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1. Development, International and Multicultural Education

The development of programmes in the fields of Dmwaent Education 20
years ago and the establishment of the Centrenterriational Education ten
years ago along with a Masters programme in th&l fad@ Multicultural
Education are indicative of the intellectual fogdi of the Oslo University
College. The University College has therefore beenthe forefront of
developments which have turned out not only to éeemsary in most societies
universally but have also raised contentious issi&sme of these debates have
not been academic but political in nature and issuethis field have been

labelled as being ‘political correct’ at least immy English speaking countries.



These debates have not helped in the developmeatcotical perspective to
these important issues. In general the politicaseovatives have undermined
and marginalised these initiatives and those irewlw the policy and academic
developments have used ‘progressive rhetoric’ astdcntical analysis, which
has thwarted an appraisal of the substantive bagisowledge in most societies

and in all academic institutions: ranging from imtfachools to higher education.

Firstly, issues of development and development &titut have in general been
perceived to be those through which the richerhsort hemisphere deals with
“the poor and benighted” in the southern hemisphe¥ret, issues of
development in the twenty first century pertaindcalities and societies both in
the northern and southern hemisphere during thimgef globalisation and
economic liberalisation which must be integratetb im cohesive body of

knowledge.

Secondly, in English speaking countries the terralticultural’ has been used
as a policy term and this has raised a vast rahger@eptual and theoretical
issues which have been counter-productive. Mostamusocieties are socially
diverse or multicultural in descriptive terms: oasls of taxonomic features
which include languages, religions, social classey] territorial and non-
territorially based groups as well as ‘ethnic arrded racial’ differences. These

socially diverse societies need to legitimise atpetdifference and diversity to



ensure the belongingness of different groups tommal polities. While, many
liberal governments pay lip service to these issngwlitical and policy terms
the basis of a singular dominant nationality, laaggiand religion tend to be the

way in which the nation states hold themselvesttmge

In the context of Norway, many argue that it is hastorically monocultural
society. However, the existence of Same peopke pteponderance of many
local dialects and local cultures indicate that tpgposite is true as does the
more recent influx of immigrant communities fromkitan, Somalia, and
Vietnam, and the large numbers of Polish workers @alh contribute to making
Norway historically and contemporaneously has rnegnba monoculture but
quite clearly a multicultural society. The papetl weturn to the issue of
Norway's and Norwegians’ crossing boarders andrtk&#ong presence and

influence in the world at large

2. Knowledge issues and higher education

It follows from the above that most countries néedeappraise the knowledge
that is taught within the higher education systdmthe knowledge presented in
this system that of the majority group or is itlatdd and selected on some
rational basis, thus legitimising the knowledgengeiaught and learned. The
guestion then become, how can academic institutt@angtegral entities deal

with the complexities of “xenophobic fortressestarligious fundamentalisms



not just of subordinated and minority communities &lso of the majority and
dominant communities. The work of the Centre fotetnational Education
needs to be appraised in the context of not jestigids which you have taught
and researched but to evaluate how it can be waseldainge the totality of what
Is taught and learnt in all our higher educatiostitations. It provides a
fundamental challenge to the received wisdom aadittonal knowledge which
the upper echelon of the unchanging traditionahéigeducation institutions
continues to protect. While, it is legitimate tef&ct intellectual autonomy and
the fundamental needs of pure knowledge from thsinoa economic
globalisation and pressures of liberalisation ighler education, the challenges
of academic work undertaken by the Centre for tr@Bonal Education
represents completely different and creative chghs to the academe.

These Jubilee celebrations can also be marked lappraisal of the gaps and
linkages between development, multicultural andrimhtional education. It can
also be an opportunity to appraise what other anadenstitutions outside
Norway have done. For instance, Stanford Univeisitiated a course in world
civilisations for all under-graduates in the 1988l this might be a moment to
appraise how successful this has been. Such couvesese well informed
academics to teach and resources which suppotediching and learning. The
UNESCO sponsored Alexandra Library in Egypt is axample of such a
resource base of primary and historical materialgjch represent global

intellectual wealth about the Mediterranean regind open for use by all.



3. Intercultural and Citizenship Education: Historical Legacies of
Difference

Intercultural education and citizenship and civigagement raise a complex set
of issues at the present time. In Bosnia attemptslevelop intercultural
understandings and developing common citizenshtpilsenbringing Bosnian,
Croatian and Serbian children into the same sctwolto share the same books.
There is, however, no agreement about locally agesl curriculum or
textbooks because the memories of the three graxgosery different and they
use curriculum and textbooks developed by an eatesigency: the Atlantic
College. Work undertaken in Kosovo by Jack Peffansl myself from the
University of London for UNICEF demonstrated theigar problems between
all the groups in Kosovo including the Albanian &&tb communities.
In England citizenship education was introducedenondary schools in 2002
and according to a recent OFSTED Inspectorate Repaly a minority of
schools have embraced it with any enthusiasm amdjtlality of the lessons is
considered inadequate. (The Guardian, 28-9-06). I[Bpectorate of the UK
education system may, however, only have a padmaerstanding of the
reasons of the inadequacy of citizenship educabenause another aspect can
be the learners’ lack of interest in citizenshipueation. The underlying
concerns of learners from the younger generatioty mange from being

