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ABSTRACT

Education for sustainable peacebuilding citizemshéquires opportunities to
examine and democratically handle social conflidgts.this light, this paper examines
teachers’ understandings of social conflicts, dmelrtreported implemented curriculum,
based on a series of focus group workshops withtéa6hers in each of three schools in
marginalized, violent neighborhoods in one Mexicéy. Teachers identified a variety of
conflicts affecting their students, including diredolence (domestic/gendered, gangs,
bullying) and structural conflicts (emigration, fadion, drug trafficking, unemployment,
labor exploitation). These conflicts’ transnationdimensions were generally not
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acknowledged. We argue that the imaginaries of librdnd democratic action shaping
participants’ teaching practices are influencednepliberal discourses of citizenship—
detached from transnational social structural dyngmwith causal explanations and
solution alternatives limited to individual valuelsoices. Such a narrow, security-oriented
approach to citizenship and convivencia educationl function to govern marginalized
populations more than to enhance democratic agewsy. highlight some promising
instances of dialogue and collective action lessaddressing equity through conflict
issues, as windows of possibility for developmehti@mocratic peacebuilding agency in
the face of pervasive transnational social corsflastd violence.

KEY WORDS: Citizenship Education, Global Education, Sociallffems, Peace
Education.

RESUMEN

La educacion para la ciudadania y la construcciénpdz sostenible implica
oportunidades de estudiar y tramitar conflictodades de manera democratica. El presente
articulo examina las comprensiones que diferenteerdes tienen sobre los conflictos
sociales que afectan a sus estudiantes y el clarifoplementado por ellos en relacion a la
convivencia y la ciudadania. Se sustenta en uma dergrupos focales con grupos de 5-6
maestros en tres escuelas ubicadas en barriosnadogi afectados por la violencia de una
ciudad en México. Los participantes identificaramawariedad de conflictos relevantes,
desde formas de violencia directa (doméstica/deergenpandillas, bullying) hasta
conflictos estructurales (emigracion, contaminacidréfico de drogas, desempleo,
explotacion laboral) que afectan a sus estudianEss. general, las dimensiones
transnacionales de estos conflictos fueron ignargaa los maestros. Argumentamos que
las comprensiones sobre estos conflictos y los iimagigs de agencia democratica
presentes en las practicas de ensefianza de laspaautes se encuentran influenciados por
discursos neoliberales sobre la ciudadania. Eshitsih las explicaciones y alternativas de
solucion de los conflictos sociales a decisiondg/iduales, separandolas de las dindmicas
sociales estructurales y transnacionales que lomman. Este enfoque restringido de la
educacion ciudadana y la convivencia, orientadaah&c promocion de la seguridad,
funcionaria mas como forma de gobierno de poblasionarginadas que para potenciar las
capacidades de agencia democratica. Destacamoscoeimaste, algunos ejemplos
prometedores de lecciones donde estos maestresitaatdos por el dialogo y la accion
colectiva, buscan objetivos de equidad medianabetdaje de asuntos conflictivos. Tales
ejemplos representan ventanas de posibilidad pgadasarrollo de formas de ensefianza
democratica para la construccion de paz, que dentzude las complejas formas de
violencia contemporanea incluyendo su escala tcasmeal.
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PALABRAS CLAVE: Educaciéon Ciudadana, Educacion Global, Confliatoi&,
Educacion para la Paz.
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1. INTRODUCTION

In Latin America, as elsewhere, citizenship edatatprogramming is promoted as a
measure to overcome weak social capital, disaffectiand disengagement of the
population from democratic institutions and colileetaction to resolve public issues—
political cultures seen as threatening social Btaland contributing to escalated violence
(COX et al., 2005). Contemporary scholars arguedtdressing such challenges requires a
broadeneddemocraticcitizenship education approach. This entails deatmcpedagogies
concerned not merely with transmission of knowledgalues, and master nationalist
narratives, but also with building skills and anticapacity for handling globalized social
conflicts, through dialogic interaction among tearsh texts and students. Further, such
democratic citizenship education demands alignmaetiit students’ cultural contexts and
lived experiences, to enhance youth’s access teerstahding and opportunities for
engaging in meaningful civic activity (CARRETERO at., 2016). While curricular
reforms in Latin America have attempted to movethrs direction, few studies have
inquired about how practicing teachers understanonplement democratic civic action
approaches, or on how they incorporate studengsémences and lived concerns around
conflict issues in their learning activities (COXat., 2014; REIMERS, 2007).

We assume that education for engaged democraizemship and sustainable
peacebuilding requires that students have oppaisrio examine, discuss and take action
upon the transnational-structural dimensions afdigocial conflicts (BICKMORE, 2014a,;
DAVIES, 2008). Often, citizenship curricula rendgiebal dimensions of conflicts and
citizenship virtually invisible. This constitutestgpe of ‘global citizenship education:” an
imaginary about local communities’ and citizendationships with transnational forces
and with decision-making around globalized proble@stical decolonial approaches to
global citizenship education have argued, resisatignocentrism and global hegemony
demands questioning ahistorical and depoliticizezpresentations of locally felt,
transnationally structured problems with powerfabts in the global North. Andreotti
(2015) sustains that, “education should help peaplthe task of learning to ‘go up the
river’ to the roots of the problem, so that the syeacy strategies down the river can be
better informed...” (p.229).

Yet, Andreotti’s framework of decolonial globaliz&énship education attends to the
contradictions embedded in ‘soft’ approaches favileged learners in the global North.
Her critique of global citizenship education reprotion of global North-South (colonial)
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inequities, does not differentiate learners’ posidlity in global citizenship action and
curricula. This paper, in contrast, examines glabarzenship education that, while not
necessarily calling itself global, expresses laealiglobal citizenship spheres down-river,
in the global South. It follows Iris Marion Youn@Q11) argument that political action
responsibilities to fight social injustices varypéading on thepositions privileges,
interests, and collective resources people holdha global structures that shape the
transnational character of contemporary injustices.

We argue that global citizenship education, besidtending to transnational
structures of power and their historical and etlemtric character, also has to provide
means for youth to understand theirs and othgesitionsin global social conflicts that
shape their lived experiences of citizenship. Qtie, students (and teachers) who suffer
the injustices of those structures will be leftstrated by the burden of curricular demands
to be ‘good citizens,” overwhelmed by the scardfyresources and power to challenge
large-scale structures involved in social conflicisis is to say that demands for youth
engagement in global citizenship education in nmaigied world spaces, needs to first
locate such curricular demands in the lived gedgespof citizenship amid globalization.

