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Abstract
School education is no longer just the place where students are supposed to deal with local
phenomena and issues, but also with global ones. Every subject in German schools, such
as Religious Education, has to make its own contribution to the Global Education of students. The goals of interest and educational policy associated with this vary. As a result of
the AGENDA 21 process, Global Education has been implemented in German curricula,
as in many other countries. This article assumes that Religious Education achieves its goal
precisely when it is designed to be inclusive and students experience the topics of human
rights, dignity of the human person, and social justice in the classroom. For this to happen,
diversity and difference must be valued and used as learning opportunities.
Keywords Global Citizenship Education · Religious education · Theology · Diversity
learning · SDGs · Global competence

1 Introduction
Globalisation and digitalisation have affected all areas of life. New forms of (digital) communication, pandemics, ecological changes, migration movements, etc., they all have a
global character. Today’s societies are thus no longer confronted only with national phenomena, questions or problems, but also with global ones. Local and national perspectives are losing more and more importance and despite efforts to the contrary, societies can
only be understood as “united nations” or as “world society” (Luhmann, 2019, p. 14). This
raises questions about social justice, poverty, inequality and social exclusion in a global
world. Both in terms of content and as an educational goal, human rights and values such
as respect, diversity, tolerance and solidarity are associated with this.
In its AGENDA 2030 process of the UN, the Global (Citizenship) Education has an
important function (see also UNESCO, 2015, 2020). It should help prepare (young) people for these global challenges, educate them to become responsible (world) citizens and
thus contribute to peaceful, just, inclusive and sustainable societies. This concept of Global
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(Citizenship) Education is “relatively new” in UNESCO policy (cf. Akkari & Maleq, 2020,
p. 4), even though there are corresponding precursors both politically and in terms of educational concepts. But with the signing of AGENDA 2030, Global (Citizenship) Education
has found its way into many school curricula and is now also part for example of Religious
Education (in Germany). Therefore, in the following we will consider how Global (Citizenship) Education, which demands among other things respect and recognition of diversity,
can look like in Religious Education and what contribution RE makes.

2 Global (Citizenship) Education for orientation in and to shape
a (global) society
Taking up global questions, topics and problems in education and thus giving people a
global perspective is not new in education. This is because education as it was understood
in European modernity and prepared, for example, by Comenius or Kant, is universalistic
and cosmopolitan at its core. It is about crossing horizons, improving human living conditions on a global scale, and peace building based on the principle of respect for diversity.
In contrast, however, there are two significant changes today. On the one hand, the current
"discourse on GCE [Global (Citizenship) Education; R.G.] is mainly linked to the agendas
of international organisations" (Akkari & Maleq, 2020, p. 4); on the other hand, the global
society is no longer just a vision. Rather, it can be seen as already realised. Instead of creating the global society, people are tasked with shaping it today.
The diversity with which people and societies are confronted today is a considerable challenge. Foreign cultures, (religious) world views and religions are coming closer
together to a considerable extent due to global networking. Consequently, societies are
becoming more diverse in their thinking, actions and self-understanding. And societies react differently depending upon how they understand themselves on a global level.
According to the German Advisory Council on Global Change, modern societies and modern thinking are in a fundamental and epochal “transformation” and “transition” (2011).
Social self-conceptions and thus social identity itself are evolving due to current social
changes. Personal and societal values are being questioned and need to be reconsidered and
changed.
In addition, the movement of people within or between countries, for example, also
changes the individual understanding of a citizen. “Complex forms of citizenship have
emerged at multiple levels (national, regional, municipal and local), as have new forms of
belonging” (Organisation for Economic Co-operation and Development [OECD], 2020, p.
55; see also United Nations Educational, Scientific and Cultural Organization [UNESCO],
2015). As a result, communities need to redefine their identity and local culture, but also
learn to act as part of the global society. This is particularly evident in ecological or pandemic crisis. These crises show that the global society is also a “world risk society” (Beck,
1999), because a global crisis is also a crisis of the whole humanity.
