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Foreword
John J. Christian
President and CEO, CAPA International Education
jchristian@capa.org
Vancouver presented us with a wonderful location and an exciting backdrop for
the launch of CAPA’s new seminar series. Our first discussion centered on global
cities as powerful laboratories to study the complexity and diversity of the urban
landscape and the intersection of power, culture and identity which they embody.
Here we are able to witness first-hand how such cities both reflect and influence
what happens in other parts of the world, as well as the evolution of their own
local communities. They are sites where the interaction of global and local influences produces new maps of culture and human geography.
The exploration and analysis of these phenomena, once understood primarily in
terms of physical extent or economic factors, now addresses multifaceted aspects of a rapidly globalizing world in the spheres not just of economics, but also
politics, society, arts and culture, providing unparalleled opportunities for interdisciplinary study. CAPA’s academic programs have always been located in global
cities, though until recently we never really highlighted this fact, nor focused our
curriculum on the distinctive environments of the global city or the varied impacts
of globalization showcased there. Thus, in 2010 we established a new global
cities curriculum at each of our learning abroad destinations in Beijing, Florence,
London, and Sydney. Future CAPA destinations will all be located in global cities
and host this curriculum. New centers for 2012 are Buenos Aires and Istanbul.
Through online discussion linking our program locations, students are involved
in the comparative analysis of their global city experience with students at other
destinations worldwide. In this way, students are able to investigate issues of
urban transformation and its human geographies in depth, whilst also reflecting
meaningfully on their own developing relationships with each of these global
cities. The initial results of this project indicate a significantly higher level of
interest and engagement from our students. Moreover, the curriculum’s thematic
and directed approach adds context and relevance to students’ personal learning
choices and their understanding of, and knowledge about, the city in which they
currently live - as well as potentially reshaping their attitudes about the one from
which they came. The results are not only a series of ‘capstone’ courses which
bring identity to our programs, but also the creation of powerful connections be-
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tween the various cities in which we function and the students we teach on our
programs.
Crucially, it also constitutes a framework for understanding how globalization is
generating new forms of commerce, culture and identity. As several of our contributors have noted, the term ‘global city’ has had a complex and contested history. It was first introduced by the sociologist Saskia Sassen in her groundbreaking study The Global City. In reference to London, New York, and Tokyo, Sassen
described the global city as one that tangibly influences global affairs in terms of
politics, culture, and various socio-economic areas. Furthermore, she defined
global cities as ‘strategic sites for the management of the global economy and
the production of the most advanced services and financial operations’ (Sassen,
1991). The articles which comprise this volume chart some of the core characteristics of the global city in detail and examine their significance for innovative
teaching and learning in education abroad.
Foreign Policy magazine’s special report ‘The 2010 Global Cities Index’ states:
‘We are at a global infection point. Half the world’s population is now urban’
(Foreign Policy, 2010, p.1). The need to understand complicated urban environments grows more urgent than ever before. Cities are the crucible of current
global problems and future possibilities. Their analysis and exploration become
revealing opportunities to understand the ways in which today’s world and its
cultural landscapes are changing and to see how new communities are emerging through contact, conflict, collaboration and adaptation as new identities are
created through the interplay of global and local (‘glocalization’) in urban space.
Cities are also a place of exchange and interaction: our contributors write of the
city as a text to be interpreted, but also as a theatre where changing social relationships are presented everywhere on a daily basis. Here, past, present and
future are all involved in the creation of national and international identities. For
example, students in Beijing encounter cultural heritage as a tool of urban ‘branding’ as the city asserts itself as a new global metropolis. Expressions of political
power - and future intent - are scripted in architecture or the spectacular display
of national treasures.
For many reasons, Vancouver provides a perfect case study of such an environment. Arguably a global city long before the term was invented, the city’s key role
as an international transportation hub, its Pacific Rim location and its growing
global interconnectivity have enhanced its multicultural nature, which includes
First Nations, Asian and European cultural influences in a diverse ethnic mix (Vancouver Economic Commission, 2012). The waterfront international convention
center and port complex attest to its growing stature in global commerce; celebrity architects such as Arthur Erickson have constructed iconic, sky-piercing
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structures signalling Vancouver’s global status. The city has also become an
influential model for contemporary urban renewal around the world, including the
emerging megacities of Asia (Berelowitz, 2005). Our seminar discussion was followed by two practical workshops which examined the unique dynamics of this
cityscape on foot and explored some of the pedagogical strategies which can
provide faculty and students with the necessary tools to analyze them.
This was the first CAPA seminar and we were delighted that it was so well attended and generated such interesting discussion. We hope that you will enjoy the articles which follow and find them a stimulating source for new thoughts and ideas.
Our second seminar, in Houston in May 2012, aims to continue the conversation
in new, complementary directions to consider the theme of Cosmopolitanism and
Diversity in Education Abroad, as a subject of study, as pedagogical practice, and
as part of our continuing work to find real solutions to get under-represented students to participate in education abroad. We hope many of you will join us there!
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Introduction: Analyzing the Global City
Anthony Gristwood
Principal Lecturer in Experiential Learning,
CAPA International Education
agristwood@capa.org
Mike Woolf
Deputy President for Strategic Development,
CAPA International Education
mwoolf@capa.org

You are the light of the world. A city that is set on a hill cannot be hidden
Sermon on the Mount
The City is of Night; perchance of Death / But certainly of Night; for never there
Can come the lucid morning’s fragrant breath
James Thomson, ‘The City of Dreadful Night’

The papers in this collection are the published outcome of CAPA’s seminar in
Vancouver in May 2011 on the topic of ‘The City as Text: Urban Environments as
the Classroom in Education Abroad’. They are broadly representative of the wideranging discussions that took place during the seminar itself and the continuing
dialogues which it generated. Collectively, the authors engage with a diverse
range of complex urban environments around the world, including the global cities of London, Paris, Beijing and Shanghai, amongst others, demonstrating some
of the unique learning opportunities they present for the students who encounter
them in studying abroad. These urban spaces offer intense and demanding landscapes for academic investigation that can enrich the learning environment for all
of us who are engaged in the education abroad endeavor1.
The global future is urban. Over half of the global population of 7 billion people now lives in cities; such urban areas currently comprise less than 2% of the
1
The potential for cities as uniquely challenging sites for learning which transcend traditional study abroad agendas and generate innovative pedagogies is a focus for continuing
debate in the field. See, for example, the Spring 2011 special issue of Frontiers on ‘Study
Abroad and the City’ (Volume XX).
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Earth’s surface. Two new urban categories epitomize this transition: the global
city and the megacity. By the middle of this century, estimates suggest that the
worldwide proportion of city dwellers will be some 75%, with a very significant
proportion living in megacities of several million inhabitants apiece or in conurbations extending across whole countries or continents (Burdett & Rode, 2011,
p.10). A ‘megacity’ is usually defined as an urban metropolitan area with a total
population in excess of 10 million people living in conditions of relatively high density, with many of the largest and fastest growing of these located in the Global
South (New Scientist, 2006, p.41).
By contrast, a ‘global city’ is considered to be defined by its importance in terms
of the global economic system, a ‘factory’ of globalization with direct and tangible effects on global affairs. Foreign Policy’s 2008 Global Cities Index defines
these places as interconnected cities which ‘set global agendas…and serve as
the hubs of global integration’. Moreover, they often constitute the chief engines
of growth for their countries and act as gateways to wider regional resources
(Foreign Policy, 2008). More broadly, this status has everything to do with the
range and scope of economic, political or cultural power, but is not necessarily
a function of the extent of the city’s physical sprawl or population size, although
some are amongst the largest in the world.
Conventionally, global city status is conferred by such economic criteria as the
extent of the city’s role as a command and control point in the world economy
through its trans- or multinational corporate headquarters or stock market
volume; politically by its active influence and participation in world affairs or hosting of significant inter- or supra-national organizations; connectivity as a transport
or communications hub; culturally as a site of world tourism, heritage or cultural
and media institutions with global reach. According to Sassen (2001), such a city
comprises a nexus for new political and economic alignments and a ‘strategic
site’ for the valorization of new forms of internationalized corporate capital. As
such, its elites consider themselves to be cosmopolitan – transcending the local
– and its spaces are ‘inscribed with the dominant corporate culture’. Yet at the
same time such cities act to concentrate diversity through the proliferation of an
immense array of cultures from around the world, originally rooted in particular
localities and now ‘re-territorialized’ in the global city, reminding us of the continuing significance of empires and their postcolonial legacies in shaping urban
identities.
Cities around the world are striving to be ‘global’. Sassen’s initial thesis, drawing on the cases of New York, London and Tokyo has been transcended by a
more plural set of ideas about ‘globality’ and the urban. Ongoing analysis by
the Global and World Cities Research Network indicates the dynamic nature of
contemporary urban hierarchies, as different cities jockey for position with one
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another (Taylor, 2004). Global cities are increasingly diverse phenomena, wielding radically different types of global influence beyond the provision of financial
and professional services - cultural and media industries are also prime agents of
globalization processes, for example. Moreover, the global significance of these
cities is increasingly bound up with the nature of their external relations, and particularly the relationships amongst them as they carve specific niches in the world
city network. For example, Brussels’ global significance hinges on its role as host
to key supranational political institutions such as the NATO and EU headquarters.
Florence would not normally be considered global and yet it was a seed-bed for
global capitalism during the Renaissance. Its contemporary significance as a
cultural center of global heritage is clearly indicated by its popularity as a tourist
destination. Dublin, a city classified as in the highest tier of ‘globality’ by GaWC,
provides another anomalous example. In many ways small and essentially provincial in character, the Irish capital has nevertheless had an enormous impact on
Western European literary modernism and more recently it has been a showpiece
of the country’s openness to globalization in the form of inward migration and
foreign investment (GaWC, 2009). Shanghai increasingly asserts itself as a global
city but continues to lag behind its rival Hong Kong in many key indicators; at the
same time both cities represent complementary parts of the Chinese economic
miracle (Schifferes, 2007).
It is hardly surprising that, given the contradictions and collisions that permeate
the urban experience, the city should be identified by our contributors as a major
‘academic resource’ (Anders Uhrskov) and a potential catalyst for the curiosity
of the young that results in ‘a higher level of interest and engagement from our
students’ (John Christian). The construction of new knowledge is context-specific – the city emerges in these pages as a distinctive ‘learning space’ where the
student acts, utilizes various tools to collect and process information and also interacts with others as part of a learning process conducive to the active construction of knowledge (Hovorka & Wolf, 2009). What kind of ‘text’ is the city? Who
has written it, when and why? Who are the readers of this text and how exactly is
it to be interpreted? Medieval manuscripts offered a ‘palimpsest’ of overlapping,
multilayered fragments in many different hands. In a similar way, the cityscape is
rather like a timber with many grains running through the wood, generating complex and sometimes contradictory patterns. It is also the site where identities are
performed, reshaped and struggled over, and where forms of power are imposed
and contested. These twin metaphors of the city as a ‘text’ and as a ‘theater’ for
analysis and exploration are at the center of Anthony Gristwood’s article, which
offers a review of the conceptual and methodological terrain of urban analysis.
He outlines a number of pedagogies conducive to active learning and highlights
the necessity of synthesizing multidisciplinary approaches to an object which defies conventional disciplinary classification.