With that in mind, this paper examines sixteen hee€ understandings and
practices of citizenship education, in marginalizesighborhoods in one Mexican urban
area. Participant schools’ neighborhoods are umddgged spaces, suffering from socio-
economic marginalization when compared to theiraurdings. This comes along with
class, race and cultural related stigmatization @uerime rates and incidents involving
gang and other types of violence. These neighbaihoccupy marginal areas of the city,
shaped by rural-urban migrations, working classleseénts growing around industrial
factories, and rural borders progressively beinggi®d by urban expansion.

This work is part of a larger ongoing internationamparative project probing the
(mis)fit between young people’s lived citizenshigperiences, in non-affluent local
contexts surrounded by violence and their schosétha opportunities to develop
democratic peacebuilding capacities. Based on iassef focus groups with teachers in
each of three schools, we outline the ways pa#dioig teachers viewed social conflict
problems they identified in the contexts where tteyght, then what and how they taught
about citizenship to create peace in relation @sehconflicts. We aim to illuminate the
ways in which the teachers themselves saw thes(spland their sense of their own and
their students’ agency, in mitigating locally redew social conflict problems. Likewise, we
examine teachers’ implemented curriculum, and thayswthey guided students’
(dis)engagement in mitigating locally felt, transoaally influenced, social conflicts.
Overall, we explore the spaces for furthering (ompéding) globalized democratic
peacebuilding citizenship education in these Maxidassrooms.
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2. LIVED DEMOCRATIC CITIZENSHIP AND SCALED CONFLICT S

A key assumption underlying this research is tlifgcéve citizenship education needs to
take into account the actual experiences of youth wegards to social conflicts, and
enacted and intended citizenship action (potemgedcebuilding politics) in relation to
those conflicts. We view conflict, and opporturstiéo engage in peaceful/democratic
resolution of differences including contesting Btjues, as the heart of building sustainably
peaceful democratic relations. This as an alteraat the traditional notion that citizen
engagement is only valuable in order to build dam@aital, social cohesion, and stability in
a functioning democratic system. Participation amgagement are not democratic until
they bring opportunities for collectivities to adds systemic shortcomings with regards to
justice, creating means to engage with conflictd differences. For us, conflict is not a
negative force threatening democratic relationsratiter the energy that keeps them alive
and creative (BICKMORE, 2014b; BIESTA, 2009; NIETZ)12a; RUITENBERG, 2010).

Rob Nixon (2011) has coined the testow violenceto refer to the incremental
character of large-scale instances of harm to maliged people and ecosystems in global
times. Nixon points to thdransnational and inter-generational features that render
invisible forms of harm such as global climate admntoxic drifts, deforestation, the
radioactive aftermaths of wars, and oil spills. dheonstitute violence, he argues, only
noticed and experienced by the poor on the penpbethe global system. Thus, Nixon
updates Galtung’s (1969) concept of structuralenok, building in the crucial elements of
temporality and globalized scale, to understand #ecalating intractability of
contemporary forms of violence targeting the ‘disgiale poor.” Such incremental, initially
invisible slow violence presents formidable repreatonal obstacles that hinder people’s
efforts to mobilize for chang® stave off or at least retard the harm inflidbgdglobalizing
forces (NIXON, 2011). With Nixon, we argue thatdening such conflicts (including their
transnational dimensions) visibdes violencds essential to animate and ground democratic
peacebuilding education relevant to marginalizeahgppeople’s lived experience.

For our analysis of these social conflicts, we Bsess’ framework (2010), who
suggests differentiating between conflicts provokieg socially-structured interests
competing over tangible wants and needs, and tredated topsycho-cultural narratives
and interpretations meaning conflicting parties’ values and belieboat how and why
some things are important to them, and whom thay de trust. In addition, due to school-
based research participants’ constant referenéares ofdirect violence(often unclearly
linked to underlying conflict issues), we includast as a separate analytical category.
Similarly, in early phases of the research, prosleetated tggovernment and authorities
ineffectiveness and abuse of power—emerged asthefucategory in need of separate
analytical consideration (BICKMORE et al., 2017).
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3. ADDRESSING CONFLICTS THROUGH (GLOBAL) CITIZENSHI P
EDUCATION AND CONVIVENCIA

In Latin America there is considerable ambiguityd asontradiction about the status of
conflict within citizenship education, complicatéy contexts of elevated violence and
social-economic inequality (ACEVEDO RODRIGO AND LEP CABALLERO, 2012;
GUEVARA NIEBLA, 2012; IEP, 2015). The emergence obnvivencia (peaceful
coexistence) discourses within citizenship educasiddresses concerns about conflict and
violence, but leaves room for enormously differimglerstandings of the role of conflict in
educational interactions. Notions adnvivenciafall along a continuum between two basic
types. One end of this discursive continuum is @oma sense of controlledonvivencia
based orseguridad ciudadandgcitizen security). Citizen security, like natidreecurity,
frames the state as protector and legitimizes siatigority to guarantee social cohesion. It
understands bad choices by ‘bad’ individuals (amdigs) as sources of social conflict and
violence, and emphasizes government surveillana @wvert and covert) force for
peacekeeping control. Certain social groups, sscypath or drug dealers, are represented
as a threat such that “the policiessgfguridadciudadanaimplicitly exclude them” from
social acceptance and democratic citizenship (PEEIHA1). As such, citizen security
ignores the global, framing the ‘threats’ of viatenas internal—protection of some
(deserving) citizens from other (undeserving) restd of the same communities.

Harsh discipline regimes in schools are a kind itizen security approach to
convivencia that implicitly teach a disengaging, authoritaridorm of citizenship
(CHAVEZ ROMO, 2014). A young person’s learning oitizenship, in a regime
emphasizing citizen security, would encourage caampk and legitimize the use of force
against ‘deviants.” Young people experiencing doeialusion or punitive restriction live
different ‘citizenship’ roles in relation to sociabnflicts, compared to peers with more
autonomy, inclusion, and/or high status (BICKMORBVMACDONALD, 2010).