preoccupied with being part of the disappearingesiof electronically engaged



members of the body politic, who are not susceptibl the modern politics
which is defined by control ‘freakery’ as well asifg confronted by inflated
career expectations and the grim realities whiébrims swaths of contemporary
pop culture. One of the biggest hit songs in 20@s w single called Cash
Machine by the British Group Hard-Fi, was a doleflimpse of a life in which
Day-Glo consumerism is always dulled by the ratflesmall change. “I scratch
a living, it ain’t easy / You know it's a drag,” weits chorus. “I'm always
paying, never making / But you can’t look backs$ End, frenziedly shouted
along to at the band’s gig runs thus: “There ik n my pocket, my pocket,
my pocket...” (John Harris, the Guardian, 30-9-2006jow does citizenship
education and in fact, old style schooling, addres profound concerns of
young people about the brick walls which thwartirtlanbitions. How can the
citizenship curriculum be inclusive and enable\acttitizenship to resolving
current problems to help develop conditions of greaquity and global justice
In the Asian context, Shinzo Abe, the Liberal Dematic Party Prime Minister
of Japan wanted to follow a more nationalistic seuior Japan and to revise the
US-imposed pacifist constitution and the Fundamebgav of Education —
which was enacted in 1947 as a basis for post-whoding — in order to
emphasise moral values, patriotism and traditibfar{in Jacques, the Guardian,
27-9-2006). However, more recently Prime Minigiee has moved away from
the brink and attended a secular world war Il reim@amce with Emperor

Akihito and avoided taking measures which wouldehpularized relations with



China and Korea (UK Financial Times, 16 Aug 200)is move has avoided
the rise of a siege mentality in East Asia with thieole region becoming a

xenophobic fortress which threatens the futuresodlu

These different situations in different contextseaa few questions about the
nature of intercultural, citizenship and civic edtion in comparative contexts.
Is a nationally based understanding of local andraegovernment and human
rights sufficient? If one moves unto the next lesketegions, are the Eurocentric
(Bernal: 1987), Indo-centric (Chaudhuri: 1990),&oentric (Hamashita: 1988)
memories, histories and understandings of the pasufficient basis for
citizenship education? Would such narrow natiomagional learning about
citizenship not in turn raise sceptres of Afro-cesmi (Asante: (1987), Islamo-
centrism (John Voll; 1994) or other ‘centrisms’rational but also continental
and global levels because of diasporas of the @fridViuslim and ‘other’
peoples? This paper would like to highlight Edw&did’s observation that
civilization is a many-windowed house. The attenmpthis paper is therefore
not to replace one type of centrism with anothercivhreinforces centric
intellectual tunnel visions but to develop a moadidtic formulation of issues
about common and shared values in socially diveseeties which can
strengthen democratic engagements in genuinelylasepalities, especially to
meet the needs of cosmopolitics of the future whidtich Beck has stressed.

(Ulrich Beck, the Guardian, 13-7-2007).



In fact, we should try to re-visit the use of therd/ ‘secular’ as it is used in the
Western and European contexts. In the Indian datisth it is used as a
constitutional term to enable the protection of dineerse faith groups in India
and to safeguard their rights to believe or nobdétieve. Given this different
meaning the protection of faiths can provide theith & confidence which leads
to a religious renaissance and enlightenment ankie nfiaith systems more
effective in dealing with the complexities and inefities of cultural, social,
economic and political nature. ‘Bowling alone’ canly lead to singularised
identities being reinforced and increasingly becajmieactive and less able to
function fully in the future. Are there ways in whi the academe can be
involved in a critical engagement so that believansl non-believers can go
“bowling together” and which in turn strengtheng themocratic engagements

of active citizenship groups.

My paper attempts to address a few of these aher @uestions in skeletal
form by raising issues of knowledge at civilzaab level which is derived
from progressive struggles and can inform criti¢dastorical memories, and
therefore form the basis for intercultural underdiags and inclusive
citizenship and civic education. The curriculatiatives need to be horizontally
integrated into specific smaller or larger locaktiand include issues of politics

and culture (Fletcher; 1985: 39, 40; 1995). Howgtbhe most important



problem in curricular term remains the way that wom knowledge is
excluded. Such horizontal understandings also teddve a vertical trajectory
which can assist in the mapping of the realitiesuniversal history and help
provide a more holistic theory and analysis fromicwhcumulatively valid

notions of knowledge and inclusive values for eitizhip can be derived.