11

There were several other key themes that seemed to reverberate around the seminar discussions in Vancouver and they can also be discerned in this collection of
short essays. Several contributors seek to create and refine useful definitions and
distinctions. For example, Colin Speakman’s analysis of Beijing and Shanghai
as global megacities foregrounds the dynamic nature of urban hierarchies and
reminds us of the growing significance of cities in the Global South. He charts
the convergent trajectories of these two cities as emerging, and distinctive, urban
spaces which complicate Western models underpinning notions of the global city
– and which open up new avenues for comparative study. He also offers a means
of distinguishing the ‘global megacity’ from the ‘global city’, arguing that Beijing
is still primarily embedded in China’s national context (although it is now emerging rapidly as a hub of global influence), whereas Shanghai has experienced a
longer, complex history of internationalization and is now amongst the largest
and most rapidly changing urban environments in the world. If global cities are in
part defined by their interconnectedness and their disconnection from their own
hinterlands, these case studies highlight the distinctive nature and extent of different cities’ ‘globality’.
In these pages the city is rarely represented as something simple, static or objective. Several of the contributors highlight the importance of thorough preparation
and purposeful intention in instructional design in order successfully to achieve
key learning objectives which fully realize the potential of the urban environment.
The urban classroom encourages learning by doing, piques curiosity, and facilitates engagement. Uhrskov stresses the importance of specialist faculty training
to develop the city as classroom, and of the need to develop specific tools to
‘open up the city’ as an effective teaching resource. He indicates the need to
distinguish the authentic from the inauthentic in the urban environment, identifying constructs that embody ‘touristic or nationalistic myths’ built around ‘plausible fictions’. Gristwood and Blair both emphasize the supporting structures
needed for students to achieve such experiential learning objectives effectively,
including the crucial role of thorough planning, meticulous instructional design
and evaluative reflection. Blair’s case study of urban mapping techniques as tools
for the investigation of human rights in the Marais, Paris, illuminates the potential
for the rich local detail of a specific urban neighborhood to enable investigation of themes integrating the universal and particular, Self and Other in all their
complexity.
Learning processes in the urban classroom are characterized here in terms of
three main areas. Firstly, intellectual development – understanding the specific
socio-economic, cultural, and political factors that have shaped the city and the
integration of theoretical and practical concepts. The urban environment enables
a variety of different modes of learning, including guided student discovery and
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interpretation. Secondly, technical development - students have the opportunity
to hone observation and analytical skills, and competence in information processing and research, as they are brought into direct first-hand contact with the object
of their investigation. Finally, as an arena of encounter and interaction, the urban
environment facilitates processes of personal development.
Many of the contributions here emphasize the inherent reflexivity of the learning processes involved, approaching the city from a constructivist perspective
in which knowledge and understanding is embedded in students’ own individual
backgrounds and experiences. The built environment of cities may be bricks and
concrete but its meanings are shaped by the personal histories and perceptions
of those engaged in its exploration. For example, Gristwood, drawing on the philosophy of Michel de Certeau, suggests that inhabitants and visitors ‘write’ their
own city through everyday practice and experience. The most obvious thread is
that relationships with urban spaces are for many of us intensely personal and
intimate. That is specifically the theme of Martha Johnson’s thesis that ‘to know
a city is no different than to know a person’. What Scott Blair calls ‘personal connectedness’ is the filter through which the city is constructed and reconstructed
as personal history (Mike Woolf), as an intimate encounter (Johnson), or as a
place of engagement with dark histories (Blair). The city is a subjective space,
defined through the mind and the memory; it makes concrete the contradictions
of history, conflict and opportunity through emotional and intellectual filters. We
perceive simultaneously the city of night and the shining city on a hill.
Some address these ‘psychogeographies’ of the urban environment directly to
consider the significance of the affective dimensions of student engagement with
the cities they encounter when studying abroad. Martha Johnson adds a third key
metaphor alongside those of the city as text or theatre to consider the potential of
the city as an unfolding relationship, arguing for the value of intentional reflection
on students’ developing emotional engagements with the urban. Mike Woolf’s
article focuses on the city as an imaginative realm, whose distinctive ‘rhythms
and dislocations’ signal the creative possibilities engendered by its very complexity and the significance of developing relationships with an environment which
may be simultaneously energizing, discomforting and alienating. Woolf’s city is a
space of creative and personal possibilities, a ‘place for exploration and accidental encounters’ where the physical world and the world of memory co-exist and
there is the potential to see the world in new ways. The city emerges across these
pages as a landscape with the potential to transform the self and a crucible for the
hermeneutics of interpretation opening dialogue across categories: city and mind;
past and present; here and there.
At the other end of the scale, Mike Monahan and Anders Uhrskov both underline
the historical significance of cities as cradles of civilization and culture as well as
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their current role as harbingers of the future. What is consistently apparent in all
of these articles is that the study of the city is of key contemporary significance in
that cities are, whether we like it or not, at the heart of the vortex of those primary
dynamics that continue to shape the lives of people throughout the world. More
of us gravitate to cities and are born in cities than ever before in history. Cities
are at the heart of many processes that govern our lives: culture, crime, wealth,
poverty, generosity and hatred. Not to engage with the city in some way or another is to choose to abandon the present-future and to seek (probably futilely) to
reside in a simpler version of the past – a bucolic landscape that belongs to myth
rather than actuality.
As the American historian Lewis Mumford argued in the last century:
The city… is the point of maximum concentration for the power and culture
of a community… The city is the form and symbol of an integrated social
relationship… Here in the city the goods of civilization are multiplied and
manifolded; here is where human experience is transformed into viable signs,
symbols, patterns of conduct, systems of order. Here is where the issues of
civilization are focused: here, too, ritual passes on occasion into the active drama
of a fully differentiated and self-conscious society. (Mumford, 1945 [1938], p.3)
More recently, for Parag Khanna, the growth of global ‘hub’ cities and emerging
megacities focuses attention on what is truly at stake today, and reminds us why
the analysis and exploration of these environments is so crucial:
What happens in our cities, simply put, matters more than what happens any
where else. Cities are the world’s experimental laboratories and thus a metaphor for an uncertain age. They are both the cancer and the foundation of our
networked world, both virus and antibody. From climate change to poverty
and inequality, cities are the problem - and the solution. Getting cities right
might mean the difference between a bright future filled with HafenCitys and
Songdos - and a world that looks more like the darkest corners of Karachi and
Mumbai. (Khanna, 2010)
The analysis of global cities has therefore several profound dimensions: it is the
mechanism through which we explore those histories - and potential futures - that
are ‘personal’ and those that resonate with the broader social, cultural and political worlds that we all inhabit.

14

Cities and Globalization: An Historical Context

Michael D. Monahan
President, BCA Study Abroad
mmonahan@BCAstudyabroad.org
As international educators, we have all become aware of the fact that today more
than half of the planet’s people are now urban dwellers. In 1800 only 3% of the
world’s population lived in cities. This accelerated movement toward urban living
carries with it significant consequences that we are only now beginning to understand. The increased concentration of humans in cities is at once a result of and
a major contributor to our greater interconnectivity and interdependence. Such
geographical concentration holds promise for enhanced understanding between
diverse peoples and greater stimulation of our creative imaginations. It often invigorates our intellectual, social, and artistic lives by forming a crucible for intense
and shared activities.
This global urbanization, however, also creates some of our greatest challenges: human conflict, struggles for social justice, acute competition for resources,
pollution and other forms of environmental degradation, deprivations in human
health and well-being, and other negative consequences of various sort of increased congestions.
For international education, the urban environment offers a seemingly endless
array of opportunities for students to learn about the connection between local
and global issues, and about broader questions of the human predicament. The
question of what and how students learn from the context of the city is the focus
of this seminar. We all applaud and appreciate CAPA’s encouragement to have us
think deeply about this both today and as we return to our professional lives after
this seminar.
Before we turn to the papers and presentations, it may be of interest to note a few
statistics regarding urbanization. From 1500-1700 the most highly populated cities in the world were all in Europe. By the late 20th century only London remained
in the ‘top ten’. Today London and Paris rank 20th and 21st in world city populations, and none of the top ten cities are in Europe (and only one, New York City,
is in North America). If as international educators we want our students to understand the causes and consequences of contemporary urbanization, we need to
focus on the history of urbanization in the West, and on the developing world and
the relatively new emerging megacities.

15

At the beginning of the 20th century, only 11 cities had populations greater than 1
million. By the year 2000, 400 cities had passed the 1 million. Some urban studies scholars tell us that if the world’s population were concentrated at 7,600 per
square kilometer (the average density in East Asia), all of the planet’s people could
fit in 1% of the globe’s land mass (about the size of Germany). As with much in
human life on the planet, the main questions may not always be about resources
but how these are generated and distributed in a way that makes sense for the
health and well-being of the planet and its inhabitants. This too should be a focus
of our international programming.
As Eva Brann has instructed us, effective education ‘offers continual incitement
of the critical intellect and abundant nourishment to the dreaming imagination’
(1991, p.7). Our aim today is to explore the idea of the ‘global city’ and to grapple
with some of the ways in which the urban environment can enhance students’ intellectual achievement generally, and study abroad learning in particular. The main
point I wish to make in this introduction to our seminar today is that, as we think
about global cities and education abroad, so much of what we aspire to in terms
of global understanding and student learning seems nearly unthinkable without
the city. We should reflect a bit on this.
‘Cities…’ wrote Aldo Rossi in The Architecture of City (1984), ‘…are the repositories of our collective memory’. In education abroad, cities are a resource for our
main objective: we want to draw the attention of our students to the rich history of
urban environments in an effort to help them better understand the world. Kevin
Lynch, in The Image of the City (1960), tells us of ‘five elements of cities’: ‘paths’,
‘edges’ (e.g. the Chicago Lakefront), ‘districts’ (e.g. Cristiania or Nyhavn in Copenhagen), ‘nodes’ (e.g. points of entry and gathering like Plaza Mayor in Madrid),
and ‘landmarks’ (like an urban fountain or a little mermaid). All of these lead to
shared images of the city, and thus contribute to a shared civilization. Here too our
students can learn about the world and architectural ethnography.
If we can agree that one of our primarily convictions in higher education is that
ideas flourish best in good company (and, I would add, in solitary reflection), the
city does indeed become a laboratory for learning. If we agree further that the
context of our students’ lives and learning is now global, and that this ‘age of
globalization’ is also the ‘age of cities’, we should be building programs in cosmopolitan environments. If our ultimate goals are to consider how best to understand
(our pedagogical and intellectual imperatives), as well as how best to live and how
best to act (thus engaging with ethical questions), global cities offer us remarkable
sites for experimentation and engaged debate.
In the end, we are confronted with the age-old dialectic of quotidian experience