Currently, the United Nations, as an assembly of nation states, is attempting to find
appropriate answers to these changes and challenges. Within the framework of AGENDA
2030 with its 17 Sustainable Development Goals (SDGs) (United Nations [UN], 2015)
the United Nations formulates what it believes needs to be done to achieve the goal of
a humane, peaceful and just global society. For this reason, the UN calls for “Global
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Citizenship Education” (UNESCO, 2015). In target 4.7 of the SDGs Global Citizenship
Education is implemented.
“By 2030, ensure that all learners acquire the knowledge and skills needed to promote sustainable development, including, among others, through education for sustainable development and sustainable lifestyles, human rights, gender equality, promotion of a culture of peace and non-violence, global citizenship and appreciation
of cultural diversity and of culture’s contribution to sustainable development” (UN,
2015, target 4.7, p. 19).
Therefore, the AGENDA 21 signing countries have committed themselves to anchoring
Education for Sustainable Development and Global Citizenship Education in the education curricula and to transform the learning environments to make them possible. In this
way, students should be able to deal critically with issues and topics of environmental or
social justice. Education should—according to the normative expectation—not only impart
knowledge, but also contribute to a “change in people’s attitudes” (UN, 1992, chpt. 36.3).
Despite support for these SDG targets, there is also criticism from various sides. For example, Akkari and Maleq note that the goals are neither structured nor prioritised, so that
they can hardly be implemented. Similarly, "concepts such as citizenship and human rights
are interpreted differently according to the political, economic and cultural background"
(2020, p. 5).
In this way, however, they also fail to achieve their goal of transforming the social system towards a high quality of life for all. For, as Huckle and Wals (2015) note, emerging
tensions between economy, ecology and social issues are not addressed. Instead, "UNESCO has trimmed and tamed DESD [Decade of Education for Sustainable Development;
R.G.] so that it does not challenge neoliberalism and fails to develop GESC [Global Education for sustainability citizenship; R.G.]" (2015, p. 497). For this reason, it is also understandable that different forms and goals of Global (Citizenship) Education are pursued
worldwide (cf. Akkari & Maleq, 2020, pp. 9–12). A critical examination of what Global
(Citizenship) Education can and should achieve is therefore urgently needed.
This is also necessitated by the fact that the OECD also considers “global competence”
and thus Global (Citizenship) Education to be essential. For this purpose they define
Global Competence as.
“a multidimensional capacity that encompasses the ability to: (1) examine issues of
local, global and cultural significance; (2) understand and appreciate the perspectives
and worldviews of others; (3) engage in open, appropriate and effective interactions
across cultures; and (4) take action for collective well-being and sustainable development” (OECD, 2020, p. 55).
This is in response to and in support of the 2030 Agenda for Sustainable Development
and global change as a challenge for the future. Global competences should both enable
better career prospects for students and contribute to the improvement of societal challenges (OECD, 2018, 2019, 2020). For this reason, the OECD surveyed young people’s
understanding of global issues and their attitudes towards cultural diversity and tolerance
(OECD, 2019, 2020; Weis et al., 2020).
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3 Religious Education and Global (Citizenship) Education
Education for Sustainable Development and Global Citizenship Education is now
anchored in all curricula in Germany (see also Schreiber & Siege, 2016). In every
compulsory school subject, including Religious Education, students are now supposed
to deal with those phenomena, topics, questions and problems raised by globalisation.
Religious Education is also faced with the task of offering Global (Citizenship) Education in the classroom as an interdisciplinary competence.
For many years, Religious Education in Germany has also addressed issues from
a global perspective in the curricula. However, these topics are usually dealt with
individually and less as a continuous perspective. In addition, for a long time in Religious Education as well as in religious pedagogy, political issues and the questions
of social justice in society had lost importance compared to interreligious learning or
approaches to respiritualization (Noormann, 2012, p. 195; Schweitzer, 2020, p. 273).
This has changed significantly in recent years and, triggered by the anchoring in the
curricula, there are also discussions between Global Education and Religious Education (Benk, 2019; Gaus, 2014, 2015, 2018).