At one level the rise of ‘siege mentalities’ andggilarised identities of
communities based on religious, ethnic, tribal orguistic basis and the
negations of the nation state and social clasgdittenmay partly be a result of
the discontinuities, binary, oppositional memoragsl mentalities, which may
have been informed by past experiences of servitaldeery, colonial and
imperial legacies which have become extenuatedxblugions with the rise of
economic globalisation. However, histories and etatidevelopment are not
one dimensional or negative because issues of gnalgmess and citizenship are
based on struggles and resistance embody aspettie pfogressive nature of
struggles and memories. At this level again, oneoisfronted with a complex
iIssue. Samir Amin suggests the process of de-linkiom the dominant and
exploitative global forces. In this paper it is fgpisuggested that de-linking
from the negative aspects has to be accompanieal fapcess of linking or
bridging (R. Puttham: 2000) the progressive foredgsch form part of the
current agendas of citizenship and human rightsstware a result of struggles

against oppression by serfs, peasant, slaves, tum@enlabour, agricultural and



industrial workers and universally oppressed wonidme educational challenge
Is that while exceptionalism of each group havimgrb oppressed or suffered
from genocide is recognised, there is a need tovdrtammon features by
developing shared understandings and consolidatenmom struggles
(recognizing differences and also fostering commaentities. In the absence of
this happening Freud’s concerns about the ‘narmsissdf small differences’

would deepen the divides between groups.

When Jack Peffers and | were in Kosovo and theeissiusingular group
identities was raised with different communitielse tclaim made by some of
them was that the narrow ‘ethnic’ or ‘racial’ idgigiations exist because they
were part of ‘human nature’. This is too complexigsue to discuss here but it
needs to be stressed at the outset that there sgiantific basis or evidence
about ‘human nature’. If the groups in Kosovo atiteo places who think like
this are right, then any notions of citizenship andc education in the context
of contemporary schooling does not stand a chah@aeeding. Hence, a
focus on immutable human nature negates the pbsgiof understanding
both the historical legacies and current realitidsch have led to inequalities
and deepened the divides between groups. Thusr e focusing on false
claims of “human nature,” it is more productivepiat into practice the concept

of “human nurture,” which, after all, is what the@ueational process is all about.



Groups divide along different indices and this aetis from positive dimensions
of human history and the power of progressive gfiesywhich can lead to
equality and strengthen citizenship and human sighfthe challenge for
citizenship education at this level is how to radeg ‘bonding’ within a group
and use this as a basis for bridging or linkingugoon a sustained basis (R.
Puttnam & L. Feldsten (2003) p. 280-1). In socialiverse societies this notion
of ‘bonding’ raises even greater challenges to camities and the question for
educators is: what can we do to strengthen thesdsbacross groups. At local,
national and international levels educators anerstlare actively involved in
actions which bridge divides through CAN DO projedthe one example | can
give is the project of Nina Dalen in Bergen, whos hast established a
foundation for the benefit of orphan children inildhheaded households in

Uganda.

These issues are furthermore, not only a preragativthe Eurocentric notions
of the “modern world system” as articulated by Wedtein. These struggles are
part of a universal repertoire and do not only bgldo the ‘west’ which is
perceived as constituting the ‘centre’ and distdrfcem the ‘peripheries’. They
can be taught and learnt across different contxtscan help to create clearer
understandings of given realities within a commyoit a society. Herein, there
is also a major role for public and social policvsich include education (not

schooling) which can use differences, diversities establish solidarities,



mutualities and commonalities at the global leviélis can be done not only
through classroom learning but through active eagmmt in and with

communities.

4. Developing Inclusive Globalism

This paper would like to suggest that economic gliahtion is only one aspect
of inclusive globalism or what the French call thendial. Other aspects are
social, political, cultural, environmental and atHeatures. At the national
level, communities embody notions of particularigm well as those of
universalism. Educators and others have an importde in examining these
complex notions, both real and imaginary and tolyseathe myths, feelings,
understandings and concepts which underlie theféerehices and to develop
rational ways of dealing with the resultant dilensm@an educators for instance,
pool civilisational knowledge in different ways whi do not polarise peoples
but help to develop more syncretic understandindpgchw can inform the
educational process and citizenship educationreifitdy.

The first universalist phase can be described asrillennium which stretches
from the fifth century BC to seventh century AD, eavhthe great religions of
Zorastarianism, Buddhism, Christianity and Islantevdunded, and the great
Confucian and Hellenistic philosophies were forneda These systems
affirmed the common dimension and destiny of athan beings, if only in the

life Beyond. As Samir Amin writes:



This declaration of a universalist vocation did establish a real
unification of humanity. The conditions of tribugasociety did not
permit it, and humanity reformed itself into majwibutary areas held
together by their own particular universalist reigphilosophy
(Christandom, Dar el Islam, the Hindu world, thenfimian world). It is
still the case, however, that the tributary revolut like all the great
revolutionary moments in history, projected itdelfwards and produced
concepts ahead of its time. (S. Amin (1997): p.80)
While it can be accepted that these earlier movésrfenrm an important part of
the universalistic norms and values, they alsoicoatto present unresolved
dilemmas during the contemporary period. Here wednto consider what is
necessary from the perspective of the religioushierde nation states and
regions to develop some inclusive norms which majlow these religions and
philosophies to become part of the progressiveygtes of peoples which can
lead to inter-faith understandings. Hans Kung wriédout the need for peace
amongst nations being derived from dialogue betwestigion and between
religions and nations. The dialogue between ratigjieequires research into their
theological foundations and necessitates accordmgKung three basic
propositions:
- No human life together without a world ethic tbe nations