16

and the richness of the particular on the one hand, and the quest for the universal on the other. This includes learning about the ways in which specific places
become more diverse and cosmopolitan and how the ‘shrinking’ of the planet affects the ideas we cherish and the intellectual life we hold dear. Our belief is that
we learn from the past and this helps us discover ways of engaging each other in
our lives today and in a shared future. (As Kierkegaard, the great melancholy Dane
has taught us, we can only understand life looking backwards, but we can only
live it looking forward). So again, the educational value of cities can be found in
the deep past of urban development and human connection and in contemporary
ways in which people live and learn together in close proximity.
Beyond this, what are our tasks? First, as this seminar encourages us to do, we
must demonstrate the educational value of cities as great centers of intellectual
achievement. Second, we must entice students to discover and to create learning
opportunities in urban environments.
In much of this, the concept of globalization seems to be at the core of our discussions and leads us to several important questions which we can take up today:
• How does the globalizing city affect our worldviews?
• Does life in the global city lead to a leveling of ideas and identities,
or does it complicate and enrich them?
• Does life and learning in the global city sharpen the focus on our
distinctive features (personal, cultural, linguistic, and national) or
support our efforts to seek the universals in the human condition?
• What, precisely, does the ascendancy of world cities and urban
cosmopoltanism mean for learning across cultures?
Finally, I add some tentative conclusions for us to contemplate, refine, or
dismiss:
• Despite how much I personally value solitude and reflective
meditation, the vibrancy of the globalized city offers nearly unrivalled 		
opportunities for collective and individual learning.
• Among the best historical examples of urban centers of great
intellectul achievement from which we can learn much about the role of
cites are Athens in Classical Antiquity, Al-Andalus’ cities of the Middle
Ages, Timbuktu during the European Dark Ages, and Edinburgh of the
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Enlightenment. But we must also turn to newly globalizing and emerging cities (e.g. Shanghai, Mumbai, Jakarta, Curitiba, and Nairobi) to 		
understand the human condition in a global context.
• As Ahmed Samatar points out ‘Global Citizenship’ increasingly means
urban citizenship and is the emerging logos of our age. It involves the
recognition of the dialectic of multiple differences that cannot be
obliterated or wished away, yet must co-evolve with each other. What 		
we find in the city – cosmopolitanism – is a fusion of immediate and
transnational conceptions of self and the arrival of a kind of inclusive 		
empathy. (See Samatar, 2007, pp.7-8).
• Cities can offer fantastic venues for learning about the achievement
of civilizations and also can expose our students to the realities of 		
deprivation (both relative and acute), the cruel realities of poverty, and
the alienation that sometimes accompanies urban life. (See, for
example, Davis, 2007)
• Study abroad in the city means that dealing with contradictions be
comes a perpetual assignment. In this way, learning in the global city
supports our overall goals in higher education.
If the world was ideal, and I was fully prepared, I would ask you today to just relax
a bit, think deeply, and allow me to tell you a fascinating story about great cities,
the idea of globalization, and learning across cultures and ages. But I know you
don’t have the time for what would be a long story, and that is a good thing, for I
don’t have the competence to tell it either. But lucky for all of us, I can now turn
the podium over to those who can tell the story.
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Beijing and Shanghai: The New Global Megacities
Colin Speakman
Director of China Programs, CAPA International Education
cspeakman@capa.org
Introduction
The ‘Global City’ concept has been well-rooted in, among others, long established
cosmopolitan London and melting-pot New York, so I approached with some
caution the concept of how well such relative upstarts as Beijing and Shanghai
would stack up in comparison. After all, as students watching the intriguing documentary movie on China at the height of the Cultural Revolution in 1972, a great
work by Italian Director Michelangelo Antonioni - invited in by (and subsequently
denounced by) Chairman Mao - soon learn, Beijing was then virtually devoid of
modern transport and foreign residents, and half of Shanghai (Pudong) was old
warehouses and fields - a state maintained until 1990 (Antonioni, 1972).
Yet such is the pace of change in China that deeper analysis leads to the conclusion that Beijing and Shanghai not only qualify as global cities, but indeed as
global megacities, setting trends that other urban behemoths will surely follow. It
is well known that Beijing and Shanghai seek ‘World City’ status (a more specific
category than global cities) that is accorded to, amongst others, London, Paris,
New York, Tokyo and Hong Kong. Soon the capital could take an important step
forward as it applies for World Design City recognition (Fujing, 2011). However
Shanghai is not far behind, having been designated by the Chinese authorities
as China’s international financial center and its main international port (and very
recently as the targeted city to be China’s fashion capital - to rival London, Milan,
New York or Paris - in the Hongqiao district of the city). The city will also be a future center of the global film industry; during a February 2012 visit to Los Angeles,
China’s expected next president, Xi Jinping, announced that Dreamworks Animation would open a Dreamworks Oriental movie studio in Shanghai.
Using the 2010 Global Cities Index, Beijing ranks 15th and Shanghai equal 20th
in a list of 65 cities worldwide (Foreign Policy, 2010). They will surely rise up this
index, though it may not be best designed to reflect the peculiarities of these two
cities’ growth. Global cities do not have to possess a huge population – Singapore
at number 8, and Sydney at number 9 both have fewer than 5 million. Chinese
cities are notoriously hard to pin down on population size as unregistered migrant
workers flock to the urban centers for (often temporary) employment. However
Beijing claims around 20 million and Shanghai 23 million. The Chinese authorities
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like big cities. In August 2011, the authorities announced that Chaohu city in Anhhui Province would soon cease to exist. Different parts will be merged into other
cities, with the bulk going to Hefei city, the provincial capital. Apparently Chaohu
city had become a little too small - its population had fallen to only 3.87 million!
Residents were not unhappy: ‘Hefei is better in terms of basic salaries and social
welfare. We hope that once we belong to Hefei, local people will get more income
and enjoy a better city infrastructure’. A bigger Hefei will help it compete with
Nanjing (8 million population), capital of neighboring Jiangsu Province.
Within 5 years China will have many cities larger than London and Paris and of
course the megacities - population 10 million or more (Khanna, 2010). Arguably,
such cities will shape the future more than nations will. In 2012 - for the first
time - more people in China live in urban than in rural areas, an incredible result in
comparison with 30 years ago (Daily Telegraph, 2012).
The Chinese Global Megacities Scorecard
I have chosen to modify traditional global city criteria (Hall, 2006) to reflect current
trends derived from a consensus of American students studying here. The key
elements comprise an auspicious 8 in Chinese culture:
1) International and national connectivity: Physical (major international
airport with significant direct flights to other foreign capitals and major domestic
destinations, and/or strong land-based links, such as high speed trains, and/or
a major port with cruise passenger and cargo activity); and virtual (easy internet
access, availability of uncensored international media output).
2) Diversified international population base: Supported by fairly easy visa
access (ideally a visa-waiver) for short-stay foreign visitors and supportive
policies for long-term ex-pats as residents.
3) International cuisine: Allowing a foreigner to live in the city and still enjoy the foods
of his or her past, accounting for taste preferences or perhaps needed for religious or
health reasons; and introducing locals to cuisine that the rest of the world has to offer.
4) International culture: Allowing citizens of the city to have the chance to enjoy
the best of world culture, and visitors to appreciate the local culture - through
museums that richly showcase their own history and current features, as well as
other countries’ treasures; performing arts groups that stage locally famous plays,
dance shows and opera; a range of international sports events such as masters’
tournaments from the global circuit.
5) International infrastructure: A blend of the city’s own historic buildings and
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the modern architecture that brings the best design ideas from leading practitioners across the world, complemented by recognised international hospitals for a
diverse population, world class universities attracting a diversified, international
student body and, in an eco-conscious era, best practices in low emission transport and alternative energy sources to shape the city’s evolution.
6) International business presence: Retailing with global brands and outlets in
iconic shopping districts, services such as an international financial center with
a strong presence of overseas banks and insurance companies, an international
stock exchange and/or hi-tech business parks which welcome foreign companies
and joint ventures.
7) Support for a recognized language of international business: Typically English, though could reflect regional connections with Asia; foreign languages spoken by the city’s taxi-drivers, hotel reception staff and at other key contact points
for visitors not possessing the local language.
8) Global economic and political importance: Reflected in the impact that decisions made in the city by the government and/or international organizations and/
or international financial markets have on the global system.
In examining the local and foreign mix in Chinese global cities, an important influence is likely to include what has become known as ‘the return of the sea turtles’
(Naisbitt & Naisbitt, 2010). Greater freedom for Chinese citizens also led to opportunities for some to move abroad, notably to the USA, in order to seek a more
prosperous life. The continued economic growth in China coupled with economic
downturn in the West, has tempted a number of these overseas Chinese to return
home, bringing international perspectives and ideas to their understanding of Chinese culture and traditions.
Beijing as global megacity
In terms of the above criteria, Beijing has made great progress. Beijing Capital
Airport is the 2nd busiest in the world - currently at over 73 million passengers a
year throughput – which boasts an impressive array of international flights, having
attracted most international airlines and the country’s own carriers having rapidly
expanded globally. With what is now the largest network of high-speed trains in
the world, travellers can reach key cities across the mainland with relative ease out
of Beijing. The Beijing authorities plan to ‘hot-wire’ the city with free Wi-Fi access
in the next few years. However, there remains the reality of firewalls which censor
and restrict access to sites deemed not in the public interest, and similar blackout of key international media, which is not a desirable attribute in a global city.
Beijing has a relatively small proportion of foreign residents given the closed na-
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ture of China until the 1980s. There is a paradox in seeking to be a high ranked
global city, yet having to restrict the right to own property to those who have a
long history in the city. Even Chinese citizens have no right to live on an on-going
basis in Beijing if they have no resident permit and buying property is restricted
to those with at least a year of local tax payment records. It is unlikely that foreign
residents will increase as a percentage of residents in the near future. The capital already has a population 5 million greater than the authorities planned. For
temporary visitors, sometimes complex visa policies hinder quick decisions to
visit Beijing and any short-stay visa waiver initiatives are a long way off. China is
the only major economy that does not recognise the International Driving Permit.
International cuisine gets a mixed score, as although it has grown in availability
and is featured in many popular areas such as Sanlitun Village, the Central Business District and the Malls at Oriental Plaza, its availability is limited by the small
foreign population and improvements rely on local residents acquiring more of a
taste for it - at higher costs than local food – due to rising affluence. International
visitors, in particular when meeting local hosts, are usually feted with the best of
traditional Chinese cuisine rather than quality foreign options.
The jewels in Beijing’s crown are the world class museums such as the newly
renovated National Museum of China, the Capital Museum and the National Art
Museum. The government policy of free admission to both locals and visitors to
these and many other museums sends a positive message of intent. Increasingly,
Beijing is included on annual sports tournaments schedules and is attracting foreign performers on stage. The 2008 Beijing Olympics not only showcased the
capital to the world but also provided an iconic venue in the Bird’s Nest Stadium
for future events – such as the Italian Super Cup soccer match between AC Milan
and Inter Milan in 2011. This Olympic venue also reflects the variety of Beijing
architecture, from the ultra-modern Beijing airport terminal 3 building to those
Hutongs still preserved in the city center and the well preserved and renovated
Forbidden City.
Unfortunately Beijing still suffers from pollution and traffic congestion and has yet
to implement urban eco-friendly policies on a significant scale. The authorities
do restrict private car use and limit ownership by a license plate cap. They also
intend to encourage more bicycle use and build more metro subway lines.
The re-designed Wangfujing Street seeks to be a ‘world brands’ shopping street
and Qianmen Commercial Street is seeking to re-invent itself in a modern role. International banking in Financial Street, hi-tech multinational business in Beijing’s
Life Sciences Park and the leading universities of Peking and Tsinghua (which are
in the world’s top 50) all add to Beijing’s claims to rise up the rankings.
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The authorities made a promise after the award of the 2008 Olympics, that
half the taxi drivers in Beijing would speak English by the summer event.
Despite significant growth in English language courses and a strong demand
for native English speakers to come and teach in Beijing, that goal was never
met and finding locals communicating in English remains a challenge for the visitor. Neither has there been the extensive translation of signage into English or
other languages (even in local restaurants) seen in some international cities –
this is a reality any visitor using a Beijing public bus soon encounters. A recent
proposal by a delegate at the March 2012 Chinese People’s Political Consultative Congress in Beijing was for Chinese schools to stop early teaching of
English, leaving it until High School (Shok, 2012). This reflects the tension
between globalizing Beijing and retaining Chinese traditions, including
respect for the Mandarin language.
There can be little doubt that political and economic decisions made in Beijing impact the world as, after more than 30 years of near double digit annual
economic growth, China has become the 2nd largest economy in the world
(McCurry & Kollewe, 2011). A visitor to Beijing soon senses that new authority and importance as he or she walks past the Great Hall of the People whilst
crossing Tiananmen Square. However, reflecting China’s late coming to the
global party, few international organizations actually have their headquarters
or major regional offices in China. That is a situation that is likely to change in the
coming years.
Shanghai as global megacity
Shanghai outscores Beijing in a number of areas but lags behind overall on
the criteria used. International connectivity is comparable, with Shanghai
being the only Chinese city to boast two international airports, supplemented
by high-speed trains to many local cities (such as Hangzhou, Suzhou, Nanjing)
in the economic powerhouse of the Yangtze River Delta. Shanghai’s history has
included more ‘involvement’ by foreigners including the period of foreign control
reflected by the historic former British, French, and American ‘Concessions’ in
Puxi (West Shanghai).
The city has more ex-pat residents and this is also reflected by the greater quantity and quality of international cuisine and a good smattering of western sports
bars where live international sports can be watched. English is more readily spoken. One explanation as to why Shanghai is more international in outlook is that
the Chinese authorities have allowed the city to be an experiment of economic
development (taking over from the Shenzhen Economic Zone since the 1978 reforms). A striking example is the way in which the Pudong area has been trans-
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formed from wasteland to a modern Manhattan since 1990, setting Shanghai on
course to be a future economic capital of the world.
This freedom should not be taken to mean that the locals are not fiercely patriotic.
When a UK-owned restaurant chain opened its first branch in Shanghai in early
2012, it made the mistake of advertising its location as in Shanghai’s ‘French Concession’. This produced an outcry and a fine of nearly 50,000 yuan from the local
authorities. There have been no foreign concessions in China for many decades,
and any walk along the historic Bund with masses of Chinese flags flying high
atop its European buildings is a ready reminder.
However, Shanghai has not preserved its historic sites as well as Beijing as a result of its rapid pace of economic transformation (in which a 30 storey building is
the minimum expectation for new developments). The Bund along the Huangpu
River and the Yu Garden offer the best inner city historic options. International
(and the best of domestic architecture) can be found on either riverbank, including the Oriental Pearl Tower, and whatever is currently the highest skyscraper in
Shanghai – nowadays the Shanghai World Financial Center with Japanese connections, but soon to be overtaken by the Shanghai Tower nearby. These buildings form the picture poster for both Shanghai and China’s economic success.
Eco-friendly transport is promised and some was showcased for the Expo.
Shanghai has been regulating car license plate sales longer than Beijing to control
congestion through car ownership. It boasts a Maglev (magnetic levitation) train
line hitting 431 kph, and plans to extend it to neighboring Hangzhou. As a result
of its newer urbanized areas, roads are wider and heavy rain produces less of a
flooding problem than in Beijing.
Unlike Beijing where the heavy hand of government can be sensed, Shanghai
feels like the place where the authorities allow experimentation and that is why
the country’s international financial center, main stock market and world cruise
terminal are all in evidence. As a result of the Special Economic Zone, Shanghai has attracted many multinational companies. Its international credentials
were boosted by hosting the six-month Shanghai World Expo in 2010. Iconic new architecture has resulted from that and more western culture will arrive
with the planned Shanghai Disneyland along the riverbank. However, Shanghai
is not ‘the seat of power’ and what happens in Beijing still holds more sway.
Daniel Bell, an academic at universities in both Beijing and Shanghai, characterizes Beijing as ‘the City of Political Power’ which echoes back to Imperial China
(with the Forbidden City a ready reminder), as well as the People’s Republic of
China with important events in the Great Hall of the People or the continued respect for Mao’s Mausoleum. That role may ultimately be the defining feature of
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its nature as a global city, and of its world influence. By contrast, Professor Bell
writes of a delicious lunch in Shanghai at the faculty club, seated around a western-style rectangular table: ‘Were this in Beijing, they would be seated around a
harmonious circular table. The Shanghainese tend to adopt the latest Western
fashions, whether good or not. Don’t they care about the history of imperialism?’
(Bell & de-Shalt, 2011, pps. 140-160).
Shanghai is certainly a global megacity. The development area adjoining Pudong
has recently been incorporated into it. The city will grow to 30 million inhabitants.
Whether Shanghai will ever be regarded as a true global Chinese city (by Chinese
or by foreigners) is another matter. Many visitors feel that they have visited what
is clearly an international city but need reminding that it is in China (especially if
they come to stay in an international hotel in Pudong, attend a conference nearby
and never venture into deepest Puxi). Therein lies the difference between Beijing and Shanghai as global megacities. They are so different that to visit either
one, and not the other, is to miss the breadth of reach and the full implications of
‘Global Chinese cities’.
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The City - A Study Abroad Classroom
Anders Uhrskov
Director, Danish Institute for Study Abroad
au@dis.dk
The City: Stage Setting or Academic Resource?
American students studying abroad are sometimes ‘parachuted’ down into the
local setting perhaps even without being properly instructed on what is significant about the urban life of their host city, now and in the past. They remain, so
to speak, tourists, perhaps even uninterested tourists, because their curiosity is
not stirred. If students are not encouraged to investigate the local city, it will remain closed. The city’s wonderful stories and exciting secrets will remain hidden.
Sometimes a guided city tour early in the term or some optional excursions are all
the exposure students get about the new place they will call home for their study
abroad term, often a whole semester.
Whether or not students really get to know the city, they will use it every day. In the
city, they have their living accommodation, commute every day, take classes, use
the libraries and museums, meet fellow students, hang out at places, cafes and
bars, go to concerts and other events. Because the students are in the city anyway, why not reveal the secrets of the unknown, so they understand, appreciate
and respect the local culture? What a waste not to use the city as an academic
resource!
Study abroad is about academics, use of the city and cultural immersion. A relevant and rigorous academic curriculum is the basis for transfer of credit and
grades from study abroad. Travelling abroad is what most students want, but
academic training and intercultural skill acquisition is what all students need. Full
immersion into the local culture includes its societal and historic context. The city
is a human artifact, reflecting the development, conflicts and values throughout
history - each period has put its footprint over the footprints of the past. The great
cities of Europe and elsewhere are cultural icons of human achievements in architecture, culture and industry over centuries. World culture developed around
the holy places of the great cities of world history. The great ancient cities are
brightening torches of world culture – Babylon, Jerusalem, the queen city of Constantinople, the holy city of Rome, etc. They are signature features of civilization
and attract money and people, including study abroad students.
The world is increasingly urban. Already more than half of the world population
