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Preface

January 6, 2021.

[t's mid-afternoon in month ten of a global pandemic. The Dean of Student
Life and I have been hard at work (on a Zoom call from our respective homes)
putting the finishing touches on a virtual fundraiser for a local organiza-
tion tackling global food insecurity that our students have been committed
to collaborating with for years. At 2:30 pm our phone alerts begin to ping
at the same time. Every outlet is breaking the news simultaneously: the
Capitol building in Washington, DC is under attack. For the next several
hours we are glued to our devices as images and commentary inform us
that thousands of people, enraged at the results of the recent democratic-
ally held election and armed with guns, bullet-proof vests, Nazi emblems,
confederate flags, zip ties and at least one noose, have descended on the
Capitol and forced their way inside. The image of a makeshift gallows
rudely constructed outside the Capitol is stunning. The sound of the alter-
nating chants of “USA, USA” and “Hang Mike Pence!” combined with
the images of capital police like Black officer Eugene Goodman skillfully
maneuvering the rabid crowd away from the politician’s chambers is a sur-
plus of violence and irony we are still attempting to untangle. Five people
are killed. The echoes of anger and pain remain long after the Capitol has
been cleared that evening.

January 10, 2019.
“You have been sold a lie... whether you like it or not, the world we live
in is global. We can only fix this rigged system if we cooperate across
borderlines.”

~David Lammy, MP, British Labour Party. Brexit Speech. House of
Commons.
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Preface

November 274, 2014.

It's early in the morning at Little Sun People. A small child walks across
the designated walkway to the Zulu Fouriors classroom where six children
are sitting at two tables eating breakfast. A teacher at the entrance of the
two year old room motions to Mama Aaliyah. “He’s coming your way!”
she says with raised eyebrows. Mama Aaliyah nods with a knowing smile.
“Coming to see his friends.” The toddler stands between the cubbies and
the circle time rug, surveying the space. “Good morning, Kofi. How are
you this morning?” A smile touches his face. He goes over to one of the
tables and begins to pull at a chair bigger than he is. Makeda, a four year
old at the table, stands up. “Kofi, you can’t do that on your own”, she says
through a mouthful of egg and moves to assist him. “Let him do it.” Makeda
stands still and watches him skeptically, not yet sitting down. Kofi pushes
and pulls the chair clumsily, until there is just enough room for him to
squeeze his chubby body between the chair and the table and up onto the
seat. Makeda laughs and wraps her arms around his neck, squeezing him
until he begins to fuss. Mama Aaliyah brings him graham crackers and a
cup of juice. “We missed you Kofi.” “Yep”, chimes Makeda, “Kofi has two
classrooms, his and ours, right Mama Aaliyah?” Mama Aaliyah chuckles.
“The whole school is his, right Kofi?” Kofi stays focused on his graham
crackers, the crumbs gathering in his lap.

Reference

Lammy, D. (2019). Brexit speech. House of Commons, London.
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Introduction

The first semester of my doctoral program | was told that there was an
ongoing conversation happening. My job as a scholar was to identify
where | entered that conversation and with what to contribute. I've spent a
considerable amount of time reflecting on what brought me to the conver-
sation about global citizenship education and how who | am impacts what
[ teach and why. | enter the conversation as a heterosexual, cis-gendered,
Black/African American woman from a lower middle class background
who currently occupies a position of privilege as the director of Global
Learning and Community Engagement at a prominent independent school
in New York City. | also enter as an early educator by training. | grew up
in a community that believed, among other things, that every person is
guided by a certain pull and began working with young children during
my summers at home from college. My first class of preschoolers are now
twenty-three years old. It has been the greatest privilege to support the
development of happy and curious young children in the company of other
like-minded educators and communities.

[ also enter this conversation as the only child of hard-working,
committed and intensely protective parents, their very last chance at a
child. As a young girl (see Figure 1.1), good people and beautiful places
filled my heavily curated life and I was often sheltered away from what they
perceived to be the dangerous elements of the world.