An emphasis on risk avoidance and individual resfimiity, as O’Malley (1996)
argues based on Foucault’'s theory, represents Ebeed ‘governmentality’ to tackle
crime. In this view, crime control depends on praing compliant self-control from the
responsible individual, and on policing risk envingents (such as poor neighborhoods) for
surveillance, often using non-traditional secuaitian actors such as teachers or private
security (NIETO, 2012b). The extension of zeroratee policies and anti-bullying laws—
in particular the recent, strict control orient€dnvivencialaw in Guanajuato and other
Mexican states (ZURITA RIVERA, 2013)—has placed amhpersonnel in charge of
extending this chain of security. Such safe schaailsatives reinforce inequities and
control more than empowering or addressing undeglgausesof violent social relations
(BICKMORE, 201l1a, 2011b; HAKVOORT & OLSSON, 2014; ORRISON AND
VAANDERING, 2012).
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Iris Marion Young argues, these measures have bgtimized through shifts
towards an individual ‘blame’ model of responstlyilin social policy. A discourse attuned
with the narrow, citizen security approachctmvivenciadescribed above. As she explains,
discourses of ‘personal responsibility’ became pnamt concurrently with neoliberal
welfare reforms and public service cutbacks sir@@0%. This discourse assumes that each
individual/family has its own sphere of responsibilnto which they ought to internalize
all the costs—such as competing to find work—faitlown welfare. Such discourses of
personal responsibility: 1) blame one citizen idesrto absolve others (and the collective,
represented by government) for social problemsnasibilize large-scale social structural
and transnational processes in assessing peoptgsnsibility for their circumstances; and
3) unfairly burden the poor as the ‘irresponsimgiom the ‘public’ needs to worry about
(YOUNG, 2011). The risk of reproducing such untirdings in schools is exacerbated
by the paradox that even education for social chasgresumed to act essentially on the
individual learner.

Drawing on Young and Nixon, we argue that in nemig approaches to citizenship
curricula slow violence phenomena such as globa&quality, de-industrialization,
precarious work and low wages, domestic violenad|lupon, and migration become
invisible as products of global dynamics, reducopmportunities for understandings of
collective action alternatives. Due to the scalé predominantly individual views on these
social injustices, people may not feel requiredotocapable of, doing anything to change
these social conflict patterns. As participatingcteers reiterated to ubut what can | do?’
People often do not see these social harms asotileeguence of their own actions, nor
how they can be transformed by collective polit@etion.

The other end of the continuum—an entirely différemy in whichconvivencia
might be interpreted and implemented—involves milguarespectful, peaceful
relationships among diverse people living togetimercommunities (DIAZ-AGUADO,
2002; FIERRO et al., 2013Convivencia democraticddemocratic peaceful coexistence)
emphasizes human rights, cooperative interactiod, power sharing, and embodies
addressing the sources of and solutions to soaaflict, including injustice, through
mutual engagement across differences, within angorze schools (CARBAJAL
PADILLA, 2013). In a regime emphasizindemocraticconvivencia a young person’s
learning of citizenship might encourage guided ficacin autonomous and collective
problem solving, as well as addressing and redrgssomplex and large-scale social
structures of injustice — a much more activelynsraationally democratic citizen role than
under a citizen security-oriented approachdovivencia
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Through the prism of conflict theory, citizen satur approaches enact
peacekeepingprivileging surveillance and control to achiewegative peace, meaning the
absence of overt direct violence. Gentler, lesgtdeems of peacekeeping privilege self-
surveillance and self-control through teaching amigrnalization of the blame/deficit
discourses analyzed by Young (BICKMORE, 201l1a, B)11n contrast, democratic
convivenciaapproaches aim gbeacebuilding which incorporategpeacemaking(non-
violent conflict resolution through dialogue andgagation) while also aiming to build
long term, complex processes of overcoming exgloitaand dehumanization, addressing
structural inequities and engaging openly with walk differences—peacebuildingmplies
the regularized presence of justice and non-violetationships (GALTUNG, 1976;
applied to education, see BICKMORE FORTHCOMING 201Figure 1 below
summarizes the above conceptual frame.

Figure 1. Alternate Approaches to Convivencia in Qizenship and Peace

Education
Convivencia
[peaceful coexistence] \
/|
/ Citizen Democratic
{ Security Effective Citizenship: (engagement
) (surveillance actual lived experiences with differences
\ and control) and opportunities to solve | 2nd inequities)
\L social conflicts
\ : icall
Negative Peace: Dialogue&Resolution: Positive Peace:
Peacekeeping Peacemaking Peacebuilding

Impulses for citizen security and for democratanvivenciatend to co-exist in
plural democratic societies. Lived citizenship exgeces inside schools may foster or
contradict these different goals obnvivencia In this paper, we explore how selected
teachers are implementing these contradicting aveflapping ideals ofconvivencia
citizenship and peace in their teaching, to idgndibportunities for their students to learn
about transnational-local social (injustice) cafli and about potential democratic
peacebuilding responses to them. We examine therstashdings, feelings, and options
teachers shared as relevant to various types aélsoenflicts, including their (often
invisible) transnational dimensions. As such, thisrk reveals the complexities and
contrasting ideals at play when citizenship aodvivenciaeducation ideals confront the
large-scale social conflicts experienced in maigied, violence-affected neighborhoods.
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4. METHODOLOGY

This paper is drawn from a larger project on yopegple’'s peace-building citizenship
learning opportunities, comparing those embedddtieir lived experiences with those in
implemented classroom curricula. It is based @erées of focus group discussions with
teachers and students in purposively selected puishools—three in a central Canada
city, four in two Bangladeshi cities, and four ima@rth-central México city. The focus in all
contexts is grades 5-9 (age 10-15)—an age at whatbnce may be confronted direcctly,
yet most students are still in school. All schogtse located in economically marginalized
areas suffering from substantial amounts of divéalence. The other criterion for school
selection was that several classroom teachers ssgutenterest in working to improve their
peacebuilding and/or citizenship education practitéhin each school in each country,
participants were 4-6 teachers, and at least 12pp®r elementary or intermediate students
(in small groups) from their classes. Teacher amdent focus groups identified, and
reflected on the sources and potential citizenaeses to, various social conflict situations
that concerned them. This paper focuses on thénfisdrom teacher focus groups in the
first three (of four) participating Mexican school&l is atelesecundariamiddle school,
L2 and L3 are elementary schools. All participatiegchers worked in self-contained,
multi-subject classroonts.

The first fieldwork stage (reported on in this pgpe all contexts involved a series
of three (90 minute) focus group discussions waiicher participants in each school. The
teachers were invited to describe their existingelseand pedagogical practices in relation
to citizenship, social conflict and violence. Setothey chose and refined a set of images
representing local and larger-scale social confticiblems they considered relevant to
diverse students in their particular school comnynivhich researchers later used as
prompts in focus groups with students.

Figure 2. Examples of Discussion Prompts

Violencs

! Pseudonym codes refer first to the school (L1)efieen to the teachebocentel, D2, etc.), then to which
session in the series of focus group meetings (E1),
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Each round of qualitative data analysis has infarrhgure data collection and
analysis (CHARMAZ, 2000). An evolving rubric to erme participants’ understandings,
derived from the literature and earlier rounds aoflgsis, examines how participants
discerned multiple points of view, distinguishedlgnce from the conflicts that underlay
and caused them, and expressed a sense of agendyfelessness) for citizenship
participation in addressing such problems. We posg the teachers’ conceptions and
concerns with the curricula they reported implermgnin their classrooms.