- No peace among nations without peace among ligéores



- No peace among the religions without dialogue rmgnthe religions. (Hans
Kung (1991)
(p105)

Hans Kung's suggestion raises the whole issue ab@albgue. Firstly, such
dialogues are nothing new. The Umayyad caliphatahm context of the
Mediterranean Sea functioned in thé"XEntury in Andalusia and represented
the nature of such inter-cultural dialogue betw€énstians, Jews and Muslims.
Scholars like Al Kundi, Averroes, and Avicenna egent those who translated
Aristotelian philosophy into Arabic and which wetsed subsequently to
translate into Latin. Yet, the work of these philpkers, scientists and thinkers
was undermined by Islamic literalists and fundaraksts like Al Ghazzali, who

was part of Almohad dynasty.

We know, of course, that (Islamic) Unani medicingd hts roots in Greek
medicine. In fact, the word “Unani” comes from Gesek “lonia” or “Greece.”
It is also important to note that Greek culture andlization itself drew from
the larger Mediterranean civilizations like the Bggns and the Phoenicians. In
the 18" and 19 Centuries north European historiography manageagite
history by disconnecting the links between the &e&ho were considered to
be civilized and the Egyptians who were consideéodae African and “therefore
not civilized. The rise of anti Semitism in Europ@&s used to distance the

Phoenician connection from the Greeks. The impboa of this for



reconnecting the contributions of the whole of tediterranean to human

knowledge are profound

Secondly, from an educational perspective a di@ogmongst religions is
however, not sufficient because from the point iefwof citizenship education
there is a need for turning a dialogue into a msubstantive educational
engagement. One of the ways to engage with rebgiand their relationship to
society is through educational initiatives andriffeeth education. The challenge
Is how to build intellectually rigorous inter-faiducation in socially diverse
societies which recognises difference and diverbiy also allows for the
nurturing and the development of the mutualitied similarities between faiths.
Inter-faith learning which enhances mutual undeitags between believers of
different faiths and those who are non-believers major challenge within the
modern school. Issues of religious instruction aagts of life may pertain to the
communities in terms of their private and communads, but there may be a

role for knowledge about faiths within the publmndain and public institutions.



5. The Enlightenment and the Modern Period

The second phase of the history of societies witigh be used to inform

citizenship education follows in the aftermath loé tRenaissance to which the
Mediterranean civilisation contributed. It was atbe time of the conquest of
the Americas by the Atlantic facing European caestrOne of the legacies of
the conquests of the Americas by the Europeansas dfter 1492 there is

increasingly the Europeanization of the globe dmal ihcreasing definition of

the world from a Eurocentric perspective. Are tloyages of Columbus and
Vasco da Gama a divide in the world or are theg alsvay of connecting the
small European peninsula with the world? If ithe tatter how can the dominant
and subordinate relations get reversed so thatdhrections between different

parts of the world are those of equals and nownefjuals.

One the important legacies of this period are th# ef focus to the idea of a
nation during the Enlightenment. The philosophythed Enlightenment had a
social vision of society, and following the FreriRbvolution was based not on
the ideas of some biological myth of ancestorsdiuthe notions of a social
contract — ‘a nation of free men’. (sic) This natistate would include people

like the Alsatians or the Occitan who did not spEadnch or the Jews. With the



abolition of slavery in San Domingo, the Blacks &etonsidered to be
‘citizens’.
Since religion was seen as part of the tyrannynadrecien regimeit fostered a
different dimension to the concept of seculariss.AMin states:

In forging the concept of ‘secularism’, it goes bedg religious

toleration; it claims to rid the new nation of nefeces to the past and

sees Christianity as no more than a personal mplusal opinion like

any other, not an ideological structure of soci€dy.Amin (1997), p81)
Here, the nation is not an affirmation of the pautar but an affirmation and an
expression of the universal. However, the FrenclioRéion did not achieve
universalistic objectives. There was an absencéhefgender based equality
within the limitations of the French derived unisalr citizenship and the
assimilation of peoples and the abandoning of Itaauages in favour of the
French which were completed by the school systetheRepublic. The legacy
of these differences has current manifestationghan twenty first century.
Within the last few years French cities were rockgdiots of the young, poor
and disenfranchised French citizens from minoritgl dargely North African
backgrounds. The challenge for educators and emmoys how to use this
complex legacy of the universal and the particw&hin the unequal nation
state which provides the substantive basis foramiship. In the economically
unequal societies how are the basis of differendmraier to developing the

notions of similarity and what can be done to bradgput greater levels of



equalities. In many contexts these inequalitiesehla@come inter-generational
and thwarted possibilities of improving socio-ecomo conditions through
knowledge and skills provided by the school andetth@écational system.