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lives in cities. Differences between the perceived opportunities of the city and the
poverty in rural areas increase urbanization. Millions of people cross barriers and
borders to get to the rich world, or at least to the megacities of the poor world.
Globalization fosters urbanization - the political, cultural and technological future
of the world is predominantly shaped in cities. All over the world, innovations,
investments, production and trade are centered in cities. The clusters of expertise
and knowhow, the knots of the international networks, are urban centers: Hollywood, Silicon Valley, the City of London, Singapore (Gehl, 2010). The city in study
abroad is a gold mine: clusters of globalization, ecological systems, and ghetto
problems - it is all there! All we need to do is to dig and excavate the gold in the
ground.
Regionalism or Anti-Modernity - Reactions to Globalization
Modernity homogenizes the way we work, commute, spend our leisure time; how
we communicate, what we eat and drink, how we are entertained, and how we
dress. The powerful globalization process, however, also creates a powerful resistance. Most of us want to be both international and modern and at the same
time keep our regional and traditional identity. Some extreme groups however
become anti-modern, and reject globalization, based on religious or political arguments. Consider the Amish people or fundamentalist Muslims. Both the Twin
Towers in New York and Osama Bin-Laden were opposing elements of the very
same global world. In order for students to understand globalization and modernity they must also understand the counterbalancing forces in the form of
regionalization, romanticizing of the past as well as of militant anti-modernistic
movements. The city has it all.
Plausible Urban Fictions
It has been said that history doesn’t exist, only historians; that all history is contemporary; urban and landscape culture an ongoing process of creating plausible
fiction. The same goes for cities and landscapes:
• Santa Fe in New Mexico was just another sleepy local town until it
was turned into an exotic tourist destination. Early last century the
Pueblo style was created: utility lines were buried and adobe-colored
stucco became ubiquitous.
• Traditional Irish country houses scattered over the green island today
look like the postcards of the traditional Irish country houses. Postcards
actually inspired their redesign.
• In rural Denmark there are more thatched roofs and half-timber
buildings now than in the recent past. In Copenhagen many
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neoclassical buildings have in our time been repainted in pastel
shades, that look authentic, which they are not.
Study abroad students should be trained, in the city where they study, to identify
features of globalization as well as the different layers of genuine tradition versus
the touristic or nationalistic myths expressed in the cityscape. They should be
able to recognize the historical falsification that power-holders produce in most
places; not less today than in the past.
Meeting Local Students is Not Always First Priority
Many American study abroad students also have a dream about meeting local
students, but that requires that they temporarily leave the comfort zone of fellow
US college students. The intercultural meeting might be rewarding, but it is also
exhausting. We are all tribal people, students not least. If the ‘intertribal’ meeting
between students of different cultures has to be more than just a drink at a party,
it has to be carefully structured. Copenhagen and other European university cities are crowded with local students. It requires, however, ingenuity and resources
to organize real contact between large numbers of American and local students,
but it can be done and it is worth doing in order to enhance students’ intercultural
skills.
The traditional European teaching style is not compatible with the American students learning style of today. The traditional European teaching style - the talking head at the end of the classroom - is no longer useful. European faculty can
however develop into international educators when they define and communicate
their learning outcome objectives, and organize their courses accordingly. Interactivity, use of the city and its resources and ongoing assessments should be
included.
You See What You Know
The other side of the same token is that you only see what you know: The ignorant student only sees walls, bricks and glass; the student with knowledge sees a
beautiful Baroque church with interesting Rococo features. This is an important
point. Students want (even desire) to travel and see Europe, but what they do
not know, they will most likely not see. The students experience depends on the
knowledge provided by the faculty and through the curriculum.
Architecture speaks, but only if you ask relevant questions:
• Why are there five churches in the center of the Kremlin in Moscow
from the Medieval Ages? Could it be a visual message to a deeply
religious people, that a rebellion against the tsar is a rebellion against God?
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• Why is the joint chief of staff of the army and of the navy in the two
buildings next to the Winter Palace in Saint Petersburg from the 18th
century? Could it be that military might had replaced religion as the
power foundation of the tsars?
Short-term programs, field studies and excursions, and hands-on assignments
are ways to open doors and make monuments speak, to create deep understanding. The possibilities of using the city as an academic, educational tool are only
limited by the imagination and hard work of faculty. European and American faculty, however, rarely are trained in a professional and pedagogical use of the city.
Upgrading the use of the city in study abroad requires that international educators
develop the tools to open up the treasures of the city to students.
Burning Issues of Our Time
Burning issues of our time are complicated and controversial value-based issues
such as migration, multiculturalism and national identity or sustainability. In study
abroad, the city and its institutions, experts and experiences are the learning lab
for courses dealing with these burning issues. The city provides the material to
illustrate and bring to life these complexities - how to prioritize based on incomplete information and conflicting values, how to define your own ethical values
and find a viable way into the future, how to train the student to navigate in troubled water. Students have to learn to identify the values upon which decisions are
made, and learn to use critical thinking to analyze conflicting opinions. Students
interview the Muslim Imam, the police officer, the NGO-activist, etc. Students
have to realize that people often have to live with ambiguity; not all conflicts can
be solved or even have a solution.
One of the purposes of study abroad is to qualify the student to understand and
participate fully in the globalized world. Students must learn to communicate efficiently with people from outside the US. They must learn to think out of the box.
We must first realize that mentally we live in a box; only thereby can we get out.
The fast pace of change in our time means that new questions pop up that require
rethinking and new answers. The old answers are often repeated, but often no
longer valid.
Leadership and Entrepreneurship Training in the Foreign City
Intercultural leadership training, and training in entrepreneurship is another way
of using the city in study abroad. Assignments can focus on how local advocacy
groups work, on negotiation and decision-making in the local political culture, and
on training in intercultural communication, including story telling. Practicum, internship or volunteer work can be organized in local enterprises or organizations.
Students should learn to identify important differences and similarities between
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life, politics and the job-market abroad and at home. Students should learn to
analyze opportunities and challenges abroad in Paris, Barcelona or Copenhagen
compared to home in Los Angeles, Kansas City or Charleston.
Many of the students studying abroad will be future leaders in American society,
and all will have to find or create jobs in the future competitive job market. Study
abroad programs should therefore offer training in leadership and entrepreneurship. Such programs will have to use the resources of the study abroad city. They
will also enhancing the existing curriculum, and make study abroad more attractive.
Courses on the Local Urban Environment
The use of the city should include, but not be limited to, special courses focusing
on the study abroad city, using the city as a case study and in generalizing the
urban experience in a theoretical and international context.
Memory and Identity
Students need to know not only the most important visible monuments, but also
about the past. The memory of a city can be identified as its history, architecture,
art and literature. In London, the imperial monuments, the plays of Shakespeare,
the drawings of Hogarth or the novels of Dickens are part of the memory of the
city. It is equally important for the students to investigate memories that are suppressed and no longer visible. Cities tend to hide their less flattering past - in
Berlin, most buildings from Nazi and Communist times have been erased from
the cityscape. The memory of a city is part of its identity, which also includes the
answers to questions about the contemporary city.
• Who has the political power? Are they socialist or conservative? Is 		
power centralized or decentralized?
• How are people making their money? Is it from the military, industry, 		
IT or tourism?
• What is the compromise between different ethnic groups? What are
the demographic projections? Which groups get education and jobs?
Students may later use the memory and identity questions when they go to other
cities on their own. The answers add structure to the information from Lonely
Planet and other guidebooks.
Academic Scavenger Hunt
To immerse students in the city and familiarize them with the neighborhoods,
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academic scavenger hunts are a useful tool. Academic scavenger hunts can be
organized in various ways. The purpose is to give the students first-hand knowledge and ownership of a city or part of it. Students are subdivided into small
groups, provided with city maps (or copy of historic maps from different ages) and
given different assignments at various locations. Names of places and streets can
disclose the past. Students find their own way to the locations, walking or using
public transportation, they answer the assigned questions, make observations
and sketches. The group’s finding is presented and discussed afterwards.
Housing with Local People or with Students from the US
All students need a roof over their heads. The study abroad program has the option of offering housing that immerses the students into the culture and local urban life or only offering housing where the American students live in isolation from
local students. The living situation is very pivotal for the overall immersion into the
life of the local city. Many US students prefer to live together in dorm-like housing
- it is like the home campus, and being with fellow students is fun. However some
students prefer to live with local students or with local families.
Cross-Cultural Immersion Programs
Many American students studying abroad in Europe want to meet local students
their own age, but they also have other time consuming priorities on top of school
work. Timing is important. Early in the semester, there is time to participate in
activities and to meet local students, but late in the term coursework, student
research and other activities, become a priority. American students develop their
inter-cultural skills by using the cultural and political resources of the city, living
with local families, meeting local students, and participating in local activities. For
all of this to happen many activities must be promoted, and the necessary financial and human resources must be allocated.
The City in Study Abroad – a Strategic Question
Universities and colleges in the US are committed to internalization, including
study abroad. They are also under considerable financial constraints, budgets
will be scrutinized in order to cut costs and increase efficiency, ‘more bang for
the bucks’ will be required. When the wind of change is blowing, and it is right
now, it both involves a threat and an opportunity. The challenge in study abroad
is to address the problems of the future and better meet the needs of tomorrow.
One of the many opportunities is to use the city more extensively in study abroad
than has been done by most programs in the past. How to use the city is a major
strategic decision for any study abroad programs. The city is available. It is up to
the international educators to either let the city remain closed, or to open it up to
the students.
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City As Relationship
Martha Johnson
Director, Learning Abroad Center, University of Minnesota
marthaj@umn.edu
Introduction
Volume XX of Frontiers: The Interdisciplinary Journal of Study Abroad has a thematic focus on ‘Study Abroad and the City.’ As part of the Global Cities Seminar
hosted by CAPA International Education in Vancouver in May 2011, participants
were asked to consider the use of the city as text, the city as document, and the
city as cultural informant. The articles featured in the journal and at the workshop
presented an array of case studies and compelling arguments for ensuring active
engagement with the physical environment various urban spaces provide as educative tools for students abroad.
During the discussion that followed the presentations, an aspect not explored
as fully in the journal or on the panel occurred to me. What about the city as a
relationship? As Rink and Rodríguez suggest in their article ‘Performing the City:
Engaging the High Tech Flâneur’, the ability of the city to elicit a visceral and
emotional response is a powerful but often also often untapped element of the
experience abroad.
At the most obvious and base level, travelers inevitably articulate their experience
of destinations in the language of emotion: ‘I did not really like Venice, but I loved
Rome’. In follow up to the workshop CAPA solicited response papers, and so I
would like to give a bit of consideration to the emotional relationship travelers,
and more specifically students on programs abroad, have with cities. I would
also like to suggest some of the opportunities the city as relationship might offer
if explored or presented as such.
Cities tend, generally speaking, to be feminized, but are inevitably represented
in humanized terms. They take on the culture and identity characteristics representative of their histories and roles in relationship to power structure. They are
exoticized, re-appropriated, and reduced to simplistic imagery presented as travel-porn in the pages of Condé Nast Traveler, National Geographic, or the Lonely
Planet guides. Tourists buy t-shirts extolling their affairs with cliché pronouncements such as ‘I
New York’. Actively positioning the nature of the experience
more actively in relationship terms might prove a useful tool for a student looking
to experience a place.
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If one had but a single glance to give the world, one should gaze on Istanbul.
Alphonse de Lamartine
First date
Why does one destination or program appeal to an individual? We can cite numerous rational and practical reasons why students select the programs and places
they do: destination, curriculum, duration, cost, professional goals, etc. And yet
when asked why they chose a certain program, students frequently attempt to
verbalize an almost elusive allure the place held in their imagination or perceptions. Often the resonating image or representation is embedded in their subconscious as part of their personal narrative history (a culmination of movies, books,
TV, music, etc - imagery and associations they have internalized over a lifetime)
and may not be a motivation they themselves are cognizant of. The literary and
film canons are filled with works that are in essence a homage to cities and exotic
places. When the inspiration is an artistic representation, the attraction to site
is the primary motivation and is the ‘destinational’ equivalent of ‘eyes meeting
across a room’. Data supports that popularity of films or television will influence
choice of site. Study abroad numbers to New Zealand increased over 300% in
the post-box office years of what our office dubbed the ‘Lord of the Rings’ effect
and Olympic Games sites enjoy a pre and post Olympic spike in numbers.
I have seen Japanese anime, salsa dancing, the Crocodile Hunter, and Guy Ritchie
films all referenced in application essays. And yet there is something compelling
in the idea that something presented or in many cases represented to a person
has the ability to resonate to the degree that it informs a choice of destination for
travel and study. So in many cases the student develops a ‘destinational crush’
and may have a fantasized idea of place. There is an attraction to the city or culture that is different than other places, and that is the impulse, conscious or not,
to explore further.
The student then applies some of the same strategies before committing, such
as reviewing photos, asking about the place from others who know it, but eventually committing to initiating the relationship. The anticipation and preparation are
analogous to a long awaited first date, and in many cases a ‘blind’ date, by the
time the student departs.
Venice is like eating an entire box of chocolate liqueurs in one go.
Truman Capote
Moving in together
The response students have to place upon arrival is often one of pure emotion.
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They may immediately feel they ‘love’ or ‘hate’ a place and instructors or onsite staff of programs may find themselves doing ad hoc psychoanalysis of the
student. In many cases the site is triggering a response based on the student’s
identity, or expectations, but to deny the emotional component is problematic. In
the same way we might ask someone to describe what they ‘like’ about a friend
or romantic partner, asking students to engage with their emotional reaction to the
site through exercises or assignments will allow them to engage intellectually by
giving credence to the emotional response. As Rink and Rodríguez (2011) point
out, the psychogeographical response to place may not be conscious on the student’s part but will influence their experience significantly.
The culture curve widely referenced in education abroad puts this trajectory into a
visual, oddly reminiscent of a romance or new friendship. The students begin in a
euphoric relationship, eventually moving on to get to know the city in a more complicated way past the public face and more superficial elements. The evolution
mirrors the process people have in getting to know individuals more intimately.
This leads to frustration and challenges but also to the satisfaction and gratification that a deeper and more accepting relationship provides.
Throughout a program, opportunities to address the psychogeographical responses to this complexity can be integrated. As programs increasingly seek to
access facets of cities and cultures not historically represented in study abroad
this becomes increasingly crucial. Activities that include marginalized and nontraditional populations or transitional or underdeveloped neighborhoods need to
actively recognize the emotional responses such visits will likely elicit including
fear, guilt, anger, and hopelessness. Particularly in instances where the experience of difference elicits fear, addressing the emotional dimension can allow for a
dialogue on the context of difference and help the student address and hopefully
conquer responses that may be based in stereotypes or misperceptions.
In support of the analogy of city as relationship, these responses are often verbalized in terms humanizing or objectifying the city. A student who visits a neighborhood that has transient or immigrant populations will often respond: ‘Dublin is
not what I thought it would be.’ In these cases the reaction to an aspect or area
of the place takes on the role of an aspect of the city’s personality like a bad habit
or trait.
Inevitably even the most idyllic location proves disappointing on some level. Students will learn that the place they ‘love’ has flaws. As the culture curve reminds
us, once the ‘honeymoon’ is over, students often have a feeling of being let down.
By presenting this phenomenon in relationship terms, we can point out the richness that comes with relationships once we truly get to know the other.
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America is my country and Paris is my hometown.
Gertrude Stein
When I lived in Hong Kong, I felt that Hong Kong was my family.
Jet Li
Committing to a long-term relationship
So how do we address the student’s relationship to place? The emotional dimension may be overlooked or deemed potentially anti-intellectual, and certainly can
be if reduced to ‘Did you like it?’ post-experience. Or it can allow the student to
approach the city as a complex and multifaceted entity who they seek to truly
come to know. To know a person is to understand their history, family, personality,
strengths, weaknesses, hopes, and aspirations. To know a person is to experience both their public image and private self. I would argue that to know a city is
no different than to know a person.
The field of education abroad is often a victim of its own mythology (find the real,
make lifelong friendships in three weeks, become a global citizen, etc.) One of
the aspects of this idea of city as relationship I find the most appealing is that it is
potentially one a student can aspire to and succeed at. So perhaps when challenging them to make friends we should integrate the discussion of the city as a
friend. Knowing a city can be one of the most rewarding relationships a traveler
can have and provide all of the cross-cultural richness we want them to experience. Cities can welcome you, romance you, and lie to you. But you can also
establish a relationship with a city that will help you learn a little bit more about
yourself and can last a lifetime.
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I’m a City Boy Myself: Jews in the Urban World
Michael Woolf
Deputy President for Strategic Development,
CAPA International Education
mwoolf@capa.org
Introduction:
‘Search me’, I said, ‘I’m a city boy myself. They must be crocuses.’
(Bellow, 1976, p.475)
I was deeply bewildered by the countryside. As a working class Jew growing up
in East London after World War II my engagement with nature was truncated and
distorted by suspicion and ignorance. We did not like each other. I did not experience nature as a presence – an opportunity to explore meaningful space. It was,
simply, the absence of something.
As I grew and started to read and explore literature I understood that this is not
a universally shared perception. It’s different, for example, for some Americans
for whom wilderness is potent, especially that border between the known and the
unknown world, that which is called the frontier. The world envisaged by James
Fenimore Cooper had an intellectual attraction for me but was as alien to my lived
experience as Mars. Cooper could observe in The Pathfinder that ‘…the entire
scene was one of a rich and benevolent nature, before it has been subjected to
the uses and desires of man; luxuriant, wild, full or promise…’ (1961 [1840], p.36).
What Cooper observes is the potential for meaning (benevolent and full of promise), implicit emotional richness inherent in the natural world: ‘the solemn grandeur of the silent forest and placid expanse of the lake sent a sublimity that other
scenes might have wanted’ (1961 [1840], p.160). These perceived significances
eluded me. I viewed this landscape with the eye of the developer imagining (for
example and crassly) the night club, hotel and casino that might nestle on the
shores of that placid lake.
I was (and still am) ready to embrace the urban, can tolerate the suburban, am
able to visit the countryside (briefly) but the idea of wilderness as space where
meaning might be constructed was (and is) beyond the boundaries of my emotional and practical universe. There simply was no wilderness where I came from.