5. FINDINGS: TEACHERS' CONCEPTIONS AND REPERTOIRES ABOUT
CONEFELICT AND VIOLENCE

In our first two focus group sessions at each sichwe asked teachers about a series of
images depicting various social conflicts we preaab$or discussion with their students
(examples above, Fig. 2), and about what and hewwwrere teaching relevant to educating
for peace and citizenship. Teachers also exploheir ttomprehensions, feelings and
repertoires of alternatives regarding the conflibesy chose. This discussion allowed us to
see how these teachers viewed their own agen@cwthese conflicts, as teachers and as
citizens.

5.1. Expressions of direct violence

Teachers in the three schools coincided in themcem with the pervasiveness in their
students’ lives of gendered and domestic violengangs and insecurity in the
neighborhoods, and aggression and bullying in dchdost of them blamed individuals
and families, especially male parents —in connactaalcohol and drug abuse, as those
who caused patterns of domestic violence and sextuase. Many condemnedachismo
culture, but some also placed responsibility on worfor allowing or legitimizing male
violence. Similarly, when discussing the role ohgs in students’ lives—a major concern
expressed in all schools—many also framed thesedatsd in careless families and gang-
involved male parents:

“This father ... continues solving his problems ire tfamily with violence. The reality is that
families are broken. Children are 14 years-oldyddrs in broken families” (L1-D4-FG3).

“Families tend to be broken; students see the Wwaly parents change partners” (L2-D2-FG1).

As a result, teachers were skeptical and often idgwe of what families could
contribute, seeing them more as escalators of neele¢han as participants in possible
solutions:

2 All field notes and quotes are translations fropaiSsh by the authors.
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“It's their parents’ fault for not educating themthat students do not recognize authorities ...
Students are aggressive because parents allow tihdra so ... If parents understood this, they
would come out and control or defend their childifeom gangs]” (L3-D2-FG3)

Beyond family and local culture conditioning, peigiating teachers identified
individual traits of the students themselves, sastselfishness or lack of emotional self-
control, as causes of violence. As we will seehieirtteaching practices below, most of
these teachers saw their task as changing studemsitalities” (rejecting what they had
learned at home and in the neighborhood) and aga&afe environments” by making sure
students followed rules, obeyed and respected atiélso A few teachers, however,
expressed some disagreement with this individugligtivate-family-rooted understanding
of aggression problems. Some, albeit fewer, pointedard risks based in inadequate
housing and labor exploitation such as parentddchre impeded by requirements to work
too many hours:

“When a person is aggressive, they act that wagilmethey need to fulfil their needs... We also see
it with our students. It's not so much that they@plent people. Their behavior is a reflectiortiuf
needs they have to meet... | have highly educated-pgbaved] children, but being outside [the
school] is complicated... It's not their fault, ibeir families, but society” (L1-D6-FG3).

Nobody mentioned the school role in exacerbatingestts’ behavior or situations
of vulnerability, except that a couple of elementégachers mentioned encouraging a
respectful school environment to reduce violencéw spoke occasionally of encouraging
collaborative activities and dialogue to resolvaftiots and foster tolerance in the school.

5.2. Conflicts rooted in cultural narratives: a ‘bad’ neighborhood

Teachers made general statements about teachiligechto respect and value diversity,
but remarkably did not delve into particular cocti of ethnic inequities or gender
discrimination, although students did raise thaesees in their focus groups (BICKMORE
et al., forthcoming 2017). However, a related tothat emerged (particularly in the

intermediate school, L1, also in L2) was the stiipasion of the neighborhoods

surrounding their schools. Some teachers arguadast unfair that their students were
“discriminated against” when seeking jobs or oppaittes in the city. Some of their

colleagues, in contrast, blamed students for ptiojgtdad images, for instance through the
ways they dressed:

D2: “It depends a lot on what you want to projedin.their way of dressing: girls show everything
they can to feel sexy, men with pants half-dropdédhey dress like that to look for work, no
wonder they lose jobs.”

D4: “Sometimes not just because they are badlyseéesbut only because they come from [this
neighborhood], they are stigmatized. [Potential leygrs] think people murder here. Spaces are...
stereotyped, as well as the people who live inrtbighborhood.
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D6: “Social classes are marked. [This neighborhdsdpbeled and opportunities have refused to
come [here]... This colony is sadly misjudged; thpanunities that come are scarce” (L1-FG2).

As with direct violence, the teachers suggesteddeplicit alternatives to deal with
diversity/equity issues. Only one teacher in L3k&pof raising awareness about women’s
rights, and another mentioned it was importanalbio to kids about discrimination.

5.3. Conflicts with government and authorities

An issue that emerged as a major concern for atamied majority of students—
government, especially police, corruption and abusas almost absent from teachers’
discussions. In school L2, one teacher referregrablems in the justice system, which
generated no discussion. When they did mentionoaiti's, some teachers were worried
about students’ lack of respect for them. A teadhet3 was concerned that students
resisted when the police had to arrest someonieein family (FG3). Only one teacher, in
L2, directly said that it was important to encowajudents to express disagreements to
and about authorities. In general, as with the tipres of cultural bias above, police and
government abuse of authority was mainly ignoredh@ge teachers, despite its profound
effect on their students’ lives.

5.4. Structural Interest Conflicts Rooted in Inequty: Intractable Transnational
Harms

One of the most relevant findings for us, was that vast majority of conflicts teachers
chose to discuss, besides those related to di@enhee, had to do with transnationally and
socially structured interest conflicts, in which m& and needs are not met because of
inequitable structures of distribution in socieBQSS, 2010). Issues prominent in focus
group discussions were (em)migration, pollutionugdrrafficking, poverty, and labor
exploitation.

Teachers were mostly unwilling to discuss drudfitking, though it is a prominent
problem in the country that students experiencezhsely in their daily lives. In one school
they did not mention it at all; in the other twajotteachers offered a couple of sentences,
such as;A student wants to join the ‘narcos’ to own a jespd have a better life{L2-D4-
FG2). When the drug trade was mentioned, teacheesteld discussion (and lessons) to
drug consumption and addiction, again tacklingitiagvidual rather than addressing wider
social processes. Perhaps being polite to theervigwers, teachers never mentioned
transnational dimensions of drug trafficking probte

Similarly, despite the transnational dimensionthfer relevant societal problems
such as emigration and pollution, teachers oftgrlagxed their causes as deviant or unwise
individual behaviors. Accordingly, when asked abpassible solutions or alternatives to
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these conflicts, teachers did not mention politigkcision-making. Instead, they
emphasized the need to shift peoples’ minds antuaggs so that they would choose
another path.