I remember many early days of watching the world pass by from
behind a gate | was not allowed to open. By the time | had reached ado-
lescence, | learned to escape by way of artists who had the ability to trans-
port me to other parts of the world with perspectives completely different

DOI: 10.4324/9781003005186-1 1
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Introduction

Figure 1.1 The author at four years old

from my own. Frida Kahlo, Chinua Achebe, Jane Austen, Antonin Dvorak
and Miriam Makeba were my constant companions. Simultaneously, in
my hunger to draw closer to my own community, | began to mine for
and devour the works of elder Black American standard bearers. Alice
Walker, Rita Dove and Maya Angelou filled my shelves. Jacob Lawrence
and Tom Feelings showed me how my community saw me and I fell in
love with my reflection. Sitting on the floor of my father’s study, Duke
Ellington’s triumphant Ellington at Newport album, with its astonishing
“Diminuendo and Crescendo in Blue”, was my first taste of jazz. Still,
I was an introverted child. Fearful of the world and painfully shy, other
people’s experiences became my connection to communities that | felt
acutely detached from.

In public middle school a social studies teacher had a profound influ-
ence on my worldview and my self-image. A Black woman from Texas
with no children of her own, Clydette Messiah (see Figure 1.2) had the
freedom to travel internationally every year with her students. Dr. Messiah
was breezy and confident, a hard grader who laughed loudly and called
home to check on her students often. In the spring of my eighth grade year
| was given the opportunity to go with her abroad. | remember clearly the
sunlight streaming through my window the morning of my departure and
the sounds of my mother and aunts chatting nervously downstairs. It was
the first time | was leaving the country and my family gathered at the bus

2
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Figure 1.2 Dr. Clydette Messiah on one of many visits to Florence

depot to see us off. We waved furiously as the coach pulled out of the
parking lot. | remember falling in love with the view of the northern Italian
countryside through the clouds and the absence of fear as we descended.

Once in-country, | watched as my teacher effortlessly navigated us
through the canals in Venice, haggling, laughing with and sometimes chas-
tising the locals, depending on the situation, all in Italian. We took pictures
on the lip of Mt. Vesuvius, ate gelato in Florence until we were sick and
spent days on dusty country roads chatting with residents in small villages
about local saints and daily routines.

The experience was life altering for me because although | knew Black
folks intimately who thrived and moved with confidence and joy, and
although I had been around people from different cultural backgrounds all
my life as a result of very good public schools in our small, diverse New
England city, | had never seen someone that | identified with operate so
comfortably with other people who were so different from them, so far
from home.

In those moments my worldview was cracked wide open. Without
realizing it, | began the process of defining myself as someone with the
freedom to move about in environments of my choosing and the ability to
connect with others, no matter their difference from me. The experience
created the first of many personal connections to the world, a budding
understanding of my place in it, a level of self-esteem that had not previ-
ously existed, and a desire to have the same impact on other children that
she had had on me.

This is where | enter.
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There is a subset of global education scholars who generally agree
that global citizenship education has not yet been recognized as having a
meaningful impact in early childhood spaces (Meyers, 2010). | was curious
about why this was. As a researcher, preschool teacher and global educator,
[ have often been frustrated by the assumption that very young children do
not have the capacity to develop an awareness of their positionality within
the world around them. Any person intimately involved in the life of a
young child will tell you that this is, of course, not true. Children begin
an exploration of their surroundings at birth, and in their first five years
rapidly develop the skills that they will use for the rest of their lives to ana-
lyze and make meaning of the world. The failure of research in the field of
global citizenship education on its benefits to very young children as this
process is happening is due, in part, to a lack of knowledge about these
cognitive and socio-emotional functions. It is also due to disregard by the
general public towards the capacity of early educators (teachers, families
and community members), and the spaces that they occupy, to support the
lessons that lead to the development of successful global citizens. This is an
unfortunate oversight because among these lessons, empowerment, posi-
tive self-esteem development, membership in community and stewardship
to the world around them are ones which are often naturally occurring in
high-quality early education spaces.