Oddly however, in my youth I never really knew that I lived in the city until I was
taken to the countryside (like I never knew I was really a Jew until I met an anti-
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Semite). Everybody I knew lived where I lived. To live elsewhere was beyond
exotic, beyond the possible, a twilight zone of the imagination. All of this still
makes me feel more at home on Coney Island than Kiawah Island (a wilderness
with sea in North Carolina where I spent a week on a staff retreat - myopically and
nervously trying first to understand, and then deconstruct, all the implications of
a sign that read - what could be more redundant? – ‘Do not feed the alligators’).
The idea of a beach without a bar is an anathema to me.
I have known, of course, people who think differently. My good friend, Brian
Whalen, ‘lives’, happily with his tolerant wife, in a ‘forest’. For me, the collocation
of ‘lives’ and ‘forest’ moves towards the surreal when applied to humans. Bears,
foxes, assorted things about which I know nothing (and care less) live in the forest - not international educators, not Europeans, and certainly not Jews. It was
not always so but we have been made into an urban people through displacement
and other exigencies of history.
Moving Out?
The city is not really a choice of habitat any more than a fish chooses water. It’s
just where you inevitably are (though you may stray into suburban worlds, the urban umbilical cord is never severed). The movement of Jews into suburbia (in one
way or another) offered opportunities for comedy precisely because it represents
some kind of failed escape. The city remains either physically or emotionally the
place of definition for Jews. In Settle Down Simon Katz the English novelist Bernard Kops creates a comic tension between urban identity and suburbia, history
and the present.
The Jews had moved away forever. But the ghosts were still clinging to the
roofs of tenements; tenements that were no longer there. Faces stared,
pressed against panes of glass from windows shattered and pulverised to
dust ages ago. Faces from the past smiling, crying, calling. All without
sounds. Faces merging together; faces flying out of time from between
the never-ending wars of bombs, poverty and affluence. Gone faces. Faces
belonging to people who were gone into the ground, or into Golders Green,
Finchley, or Wembley Park, or Jerusalem.
Simon laughed out loud but it didn’t matter. In the East End, people were
used to people. And people were very strange creatures. No one would take
any notice. He would sooner settle in Jerusalem than Wembley Park, and he
would never go to Jerusalem. (Kops, 1977, p.14)
Leaving the city becomes an act of disengagement with the past; in some sense
a betrayal of historical continuity.
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A similar comedy of disassociation is described in Wallace Markfield’s To An Early
Grave (a comedy of Jewish intellectual life in New York that loosely relates to the
funeral of Paddy Dignam in Joyce’s Ulysses):
… [H]e had been the one who had chosen the West Nineties, who had
searched out the apartment, made the deposit and overridden Etta’s protests,
he who had dwelled and dwelled on the long hike up the firetrap stairs, the
peeling laths, the lousy wiring, the walls that couldn’t take a nail. And if he
had wept along with her when the time came to pack their books, well, so
what? He had no regrets. Why, the same apartment would run twice and
three times as high in the Village. Where did you see six rooms like this any
more? With a doorman. With a tremendous kitchen. With closet space and
brand new fixtures and a super who came to do his fixing ten minutes, make it
half-hour, after you called him.
But, still in all, he heard words like ‘crap’ and ‘shit’ banging away in his head.
(Markfield, 2000 [1964], p.15)
This anguishing over suburban relocation precisely demonstrates the centrality of
the city in the collective psyche of the literature of contemporary Jews. In short,
the city represents history, creative energy, self-identity: it is possible in this context to move into suburbia physically but the echoes of the city (ghostly as they
may be) continue to resonate and reverberate through the consciousness. The
past remains present.
Writing the City:
Given my antecedents: lapsed Jew, East End boy, it was almost inevitable that,
when I was looking to write about something for a doctoral thesis, I would gravitate towards a generation of American writers - marginally Jewish in a religious
sense - who, in the 1960s especially, had created a set of dissonant voices: comic, uneasy, uncomfortable, mordant, and never, never at home. For them the
world was a challenge, a confrontation with chaos - exemplified in the anguished,
hysterical cadences of Portnoy in Portnoy’s Complaint:
Oh my secrets, my shame, my palpitations, my flushes, my sweats! The way
I respond to the simple vicissitudes of human life! Doctor, I can’t stand any
more being frightened like this over nothing! Bless me with manhood! Make
me brave! Make me strong! Make me whole! Enough being a nice Jewish
boy… (Roth, 1969, p.37)
There is rarely a moment in this literature where there is harmony between protagonist and landscape; these protagonists reside in the city but they are not at
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home there. Nobody breathes in the air of the wilderness, hoists a gun to their
shoulder, aims at a hapless bird, and feels in tune with the world.
What I did not really know at the time as I stumbled around this material was that
I was (at least in part) involved in urban studies. These voices were rooted in the
nuances, rhythms and dislocations of cities. These writers had colonised urban
space and, at times, that gray area we designate suburbia. Beyond the edges of
suburbia nothing much existed (except a nervous sense of unreality). They occupied the city and penetrated it in ways that their gentile contemporaries (out hunting bears in Brian Whalen’s forest) never could. It wasn’t that they were happy,
at home, or content; it was simply that there was nowhere else possible in which
to be discontent, unhappy, alienated: a mood exemplified by Wallace Markfield in
To An Early Grave:
The city - why the whole city is impossible! I’m a native New Yorker and I say
that. Like the dirt. Every morning my nose is clogged; I wake up choking. Or
you walk around a corner and your nails are black. And you’re always smelling that garlic frying, and when it’s not garlic it’s marijuana…. (Markfield, 2000
[1964], p.23)
Simply living in the city creates burdens of discomfort that are ultimately as
comic as they are necessary:
To own a car in Manhattan is like towing a camel across the Sargasso. It is
a terrible weight to bear, a stupendous obligation, an absolute commitment,
a piece of absurdity. No day goes by without unforeseen trouble and hidden
expense; it will give you no rest…
In the end the car is a metaphor for man’s fate, the blind unalterable fact
against which he rages in vain, the settling of his limits, the definer of his
terms, the objective correlative of the possible…. (Markfield, 2000 [1964],
pp.78-79)
Walking the City:
I first really saw New York through the eyes of writers in their words, and then in
reality. Walking the streets of lower Manhattan with the novelist Jerome Charyn
(a powerful, profound and neglected writer who I wrote about in my dissertation
and elsewhere, and who subsequently became a friend) I felt the urban space as
a landscape where ‘now’ and ‘then’ co-existed. Wilderness is ahistorical; it is not
shaped and reshaped by memory or by reference to a human past. In short, you
cannot discern the dirty, smudged fingerprints of the past on the pristine surface
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of nature that has not yet been ‘subjected to the uses and desires of man’. The
city, in contrast, is the past and present made concrete through the personalization of space. It is precisely where evidence of the uses and desires of man are
manifest:
I walk up and down Chrystie Street looking behind parked trailer trucks and inside
empty lots. There are bums all along the street. A nickel? A dime? I walk over
to Eldridge Street. A woman with her blouse open down to her nipples motions
to me from inside a gypsy tearoom. I smile, but I don’t go inside. I see the old
house on Allen Street where I lived with Clara for a few months after her father
died. Thank God Farbstein doesn’t own this house too, or he would condemn it
in a minute, and throw up here another nineteen stories. (Charyn, 1964, p.108)
So, the city is a place for exploration and accidental encounters, possibilities:
a dynamic environment where the physical world and the world of memory coexist. It is simultaneously a changing world and a world never altered but fixed by
memory. It is, thus, a human landscape on a human scale.
It may also be a landscape of transformation where the self moves from one location to another in more than a geographic sense. Cities are worlds divided by
constructed boundaries: roads, race, boroughs and also, as Norman Podhoretz
describes, class:
One of the longest journeys in the world is the journey from Brooklyn to
Manhattan - or at least certain neighborhoods in Brooklyn to certain parts
of Manhattan. (Podhoretz, 1968, p.3)
This is, incidentally, exactly the same concept explored by the Pet Shops Boys
in their London song West End Girls:
In a West End town a dead end world
The East End boys and West End girls
In a West End town in a dead end world
The East End boys and West End girls.
(Tennant & Lowe, 1984)
The geography of London, no less than the geography of New York, creates
boundaries and barriers that are physical, political, sociological and imaginative.
Jerome Charyn recreated New York in his novels as a set of tribal territories colonised by warring communities. In War Cries Over Avenue C (1985), New York’s
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‘Alphabet City’ (now thoroughly gentrified) is a world fractured by conflicts:
Avenues A, B, C, and D form a dirty appendage to Manhattan’s Lower East side:
these Alphabet Blocks have become Indian country, the land of murder and
cocaine. Though there are still pockets of Ukrainians, Russians, Poles, Italians,
and Germans on and around Avenue A, such pockets have little bearing on the
internal affairs of the new Indian country. The population is still overwhelmingly
Catholic, but even the faithful at Mary Help of Christians, when asked about their
own Alphabetville, will answer that Christ stopped at Avenue A.
(Charyn, 1985, p.7)
If the physical boundaries of cities are hard to define as they bleed into suburbia,
the imaginative boundaries evaporate entirely. The city, then, is a place for imaginative construction and reconstruction. It is a landscape of mind as well as geography; it is a white space open to interpretative acts, as Sukhdev Sandhu argues:
‘Cities have always been imaginative as well as physical places. We mythologize
and fantasize about them. We create mental maps’ (2004, pp. xxiv-xxv).
The city is, therefore, not an inert space but a challenge to invent: a character
in fiction that is no less true for the fact of its malleability: a place of bricks and
mortar and a blank page that invites creative interpretation. It is an expansive
space spilling over into the surrounding countryside, invading, occupying, creating the world beyond the center as suburbia: the space that is within and without
the city. Beyond geography, it is huge in that wider sense that is bounded only by
the imagination. Geography becomes a metaphor for intellectual and imaginative
space. The village is small, constructed as parochial and narrow. The wilderness
is by definition virgin space, untouched (or at least unspoiled) by human hands
- outside of history. The city, in contrast, is inclusive, wide enough to contain
polarities and paradoxes - a place of memory, promise, menace and refuge. To
travel through the streets is to encounter juxtaposition and asymmetry, movement and flow, a glimpse of a nipple from within a gypsy tearoom. Through that
created space flows in (and out) culture, wealth, influence, crime, poetry, dreams
and delusions. Geography becomes a metaphor for intellectual and social space.
In Cities:
My research took me inexorably into the great cities of London, Dublin, Paris,
Prague, New York (in particular) with diversions into Chicago with Saul Bellow.
What I now know is that I was engaged in the analysis and exploration of these
cities through the study of novelists rooted in the urban world by a combination of
choice and history. The Jews I focused upon had become a cosmopolitan people
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without a sense of permanence (perfectly suited, therefore, for urban life), as the
protagonist of Edward Wallant’s The Pawnbroker bitterly explains:
You begin with several thousand years during which you have nothing except a
great, bearded legend, nothing else. You have no land to grow food on, no land
on which to hunt, not enough time in one place to have a geography or an army
or a land-myth. (Wallant, 1978 [1961], p.52)
It is no accident that in the greatest novel of urban life in the twentieth century,
the central protagonist is a Jew: the restless cosmopolitan Leopold Bloom who
wanders around Dublin in James Joyce’s Ulysses (1922):
Mr Bloom, quick breathing, slowlier walking, passed Adam Court.
With a keep quiet relief, his eyes took note: this is the street here middle of the
day Bob Doran’s bottle shoulders. On his annual bend, M’Coy said. They drink
in order to say or do something or cherchez la femme.
Yes. Thought so. Sloping into the Empire. Gone. Plain soda would do him
good. Where Pat Kinsella had his Harp theatre before Whitbred ran the
Queen’s…How time flies eh? (1969 [1922], p.167)
Bloom’s journey around Dublin is a set of conjunctions and collisions with locations and the people in them, and a set of mental resonances. The landscape of
the city and the landscape of the mind are in an intimate dialogue between here
and now (past and present), and here and there (a drama of geographical flux).
My personal, intellectual and professional histories coincided in the study of urban worlds. The city is the place from which I came; it is the focus of my scholarly
engagement; it is the core of my approach to education abroad. We all have many
co-existing and, sometimes, conflicting identities, but in the city and the study
of the city my various selves find a place to cohabit even if we sometimes make
noisy neighbors.
As I’ve grown older I’ve managed (sort of) to appreciate the countryside for an
hour or two but, like my father, and sadly, my own children we don’t really know
what to do there, nor do we know what you are allowed to do there. What is permitted in a landscape where there are no instructions or signposts along the lines
of: ‘Cross here’, ‘Keep left’, ‘No Parking’, ‘Beware Falling Masonry’?
This bewilderment was crystallized for me when my sons were younger and I took
them to a field somewhere on the assumption that this was somehow ‘good for
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us’. My youngest looked unhappily at some assorted animals lunching on grass
and asked:
‘Dad, are those cows or bulls?’
‘Search me’, I said, ‘I’m a city boy myself’.
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Mapping Human Rights in the Global City: A Case
Study in Study Abroad Experiential Learning
Scott G. Blair, Academic Dean, Paris
CEA Global Education
Scott.Blair@GoWithCEA.com
Today’s global cities provide impactful learning opportunities for American study
abroad students unaccustomed to the rich complexity of foreign urban structures.
A living laboratory of historical, social, demographic, and political dynamism, the
study abroad city challenges students to reflect upon the life and times of those
who built and shaped it over time; upon those struggling to carve out—like themselves—daily lives within its walls; and upon those who will later inherit it and
who will make the global city tomorrow a more, or perhaps less, human place to
live. Past struggles and atrocities, current drama, and probable future crises—
everywhere evident in the city to the observant eye and sensitive heart—are like
experiential stage pieces within a vast urban theater. And when the instructor
stage whispers the right learning prompts and distributes meaningful learner roles
to students, they find themselves able to discover knowledge and develop unsuspected skills and personal attitudes tied to urban life. In the end, the instructional
value of the global city is measured by the awareness it sparks in students experiencing its historical and cultural richness and by the learning and development
that result from the process.
This short essay describes an experiential learning activity that brings into play
the global city of Paris; its history of pre-war anti-Semitism followed by Jewish
deportation; and its struggle for social progress and human rights today. Using
maps and mapping as learning tools, this activity helps students identify the historical meaning subtly present in the city around them and requires them to reflect
upon the significance of such meaning in terms of both their own ethical development and of the ongoing call for implementing a human rights-based approach
to progressive social action. This learning exercise designed for the study abroad
setting incites students to think more deeply and more laterally about what the
global city can reveal to them about the historical struggle for human rights and
social justice. It is student awareness and engagement that this learning activity
is designed to build.
The mapping activity is built in to a political science course entitled ‘Human Rights:
Universal Principles in World Politics,’ taught at the CEA Global Campus center
in Paris. Within this semester-long, 300-level course investigating the principles
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underlying the UN Universal Declaration of Human Rights as well as the efforts of
the United Nations to prod member states into carrying out its promise, students
must begin by organizing their thoughts around one of the course’s core thematic
questions: why the Holocaust is so central to the post World War II concern with
human rights. In support of this learning objective, students encounter a number
of experiential activities created and organized by the instructor that help them
draw out the larger human rights issues behind the terrible genocidal events of
the war as experienced in Paris in the early 1940s. A list of these specific activities includes:
•Textbook readings: Jack Donnelly, Universal Human Rights, Cornell
University Press, 2nd edition, 2003;
• Film documentary: The Armenian Genocide, (Andrew Goldberg,
2006);
• Film documentary viewing: Genocide, Arnold Schwartzman (Simon 		
Wiesenthal Center, 1982);
• Reading of the memoirs of local Auschwitz survivor Gilbert Michlin: Of
No Interest to the Nation;
• Museum exploration and study of La Mémorial de la Shoah,
Holocaust memorial and museum located near the CEA Global
Campus center in Paris;
• Meeting with Gilbert Michlin and guided tour by him of his childhood 		
quarter where he was later arrested and deported in January 1945;
• Mapping exercises and assignments: ‘Independent Team Research’
(see below).
The theoretical principles upon which these activities are conceived, structured
and carried out are drawn from the National Society for Experiential Education
(NSEE) which has drafted and adopted Eight Principles of Good Practice for All
Experiential Learning Activities. The principles adapt well to the specific goal of
getting study abroad students involved in, and learning about, their city surroundings. Both common-sensible and theoretically well-grounded, NSEE principles
ask instructors, before taking their students out of the quiet, well-designed and
appropriately furnished classroom into the noise, distractions and discomforts of
urban on-site instruction, to consider the following: intention; preparedness and
planning; authenticity; reflection; orientation and training; monitoring and con-
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tinuous improvement; assessment and evaluation; and acknowledgment (NSEE,
2010).
Authenticity may be the most crucial of these concepts. For NSEE authenticity
means that the student is placed in real world settings (outside the classroom)
whose richness conveys personal meaning and impact. The history of anti-Semitism in France and Paris, the arrest and deportation of French Jews by local
French policemen down the street, the occupation and liberation of Paris, the agony of France still grappling with its history of collaboration—these are events that
have left physical and emotional scars upon both city walls and current resident
populations that students can still see and witness first hand. And when these local issues are tied to larger human rights violations around the globe about which
no young student today can be indifferent, the course concepts of this mapping
activity take on a troubling authenticity.
In short, NSEE principles give instructors and students shared responsibility for
experiential learning and personal ethical growth. Instructors must design and
facilitate authentic learning experiences, while students must actively engage
as learners. Together students and instructors build a pedagogical relationship
that is learning-oriented, mutually empowering, and experientially anchored. Of
course, implementing active learning pedagogies requires careful thought and
planning. Experienced study abroad instructors recognize how hard it is to ensure
that the onsite experience intentionally leads to knowledge that could not be acquired without it and that students:
• have a pre-established foundation upon which they build meaning out
of the experience,
• know what desired learning outcomes they are working toward,
• think deeply about the experience before, during and after the fact,
• receive instructor feedback during the experience so that they can 		
gauge improvement,
• be evaluated on the outcome of their effort to build knowledge upon
the experience, and
• conclude that the knowledge they gained is both real and useful.
Moreover, if study abroad in the city is ideal for experiential education, and if we
believe in the soundness of NSEE principles for experiential learning, then we
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need to encourage instructors to apply these in ways that demonstrate that student learning abroad is more potent because it takes place in a foreign environment, because it takes them outside of the classroom, and because it draws from
urban cultures very different from their own. A global city such as Paris provides
all three attributes in concentrated form.
The template below on Independent Team Research and the corresponding map
provides the structure students need if they are to carry out experiential learning
effectively. They explain in detail the precise nature of the two assignments related to mapping human rights in the streets of Paris. They should be conceived,
essentially, as a mini-syllabus for a day. Providing this sort of planning and preparation as a NSEE principle of good practice, alerts both students and instructors
to the need to prepare well for the onsite study and maintain a high level of concentration throughout to ensure that the experience and attendant learning will
be meaningful. Indeed, what instructor has not been deflated in the onsite setting
upon finding students, hands in pockets, utterly ill-prepared to participate and
learn? Detailed preparation, guidelines and tasks send a compelling message
to students that their active participation and perfomance are both required and
subject to instructor assessment. While the NSEE principles are not a check list
to be mechanically applied, they are useful for guiding the spirit and approach for
integrating experiential learning activities into their courses. In short, when NSEE
best practices in experiential education are employed, onsite instruction in busy
urban centers has a much better chance of being successful. This case study is
one such example.
Template 1: Independent Team Research : Assignment I & II
POL350 Human Rights: Universal Principles in World Politics
Dr. Blair, February, 2011
Le Mémorial de la Shoah - The Holocaust Memorial Paris, France
17 Rue Geoffroy l’Asnier, 75004 Paris 01 42 77 44 72
http://www.memorialdelashoah.org/getHomeAction.do?langage=en