For instance, discussing an image of an industr@dliuted river (see Fig.2), an
issue intensely experienced locally, teachers sigdeteaching students to not throw
garbage in the schoolyard (L2-D5-FG2), promotingyating (although none of the schools
had recycling bins; L3-TFG2-D1; L1-D5-FG2), or tvelue of respecting nature (L2-FG2).
Only D2 in school L2 mentioned concern with thelpteld air they breathed daily, spewed
by neighborhood factories.

Likewise, high rates of legal and illegal emigratiivom the community to North
America was a very pervasive transnational isstectfig all students’ lives. Yet teachers
talked about changing students’ mentalities, to enilem more committed to finishing
their studies and staying in their country (L1-D@Z. Teachers clearly recognized
emigration as a consequence of the country’s ecanseituation, but responses included
one teacher commenting that fathers preferred aweleéheir children out of convenience
(L3-D5-D1), while in L2 they did not discuss thésue at all.

When discussingoverty and labor exploitatiorteachers did acknowledged wider
social injustices and scarcity of opportunitiesstihool L2, they expressed concern about
students’ malnutrition and lack of access to adega#fordable food due to parents’ low
salaries and unemployment. Yet, even here—reinigrdioung’s argument—some of the
teachers expressed their desire for students te &awore responsible, hard-working self-
care attitude.

6. TEACHING PRACTICES: ADDRESSING TRANSNATIONAL DIM ENSIONS
OF SOCIAL CONFLICTS?

We asked participating teachers to share exampléseo classroom teaching regarding
citizenship education and conflict management. @terst with Nixon's theory, they
struggled to make sense of complex, large-scalestiational features of the ‘slow’ but
harmful conflicts experienced by their students sMuarticipating teachers addressed a few
elements of social conflict and/or democratic eitighip education in their teaching,
although few had explicitly taught skills or proses for nonviolent conflict analysis,
dialogue, resolution, or decision making. Muchto$ twork was based on the textbooks for
Spanish, History and Civics/Ethics Education. Sdeechers’ repertoires for addressing
conflict in the classroom apparently emphasizet-fsentrol; others emphasized dialogue;
a few addressed autonomous democratic action gkhioot frequently or in depth.
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6.1. Educative Peacekeeping: Teaching Personal Resgibility and Values

Participating teachers widely shared the considerathat the best they could do for
students was to teach them values and attitudesrdiotaking personal responsibility and,
individually, not enacting violent behaviors, pditin, or emigration. They consistently
showed loving attitudes towards their students,dmumetimes had, at the same time, low
expectations about what they could achieve. The mpproach for these teachers was less
to build academic or democratic agency than tohte@tues to make student attitudes and
behaviors more responsible and compliant:

Teachers argued that dialogue and values educ&tiomstance teaching one value
each month, could help to “straighten the pathsswidents (L2-D5-FG4). L3 teachers
reported teaching students values as a way to dimwiolence, linking this with self-
affirmation, self-regulation and developing the ivation to improve as individuals: D1
mentioned that she taught students values to prétvem from joining gangs; D2 said they
discussed gangs in the context of the ‘social edsflof our society’ lesson in the
Civics/Ethics textbook (FG1). In FG3, D6 also rdpdrteaching Science lessons on the
value of respect for nature (not littering, not ting trees). Similarly, at the other
elementary school, a teacher described teachimtpstsi to be responsible/caring towards
animals and the environment (L2-D5-FG3).

Clearly, values education was employed not onlatile interpersonal aggression,
but also as a response to structural issues suehvei®nmental degradation. Citizenship
education was thus moralized and individualizedachers in the same focus groups also
described values education as a means to helpnésudagage in peaceful resolution of
conflicts:

An elementary teacher explained that, in the begmof the academic year, she drew a cloud in

which she wrote various values, such as respeet, é&md democracy. Each student posted, on a
‘raindrop’ paper, a way they had enacted thoseesmlWhen there was a conflict in the classroom,

she pointed to this poster in guiding student®tdk lfor a (self-control) solution (L3-D5-FG1).

One of the few participating male teachers mentiotieat, when one day there was a conflict
between two students, he asked them to establisdl@gue in which he acted as an observer. After
these students solved their problem and asked ethen for forgiveness, the teacher wrote their
names on the class “values calendar” (L3-D3-FG1).

Teachers considered it important to teach childi@ncontrol their emotions,
improve their self-esteem, and care for their b&die

In elementary school L2, there was particular comogith how sexual abuse and anger were
affecting students. D1, D3, D4, and D5 describeidigg their students to reflect on values of self-
control and respect. A teacher asked students ite wr their notebooks those actions that ‘make
them get angry’, then in another column ‘what thag do to self-control that feeling’ (L2-D3-FG2).
Another teacher guided her students to analyze dlotibns using a chart: how they reacted, and how
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they could have reacted more positively: “this\attihelps them understand that they can choose,
they can analyze which is the best action to followl assess the consequences of their actions” (L2-
D1-FG2). Another taught students to “respect theilies and those of others” (L2-D4 -FG1). Two
teachers wished for the support of psychologistt laalth professionals to work with parents and
students on such issues (L2-D1&D2-FG4).

Teachers continuously argued for the importanctheif students becoming ‘more
conscious’ of their individual faults and choicéss Call-Cummings and Hook (2015)
argue in their analysis of two peace educationnamog in Peru and Jamaica, such calls for
‘conscientization’ may not be empowering at all,t bather a form of knowledge
reproduction. Certainly, participating Mexican teers’ statements took the form of
cultural gatekeeping schools serving as ‘civilizers,” dismissing yasithcultural
backgrounds and encouraging their appropriatidmegemonic values.