The English bourgeois revolution of the seventeestitury was earlier than the
French Revolution and was less radical. The domendty the English of the
different peoples within the islands of Britain alneland also led to the loss of
local languages and cultures. The role of the nwmar aristocracy and
Protestant Reformation was based on compromisesadnds assertive break
with the past. In England, Scotland, France andarddl— where there had been
bourgeois revolutions the changes in terms of dhealled unified “ethnic
nation’ became civic nation states. These aredifft from the nations which
continued to propagate the myths of ‘the natioh#he mists’ — of the remote
past , which was sociologically referred to as ‘@ermchaft.’ (a sense of
community, as distinct from “gesellschaft” (or tlestablishment of a social
contract). Given that there are many differencasvéen England, France and
Holland the right to be different is muted by nasoof the right to be similar.
The modern forms of Enlightenment notion had beesvetbped by

cosmopolitans in the salons of Paris, London, Edigh and Berlin.



6. Immigration Societies

In immigration societies such as the United Stawssimilation allowed

subsequent groups to be incorporated into the ralilidentity of the dominant
Anglo-Saxon Protestant culture. This “national wrdt detracted from the
development of a dynamic civic culture which cobldild on the presence of
indigenous Americans, African-Americans, Asian-Ammans and other
European groups. This perpetuated the differerarethé African-American and
indigenous American peoples, who were perceiveldetoacially different and

had been hierarchically positioned in an unequaie$p. This conceals the
notions of the right to be similar based on pritespof equity. In educational
terms this can be highlighted by the 1954 US Supr@uourt decision by Chief
Justice Warren, that ‘separate is not equal.’ Thibe fifty third anniversary of
the Supreme Court decision and yet the right tosibalar and to be equal
continues to be denied to the African-American stig as well as to the
indigenous Amer-Indian populations, and the moeemé immigrant Hispanic
speaking populations. Hence, while the right toadigy under the American
Constitution is not a reality for large numbers American citizens and
exclusion through racism has strong manifestatiosmerican institutions and
society, their constitutional and human rights hanage universalistic moorings.
The French and American Revolutions have a lotommon since both were
informed by similar ideas during this period oftbry. Both societies embody

features of equality and inequality on various @ediincluding racial ones.



7. Socialism

The socialists in the nineteenth century had toaipewithin the tramlines of the
reactionary ideas of the past, the nationalismiwitturope and subsequently
within the larger colonial context. They attempted strengthen the
consciousness of the solidarities of the sociadsea across the confines of the
nationalist ideologies and tried to optimise theuadies of rights and
entitlements. In many cases it was the Euroceuméiisions of socialism, largely
informed by religious messianism, which took roofThis detracted from
developing socialism which could draw from histatiand social science
understanding of unequally structured societiesonrthe period of the
Enlightenment to the present time pseudo-sciendeeagenics has underlined
the notion of progress and have been used witmthet appalling consequences
for minority and ‘other’ groups. The misuse of swe has had particular
negative effects for minority groups subjected wlitigally constructed 1Q
based psychology in Western societies and defaptolo the former Soviet
states. One of the problems indicated by the dissol of the Soviet Union and
the Yugoslav Republic was the acceptance of the taybe different which was
carried to great lengths. The acceptance of thd tabe different common to
the Third International, did not allow these statesdeepen the notions of

inclusive citizenship based on common and sharkesa



8. National Liberation Movements and Bandung

The colonial world was not exposed to the democratalues of the
Enlightenment, including those of democratic pcéiti rights and secularism.
Hence, it was the national liberation movementsciwhhad to confront the
challenge of the values of universalism. This waisforced by the fact that
socialists in Europe were not able to move theught beyond its Eurocentric
origins. The national liberation movements optedtii@ unity of peoples in the
struggle against imperialism and for the constangiof the nation state beyond
the ethnic or religious horizons. Those who weretlo@ right invoked the
nations shrouded in the mists of time and thesdsniyew in the face of ethnic,
religious or linguistic diversity of its constitmeparts and harked back to the
tributary systems of Hinduism, Islam or of the bmgital Arab nation. They
were in this sense not very different from Europaations which believed in
their mythic beginnings. The Janus faced naturthefnation with ‘blood and
soil’ on the one hand and the modern civic nati@seo on democratic

constitutions have continued as problems in thegme

There are also differences and divides within thgonal liberation struggles
between the right and left; the centralists and féderalists; and those who
opted for multi-party political systems and thetary political party systems.
Those who were of the left within the national fiégon however, drew their

inspiration from the philosophy of the Enlightenrhenin addition to the



recognition of diversity and difference at locatlaregional levels or in religious
or linguistic terms they have also stressed theonobf unity across these
particularistic divides. The Non-Aligned Movemenhigh was established in
Bandung in 1955 brought together the progressivedmamocratically oriented

nation states and lasted till about 1975.