Early in my teaching career, | was often disillusioned with traditional
multicultural education (that particular experience of religions, holidays,
food and song that takes up between five and fifteen days of the year,
depending on how “progressive” the school is) because it was not sufficient
to destabilize the racism, division and hypernationalism that is baked into
the experience that children, regardless of race or socio-economic status,
regularly encounter in schools and life (see Figure 1.3) and which cause
many of them profound social and emotional trauma. The culpable cur-
riculum often reinforces an “us vs. them” mentality that inculcates young
children early in life with the belief that some of them are more valued and
meant to take up more space in the world than others.

As a result of this messaging, some of these young children grow into
adults who believe that they are less worthy of their voices being heard, their
needs being met and their multi-faceted identities being acknowledged.
Others become adults who, having grown up unaccustomed to attention
being placed anywhere other than on their own lived experience, respond
with panic, violence and aggression towards their fellow human beings

4
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Figure 1.3 The original cover of Two, Eyes, a Nose and a Mouth (which has since
been revised in newer editions), the Cream of Wheat box featuring Chef
Rastus, and the recently retired image of Chief Wahoo of the Cleveland
Indians. These images, and others like them, serve as early visual
indicators that inform children of their value, purpose and positionality
in the world

whenever their position is perceivably threatened. | identify global citizen-
ship education as a means of speaking back to this dangerous trajectory and
removing the illusion of separateness that often begins early in a
child’s life.

With very few exceptions (the work of Homa Tavangar stands out
in particular) the field is almost void of work that effectively articulates
the value of global citizenship education in early childhood spaces. As
such, there is little to guide early educators in search of global education
teaching strategies that are both developmentally appropriate and culturally
responsive. The discourse, where it does exist, has lived almost exclusively
in the upper grades and, even there, subjects like social studies, world
history, literature and economics are often taught in ways that consistently
fail to educate about the value of and successes within Third World his-
tories or to elevate them in the same ways that European contributions to
the subjects are valorized (Ukpokodu, 2010). This means that wide swaths
of young people spend their entire educational careers without being given
an accurate understanding of what it means to live in a world with other
individuals, cultures and communities that are just as complex, meaningful
and valuable as their own.

This also means that early years teachers, as well as the families and
communities that they serve, have been largely left out of the conversa-
tion about what it means to create and practice global citizenship edu-
cation. This is troubling as the research shows that as early as two years
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old, children are using racial differences to reason about behavior (www.
childrenscommunityschool.org) and at five years old (regardless of their
race), have already been exposed to as many as 500 social indicators
that inform them of their value and their “place” in their local and global
communities (Hancock, 2015). These indicators, which will shape their
understanding not only of their own worth but also their relationship to
others, include everything from billboards on the side of the city bus to
the images on their cereal box to their favorite cartoon character to the
ways that their teachers respond to them in their first classrooms. This book
addresses the intersection of early childhood education and global citizen-
ship education. Here, two early learning centers, similar in some ways and
profoundly different in others, speak for themselves about what it looks like
to educate preschool-aged children to be members of a global community
and why this kind of education is so important at an early age.

So what exactly is early childhood global citizenship education and
what does it look like in practice? To answer those questions, it’s helpful
first to ground ourselves in a snapshot of how young children’s brains
develop from birth to the fifth year of life and how they come to under-
stand who they are in relation to the world around them during this time. It
is also useful for us to locate the practice of global citizenship education in
the United States within the constellation of philosophies that have guided
educators around the world in their practice of early childhood global edu-
cation. Doing so will help us position early childhood global citizenship
education as a useful pedagogy within the ongoing conversation about
what “good” early childhood education is.

References

Children’s Community School. www.childrencommunityschool.org

Hancock, R. (2015). All of this is yours: Global citizenship education as
emancipatory practice for African American preschoolers. Teachers
College, Columbia University.
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Early Childhood
Development

The ways that children make sense of the world and their positionality
in it begin much earlier than many people believe. Thousands of books
have been written about early childhood development. For the sake
of this text, this chapter focuses on the particular elements of development
that contribute to young children’s developing sense of themselves in rela-
tion to others. What happens in these early months and years is valuable
context to the conversation about the possibilities within early childhood
global citizenship education because it provides us with insight into how
the young child begins not only to see the world but how they fit into and
learn to impact that world in the first years of life.