For these teachers, the point of addressing vales to contradict students’
cultural backgrounds, the faults and deficits thegught from home. This concern with
values transmission, personal responsibility anliural gatekeeping is consistent with
teachers’ distrust and blaming of families. Thepaged conflicts’ political and justice
dimensions and public/social responsibilities. Tgestle approach to peacekeeping control
naturalizes the persistence of social injusticestres unavoidable result of bad or
irresponsible choices made by individuals and feasil

6.2. Citizen Security in the schoolConvivenciaor control?

Many participating teachers tended to minimize tigkavoiding, curtailing, or omitting
any inquiry or discussion of difficult conflictuaésues in their classrooms. This confirms
prior findings on Mexican curricula and teachintggttopportunities to explicitly work with
conflicts are quite low (BASCOPE ET AL., 2015; REHERS, 2007). Most of the teachers
participating in our project tended not to teachplexly about conflict or conflict
resolution. While some issues were mentioned issglaspecially in relation to textbook
lessons in the new Civics/Ethics course, studemtisteachers themselves described them
as tangential to learning expectations. Some tegurécipants explicitly recognized what
they saw as the impossibility of dealing with cert@sues, such as drug trafficking; others
ignored the possibility of openly discussing issuggch as domestic violence. A few of
these teachers did mention some social confliatty faften in single lessons or short
conversations, although opposing viewpoints, ewtdenr solution alternatives were rarely
pursued:

In FG3 at the intermediate school, the facilitatsked whether teachers considered it possible to
address controversial subjects such as drug tkafic

D5: “Sometimes touching on these issues is takentaboo... Sometimes [some teachers here] talk
about things, do not give names but put it in tiiedtperson. Sometimes it is difficult, becauseythe
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feel that they will be uncovered and will get inuble. It is difficult for students to participadmd
talk about [such issues].”

D6: “It is not possible; it is a sensitive issuen.nhy case, | would not do it” (L1-FG3).

Such avoidance of conflictual issues is a caredgponse to environmental factors
that make it difficult to address controversial itgpat school—such as some students’
membership in gangs or even the safety of theghieas. Yet, as Michael Apple (APPLE,
1978) has argued, avoidance of conflicts and eliperspectives, or attempting a ‘neutral’
stance, is one of the main ways in which hegemaypaivileges are reproduced through
schooling (BICKMORE, 2012).

A more explicit dimension of the citizen securifypaoach was teachers’ substantial
concern with instilling respect for rules, normslauthorities. A small proportion of these
teachers addressed conflicts involving studentsutyin in-class or private discussions. In
contrast, most of their colleagues sought to corgssalation of conflicts by demanding
rule compliance rather than addressing the prohldéesdings, or relationships involved.
Such control measures are supported by governmaéatsshools (framed aonvivencia
policies and programming:

An intermediate teacher described a lesson actimitysocial sanctions (authority): “...through
educational materials such as ‘word search’ andsevord puzzles, [students] find the word and
write up a text on the importance of that valuedaily life, or about people who represent autlyorit
and why it is important that these people sandtiem” (L1-D3, FG1).

Another explained, “The Secretary of Education ask$o be trained on this . . . Now there is a new
law on education for peac€gnvivenciy. If bullying happens at school, we work under treav
law. Then, ‘either you're good in school, or youshlavior is reported’... [The new regulation]
applies to the whole school community and we neddbw it by heart” (L1-D6-FG2).

An elementary teacher described requiring paremtsign the new stat€onvivenciaregulations,
promising to help control their children. In thevics/Ethics course, the same teacher also used the
Convivencialaw as the reference for an ostensibly studenteced process of establishing
classroom rules, such as: “not to hit, not to @ak@y students’ sandwiches, etc.” (L3-D3M-FG1).

Teachers valued the creation of safe, friendly epaand environments where
misbehaviors and conflicts would not occur. Theyorted that extra-curricular and
community-building activities, enjoyed by studentgere particularly effective in this
regard:

Intermediate teachers identified activities suchhastre and soccer tournaments as contributing to
developing students’ tolerance, solidarity, and“teeluction of conflicts, helping in theonvivencia

of the educational community... For example when theyin the sports class and someone starts to
insult others, the teacher stops the activity atsaine game: this has also made them reflect mster

of attitude” (L1-FG1).
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While many of these problems have wider, includitngnsnational, societal
dimensions, such as prevalent violence against woare children or the extensive
networks of the drug trade, teachers narrowed tloeins to individuals: fostering self-
regulation, and/or or the punitive path establisbgdstateconvivenciaregulations. The
school’'s taking up these tasks of securitizatioth s@nagement of populations considered
at risk and deviant, indicates neoliberal ratidredi—an ethical-political ideal—and
associated techniques of governance, reaching ybrghgh the school.

7. FINDING THE CRACKS: PEACEBUILDING (DEMOCRATIC CONVIVENCIA)
LEARNING OPPORTUNITIES

A main purpose of this research has been to idemi¥isting practices, spaces, and
opportunities for deeper democratic peacebuildiogkwn schools. People are not passive
receivers or reproducers of structural forces geh®nic discourses: they interpret, shape,
contest, and enact them in different ways. Whiléerof participating teachers were
reproducing discourses of personal responsibility mmdividual control, they also put into
practice alternative approaches. Below, we highligetances where some teachers taught
toward collective action and agency for democrgigacebuilding. These instances,
however, need to be read carefully, because thegy m@ as prominent as the practices and
discourses above, and sometimes were ambiguobsimpurposes, actual implementation,
or potential outcomes. Nonetheless, most particigateachers expressed great desire,
especially in the later sessions of the series oc@u$ group conversations, to make
democratic peacebuilding education activities aegral part of their daily work, and to
develop some of their existing classroom activiiite more consistent practices.

7.1. Dialogue and Peacemaking (Conflict Resolutiodlternatives

In every school, teachers shared some situatiomgich they had promoted dialogue for
resolving interpersonal conflicts among their stide-although not generally including

further inquiry about the conflicts’ causes, radatll dynamics or systemic remedies. While
helpful in containing violence, such peacemakingcpces imply a negative view of

conflict, as something to be avoided or removedentban a learning opportunity. At the

same time, peacemaking alternatives do involveestugoice and self-governance skills
that may scaffold broader-scale democratic peatsébgi(BICKMORE, 2012):

One intermediate teacher described how she taugittersts to avoid violent escalation of
disagreements: “We worked on distinguishing whatvislence, what is conflict, what is the
disagreement, just because | do not agree with watsay | don’t have to punch you” (L1-D2-
FG3).

In one elementary school, two teachers said theghtastudents to “use dialogue to solve their own
problems” (L2-D4-FG1), and that “the only way tdwa@issues is by talking about them.” One said
this conflict resolution learning “sometimes tra@sds to their homes, and many students ask their
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parents to talk [rather than fight] about their oiasues.” She also identified a student from has<|
who, although he belonged to a gang, had stoppied bggressive with his classmates outside the
school due to her peacemaking dialogue circlesiZ=G2).

During a “peace week,” another teacher asked lielests to write a letter to a classmate with whom
they had a conflict, telling him/her how they faltid proposing a solution (L3-D5-FG1). Another
organized a classroom “debate” on gender equitgr abme female students complained about male
classmates’ aggressive and rude behavior towaeds (h3-D6-FG1).