If societies within the rubric of this system arelysed in horizontal terms they
reflect vast reverses experienced by the natiobatdtion movements, peoples
and the negations of citizenship rights across ntaumtries of east, central and
southern Europe and the southern hemisphere, wbiiesent a major challenge
for re-instating the citizenship, economic welldggihealth and human rights of
the masses—currently especially in countries likmbAbwe. This is a far cry

for hundreds of millions of peoples in war tornsropt and collapsed states
right across the globe. To take the example ofammtry South Africa: on the

one hand it has the most progressive modern cotistitwhich enshrines the
rights of all its’ citizens and these include tlikeas of Ubuntu which has its
roots in the humanist African political philosophyhere the idea of community
Is the building blocks of society; on the other dhaime ruling classes are
afflicted with ‘Afro-pessimism’ as the masses enkban daily struggles for

survival



At the level of the post colonial state in genethé importance of The Non-
Aligned Movement was resurrected in Havana dudrggsummer of 2006 can
not be underestimated.. Nevertheless, Bandungipl&schave received major
set-back with the rise of religious fundamentaliamd ethnic nationalisms
which have arisen largely as a result of the degfigtheir fundamental rights and
the increased polarisations in the context of enoaqylobalisation. A more
recent and important initiative by Nelson Mandaldhe founding of a group of
Elders from different countries to reflect on aganof global issues. It is
possible that non-institutionalized wisdom has & rto play in making a

paradigm shift on global issues.

The challenge for inclusive citizenship and citidieip education is not only to
engage with the retreats of the ideologies angicgls of the tributary epochs,
because these need to be deepened with the phlpsbphe Enlightenment as
well as the socialist movement and the progressi@as of national liberations
as exemplified by the Bandung Movement. Hence,adeatic practices around
the notions of respect for difference need to Hermed by the right to be
similar. These ought to bring about an erosiorhefrhany injustices within and
between societies and to establish commonalitiegas® and with struggles for
equality and human rights globally. In the same aayvestern ideas and ways
of life have penetrated the third world, progressigeas from the third world

ought to become part of the ideas of inclusivezeitship in the body politic of



Europe — in order to help construct a new notiomofind of shared belonging
in European societies. Hence, while Norway is mworld, the world is also in
Norway and the notion of a ‘Norwegian’ cannot ssagtic or unchanging — it
has to be creative and have the capacity and thegth to change as a more

powerful modern identity.

A unilinear and directional historiography needs ke validated through
horizontal and cyclical analysis of issues. Tharéherefore no Apocalyptic or
millenarian ‘end’ of history as suggested by Frarfeukuyama (1989; 1992) As
Gunther Frank states: “Continuity need not be linaad horizontal integration
need not be uniform” (Gunther Frank: 1998: p.34%) these complex processes
can enable the development of ideas of citizenshiproviding the intellectual
basis for accepting diversity in unity and in dosg enable the celebration of
unity in diversity. This presents the groundworkiethleads in the opposite
direction of those like Samuel Huntington who amifor ‘a clash of
civilizations.” If anything, the clashes are moikely to be within rather than
between civilisations and in fact, inclusive and\ee citizenship engagements
within democratic civil societies ought to avoid eav these. The neo-
conservative utopian dominance based on white ABgbon Protestant
“national culture” in America which informs Huntitan’s “triumphalism” can
only lead to barbarism. It completely ignores theetse origins and the

evidence based ways and means in which the humsuaitid the social sciences



which form the bases of political civic culture whibuilds on the dynamism of

the diverse American polity.

9. Contemporary Struggles and Solidarities

Do the past struggles for Justice, equalities, muaral citizenship right provide
any basis for progressive struggles to work togetma to learn from each
other. For instance, the Civil Rights Movementtie United States in the
1960’s led to the Feminists using it as a basisofataining greater levels of
gender equality. While in the bourgeois nationall giobal contexts this has
helped certain classes of women there are many moliens who are still at
the margins of society. Can these contemporargghes lead in the next stage

to some sharing of learning from the past?

This year marks the 280anniversary of the ending of slavery especially fo
peoples of African origin. Legacies of the appaliafrican slave trade had at
least two faces, with the Atlantic trade in the d&of the Europeans and Indian
Ocean trade in the hands of the Arabs. While detsods of the slaves are
formally free there are larger numbers who ard gwor. There are also

differences between the descendents of the slasldsbly the Arabs and those
held by the Europeans. At the present time slahay by no means ended,
because large numbers of adults and children tihmutgthe world continue to

be enslaved or used as indentured labour.



There are other groups who also remain poor foerotleasons in many
societies. Hence, the formal imperial control tlglowhe colonial empires in the
nineteenth and twentieth centuries have also lefgacy of impoverishment in
many countries. Many of these are now failed stafese of the current and
invisible legacies of this is the massive movengnwomen to eke out a living
in the globalised capitalist economies in the woHdr every female executive
there are multitudes of women from poorer AfricAsian and Latin American
societies (and now many from many parts of Eureg®) migrate as cleaning
women, carers, maids and as sex workers. While ofastiem end up working
in Europe and North America the wealthy AfricanalBrand Asian elites also
play a role in this modern slavery.