At birth babies are hardwired to engage with the world as quickly as
they can for survival’s sake. A newborn’s rooting, twisting and crying are
some of the things that many humans have been genetically trained to find
irresistible and the arms of a sheltering adult, motivated to respond to these
indicators, is where the newborn finds their first safe place earth-side. Very
soon after this, infants begin to be influenced by and develop preferences
within their cultural space and will start to recognize the smells, sounds
and tastes of this place that they will come to identify as home (Derman-
Sparks, 2012).

As early as four months old, babies gaze at recognizable faces and
study unfamiliar ones. They will need time to grow accustomed to the
new sounds, smells and visual images that a new person brings and will
voice their displeasure quickly if they do not want to make the shift to new
arms or if they need more time for the shift to happen. At seven months,
babies will express curiosity towards other babies. It can be an enjoyable

DOI: 10.4324/9781003005186-3 11
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past-time observing what sometimes appears to be mutual recognition
between infants who notice each other in public spaces. What seems like
adoration of others who look like them is more accurately an early form
of categorization that allows very young children to differentiate between
other babies and adults. By their first birthday, most babies have become
very good at this categorization. The urge to reach out and touch another
baby within arms distance is an outward expression of this curiosity.

By fourteen months, “[young children] are starting to explore social
skills, communicating without words, joining and not joining a friend [and]
by eighteen months, a child will imitate much of the world around them”
(Brazelton & Sparrow, 2006, p. 342). Our little one is a natural scientist,
trying out and testing each new material and learning about their power
to manipulate it. Making the leap from interpreting their surroundings as
something separate from them to understanding the world around them as
something that they have an impact on is a massive cognitive achievement.
As a result, by eighteen months toddlers have begun to devote a great deal
of time and effort to their symbolic play, for instance, building a tower
as tall as themselves (see Figure 1.1) and then finding infinite joy in their
ability to knock it down. The awareness that they are in control of both
the tower’s building and destruction becomes just as exciting as the mild
sensory shock of the sound and sight of the blocks tumbling to the ground.

Figure 1.1 The discovery that the child has a direct impact on their surroundings is
an extraordinary moment of self-discovery

12



Early Childhood Development

These experiences of the impact they have on their world will continue
to be explored throughout their childhood and will help to teach them
about their positionality in that world as they grow older. The ability to con-
sider their environment, to change it, and the response their environment
has to them as they engage in this exploration — responses of acceptance,
encouragement, ambivalence or rejection — will inform them of their value,
their ability and their sense of freedom and safety in the world, even now.

By eighteen months the young child has also learned to recognize them-
self in the mirror. They may spend an extended period of time examining
their reflection, gazing at themselves, and pointing at their own features.
It is a wonderful time of exploration and realization and a time when they
will begin to be curious about the ways their bodies work. Simultaneously,
it is a time when they will have already started to make sense of messages
that they come in contact with about the value of their physical features.

As mentioned, our brains have developed over time to make sense of
the world by sorting what we encounter into categories and the toddler
brain is working overtime to do this work for them. These messages will
come more and more rapidly as they are introduced to indicators in their
world such as books, television, the conversations around them, their phys-
ical surroundings, etc., which will assign different values to themselves and
others. The Children’s Community School (2018) references Hirschfeld,
who documented children as young as two years old connecting race to
behavior and drew a direct link to their exposure to these social indicators.
Sometimes adults worry that if they engage their children in an exploration
of differences, it will encourage children to see things that they might not
otherwise notice and lead them to discriminate. However, the science is
clear that developmental sorting happens naturally (and early), whether we
as adults engage children or not.

Often, the span between eighteen months and two years old is seen
as an opportune time to begin to expose young children to interactions
with their peers for longer periods of time. Firmly entrenched in this world
of meaning-making, it is a great moment to give children opportunities to
explore and articulate what it feels like to be in relationship with others.
Alicia Lieberman (2018) identifies that it is here where we begin to see an
“emerging ability to think about oneself and to make inferences about other
people’s point of view [which] has been called ‘theory of mind’ because it
enables the child to make predictions about how other people think, feel
and will behave” (p. 47). The two-year-old child who lives in a community
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surrounded by people who accept her, love her and want her there will
understand that she is accepted, loved and wanted and, as she grows, will
move in ever-widening circles in the world with the understanding that
acceptance and love towards her are reasonable expectations.