The Holocaust Memorial and museum in the Marais district of Paris is the largest center
in Europe presenting the history of the genocide of the Jews during World War II. You will
want to explore the many moving places of this center: The Wall of Names, the Wall of the
Righteous, the Crypt and Tomb, the Vichy Police Files, the Memorial to the Children, and
Permanent Exhibition and the bookstore.
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While the center offers you a detailed pictorial and written historical narrative of the plight
of the Jews in this period, your discovery and study of the place and its message should
be directed towards the larger issue of human rights that underlies the story of the Holocaust. The question you should be seeking to answer throughout and after your visit is the
following:
Why is the Holocaust central to the post World War II concern with human rights?
To help you formulate an answer to this question as you study the rich documentation
and moving memorials of the place, you will find attached two documents: The 1948 UN
Universal Declaration of Human Rights and Jack Donnelly’s Table 1.1 from our textbook on
Internationally Recognized Human Rights. Before starting your study of the place, join into
groups of two or three, read these documents in their entirety and then begin to answer the
question above as you work your way through the site. A few guidelines you should follow:
Guidelines:
• Read Of No Interest to the Nation, by Gilbert Michlin
• Visit website of the Memorial:
http://www.memorialdelashoah.org/getHomeAction.do?langage=en
• Stay with your partner and talk together but in quiet voices
• There are lots of places to sit where you can write out your thoughts
• Use the attached sheet to note pertinent information and personal
thoughts
• Plan to submit an individual response not a team answer
• Take no pictures: it’s not permitted
• Read as much as you can: almost everything is in English
• While the museum is organized chronologically, you are free to follow
your interests
• Try to see as much of the place as possible
• Stay as long as you wish and visit the bookstore before you leave
• Find on the Wall of Names: Gilbert Michlin and family members
Assignment I: Inside the Memorial de la Shoah
Given the complexity of the history and experience of the Holocaust, it’s unlikely that you
will be able to formulate a single response to the question above. Instead, on the attached
sheet write into bullet points or phrases the spontaneous ideas that come to mind. These
may be related to what you see and read here today, or to the film Genocide we see in class,
or to the hand-outs and documents I have provided this week. Your goal is to compile a draft
list of thoughts and personal reflections on how and why our current concern with the great
variety of specific political, economic, social and cultural rights (as expressed, for example,
in the Universal Declaration) finds its origins in the experience of the Holocaust and in the
larger context of war in which it took place.
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To Be Handed In:
After reading the Gilbert Michlin’s Memoir Of No Interest to the Nation, after perusing the attached documents, after visiting the memorial, after completing your onsite worksheet, after
seeing the documentary, and after reflecting upon all of the above, write a 1-2 page (double
spaced) response to the question above in bold and post this to our blog by Thursday,
March 3 at 13h00. Hand in your signed worksheet in class the same day. Everyone must turn
in a separate and individual worksheet. Finally, come to class on Thursday, March 3 with
three written questions and observations about what the experience of living and surviving
the holocaust must have been like. Gilbert Michlin, a survivor of Auschwitz, will be with us in
class next Thursday to recount his ordeal and respond to your questions.
Assignment II: Around the Memorial de la Shoah: Mapping the Past
Mapping in both its paper and digital form is a creative approach to experiential learning,
supplementing traditional academic course work and getting you involved in hands-on urban-based observation and fieldwork. Map-making, or map-study, is an excellent device for
visualizing, conceptualizing, unraveling and understanding complex issues framing urban
social drama because, as an analytical tool, it integrates physical space, social relationships
and intercultural influences.
After leaving the Memorial de la Shoah, and with both the Holocaust in mind specifically and
the larger subject of human rights more generally close at heart, your assignment is to explore, observe, and reflect upon the surrounding quarter. To help you accomplish this task,
you have received three maps you will be using as a guide and as worksheets:
1. One A3 profile ‘working-map’ of the larger quarter for taking notes
and jotting down findings
2. One A4 landscape map detailing the immediate space around the Memorial
3. One A3 landscape ‘final-map’ for importing and presenting your findings and
observations
What should you be looking for? While much of this is up to you, your purpose is two-fold.
First, you will be looking for the additional presence or evidence of the holocaust, of Vichy
France, of the war, of the Nazi occupation, of the Liberation of Paris, of Jewish life and culture, of efforts of remembrance or forgetting—in short, the presence of this great drama and
tragedy beyond the walls of the Memorial. While you are free to research these many forces
on the web, in history books or in tour guides, your purpose is to look for, find, and identify
in situ physical proof of these events. Your role here is military historian, police investigator,
forensics specialist, and record and chronicle-keeper. How sharp is your wit?
Second, as you explore this quarter, use your eye, heart and mind to ‘see’ the many physical
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vestiges of past struggles for human rights—either won, lost or ongoing—that find implicit
expression in the urban and social fabric of buildings, houses, architecture, commerce, public space, city administration, public works, spatial organization, demographics, and other
social or physical realities. A question you might ask yourself is this: how does this urban
space bear witness to the long human struggle to live in freedom and dignity. Additionally,
how has the city of Paris (or France or the French) responded to such struggles in culturally
specific or relevant ways? The evidence you might find around you is limited only by the
sensitivity, awareness and imagination you bring to this exercise.
You may do this project with your Shoah partner, with a second partner, or alone. Do not
work in groups larger than three. You may share ideas and findings and discuss them among
your classmates. However, everyone must turn in separate and individual work at the end.
To Be Handed In:
After using the draft ‘profile’ map to help you locate, organize and jot down the things you
find pertinent while onsite, transfer this information onto the two final maps that you will
hand in when you are finished (Maps 2 & 3). While you will need to pinpoint your information
on the final maps, you will also need to create accompanying text that describes your findings and reveals your reflective insights and analysis. Do this on a separate sheet of paper.
Feel free to use color-coding on the map if that helps or create a legend that deciphers any
coding or symbols you decide to use. It is up to you to devise a system for communicating
the information you find but you must include descriptive text along with your map. Your
purpose here is to convey your own ideas, feelings, and insights. Hand in your two maps
and accompanying text on Thursday, March 3 in class. Your work will be evaluated on the
extent of the evidence you find, the significance you ascribe to it, and the esthetic presentation of your maps and text.
Check List of Assignments for Thursday, March 3
• Completed individual Shoah Memorial onsite worksheet
• Blog post response to key question above
• List of three written questions for Gilbert Michlin
• Completed Map 2: (A4 detail of space around Memorial)
• Completed Map 3: (A3 map of larger Memorial quarter)
• Descriptive text accompanying maps 2 and 3 explaining two-fold
purpose of you enquiry)