In contrast to international discussions on whether or not Religious Education should be involved in Global Education (Abdullahi, 2015, p. 805), Annette
Scheunpflug believes that, for the German context, “Global Education as well as
Religious Education […] are indispensable for a modern society” (2012, p. 230; see
also Lang-Wojtasik, 2011). In doing so, Religious Education and Global (Citizenship) Education not only complement each other, but both can also learn and benefit
from each other! On the one hand, Global (Citizenship) Education addresses issues
of power and resources and thus also helps Religious Education to reflect self-critically. On the other hand, Religious Education can contribute to dealing with religious
heterogeneity and complexity, as well as contribute its own Christian perspective on
a global world society. For Religious Education as a whole, but especially in Global
(Citizenship) Education, it is not only about the question of whether students are well
positioned in the labour market. The Christian message lives from, and for the vision
of a peaceful, inclusive and just world (society). All people should participate in it
equally and live peacefully together. Not respecting people or excluding them is not
only unjust, it is also against God. In the Judeo-Christian tradition, faith and justice are
so closely linked that injustice is not only socially wrong but is also directed against
God (see also Grümme, 2016, pp. 202–203). Therefore, according to Andreas Benk,
Jesus’ themes are “not death and resurrection, but concrete human hardship and the
hope of overcoming it through God’s intervention here and now. In view of this ‘great
transformation’ expected by Jesus, he called for conversion, that is, participating in the
building of a truly human world” (2019, p. 214). In words and deeds, Jesus ensured
that people became part of the community again, and he integrated them so that a
peaceful and inclusive society emerged. This value is similarly reflected in Pope Francis’ proclamation Evangelii gaudium (Francis, 2013, 2015, 2020). In it he says: “The
Gospel is about the kingdom of God (cf. Lk 4:43); it is about loving God who reigns in
our world. To the extent that he reigns within us, the life of society will be a setting for
universal fraternity, justice, peace and dignity” (Francis, 2013, Sect. 180). Therefore,
Christians are to overcome differences among people in terms of origin, nationality,
colour or religion (see also Francis, 2020).
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And also the conciliar process of the World Council of Churches with its theology
of the oikos (WCC, 2018) is based on a global justice perspective. Since the sixth
assembly of the World Council of Churches in Vancouver in 1983, this global justice
perspective has been linked to peace, justice and the integrity of creation. According to
this, all people are called upon to work together responsibly, socially and sustainably
for the one world.

4 Some aspects and challenges for Global (Citizenship) Education
However, the implementation of Global (Citizenship) Education in the curricula is
strongly dependent on the national context, as already described above. Besides national
ideas, definitions of justice or ideas of citizenship, both historical and contemporary
factors play a role. Furthermore, didactical considerations also play an important role.
After all, if the goal of Global (Citizenship) Education is to shape a humane and just
world society and to empower people to work for and participate in it, then it requires
not only knowledge but also one’s own motivation. In most cases, Global Learning topics have so far been treated cognitively in class through texts and films. However, it is
questionable whether this approach is successful and whether it does justice to the topic.
Taking the attitudes of young Germans as an example, a few aspects can be outlined
for further considerations, without claiming to have answered the topic completely.
In the general self-description, younger people between the ages of 12 and 25 today
are more open and tolerant towards other social groups, cultures, religions and ways
of life than they were a few years ago (cf. Albert et al., 2019, p. 18). Looking at the
results of the PISA study, there is also corresponding knowledge about other people.
For example, German pupils aged fifteen state that they are well informed about global
and intercultural problems. They show respect for people from other cultures and are
confident in solving tasks on global issues. "However, the self-assessments also show
that their concrete interest in learning about other cultures as well as their willingness
to actively work for global goals is rather low in international comparison" (Weis et al.,
2020, p. 6). The students thus perform well above all in the cognitive areas, but not in
implementation, for which emotions, subjective norms and motivation are important.
There is thus a gap between students’ knowledge and awareness and their own actions
("mind-behaviour-gap").
Knowledge for its own is thus not enough for change, as Yendell (2017) can show, for
example, in the context of religious tolerance among young people in Europe. Besides
knowledge, direct contact with other people is also necessary to overcome stereotypes.
At the same time, not every form of relationship and contact is positive.