At three, with increased exposure to their peers and opportunities for
play, children’s experience with others is building a sense of confidence.
Simultaneously, we see at this stage an increase in the development of
empathy. When a child offers a toy, shares a piece of food with a friend,
sits close to a playmate who is crying with notable concern or hands back
a material dropped by an adult with joy, what we are witnessing is a more
concrete understanding in the child that something is happening within
someone else. Brazelton and Sparrow (2001) confirm this when they
observe that with empathy “...[the child] can begin to understand that his
world encompasses the needs and feelings of others, not just his own”
(p. 38). Scaffolded learning is also occurring because the child understands,
by now, that they can have an impact on these recognized feelings through
their actions (see Figure 1.2) in the same way that they had an impact on
their building blocks.

They are still very much in need of support in these explorations and
safe, secure attachments with trusted adults provide a strong foundation
on which to continue with confidence. A child with adults in their life

Figure 1.2 Expressions of care indicate that children are aware that others have
feelings and needs as well
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who offer a secure base has the confidence to explore and the knowledge
that they can come back to that base to be cared for and protected when-
ever they are in need (Bowlby, 1980). Armed with this support, young chil-
dren enter an endless loop of 1) exploring with confidence and 2) seeking
shelter in the safety and security of their community.

Lieberman (2018) notes that this learning about the world is the primary
motivation of our busy three year old. Everything is something new and
exciting and the majority of the child’s time is spent making sense of it all.
The human brain continues to problem solve rapidly. Leiberman states that
“childhood is an early laboratory for the challenges and dilemmas of adult
life... this period brings us face-to-face with two powerful impulses: the
longing to feel safe in the protective sphere of intimate relationships and
the exhilarating thrust of carefree, unrestricted, uninhibited exploration”
(p- 13).

This desire for uninhibited exploration is joined, in the third year, by
a form of pretend play that is used with greater fluency to build “their
capacity to put themselves into the position of another person, when
they understand that what they see from their specific physical location is
not necessarily what other people see from their own different location”
(Brazelton & Sparrow, 2001, p. 48). More complex than the realization
that others feel things too, here the child is realizing, for the first time, that
others don’t necessarily think, feel or experience the world in the same way
that they do. At this stage, children may observe or be very curious about
such differences. They may ask lots of questions or be deeply reflective. The
beauty here is that, although developmentally, our three- to four year old
may not grasp the concept of the “global”, what they are deeply engaged
in is the experience of being a child and, by this time, can recognize both
that other children exist and that those children may not necessarily have

I//

the same experiences or feelings as them.

Approaching four years old (Figure 1.3), the child is becoming con-
cretely aware of the differences between themselves and other peers
(as well as adults) and they will have already begun to vocalize their
observations. “Why?” may be the question we hear the most from our
inquisitive explorer and noticings will fill their conversations. It is a glorious
time to engage children in an exploration of similarities and differences.
They may want to touch a new person’s face, hair and clothing but now, in
addition, they “may feel [their] own hair and face to be sure of [their] own
assets” (Brazelton & Sparrow, 2001, p. 347). What are perceived as socially
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Figure 1.3 ltis natural for children to ask questions about differences. The responses

from adults help to inform them whether to be fearful or inclusive of
those differences

controversial differences such as race, gender and ability will spark open
and honest curiosity.

Again, the adult’s role is one of safety and security, a place where the
child can ask questions without judgment and receive answers without
embarrassment or shame. In their effort to categorize and make sense of
these differences, children are studying the adults in their lives and their
reactions to new experiences. While fear is a natural response to the
unknown, distaste, disdain and other negative emotions will come if the
child observes, and then internalizes, the emotionally loaded responses of
the adult during these explorations of differences. As the adults in young
children’s lives, it is not the observation of difference that we should
attempt to suspend (it wouldn’t work if we tried). Our work is in removing
judgment from these conversations.