From time to time the plight of thegemen is highlighted in the media.
One example will have to suffice. During the bongplast year of Lebanon by
Israel large numbers of European and American espet were evacuated to
the safety of Cyprus and other countries. Of th@@D Sri Lankan and about
30,000 Filipino (mainly women) many were summaréacked as their
employers fled the country. Without a ship of tr@im the Sri Lankan Embassy
in Beirut was negotiating with the Indian governmtar the evacuation of 100
Sri Lankans, if there was any room left on thedndNavy boat after the Indian
evacuees had embarked. The International Orgamistr Migration (IOM) had

been asked for help by Bangladesh, Ghana, Maldiegpal, Thailand and



Vietnam to help evacuees, but the IOM was shoffunfling to help with the

evacuations of their citizens. (The Guardian, 22006)

These women represent the feminised care indudtighwhas increased in the
context of globalised impoverishment. Millions bEse women migrate to work
in the liberalised capitalist market which functiaocording to masculine rules
and the differentials between these third world waonand their first world
counter-parts has become markedly polarised. Timenfeed care industry leads
to a more complex upbringing of children and yoyepple. Many of these
workers have few affinities with their own biologicchildren than with the
children of their employers. This increased roledocial parenting and perhaps
increased professionalisation in up bringing ofdrien has complex cultural and
psychological legacies. On the one hand the inler@alisation of upbringing
may maximise the inclusive values for the childogérthe wealthy. Conversely,
for the third world children it would lead to theerdal of maternal affection.
Russell Hochild and Ehrenreich suggest that ongtisal to this dilemma would
be to raise the socio-economic status of these wand allow their children to

travel with them to the first world. (Global Wom4R&002) p. 28)

While the first world and third world women may Iseibject to different
pressures they may also have the same ideals wigtgaid employment to

improve the life chances of their children. Onetloése differences between



them is that third world women domestic workerglleary isolated lives in third
countries as domestics, employed by diplomats @l@wers who work in trans-
nationals, and also have very few rights. Theilat®al conditions and the
privations they suffer are not too different fronose of slave women. Many of
their employers have diplomatic immunity and aremume from being
prosecuted, even if they are guilty of mistreatingir employees. The different
types of visas for such workers in the US provide tlomestic employees
different levels of protection. Since, the workessrk in domestic circumstances
they are largely isolated and their conditions evice are difficult to monitor.
Hence, traffickers of women in brothels, sweat shapd farms may be subject
to being targets of law enforcement agencies. Bareally, the domestic
workers are more isolated, have little peer supportecourse to the law to
protect their rights. Diplomatic and internationéicials in many instances have
more licence to abuse domestic workers in theirdsand the employees can
also have their legal status revoked by the imniigmaauthorities. In such extra-
territorial circumstances those who are priviledgeeve the protection of their
rights, while the weaker migrant domestic workand aarers have very few or

no rights.

The structural adjustment programmes of the Intemnal Monetary Fund and
the World Bank have led to the reinforcement of tmeequal economic

development and worsened the inequalities whiclstecti during the colonial



period. The neo-liberalised economic processes hedeto the mobility of

higher status professionals who in turn, need cliape help. Those who live
in poorer countries are adversely affected by themomic global processes
which have led to the increased feminisation ofgrtyvand to their increased
migration. These poorer women who largely work he tnformal economies

have little recourse to rights within the nationall international contexts. They
have few or no rights through organisations likedé& unions and have even

fewer rights if they are undocumented labour livinghird countries.

Many women however, are not victims and have deimatesl an ability to

survive and fight for their rights. The African gpdes and those who were
enslaved from their homes in west and east Afresisted enslavement and
fought for their freedoms in the Americas or in tAebian Peninsula. The
Maroon colonies in the Caribbean, the Americastardndian Ocean are some
of the examples of this resistance. Others in tihh@ed States fought for the
British to escape their status as slaves, with negtfting in Nova Scotia, in

eastern Canada or setting up free states like iaik@rd Sierra Leone. Many
came to Britain and some of them were amongstiteetd become settlers in

Australia.

The women in the informal global markets have astablished networks of

survival and resist attempts to be dominated. Nbe&gss, their resistance needs



to connect with their fundamental rights within thational and international
legal systems which are currently denied to thdmajrtchildren and families.

The inequalities between the richer and the popeeple through diasporas in
the globalised and extra-territorial contexts léadhe large numbers of migrant

women becoming victimised.

10.Concluding Remarks

This paper is being presented not as a definitiveuthent but as a way of
engaging with the participants at this seminaris ko be hoped that during the
discussion period issues will be raised on thekimfdactions which may need to
be followed and which were not clearly delineatedhe paper. This paper is
being presented in the well worn African adage:tdkes a whole village to

educate a child.” However, it is being suggestec hleat before we educate a
child we ourselves need to recognize our own needaf different kind of

education.

Finally, it is important to highlight at least tleref the issues raised in this paper,

namely:

1. Since this seminar is being held in Norway an ingrarquestion is
how to connect knowledge at national and intermaditevel. In that

regard many key issues and figures in Norway atgjiven the



intellectual attention which they merit, especiatiiernationally. For
example, the Norwegian enlightenment made subsg&atintribution
to visual and literary art, the sciences and ggugcal discoveries and
to issues of peace and politics. Some of the kryds one can
mention in this regard are historically first of, &ludvig Holberg.
“Holberg believed in people's inner divine lightrefson, and to him it
was important that the first goal of education weateach students to
use their senses and intellect, instead of theesskyl memorising of
school books. This was a new, modern understarafitige question

of religion, and it shows he was a man of Auge of

Enlightenment... , Holberg criticized school doctrines in

Christianity, arguing that "Children must be maudi® imen, before
they can become Christiahsthd "If one learns Theology, before
learning to become a man, one will never becomam'missues

raised by Holberg resonate with contemporary corgen religion

raised at many points in this paper.