Using the mapping exercise as described above, students compiled a surprisingly large list of examples testifying to the existence of human rights struggles
past and present played out in the streets and buildings of Paris. Talking in class
afterwards about their many findings; acknowledging their insights; probing their
investigative mind and creative processes of enquiry; and applying what they had
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Map 1: The Quarter Around La Mémorial de la Shoah

51

discovered and articulated in terms of course concepts and objectives, the students were able subsequently to compile and organize an impressive thematic
list of their evidence that happily corresponded to the three ‘traditions’ in which
human rights are traditionally categorized, and which had been previously discussed in class: first, second and third generation human rights. Their composite
results are listed below.

Findings: Human Rights Evidence Indicated on Student Maps
Civil & Political Rights
1st Generation

Economic, Social
& Cultural Rights
2nd Generation

Global Solidarity Rights
3rd Generation

• Wallace Fountains
• Croix Rouge
(Red Cross)
• Star of David on
Mémorial
• French Flag
• Religious stores
around Saint Gervais
Church
• Ecoles des Filles/
Ecoles des Garçons
(Public education)
• 4th District town Hall
(Local government)
• Bars-Tabacs-Alcohol
• Private property
• Sunday closures
(Labor codes)
• Phone access
(Cell and landline)
• Post Offices

• Pôle SIDA (AIDS Clinic)
• Pharmacies
• Public lighting
• Sidewalks & gutters
• Zebra cross-walks
• Tactile street
thresholds for the blind
• Handicap access
ramps
• Vocal crosswalk
indicators
• Public parks for kids
• Safety ‘Jungle-Jim’
equipment
• Paved streets &
sidewalks
• Sewers and manhole
covers
• Crèches municipales
(Day Care Centers)
• Anti-parking barriers
on sidewalks
• Public transport
(Buses, Métro)
• Cars tags & licences
(Contrôle Technique,
Insurance)
• Dogs on leashes and
pooper-scooping laws
(Public health)

• Architectural
Classicism
• Cité des Artistes
• European Union flag
• Association des
déportés
• Commemorative
deportation plaques
outside schools
• Town Hall History
Markers (Paddles)
• Association d’histoire
et du Patrimoine
• Scaffolding (Historical
Preservation)
• Vélibes (Free city
bikes)
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The second template used in this experiential learning exercise (see below) draws
its inspiration from two sources: the important NSEE principle on Reflection,
(whose full text is given to students directly on the handout); and the work by
Ash and Clayton on critical thinking and reflection (Ash, Clayton & Moses, 2008).
Students receive this handout after completing all the activities listed above and
after a lapse of several days, which affords them some time to apply on their
own—intuitively and in matters perhaps unrelated to the course—what the mapping exercise required them to do explicitly in terms of human rights.
The four questions below about the challenges of doing the group mapping exercise in the streets of Paris and the four follow-up reflection questions about what
they learned in the process and what importance they ascribe to such learning
provides everyone with opportunities for acknowledgement as described in NSEE
principles. As is evident also, student responses to such questions provide the
instructor with invaluable assessment opportunities, also a key principle of NSEE
good practice. Indeed, by using a structured approach to higher-order thinking
skills, such as Marcia Baxter Magolda’s four stages of knowing and reasoning
model (Baxter Magolda, 1992), the instructor can partially evaluate how well students are applying the knowledge acquired through this mapping exercise to
other pertinent areas of desired learning and developmental growth, for both the
course and larger study abroad program.
This reflecting and writing exercise encourages students to think not only about
the contemporaneous evidence of human rights they were able to identify in the
streets of Paris but also about the personal challenge of using a mapping approach to do so. This method helps students think about the process both of acquiring knowledge and of determining how knowledge can be constructed when
using different and innovative techniques. In the end, many students stated how
surprised they were that the mapping exercise was as impactful as it was.

Template 2: Reflection Exercise

POL350 Human Rights: Universal Principles in World Politics
Dr. Blair March, 2011
Reflection is the element that transforms simple experience into a learning experience.
For knowledge to be discovered and internalized, you must test your assumptions and
hypotheses about the outcomes of the decisions and actions you took, and then weigh the
outcomes against past learning and future implications. This reflective process is integral
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to all phases of experiential leaning, from identifying intention and choosing the experience,
to considering preconceptions and observing how they change as the experience unfolds.
Reflection is also an essential tool for adjusting the experience and measuring outcomes.

I. Doing the Mapping Exercise:
Answer the following questions as fully as possible.

1. What assumptions, expectations, or judgments did I bring to this 			
mapping exercise before I actually started?

Selected Student Reponses:
At first I didn’t know what I was looking for. Once getting to the neighborhood and having
explored it, I realized it was a lot more obvious than I had initially thought.
I believe that the mapping exercise gave us a chance to emotionally walk through what
many Jews endured during that time.
I actually thought this mapping exercise was going to be boring and pointless. I expected
to be bored and to not learn much at all.
I felt it was going to be harder to find things than it actually was
I expected to not find as many examples of the progress of human rights as I did
walking around the area.
At first, I was extremely overwhelmed: It seemed sort of pointless and very vague.
After completing this assignment, I have learned that I know far less than I ever imagined.
It really expanded my horizon.

2. In what ways did I experience difficulties (e.g. interacting with
partner, accomplishing tasks, dealing with the unfamiliar, etc.) and what
personal characteristics contributed to the difficulties (e.g., personal
skills, abilities, perspectives, attitudes, tendencies, knowledge)?
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Selected Student Reponses:
Our third partner is a little more dependent. I tried not to be the guide so that she would
open her eyes and try to be independent.
Dealing with the unfamiliarity of walking around and mapping the area.
Another difficulty that I had when doing the assignment was the fact that there were things
I took for granted and didn’t even think twice about it being a right or a certain protection
or privilege.
I think that I personally take a lot of my basic human rights for granted.
Being more observant of my surroundings which this assignment required me
to be.
Making an accurate and detailed map required out of the box thinking that I was not necessarily prepared for.

3. In what way did I succeed or do well in this situation (e.g. interacting with partner, accomplishing tasks, dealing with the unfamiliar, etc.) 			
and what personal characteristics helped me be successful (e.g., skills, 		
abilities, perspectives, attitudes, tendencies, knowledge)?

Selected Student Reponses:
I love maps. So figuring out my location and marking down my observations on a map was
actually fun and exciting for me.
I think that my genuine appreciation for the things that individuals can often take for granted,
helped me see the value in this exercise.
This situation really helped me open my eyes to the world a little more.
I feel as though I have been trained as a social worker to almost ‘look behind closed doors’
and properly analyze situations.
Working with partners. I feel like I would have missed things not having the extra eyes and
brain power.
I worked well with my partners and we figured out an innovative way to record our thoughts
(video). It was challenging but actually fun and interesting to be creative and tackle the situation.
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4. How did this exercise challenge or reinforce my values, beliefs, con
victions (e.g. my sense of right and wrong, my priorities, my judgments)?

Selected Student Reponses:
This exercise really challenged me with regard to my sense of what is right and what is
wrong.
This activity really changed my perspective. I found it quite interesting that in a short walk, I
was able to pinpoint items of everyday life that I may not have noticed prior.
This exercise challenges not so much my values, beliefs or convictions but rather challenged my normal way of thinking about things and approaching seemingly conventional
tasks. From now on, I will always be much more observant of my surroundings.
This exercise helped me see rights and values I use every day. The thing that was reinforced
for me was being aware of my surroundings. My judgments changed because I don’t look
at something like a police station or a church and think anything of it.
After this assignment, I feel as though I live a very privileged life and that there are many
things that I take for granted that other countries may not have the right to.
It made me understand how the little things around me that I usually take no notice to, make
up who I am and connect me to my country. It helps me view myself in a whole different way.
This exercise forced me to think outside of the box a bit. This changed my opinion on objects, rules and signs that I normally find useless and self-explanatory.
II. Reflecting Upon the Mapping Exercise:
Within the context of human rights, but also taking into consideration your own general
learning and personal development, respond to the following questions:

1. I learned that… (What did I learn?)

Selected Student Responses:
I also realized how frequently people can be denied these human rights, which is something I had never experienced before.
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I learned that there is more than one angle with which to see and approach things. This map
assignment broadened my horizons in that I would have never considered making a map as
a way to identify human rights as case points around Paris.
I could take a lot more meaning out of things and learn a lot more if I take time to notice the
things I pass by every day.
I am a product of my country. I am lucky. Things that I consider basic rights are not basic to
others. I take what I have for granted.
I learned that there are so many things constantly around us that are issues concerning
human rights.
I learned that history and the struggle for human rights is all around us. It shapes the way
that people interact with their surroundings. Additionally, it forced me to see my environment
from a different perspective—challenging my perceptions of the mundane and of the everyday. Discovering a city’s evolution and the physical scars and badges it wears as reminders
of those struggles allowed me to see history in a different light.

2. I learned this when… (How did I learn it?)

Selected Student Responses:
I learned this when I was really frustrated at the difficulty of the assignment. After getting
through the hurdle of locating myself on the map, I was able to reap the benefits. I became
aware of my surroundings and since the assignment, I have viewed the city differently.
I noticed (learned) this while I was out looking for the signs. I also learned a lot from the
things my classmates found.
I thought the in-class discussions were very helpful especially because it gave me a whole
new perspective on the things that other people noticed while out mapping that I had not.
I learned this as I walked through the street with my partner, taking photos and video and
discussing each new discovery. It created a dialogue between us and the city as well as
between us and history itself.

3. This learning matters because… (Why does this learning matter?)
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Selected Student Responses:
This learning matters because it is important to see the world in many different colors, not
just black and white.
Because often time it is easy to come from America and not enhance your culture. It matters
because all cultures matter.
It’s important to be aware of my surroundings and see more meaning in them. I could learn
a lot by having this perspective every day.
It allows us to see what we take for granted.
It makes me see the world as a global citizen rather than a citizen of my country.
This learning matters because it changes your entire perspective about things and gives you
the opportunity to realize how important human rights are.
It allowed me to think in a more creative way than ever before. Additionally, the dialogues
that occurred help reshape my expectations and helps for the future.

4. In light of this learning… (What will I do to apply this learning?)

Selected Student Responses:
I will continue to keep my eyes open to new ideas and visions. After this assignment, I feel
as though I look at Paris differently and I plan to continue this practice both in Paris and at
home in the United States.
In light of this learning, I will be paying attention to my surroundings and start to look at
things differently than I have before.
The learning that took place also allows me to bring it back to home and share it with
others.
I plan on exploring this city and my future environment with a closer and more observant
eye. Inferring historical and social information from a simple walk down the street is a valuable and unique skill.
This template has been adapted from Ash, Clayton & Moses (2008): Learning Through
Critical Reflection.
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The reflective comments students provided above are heartening. They reveal
that many students are able to learn to see the world in new ways and can use
new tools to gain wider cultural vision and empathy in the process. They suggest
students are capable of recognizing personal or cultural privilege and of showing commitment towards using such privilege to effect social change. Several
comments also reveal students usefully struggling to identify themselves more
as global citizens with global concerns than as simply Americans abroad. Many
other comments evoke the changed and widened perspective students felt they
had developed through the mapping experience. A great number stated how the
activity made them much more observant, newly aware of their surroundings, or
more able to think creatively in both new and, importantly, familiar surroundings.
Perhaps some of the more insightful comments by students spoke about how
the activity created in them deeper and more historically aware modes of thinking: ‘Discovering a city’s evolution and the physical scars and badges it wears as
reminders of those struggles allowed me to see history in a different light.’
The conclusion to this short essay on experiential learning and mapping in the
global city is perhaps best introduced by the student who, reflecting back on
the walk through Paris streets with group partners—taking photos and video of
the foreign urban fabric and discussing each new discovery together—concluded
that the entire act ‘created a dialogue between us and the city as well as between
us and history itself.’
This is the promise that learning in the global city holds out to study abroad students—personal connectedness to foundational historical and cultural forces and
applicable learning and growth that flow from it. It is a rare form of learning that
results when the student steps fully into the theater of history and onto the stage
of today’s global city—in this case the Paris of both human rights deference and
depravity—and then engages that city in a meaningful dialogue between past and
present, between local and universal, and between us and them. Mapping the
many tensions global cities exhibit in such abundance today, along with the subtle
evidence of small victories won in working through them, stands as an innovative
approach to fostering the meaningful student learning and ethical development
study abroad has a responsibility to provide.
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Engaging the Self and the City:
Theory and Method in Urban Studies
Anthony Gristwood
Principal Lecturer in Experiential Learning,
CAPA International Education
agristwood@capa.org
In this paper I will focus on ways to optimize experiential learning in the context
of the city as a distinctive learning environment and consider the relationship between theory and practice in selected methods of urban fieldwork. In particular, I
want to frame the discussion in this volume by outlining some key contours of the
methodological terrain we might use to facilitate students’ critical engagement
with the city as a study abroad destination. Cities are both material and imaginative environments: students encounter their materialities in all sorts of ways
and engage imaginatively with the experience in complex ways too, which are
shaped by their preconceptions and various kinds of mediated representations.
Colleagues in diverse disciplines engage in different ways with the uniquely challenging business of analyzing, interpreting and representing the urban with these
different audiences. How best do we get students to take seriously new and
diverse kinds of sources, and to engage with them critically – as interdisciplinary
urban cultural studies - as well as align the flexibility of experiential learning opportunities with a rigorous, but accessible analytical framework?
Urban Metaphors
To begin, I’d like to suggest that we think of the city in two ways: firstly, as a text
to be interpreted; and secondly, as a theater, in which urban identities – and the
subjectivities of inhabitants, visitors and students - are performed and contested.
Firstly, what precisely do we mean when we suggest that the city offers itself to
us as a text? How do we prepare students for the critical analysis of this uniquely
complex and multidimensional form of text? In what sense is it a text? As a
metaphor, the idea of the city as text draws our attention to the ways in which the
cityscape can be approached as something which has a grammar, vocabulary
and syntax (Duncan, 1990; Gristwood, 1999). It is, to be sure, an enormously
complicated text with multiple authors – planners, architects, builders, sculptors
– who can often be difficult or impossible to identify – and with multiple readers
– the consumers of that text. Its meanings are therefore also multiple, fluid, contested. There are many grains in the wood, so to speak, and responses and interpretations which run against them. These meanings are socially constructed by
different individuals and social groups in distinct ways, and these interpretations