Later in the series of focus groups, another L8headescribed new conflict resolution procedures
he had implemented: telling students in conflictwote down who the stakeholders were, what

happened, and possible solutions. Later, with tiidents, D6M began to analyze the root causes of
these conflicts. He realized that he was partlpoasible, because students who finished their work
first did not have anything to do and, consequestigrted making trouble. He also organized round
table discussions of some problems, and let stustakeholders decide whether they wanted him,
the principal or themselves to be the mediatorseafcemaking procedures. Once given this option,
his students tended to solve their problems by Hetvas (L3-D6-FG4).

Beyond dialogue for interpersonal conflict resadatiwithin classroom groups,
several teachers showed great interest and carbsfening to students’ problems and
letting them express their emotions in classroorab&les” or discussions of difficult
issues. As described, these opportunities to vexperiences or perspectives often did not
develop into problem analysis or dialogic exchaag®ss contrasting points of view.

Using Civics textbook lessons, teachers sometimegged discussion of moral
dilemmas, which they sought to connect with stusleetperiences to provoke reflection
on decision alternatives. They also facilitated aleb and roundtables to discern
positive/negative consequences of issues such @gation, gangs, hunger, or war. They
framed such free expression of ideas, learningsterl to others, and positive expression or
control of emotions as “promoting democracy:”

An intermediate teacher shared an example: “A fewsdago, [after] | heard a comment over the
radio that ‘violence has diminished'... | asked mydsints: Do you think that violence is declining?
I do such activities with the aim of gradually magithem aware of their reality and the world they
face” (L1-D3-FG2).

An elementary teacher asked her students to rafleche reasons for their hunger: “Why didn’t |
eat? Most of them tell me that it is because tharents don’t have a job. This helps us study socia
problems such as poverty, lack of employment, lafcikavestments. This is a problem that exists in
the whole country, not only in the community. Basedthis kind of discussion, my students get a
wider perspective on the problems that they alsg’ [[L2-D2-FG1). Another L2 teacher mentioned
that her students felt relieved when they expressed they felt, and that listening to her students’
situations helped her understand why they werdeaohing (L2-D3-FG3).

Some intermediate teachers invited students taecraad perform dramatic skits
about lived social conflict issues:

In one play, “the scene is that they are robbirigaak and the police arrive, and their play shows
how the police, instead of helping do not help ydbey showed the police colluding with the
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thieves. They have a need to communicate whatdheexperiencing. In theatre, they can express
what they feel... they communicate what they areniviThey mention that the police arrive when
the problem is over or have colluded with the te&L1-D1-FG3).

Thus, teachers had created some student-centeedalgid learning opportunities
that delved into larger scale social conflicts,haligh rarely their transnational or
controversial dimensions.

7.2. Valuing global diversity: empathy and caring hrough History, Spanish and
Geography

Teachers also encouraged students’ solidarity anplathy for the diverse situations of
others, commonly using the sentence, “put youisetbmebody else’s shoes.” Sometimes,
this work expressed an idealized, celebratory ditserwith little recognition of the power
imbalances and hierarchies involved in culturalfiocts.

Many times, teachers taught these issues througim@es from around the world,
comparing these to their students’ own situatidnsSpanish class, for example, students
might study other countries’ cultures to percetddference as something that does not
limit convivencia,as something that has to be respected and lednoed’ (L1-D2-FG4)
Also in Geography, teachers compared the studeqtsty situations with those of people
in other countries:

An elementary class analyzed poverty related tarabtlisasters in Nepal and Africa, in comparison
with students’ own situation of social vulneralyiltased in economic insecurity and crime (L3-D2-
FG4). Another teacher showed a video about theitgual life in Africa and in the USA, inviting
students to compare these situations to what thewyselves had vs. didn’'t have, and about gender
equity and women’s rights (L3-D5-FG2, L3-D5-FG4)2 Btudied poverty in Africa, Brazil and
Mexico. A colleague liked the phrase: ‘Think gldgahct locally:” “If I'm concerned about hunger

in Africa, | cannot solve that problem there, butan solve problems in my community” (L3-D1-
FG2).

Not least, teachers mentioned guiding studentsnadyae different perspectives,
points of view, decisions made by characters, anddwiews in fiction and history stories.
For instance, L2 teachers mentioned probing histpigodes to guide students’ reflection
about the causes of conflicts, and alternativesileas that could help make conflicts get
better or worse:

At the end of each history unit, D1 asked his stgsi®ow they would have solved a given problem
(L2-D1-FG1). D4 studied the roles of women at difg historical moments, as well as the division
of social classes (serfs and feudal lords) in thedM Ages (L2-D4-FG3&4). D5 used visual
organizer charts to analyze the causes of the MaxRrevolution, and also studied past episodes of
poverty and scarcity (L2-D5-FG2&4). Similarly, ahet elementary teacher read aloud stories about
conflict escalation, discussed and analyzed theackers’ aggressiveness, and opened a “debate” to
“reflect” about possible solutions that might miig the conflicts that arose in the story (L2-D1-
FGA4).
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Thus teachers prioritized the use of conflict exE®mlistant from students’ lived
experience to shed light on present social cosflict

7.3. Collaborative Work, Community Engagement: Citzen and Environmental Issues

Most of the teachers emphasized their implememtaticcollaborative student teamwork to
help foster communication, cooperation and growgpaeasibility skills. In these teams,
teachers mixed students of different academictedslias a way to recognize and value the
contributions of each one to foster participatiord areativity. A few engaged student
teams in community issues, especially in envirortalestience—analyzing situations and
suggesting solutions. Environmental issues servedaarelatively non-controversial
platform to engage students in working collabokdivand practicing some agency in
relation to community issues. As said, the tranienat dimensions of pollution problems
were not mentioned:

Teachers in L1 mentioned a research project daimmgeys and proposing plans about recycling in
the community: “It was collaborative work: they hé&al collect the [plastic garbage] and make
designs ... How this contributes to peace? It isatmlfative work and respect for their research, and
listening to how they arrived at these ideas arehyhing that can harm the community.” (L1-D6-
FG4). A colleague elaborated, “these projects nedy students realize they can do things to change,
both themselves and their surroundings” (L1-FG1).