Another figure in Norwegian intellectual historyacourse Henrik
Ibsen who influenced Bernard Shaw in the concereduity through
social critique and action. The author of thisgrap the President of a
non-governmental organization, the Scarman Trusigiws engaged in

working with active citizens at the grass rootsleWWhe question at this



seminar is, how can we as academics work alonggsabs roots
communities to enhance their social capital andasa resources to
transform lives. This can be done at local, nai@md international
levels. How can the experience of your center tivettast 20 years be

used to give deeper meaning to this work.

In the Norwegian context three other and differedividuals come
immediately to mind: Roald Amundsen the “discovéodithe South
Pole, and well as the person who opened up théhivest Passage. (Of
course, in terms of discoveries, one might alsotimmerthe much earlier
accomplishment of Leif Erikson in reaching the Modmerican
continent several hundred years before Christoflo&rmbus). The final
two figures are Fridtjof Nansen and Trygve Lie.ansen for his
geographical discoveries and accomplishments lrbiaps more
significantly for his concerns with human rightslanternationalism and
the protection of the vulnerable, especially rekgyand for saving from 7
to 10 million people during the famine in RussMy own University of
London has a Nansen Village for the housing ofrirgBonal students as a
way of honoring his international contribution iropiding justice and
protecting human rights. Trygve Lie should be namd as the first
Secretary General of the UN which rose from theeasif the League of

Nations which disintegrated during World War IThe Norwegian



enlightenment and the contributions of such peaplmentioned above
need to be contextualized within the broader issfi&aowledge and

curricula raised in this paper.

2. The second point which needs to be considereddurshhow the
discrimination against the knowledge of certainupr®subordinates such
groups and perpetuates racialized knowledge prmauctn many cases this
has subtly become part of the dominant canon alwhied anthropologists of
the past are replaced by political scientist whg maurn be replaced by
technologists and economists during this perioglcoihomic globalization in
rationalizing control at national and internatiolelels. Hence Eric Wolf's
“People without History” is threaded through angiowlogy, ethnography,
legal and cultural studies. At a later point meithey become constructed as
“thirds world people” within disciplines like paital science, political
economy, development and area studies. Subseguetttin the
metropolitan context they become the complexly tituted u=underclass
this time analyzed through the use of urban styd®sology, legal and
policy studies. Such developments reinforce theatel for separatized
knowledge system by excluded groups which has keferred to as “centric

knowledge systems” in this paper.

3. Hence the final and perhaps the most excitiradjemge for us all is how

to select appropriate knowledge from differentds and civilizations to



develop non-centric knowledge so that no grougg&ghated as perpetrators or

victims of terror, exclusions and marginalization.



Annex:

Ludvig Holdberg:

In Paris, Holberg met the Danish scienfigtob Winslgwwho wasCatholic Winslgw tried

to convert Holberg, without succeédsHolberg enjoyed the debate, but it started a rliimor
Copenhagen that Holberg had converted to catholiels Winslgw had, and as a consequence
he felt it necessary to deny this to the DanisHipugiving voice to anti-Catholic views on
several occasions.

Holberg criticized school doctrines in Ch_ris_tiar,li%y%uing that "Children must be made into
men, before they can become Christi&f{g'aionneedeliang “If one learns Theology, before
learning to become a man, one will never becomeua 'F!ctation needel

Holberg believed in people's inner divine lightreason, and to him it was important that the
first goal of education was to teach students &thseir senses and intellect, instead of the
uselessly memorising school books. This was a nedern understanding of the question of
religion, and it shows he was a man of ffgee of EnlightenmentHolberg was interested in
intellect because he felt this that banded sot¢aggther. He also wondered why there was so
much evil in the world, especially when one codtreason lead the way. One could say that
he distanced himself from a religious explanatibewl towards a rationaémpiricaltrain of
thought and this is important because of his status aithvor; both in his time and ours.

Holberg was open to biblical criticism, and thediocentricworldview of the times didn't
worry him. This stood in contrast to the biblicédw of the Earth as the center. Holberg's
religious representation was, for the most getsm He was critical of the notion afiginal
sin, however, instead subscribing to the notion of 'm&ee will.

Holberg's declared intentions with his authorshgremo enlighten people to better society.
This also fits in with the picture of Holberg astbé age of enlightenment. It is worth noting
that Holberg enjoyed larger cities with deep c@tarsmall cities and nature did not interest
him.

[edit] Influence on science

Before Holberg's time, science had close linkhémlogy. However with thAge of
Enlightenmentscience became more popular, along with the girafeknowledge based on
experiencedmpiricisn) that had given science a new foundation and ressipilities.
Holberg contributed to this development.

Holberg's concept for science was that it shoulghBective (through experience built on
observations) and practical to use. A humorous @kams hisBetaenkning over den nu
regierende Qvaeg-Syg@klemorandum on the prevalent cattle disease) Jlw4here he
reasons that the disease is causeghioyoorganisms