“The degree of stereotyping depends on both the type of relationship (e. g. contact
with colleagues, acquaintances, friends or relatives) and the quality of the contact.
Certain conditions such as equal status, cooperative activity, continuity and meeting in person may improve interpersonal attitudes between in- and outgroups”
(2017, p. 275).
For the implementation of the Global (Citizenship) Education this means:
1. Young people need knowledge about other people, other world views, attitudes, etc. In
the process, they must also learn to assess values such as tolerance, diversity, etc. as
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relevant for them. However, knowledge does not necessarily lead to action. Knowledge
can also lead to different forms of action.
2. Therefore, there is a need for places where young people meet other people and come
in contact with each other. Direct contact leads to a confrontation with the "otherness"
of the other. The personal and social encounter has a concrete influence on the values
and attitudes of young people.
3. In order to learn values and attitudes such as tolerance or diversity, places are needed
where these values can be lived and experienced. For this, external, structural conditions must be created that can serve as "living" examples for young people, such as
kindergartens or schools.
Therefore, Lang-Wojtasik requests that Global (Citizenship) Education has to be constructed as a fundamentally social inclusive didactic approach (2018), where difference and
diversity in the classroom and teaching should be perceived, valued and embraced as a
learning occasion and opportunity. In this way, schools or Religious Education, for example, would open up learning spaces in which the themes of a just, peaceful, solidary and
humane global society and social justice can be experienced, reflected upon and shaped
(with and through classmates), thus making a first contribution to a humane global society. Therefore, a perspective on the (religious, cultural…) diversity within the class or its
thematization should take place and should be part in the curriculum. This is important
for two reasons in particular. On the one hand, the classroom is the first place of learning
where experiences with others can be made. On the other hand, especially with these topics, content and educational processes must be congruent. Human rights, for example, can
only be adequately taught and learned if the conditions for the learning group and within
the learning group are humane and just.

5 Global (Citizenship) Education as inclusive and diversity learning
Global (Citizenship) Education, now understood as inclusive learning, recognises and
addresses diversity. In doing so, social inclusion combines themes and contact opportunities by creating structural learning conditions. Social inclusion is both a necessary condition and a goal of Global (Citizenship) Education and a (global) society. Social inclusion
and the recognition of diversity combine social justice and social, cultural and political
participation. The basis for school education to value diversity and difference as well as
be inclusive stems primarily from human dignity and human rights. The Universal Declaration of Human Rights (UN, 1948) in particular can be seen as the realization of the
global society. For, according to it, all people are granted equal dignity and rights, regardless of their legal status in relation to the country in which they are currently residing. Both
human dignity and human rights are unconditional. Thus, people do not have to fulfil any
conditions in order to be recognized as human beings. But this also means that similarity
is not a prerequisite for basic rights, just as diversity would not be a reason for exclusion.
Human dignity and human rights are the core of an open (world) society. This allows that
people could be different in what they think, live or believe. Human rights emphasize both
individual diversity and normative equality.
On the basis of this unquestionable human dignity, the Catholic Church and the United
Nations both consider, that every human being has the right to education, regardless of
gender, age, race, ethnicity, stage of development, the respective cultural conditions, sexual
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orientation, socio-economic status, physical abilities, religious beliefs or political beliefs.
Every person must be given the opportunity to fulfil their basic right to social, economic,
and political participation. At the same time, however, all people should be enabled to
enter into dialogue in a tolerant and respectful manner in order to promote unity, solidarity
and peace (see also Siebenrock, 2009, p. 567; UN, 2015, chpt. 25; Vatican Council & Paul
VI., 1965, chpt. 1.1).
Thus, every person has the right to a unique individuality, to recognition and also the
right to participate equally in the political, social and cultural life of the community. This
marks an important mediating factor of a school. People are searching for orientation both
in the world with other people and in society with its values, norms and roles. Schools have
the task of providing this orientation and knowledge, values and roles. They should ensure
that people can orient themselves both in the diverse world and diverse society in which
people live. Therefore, the school as an institution has the task of teaching people and enabling them to connect to a (global) society.