There are times when the inundation all around children of imagery
loaded with judgment about which characteristics are valued and which
are not can take the adult’s place and has been shown to have a profoundly
negative impact on the self-image of the young child. Psychologists Kenneth
and Mamie Clarke’s doll studies (1950) exposed the damage that these cul-
tural indicators have. The research, which focused on African American
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children between the ages of three and seven, revealed that the derogatory
images, beliefs and structures that children encounter at an early age were
directly responsible for internalized beliefs about their own inferiority.
We are now aware that when young children are surrounded by positive
images and perceptions of themselves, they are more likely to develop into
confident, emotionally healthy individuals.

Quite a lovely complement to the emotionally healthy child’s
awareness of the differences of others is a seemingly limitless capacity for
connection and the development of friendships despite these differences.
On my commute home, | pass by a large playground created to accommo-
date various developmental stages. The sun is usually setting and families
are beginning to leave the playground and head home to their evening
rituals. Inevitably, there is a child who is positively inconsolable at the
thought of leaving their friend(s) behind for the evening. Usually an adult is
present and attempting to explain that they will come back “later”. While
time can still be a complex concept for the average four- to five year old,
the strong feelings that sometimes arise from being separated from their
peers can be transparent and plain as day. As we'll see, the friendships chil-
dren make at this age can be used as an organic and child-driven catalyst
for explorations of authentic relationship building in the community with
those who are both similar to and unlike them.

Knowing that children are exposed to indicators that inform them of their
place and value in relation to others, the questions that children raise about
difference at this age are wonderful opportunities to engage them in conver-
sation about what they notice and to inquire into what about other people,
different as they may be, make them beautiful, loved and/or important. The
question becomes, how do we do this work effectively to support young chil-
dren to become both healthy and confident in their own identities and good
community members in the world? Globally, there are many theories about
how to achieve this. It's worth exploring some of them to put the practice of
global citizenship education in the United States in context.
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Global Perspectives
on Early Childhood
Global Education

It is within the extraordinary context of rapid early socio-emotional and
cognitive brain development that global education can be most mean-
ingful. It is also during this time, globally, when families are coordinating
care for their youngest children and identifying the cultural lessons that are
most important for children to experience at their early age. Some priori-
tize socialization in the community, while others are most concerned with
preparing their children academically for a competitive world. Still others
desire for their children to be exposed to perspectives outside of their
experience at home. Some aspire to western ideals of early childhood edu-
cation, taking pages from Montessori, Dewey and Ladson-Billings. Others
reject this and lean into ideologies unique to their own communities.

The idea of what it means to educate young children well across the
world has developed a bit like a rapidly flowing stream of water with
tributaries of thinking flowing to it from all sides. The goal here is not to
provide a comprehensive review of international theories regarding early
childhood education. Rather, the purpose is to reflect on various philoso-
phies around the world that are relevant to and inform the conversation
about what global citizenship education in early childhood spaces can
look like. In particular, it is interesting to see the type of global education
which relies on the impact of the community and the environment on the
life of the child and how it is enacted in different parts of the world. These
snapshots of history and practice can help us understand the vast possibil-
ities that exist in the practice of global citizenship education for very young
children.
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Japan

1872 is widely understood to be the beginning of the modern era of
education in Japan (Duke, 2009) and is known as the era of Gakusei, or
the “Education plan”. Gakusei was influenced by the spread of western
power’s colonialism, which posed a threat to Japan’s identity as a sovereign
state. Three philosophies about education that reflect this tension existed
at the time: Kangaku, which was based on Chinese culture and ways of
learning; Wagaku, which was more oriented towards indigenous Japanese
culture; and Yogaku, which represented all things western and was heavily
influenced by the west’s encroachment on Japanese culture. The govern-
ment of 1873 set the goal of providing an education for every child in the
country, regardless of their family’s socio-economic standing. The result
was a fusion of Japanese cultural tradition and western ideals.