60

change with time. The city, therefore, according to the French theorist Michel de
Certeau, is that ‘most immoderate of human texts’ (1984, p. 2) – a superabundance of stimuli which can alienate, overwhelm and disorientate. How best can
we harness its potential for learning?
Secondly, we can conceptualize the cityscape as a theater. In a sense, the city
presents itself as a stage set for inhabitants’ everyday practices of urban life, the
performance of their identities, and the environment in which students and inhabitants interact with one another. Students are participants as well as observers
of this drama and its complicated choreographies, and their presence can affect
the practices and rituals that they observe. Moreover, their own performances
and behaviors are affected by the environments they encounter. Different social
settings generate different kinds of performance and the ways in which urban
environments are designed physically create the possibility of certain kinds of
practice, but also constrain and limit people’s behavior in important ways. Such
a framework explicitly connects students’ own developing relationship with the
city to the investigation of the web of social structures and relations in which they
find themselves embedded.
Roland Barthes starts his essay ‘Semiology and Urbanism’ by listing the disciplinary requirements for somebody wanting to, as he puts it, ‘sketch a semiotics of
the city’. They must be, he writes, ‘at once a semiologist (a specialist in signs), a
geographer, an historian, an urbanist, an architect, and probably a psychoanalyst’
([1967] 1988, p. 191). This huge range of disciplines reminds us that the city is
an object which defies disciplinary classification – the object, necessarily, of multidisciplinary approaches. History and geography indicate the need to consider
the city in terms both of space and time; architecture, the need to become literate
in the physical built forms of the city, its vocabulary and styles and so on; semiology, with the many signs and symbols by which we navigate urban space and life.
Methodological Approaches
How can we make this complexity legible and comprehensible to students and
facilitate critical engagement and analysis with the built environment, social landscape and the urban imagination? In terms of methodology, such multidisciplinary
experiential approaches to the city need to investigate topics such as social and
political urban issues; how cities have been, and are, experienced by inhabitants
and others; how cities hold the imagination and what actually constitute the coordinates of this ‘imaginary urban’.
Within my own discipline, human geography, there has long been a tradition of
integrating fieldwork into teaching and learning, but more recently there has been
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something of a turn towards what some term ‘action research’ and what others
call ‘participatory’ models of teaching and learning (Kindon, Pain, & Kesby, 2007).
Increasingly, we are exploring approaches and methods that can facilitate student-centered learning and active participation in the creation and ‘ownership’ of
knowledge by students in ways that destabilize traditional hierarchies of teacher
/ learner and researcher.
CAPA’s Global Cities curricula in study abroad locations such as London, Beijing
and Sydney aim to bring these elements into focus together to illuminate the city
as an environment where the universal and particular are co-present and can be
investigated in a holistic fashion. They provide interdisciplinary introductions to
the impacts of globalization on the urban built environment and social landscape
- including processes of neighborhood decline and regeneration and community
dynamics. The various ‘local’ courses integrate pedagogical theory and method,
putting them into practice on the ground and aiming to maximize access to, and
engagement with, different kinds of learning resources. Key to the rationale for
these courses is the facilitation of student-centered analysis and exploration of
the complex social and cultural terrains of different global cities. To put it another
way, students are encouraged to chart and analyze the various ‘glocal’ urban
environments generated by local manifestations and interactions of globalization
(Robertson, 1995) to consider how their identities as urban places are constructed relationally – through what Doreen Massey has called the ‘inward-outward
gathering of difference’ (1993, p. 64).
For example, CAPA’s London course focuses specifically on the city’s development from the nineteenth through to the twenty first centuries and investigates
the nature and implications of its ‘globality’ to assess London’s changing identity
as a world city, examining for example how the city has been transformed physically and socially by the forces of industrialization, imperialism and globalization.
It considers the ways in which London and its inhabitants have been shaped by
their changing relationships with the rest of the world and the ways in which past
and present, local and global intertwine in the capital. The course is organized
chronologically: themes include the Victorian metropolis of the nineteenth century; London as an imperial space; postcolonial London; London as a commercial
center of global capitalism; and various future scenarios of urban change.
As such, the course integrates classroom work with experiential learning, including the systematic integration of varied field studies at sites across the city such
as the 2012 Olympic sites, the Museum of London, Brick Lane and Docklands.
Its pedagogical framework is both intentional and directed, giving students not
only the opportunity to experience London’s varied urban geographies first hand
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– and to encourage them to move beyond the familiar comfort zones of the West
End and Central London – but also to allow them to interact with these sites in an
informed and analytical way. Specifically, the course aims to develop students’
literacy in reading complex, challenging urban environments and to provide measurable outcomes for the learning that takes place; to combine academic rigor
and experiential approaches to new settings; to encourage student initiative and
research skills, involving peer teaching and learning; and to enable structured
reflection on concrete experiences – to facilitate the critical analysis of the ‘text’
of the city and also of the ways in which it is represented to students in media,
popular culture, the heritage industry and tourism. Through project work, students are invited to engage with five connected methodologies in their urban
fieldwork analysis, which track between the particular and universal and integrate
a continuum of objective and subjective responses.
Semiotics and Iconography: Firstly, students are introduced to methods of reading and interpreting the material aspects of culture visible in the landscape. Each
cityscape has a grammar, syntax, and vocabulary which can be read in terms of
culture. Semiotics, derived from the work of linguist de Saussure, is the science
of signs and symbols. To read one thing in terms of another – the signifier and
the signified – is also an ideological and political practice. Questions of cultural
identity and the location and distribution of power in society are raised by architectural styles and symbolism, the spatial organization of public spaces or street
furniture as well as the relative positioning of different elements of the cityscape,
such as monuments or iconic landmarks (Kelly, 2009b). The cultural landscape
of the city is the arena where dominant values and attitudes are celebrated and
memorialized but also where they are contested by different social groups. Different constituencies or communities ‘read’ the city’s text in different ways from one
another – for example, one’s heroes of Trafalgar Square are another’s perpetrators
of imperialism or genocide (Gristwood & Woolf, 2011, pp. 26-27).
Psychogeography: Originally defined by the French Situationist thinker Guy
Debord as ‘the study of the precise laws and specific effects of the geographical environment, consciously organized or not, on the emotions and behavior of
individuals’ (Debord, 2008, p. 23), this approach provides a whole toy box full of
playful, inventive strategies for exploring cities, encompassing just about anything
that takes students away from their predictable paths and jolts them into a new
awareness of the urban landscape. We’re not just talking about the visual aspects
of the cityscape here: such an analysis would also include attention to the wider
plurisensorial realms of urban soundscapes, smellscapes, and emotional geographies of the city – mapping and analyzing individual responses to urban experience. How are these inflected by students’ gender, ethnicity, or class? Where do
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students feel at home, out of place, comfortable or ill at ease – and what is the
significance of such ‘affective geographies’?
Crucially, psychogeography is also about the recovery of hidden narratives, lost
voices, and vanishing fragments of the city superseded by processes of urban renewal and regeneration – as the dynamic nature of the city erases or remodulates
aspects of its past histories. In this sense, the psychogeographical approach
operates as a conceptual framework which focuses attention on forms of power
and how they are distributed in the city – who has power, where is it located, how
is it made visible in the cityscape? In The Practice of Everyday Life, Michel de
Certeau identifies two opposing perspectives on the city located diametrically in
relation to power (1984, pp. 34-39). Firstly, he defines that of the urban strategists – the point of view of urban planners, surveyors, architects; the God’s eye
view; or that provided by the new technologies of Google Earth - above, apart,
manipulating, shaping, seeking to regulate urban spaces and populations, imposing order, the people of the city reduced to quantities and categories. By contrast,
de Certeau then elucidates the perspectives of what he calls the ‘urban tacticians’
– at street level – down in the traffic flow, the chaos of pedestrian movement,
constantly reworking or subverting the strategists’ plans – reclaiming spaces or
neighborhoods; breaking rules and regulations; using urban spaces in creative
and unintended ways: this is the city of street art, homelessness, mass protest
and the flashmob. Psychogeography seeks to chart the dialectical relationship
between these positions and thereby map the interaction of social structure and
the individual in the city.
Rhythmanalysis: In a related fashion, this approach is all about interpreting the
timing and nature of urban movements. Derived from concepts developed by
the theorist Henri Lefebvre, the idea here is that the urban environment can be
read and analyzed as a kind of phenomenology of daily rhythms (Lefebvre, 1996,
pp. 219-240). For Lefebvre, urban places are ‘polyrhythmic fields of interaction’
shaped by repetitive social practices and events which overlie natural or seasonal
cycles (2004, p. 16). The rhythmanalyst investigates the ways in which temporal
rhythms shape everyday experiences, charting for example the ebb and flow of
everyday urban life and work and the ways in which these vary with space and
time and what in turn that reveals about the city. This is a corporeal and social
analysis, linking the individual’s own embodied experiences with the wider beats
and pulses of urban life: pedestrians, traffic, street music for example, remind us
that the city is a dynamic living assemblage that orchestrates a variety of competing rhythms – circulations, flows of networks of people, information, and traffic
through and also into and out of the city. We are familiar with the idea that urban
life is accelerated, for example – but when, how and why? What other kinds of

64

urban ‘temporalities’ might exist, and how are they significant? How do they vary
across the city, and why? Students engage here with the complex material, sensory, social and cultural contexts they encounter to consider the temporal sense
of place generated by regular social activities and shared cultural practices, such
as commuting, opening hours, and the various regulatory and normalizing frameworks of accepted convention and behavior which are internalized or subverted
by inhabitants (Matos Wunderlich, 2010). The concept of time-geographies, developed by geographer Torsten Hägerstrand, further amplifies the significance of
the interaction of time and space in daily human activities to consider questions of
mobility (Hägerstrand, 1975). Tracking and investigation of the daily and routine
journeys of various inhabitants through mapping, interviewing and questionnaire
work reveals structures of power and social inequality as well as the dynamics of
social relations between different social groups - the ‘choreography of everyday
experience’ (Pred, 1977).
Moreover, it enhances understanding of how different parts of the city are connected to – and of course often also disconnected from - one another. Mapping such space-time paths, and the various mobilities associated with them
demonstrate the contours of possibility and constraint which define individuals’
movements across and around the city (Edensor, 2010). They also vividly outline
the impacts of social disparities, transportation systems and innovations such as
flexible working patterns and new communication technologies.
Cognitive Mapping: How do students’ own mental maps develop as their urban
experiences expand during their study abroad experience? Individual and collective exercises in cognitive mapping provide a mechanism for students to situate
themselves in relation to the cities in which they find themselves, and also to
consider the social anthropology of inhabitants’ own ‘imaginative geographies’
of the urban realm. In the 1960s the architect Kevin Lynch examined how urban
dwellers developed mental representations of their home cities, identifying five
discrete elements of the cityscape - paths, edges, nodes, districts, and landmarks - as constituting the ‘signposts’ by which individuals situate themselves in,
and navigate their way around, urban space (Lynch, 1960). These are essentially
egocentric maps - how do they vary with social class, ethnicity or gender, for
example; how are they related to other urban psychogeographies? The ways in
which we – and our students - navigate cities has changed significantly in recent
years, with the increasingly ubiquitous use of smartphones and virtual tools such
as Google Earth and Street View. The city exists in physical space, it exists in our
minds, and now it also exists in the digital ‘cloud’ (Rink & Rodríguez, 2011, pp.
106-109). GPS devices, interactive maps, and social networking applications all
affect students’ or inhabitants’ perceptions of the city: the continuing challenge is
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how best to leverage these technologies to encourage, rather than distract from,
student engagement (Kelly, 2009a).
Ultimately of course, the objective is for students to develop their own ‘thick descriptions’ of the city. A term borrowed from the cultural anthropologist Clifford
Geertz, thick description of human behavior or culture involves the explanation
and analysis of cultural texts in terms of their own social logic in such a way
that they can be made meaningful to an outsider, whilst also recognizing how
outsiders’ perspectives are themselves embodied and situational (Geertz, 1975).
This implies a hermeneutic process synthesizing the various methods outlined
above, supported by additional secondary textual research. For example, students might be required to engage critically with the ways in which the city and
its past are being represented to them through the narrative of a guided tour,
series of museum displays or heritage events and to consider how local people
understand and consume these texts. Such an approach involves the triangulation of individual students’ observations with others’, as well as the synthesis of
other perspectives drawn from a range of secondary interpretative sources, or the
use of oral histories or interviewing and questionnaire techniques to ‘thicken’ and
contextualize the results of their own fieldwork and gauge its representativeness
as urban research.
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