Education, and schools in particular, therefore, have the fundamental task of including
people, i.e. supporting and enabling them to participate in their social rights. It does this
by creating the possibility of encounter and exchange as a space for interaction, or also by
imparting the necessary knowledge. Therefore, schools and teachers always have to weigh
up between equality and difference. On the one hand, schools and teachers have to integrate diverse people with their different life situations, topics, learning requirements, religions and world views etc. and give them equal opportunities. They have to include these
different and diverse people in one learning group in order to educate them and bring them
up to the same level of knowledge. A school, therefore, has to ensure equality and similarity among the students. On the other hand, however, the goal of education is always difference and diversity. For through education, every person should become him/herself and
thus as unequal as everyone else.
Classes and study groups reflect the diversity of (world) society to a small extent. Some
of them are as diverse as the society for which schools train people today. The variety in
and outside the classroom will continue to increase. Societies and learning groups are
becoming more diverse.
But difference and diversity often also mean exclusion. We must also acknowledge that
exclusion does not mean that people are outside of society. Exclusion takes place within
society. Even if people are excluded, they are still part of society (Kronauer, 2006, p. 29).
They are only prevented from fully participating in the social, economic, and political life
of the community. This happens mainly because people are actively prevented from doing
so by more powerful groups by labelling them as “different” and thus not as “normal” or
“belonging”. Persons are thus actively prevented from exercising their rights. Exclusion
is usually accompanied by ascriptions with the aim of stigmatising individuals. These
can be ascriptions such as “migrant”, “foreigner” or, with religious connotations in current European political or social discourse, “refugee as Muslim” (Pickel & Pickel, 2019).
But schools and teachers can also contribute to the exclusion of students through certain
practices of action. For example, differences in terms of migration, gender or performance
are actively created or reinforced within the school. This can be seen, for example, in gender-specific calling behaviour, or through statements by teachers on gender and ethnicity,
or through mechanisms of institutional discrimination against children and young people
from educationally disadvantaged families and with a migration background (see also
Bohl, 2013, p. 244).
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6 Global (Citizenship) Education as inclusive and diversity learning
in Religious Education
From a Global (Citizenship) Education perspective, classes and learning groups reflect the
diversity of (global) society to some extent. Based on the human dignity of each individual,
Religious Education has the task of enabling (young) people to have the right to participate
equally in the political, social and cultural life of the community and thus contribute to a
just world. Therefore, in general, educational institutions should, as formulated by the Congregation for Catholic Educational Institutions for Catholic Education in particular, understand diversity as an educational task and teach respect for it. Thus, based on the “respect
for the dignity and uniqueness of the individual” (2014, Sect. 11), “diversity should not be
denied”, but must be “seen as an opportunity and a gift” (2014, Sect. 13). The different
identity characteristics, such as age, gender, religion or national origin, are thus positive
resources to be used accordingly for learning. It is this diversity that constitutes a person.
Therefore, people must not be reduced to one of these characteristics. Their diversity must
be treated positively in educational processes and be “enhanced” (2014, Sect. 13).
However, treating diversity positively in educational processes means more than just
getting to know members of different cultures, for example, in order to reduce prejudices.
Rather, (RE) teachers and learners alike must develop diversity competences. This includes
not only respect, recognition and appreciation of diversity, but also reflection upon one’s
own values, attitudes and exclusion mechanisms, as well as negotiating common ground.
In Global (Citizenship) Education, a good connection could be made to the power-sensitive diversity approaches that emerged in the 1990s and have their foundation in the social
movements and civil rights organisations of the United States from the 1950s to the 1970s.
This is because they are not only pedagogically but also politically relevant (see also Walgenbach, 2014, pp. 97–112). Thus, these approaches are about an appreciative view of the
diversity within the learning group and the multidimensionality of these differences. To
this end, no lines of difference are drawn, such as between Catholics and Muslims, women
and men, or nationals and foreigners. Nevertheless, these approaches know that there are
“different identities, social affiliations and group characteristics” in society and that these
are also “effective” in educational and training processes (Walgenbach, 2014, p. 93). The
power-sensitive diversity approaches point out that social identities and affiliations are
products of relations of domination and power, such as racism, anti-Semitism or ableism.