For early education, children between the ages of six and fourteen were
eligible to attend school and parents were obligated to enroll their chil-
dren in the first four years. Instead of a curriculum that focused on morals,
many textbooks and curricula in the Wagaku tradition were focused on
admiration of the state. While developmentally appropriate themes such as
play and cultural tales were present in the life of early educational spaces,
teachers were encouraged to cover the span of Japanese history with a pri-
mary theme of love for country.

China

In China, the writings of celebrated educator Tao Xingzhi provide insight
into the aspirations of Chinese early childhood education. Writing in the
early first half of the 20th century, Xingzhi was inspired by his experience
at Teachers College in New York City and with the giants in the field at
the time such as Dewey but more so by his return to China and his desire
to elevate the cultural values of his homeland. He believed in liberating
the child by addressing each aspect of their life (Xingzhi, 2016). Upon his
return after several years in the United States, Xingzhi worked to infuse the
belief that early education should provide practical knowledge such as
how to build and repair alongside more academic subjects.

Scholars of the time also believed that early education should make
room for children’s voice and questions. Effort was made to give children
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the opportunity to experience a sense of freedom to explore and be at
home in nature. Attached to this was a valuing of and responsibility
towards maintaining the natural world. Educators were encouraged to
build moments into the life of the young child to explore this relationship.
Generally speaking, the goal of early education, according to Xingzhi,
was to create “a world of happiness” (Xingzhi, 2016, p. 31) not for children
but alongside and in partnership with them. This priority is seen in many
parts of the world today, including in the Reggio Emilia philosophy to be
explored later in the text. Through several iterations, the remnants of these
values can be seen in modern Chinese early childhood education today.

India

For communities with young children in India, the common belief
surrounding the birth of a child is that they are a gift from God (Swaminathan,
1998). In more traditional upbringings, parents possess a general confi-
dence in their child’s ability to navigate their world although many different
caretakers and teachers occupy the young child’s life before the age of
six. Education has historically been divided between low and high caste
with less privileged children often building knowledge informally through
family-initiated instruction. Early documentation of education practices
noted the grouping of children under the direction of a local guru; how-
ever, institutional learning was only available for the wealthy. An excep-
tion were Madrasas where neighborhood groups of boys could begin their
education between five and six years old and where Quranic teaching and
philosophy were primarily taught.

Prior to British colonial rule, the practice of education within Muslim
communities in India was based on three principles:

e Knowledge as a religious obligation of all who practice Islam.
e Education that was free and unrestricted.

e Community members who were obligated to participate in providing
it (Qureshi, 1975).

In this way, the poorest of families were assured the opportunity to educate
their young children. From an early age, respect for the practice of educa-
tion and discipline in its pursuit were messaged to children and teachers
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were deeply respected members of the community. Culturally, education
was understood to be the means by which individuals could rise through
the ranks to be successful and contributing members of society. With the
introduction of British colonialism, however, Indians were no longer eli-
gible for higher posts, no matter how advanced their education.

The attempted Rebellion of 1857 inspired many across the country
to strengthen their community ties with fellow Muslims and paved the
way for the eventual establishment of Pakistan. Included in this swell of
pride was the creation of a number of schools for Muslim children. Thus,
in Muslim communities, early education’s primary aims became both to
prepare youth to be employable and to reinforce a sense of community for
a Muslim population in the midst of social and cultural change.

The arrival of the British also introduced a decidedly Christian orien-
tation to schooling along with reading and writing. Although the British
presence remained strong until their withdrawal from the country in
1947 (and after), indigenous systems of early education were continued
by a large portion of the population which had had little contact with
the British formal system. The non-violent movement for independ-
ence introduced the concept of Basic Education, inspired by Ghandi,
which taught that all were equal, manual skills were highly valuable and
emphasis on learning by doing for the youngest learners was reinforced.
This was a direct response to the foreign British power’s destabilizing
influence on traditional Indian wisdom and philosophy and was a
decided rejection of colonial values.

Saudi Arabia

The region of Saudi Arabia, governed mainly by Ottomans at the time,
established a system of state schools exclusively for boys in 1880
(AlMunajjed, 1997). Formal education for girls was largely unavailable and
most young girls, if educated, were taught at home. Despite this, literacy
remained high, regardless of gender, until the discovery of oil in the 1930s.
Two decades later, a ministry of education was established in 1953 and the
first public schools were opened that year.

