuals’ perceptions, beliefs and actual behaviours, and that this would lead to better outcomes in tackling the global challenges.

Our book has raised an important point about the role of higher education in today’s fast-changing world. For instance, Chapters 3 and 5 concur in that the objective of international higher education in times of crisis should be to train students to be community leaders as well as agents of change. The authors argue that higher education institutions carry the responsibility to equip the next generation to be fully aware of the local and global issues, to be independent thinkers so that they have the capacity to tackle the crises that affect themselves and their local community and be able to lead on solutions.

This book has appealed to be an interesting concept of glocalism, which combines the processes of localisation and globalisation. As is pointed out in Chapter 2, it is recognised that the locality and the crises it faces often mirror those of the global world, and also that in today’s world, both are closely intertwined with one another. This recognition that global and local issues are closely interconnected, thus giving shape to crises in specific ways across different contexts, also highlights the need for international education and its contribution towards sustainable development.

The COVID-19 pandemic was such an example in which the crises higher education institutions faced affected the global world (e.g., mode of teaching had to be transformed according to the lockdown rules). These crises also hit local regions in ways that were more specific (e.g., in South Korea, this led to a further polarisation of resources dividing the capital city region from the rest of the country). The authors’ suggestion for tackling these issues in Chapter 5 was to educate and empower university students in such a way that they embrace sustainable development both regionally and globally.

Across the chapters, there is a unanimous message that we need to pay more attention to the interconnectedness among the concepts, actors and levels of agents that may seem disparate and loosely related. The best way to tackle the ‘crises’ may be that we recognise the role of education in raising awareness, training and empowering the young generation so that they can be active agents of 144international sustainable development. In this book, we have seen discussions that connect the global and the local issues and how they impact on the glocal community. We have also witnessed both the divisions between and the interplay of impact originating from the external circumstances, the systems and the actors, as well as regions and countries coming together and having a bigger influence on one another in today’s world of globalisation and resulting international mobility. This book has highlighted the importance of re-thinking education across various policy levels and countries, recognising its role in training people to be able to manage and survive various crises in the present as well as the future. Another important message from this book, leading from all of these conclusions, may be that, as self-determination theory (Deci & Ryan, 2012) and the Inner Development Goals (2021) suggest, we focus on building resilience by way of increasing the sense of agency, developing the internal strength and capacity that prepares one against the external challenges. Finally, we see that a clear identity, for both education institution and students, is what will foster their resilience and adaptability.
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