That is why they are very interested in the intertwining of identity constructions and power
relations and consider a critical reflection of social structures to be necessary.
For Religious Education this means that it can be the place where students can voice
their experiences of exclusion, racism, poverty, etc. and where teachers can reflect with
students on social structures that exist in the classroom, in the school and beyond. Acquiring diversity competence in Religious Education means reflecting with students from a
religious perspective on issues of power, domination, race or culture, on social affiliations
and group characteristics, and considering how social and cultural participation of all is
possible in order to create peace and a just global society. In doing so, it can also be considered with the students how they can advocate socio-politically for appropriate institutional
framework conditions, dismantling of barriers and participation of all. Without a political framework, the diversity approach runs the risk of becoming an ideology. According
to Grümme, for where a diversity-sensitive (religious) pedagogy “assigns itself a dominant role, it overestimates its possibilities—and ends up being ideologically abusable itself,
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because it turns problems into pedagogical problems, which can ultimately only be solved
politically” (2019, p. 137).
(Religious) Education must value diversity, but diversity approaches run the risk of
becoming arbitrary if they do not reflect “diversity”. This is because people are not different in themselves, but only with regard to a reference point (see also Walgenbach,
2014, pp. 12–14). Diversity and difference exist on the borderline of what is usually
called “normal” (i.e. conforming to the norm) by individuals, societies or educational
institutions. The question of difference and diversity thus also raises the “powerful”
question of normality and the values and norms behind it (see also Lang-Wojtasik,
2018, p. 25). Religious Education must thereby self-reflexively consider in two respects
which normative ideas and goals it is pursuing. Education cannot do without normative considerations (see below Grümme, 2019, pp. 135–136). Education needs goals
and ideas of “normal” persons towards whom education wants to be directed. Without
these goals and ideas, education prevents learning and development. Teachers cannot
otherwise know when they need to help someone. At the same time, education is also
blind to structural factors that prevent education and participation. However, differentiation categories are also necessary because otherwise inequality and exclusion would
become entrenched and the diversity approach would become cynical. For not all differences between people are equal. It makes a difference whether they are individual,
personal, cultural differences or structural and social inequalities. Highly gifted people
and socially disadvantaged people cannot be weighed against each other as equal in the
perspective of social justice (see also Trautmann & Wischer, 2011, p. 66). So there are
differences and differentiations that are necessary in the educational process because
they enable opportunities and contribute to or hinder a global society.
But even these principles, norms and values that underlie these differentiations must
not be seen as absolute. They, too, must be critically questioned again and again. For
they too are historical and thus themselves subject to certain power factors and ideas
of domination. According to Grümme, it is precisely here that Religious Education can
bring in religions, denominations, religiosities or world views as a point of reference
for the distinctions. In this way, religious convictions and traditions can be a positive
resource that can be of importance for a just and solidary global society.
In general, religion must also be valued as a category of diversity, which is why
Global (Citizenship) Education must deal with religion. Religious ideas, convictions
and traditions are distinctive features of people and give them orientation in the world.
Therefore, it is also important to deal with them and their messages in class and to ask
what contribution they make to a just and solidary global society. In doing so, however,
they must also be reflected upon self-critically. Religious convictions and traditions
include and exclude people, and thus Religious Education also produces diversity and
social exclusion through its content. Therefore, learners in Religious Education should
be aware of both the positive effects of religion, e.g. as motivation for peace efforts,
commitment to a just and peaceful global society, and the negative effects of religion,
e.g. fundamentalism, motivation for conflicts. Especially in Religious Education, this
can then also offer the learning occasion to reflect on one’s own religious ideas and
actions, for example, with the biblical message.
This would also be possible from the point of view of diversity in denominational
Religious Education at schools. For, according to Wohlfart Schweiker, the dissolution of
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denominational Religious Education would be the “dissolution of diversity and difference
in a homogenising Religious Education” (2012, p. 12).
In contrast, Religious Education must value the diversity within the learning group and
the multidimensionality of these differences to contribute to interreligious understanding
and religious tolerance. To do so, it must take up the diversity of ((inter)religious …) perspectives of the students and use them as learning opportunities, which thus helps young
people to cope in a plural and global world.