As more Saudi young adults began to travel abroad, the call was raised
to formally educate young girls as well (the argument being that young men
needed women educated at their level to ensure successful marriages).
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In 1960, public education for girls began, backed by the rationale that
educating young girls, at least in their Quranic studies, would prepare
them to be better Muslim mothers. Thus the function of education became
the means to strengthen the religious as well as the cultural values of the
country, from one generation to the next.

Early education in Saudi Arabia begins at four years old. From their
earliest classrooms, children are instructed based on gender-based cultural
expectations with girls encouraged to learn sewing, cooking and home
management along with their religious studies, Arabic and early math. In
2005, King Abdullah announced a major overhaul of the education system,
in part to make it less resistant to non-Muslim perspectives. Change has
been slow however as conservative clerics, whose perspectives helped
found the country in 1923, wield a strong influence over educational
materials used in the classroom.

Egypt

In Egypt, learning was a form of worship. Madrasas were the site of most
learning as early as 1097 with Saladin establishing the first Madrasa in
Cairo in 1170 (Berkey, 1992). Families worked to connect their children
with noted scholars and it was widely accepted that a student’s success was
often a result of their teacher’s reputation just as much as their actual acqui-
sition of knowledge. Early education focused on teaching the youngest
children in the community to read and write. Literacy, even in the early
years, is an expectation in the country today for this reason.

Education has also historically been a vehicle for cultural assimila-
tion in the country. Slaves who were brought to Egypt from other parts of
Europe and Asia at a very young age were converted to Islam, educated
and assimilated into the culture through their education and utilized in the
army to defend the vast lands held by the Islamic community. After a period
of service, they were freed and often times entered public service, married
and remained in the country.

A young boy’s first educational task, after learning his letters, would be
to commit the whole of the Quran to memory. Although pockets of society
disapproved of girls being educated, there were communities of girls
who were educated as well and several schools were either founded or
endowed by women of the elite class as public acts of religious charity. The
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majority of families who sought to educate their young girls often utilized
informal settings such as private homes. Communities with higher levels
of education were especially keen to educate their daughters with women
often educating younger children, a tradition that continues.

Ghana

Prior to independence in 1957, early childhood school curricula in
Ghana were influenced heavily by missionaries and the British govern-
ment (Ensor, 2012) and ran counter to the intent of Ghanaian independ-
ence, which was decolonization, self-actualization and Pan-Africanism.
Kwame Nkrumah, the nation’s first president, was himself a vocal Pan-
Africanist who believed in the consolidation of power on the continent of
Africa while resisting both political and economic influence from outside
forces as a means of empowerment for Ghanaian citizens and, ultimately,
all members of the African diaspora. Under Nkrumabh, cultural activists
advocated for children to experience recognizable elements of their cul-
ture in their school life.

Over time, conflict between traditional cultural practitioners and
followers of the version of Christianity brought by the British developed.
Elements of this tension remain today and it is sometimes seen as a contra-
diction to be both pro-culture and pro-Christianity. Regardless of this
tension, children are highly valued in the community and are traditionally
seen as representative of the nation’s potential and future. Socialization of
the child is considered to be the responsibility of their community (Ensor,
2012) and traditions that rely on and strengthen the community, such as
Outdoorings when a newborn is officially introduced to their extended
family and given their day name, begin early in the child’s life.

Modernization has led more families to travel greater distances for
work and, in some cases, to a breakdown of the traditional extended
family structure, which has increased the need for formalized out of home
early childhood care. While extended family are still utilized in the care of
young children where possible, center based staff often see themselves as
extensions of the family unit. Regardless of who is providing care, efforts to
create early childhood curricula that reflect the life of the child are gener-
ally understood to be most effective (Mfum-Mensah, 2017). For instance, in
northern Ghana, early lessons in literacy and numeracy that utilize contexts
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from young children’s daily life (babysitting younger siblings, going to
market, helping out on the farm, etc.) are seen as most effective by teachers
at increasing both knowledge and confidence because they include con-
tent that children are most familiar with in other aspects of their li