L2-D4 hoped to teach her students to be “sociaragtto believe that they were capable of raising
awareness and making changes. Students had wooskedaratively cleaning up the neighborhood,
and with parents in projects to recover green a(eadD4&D5-FG3&4). In a combined Science-
Spanish unit at the same school, students condacpedject, called “United for the environment of
the neighborhood,” to examine and propose tangdbilange solutions to local environmental
problems caused by the factories that generateodacs and pollution (L2-D2-FG2). The teacher
hoped to expand this project “by visiting and takjictures of the damage,” having students “visit
the mayor,” and getting students to locate the canitp centers and government agencies that
could do something about this intensely-felt enwnental conflict (L2-D2-FG4).

With regard to ‘external’ citizen authorities, tbacs made minimal reference to
political institutions or community networks. Thayentioned students writing letters to
authorities, but said letters were never actuadgt.s Significantly, teachers mentioned
students’ interest in electoral process within ttesssroom and the potential connection
with elections and voting issues in the region &ne country. In the few instances
described, teachers showed evident hesitation atodénts’ critical engagement in these
or other citizen participation processes such atepts.

L1 teachers showed concern that students woulicegplpatterns of patronage acltentelism for
instance D5’s students offering sweets to gain sttpps in an election campaign simulation, even
though they were not supposed to cast votes. D8e¥wer, had used activities related to elections to
elicit students’ concerns regarding their mateniekds, presenting elections as a means to obtain
such justice. Later, her students had initiatedting process to decide upon a play to present in
front of the school. D5, however, expressed disaygirthat students might choose to protest (L1-
D3&D5-FG4).
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Similarly, at L2:“What draws my attention is that they see the smiuis to protest or strike. It is
what they see on television... Blocking a street as going to solve anything. So, yes, there is
hopelessness, because they think [protest] isrihyetling they can do” (L2-D5-FG3).

8. DISCUSSION AND CONCLUSION: AGENCY AND DEMOCRATIC
PRACTICES OF CITIZENSHIP EDUCATION

As teachers implement global citizenship @odvivenciacurriculum in this Mexican city,
they find themselves confronting an existential tcagtiction. On the one hand, teach
students to believe in democratic institutions #rel values they are supposed to embody.
On the other hand, recognize that what they teaamtdlyh represents their students’
experiences of life under their own ‘democratiq@jiree, with almost no space for students
to imagine transnational citizenship roles and tsmhs to globalized problems. The
teachers in this project demonstrated great comemtnto improving the lives of their
students and yet, as we have shown, the wider h@genpolitical context narrows the
spaces available for teachers or their studentgvelop and express strong agency in view
of the scale of the problems they face.

Participating teachers’ implementation of activel asollaborative pedagogies—
such as discussions of moral dilemmas, debateshigtatical conflicts—do depart from
narrow, ‘traditional civics’ and its static visiaf values and institutions. Yet these ‘active
pedagogies’ seldom sought experiential, colleatingagement with wider aspects of social
conflicts. The emphasis on citizen secukbnvivencia,promoting peacekeeping through
(extrinsic and self) control and values inculcatimproduces narrow imaginaries of action
to confront injustices and social conflicts, sushtlze transposition of gendered and sexual
violence into management of the body and emotions.

Paradoxically, those on the receiving end of glizkedl slow violence, the global
poor, need to take responsibility, internalize eslwf personal responsibility, and show
resilience to overcome the risks and consequenfcgbloalization ‘externalities’ such as
migration, pollution, labor exploitation and power€onsequently, youth’s local sufferings
remain private, not represented in teachers’ in@@s or sample lessons as wide-scale
public, political injustices. This is a painful ihigation of even the gentle, loving,
educative forms of citizen security peacekeepingchSdepoliticized and privatized
understandings of the ‘good citizen’ as passive @iahated from global human relations,
structural power dynamics and collective actiontum, present enormous challenges for
teachers and their students, in facing the daikyedies of conflicts, violence and injustices
in and beyond school life. These dynamics poirgxactly the opposite direction from an
active engagement in democratic life.

Citizen agency is reduced to responsible, law-algidilocal-only individual
behaviors. Nowhere is this more evident than when examine the ways teachers
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understood their roles in face of transnationalflaa such as pollution and drug

trafficking. The violence embedded in these dynamége intensely lived by these

communities, yet their scale, temporality and spig§i make them so overwhelming that
the possibility of seeing themselves as particigatctors in their transformation was

reduced to individual good behaviors: abstainimgrfraggression, recycling awareness,
avoiding drug consumption. This indicates cleameqgual access to any sort of ‘global’
democratic citizenship through these curricula.

Therefore, it should not come as a surprise thathers in these marginalized
contexts express anxiety about what their endeanoght achieve. Despite committed
efforts in citizenship andconvivencia education, feelings of hopelessness and
disenfranchisement arise among them. They are ‘tgachers’ and ‘good citizens,’ insofar
as they do as much as they can with what they igmngBut, at the same time, they are
trapped in a tension between their role as cultgaetbkeepers/peacekeepers and their
desires to empower their students.

This tension increases as citizen security-oriergedool convivencia policies
thicken the barriers between teachers and studentd, between the school and the
community. While teachers told us that their stuslemeighborhoods are stigmatized, they
themselves face the difficulty of being insiderséiders of such neighborhoods,
representing the voice of the ‘civilized’ societgainst the manifest injustices they know
their students live. In the end, we should ask elues whether citizen disengagement is—
far from being a product of disinterest or apathy+eault of populations being pushed
away from the democratic possibilities of partitipg in the voicing and resolution of their
own conditions of injustice.

Neoliberalism represents a moral philosophy thadlently pervades the implicit
and explicit curricula at schools. It elicits ategn ideal of moral responsibility focused on
the entrepreneurial and prudent individual and $edf-controlling, self-caring body:
flexible but obedient, individually mobile, onlydsely tied to the community, competitive,
embracing freedom and self-realization but dismessdf social bonds. The school in a
marginalized community extends neoliberal technsqoé governance over supposedly
deviant and risky populations—delegating this tasteachers. These populations become,
as Young and Nixon argue, the focus of governamcethe main receivers of harm and
‘responsibility,” with little opportunity for ageryc

This paper illuminates, in the voices of committedchers in one part of the global
periphery, some of the large scale, complex refatientanglements of contemporary
forms of slow violence (NIXON, 2011), the politicdluman made) character of inequities,
and the particular responsibilities and optionsdction demanded by these various scales
of transnational relations (YOUNG, 2011). Eventyathese conceptualizations may help
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youth and their teachers to imagine and devise naffective, contextually relevant
citizenship education, to challenge their condgiamthe global world. A global citizenship
education that starts from youths’ positional livegeriences with transnationalized social
conflicts could provide those at the receiving ewidthe negative consequences of
globalization with opportunities to challenge ardhiege dominant narratives of their own
history.
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