Therefore, Religious Education must then also be about reflecting with the pupils on
these questions within the Catholic faith and on the relationship to other religions and
world views or to other people as such. It must be a matter of facing up to plurality and not
closing oneself off.1

7 Diversity‑sensitive Religious Education as Global Citizenship
Education
Taking diversity in the classroom as a learning occasion for Global Citizenship Education in Religious Education broadens the previous Religious Education perspective. It provides familiarity with the diversity of social, cultural and religious forms of expression. To
this end, it breaks up the German, Eurocentric or Western perspective that is often unconsciously applied to topics and circumstances and, ultimately, also to people. In this way,
it also makes it possible to be a “one-world church”. For although we always speak of the
“one-world church”, we implicitly mean the European Western character. Instead, a diversity-sensitive Religious Education should sensitise young people to global contexts and
injustices in which they live (their faith), as well as to the different ways of life, life plans
and forms of lived faith. Basically, it is about an awareness that there are no longer only
similarities and differences, e.g. between religions and religious ideas, societies or cultures,
but also mutual influences and adoptions from the respective other. Thus, it helps to experience one’s own position, from which religious learning takes place in the classroom, as
perspective and as a form of lived faith. To this end, Religious Education familiarises people with this diversity and confronts them with it. The starting point is the classroom and
people’s world of experience. Religious Education looks for local and global forms and
influences in people and tries, if possible, to create concrete opportunities for encounter. In
the discussion, it then searches for commonalities, differences and homogenisations generated by the processes of globalisation. In this way, Religious Education connects local and
global at the local place of learning, school. Thus the foreign is seen in the own and the
own in the foreign becomes a learning process.
To this end, however, it does not only deal with religious ideas, but with the concrete
people themselves; with their wishes, ideas and experiences and brings these into discussion with the wishes, ideas and experiences of the other young people in class. Religious
Education is based on the recognition of the other as other, and demands and promotes this.
It is about a basic attitude stemming from the Christian relationship with God, to recognise
other people and cultures, not for strategic reasons, but to appreciate them in what they
are for themselves and others. This is not about “usefulness” according to economic logic,
1

This can be observed, among other things, especially in Catholic schools worldwide, that for a certain part of parents the "relative socio-cultural homogeneity" is highly attractive when choosing Catholic
schools (see also Gruehn & Koinzer, 2019, p. 57; Maussen & Bader, 2014).
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about specific strengths and abilities, but for the sake of the people themselves. In this way,
young people enter a process in which they can experience how vulnerable people are and
how similar and close and at the same time also strange and incomprehensible they remain
to each other. It is precisely this strangeness that a diversity-sensitive Religious Education
does not attempt to dissolve, but preserves it as a learning occasion and attitude (see also
Meyer, 2015). To this end, the stereotypical images that prevail about certain persons, religions and cultures in society must also be addressed and critically questioned in Religious
Education. Far too often, instead of the image of a person, the image of the foreigner as a
“problem” is still created. Poverty and hunger etc. are in the foreground when it comes to
dealing with other cultures. Often, not only the cultural diversity of people is faded out, but
also the fact that rich and poor people live equally in Africa, Asia, South America as well
as in North America and Europe. Therefore, Religious Education is first of all about understanding people as precious (fellow) human beings, as worthy creatures of God who, like
all people, have wishes, dreams and worries.
Since life always happens from the other human being(s), it is also about an active perception of all moments in which people have to suffer (see also Metz, 2011). In particular,
the reports of burning textile factories and poisoned plantation workers draw our attention to our interconnectedness with people we do not know, but with whom we are related
through clothing, mobile phones and politics. The global perspective in Religious Education once again clearly points to the socio-political consequences and the responsibility
that arise from the lived relationship with God. Christian faith always aims at interpreting
and shaping society and the world.
Understanding Global (Citizenship) Education in Religious Education as diversity
learning contributes to the maturity and cosmopolitan openness of young people; it enables
young people to participate in shaping the world from the basis of Christian faith, and it
promotes conviviality between people, cultures and religions, thus developing its humanizing influence.
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