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Abstract 

In this article we discuss how Linguistic Landscapes 
(LL) as a pedagogical tool can be applied in the 
framework of Global Citizenship Education (GCE). 
We explore the pedagogical use of LL, which are the 
visible representation of multilingualism and diversity 
in public spaces, and their role for GCE practices. Re-
search about LL has revealed their potential to sup-
port the development of students’ critical awareness 
of diversity, empathy towards culturally and linguis-
tically diverse others, and agency for Social Linguistic 
Justice. The article emphasizes the synergistic rela-
tionship between GCE and LL. Through a compre-
hensive state-of-the-art literature review in both 
fields, in this article we argue for the potential of us-
ing LL as a pedagogical tool to promote GCE. Our 
conclusions underscore the potential of LL as a peda-
gogical tool that can support students to become crit-
ically informed, empathetic, and actively engaged 
global citizens, thus contributing to a more sustaina-
ble world. 

Keywords: Linguistic landscapes; Global citizenship 
education; Global citizenship; State-of-the-art 
review; Social and linguistic justice 

 Resumen 

En este artículo analizamos las aplicaciones de los 
Paisajes Lingüísticos (PL) como herramienta pedagó-
gica en el marco de la Educación para la Ciudadanía 
Global (ECG). Exploramos la utilización pedagógica 
de los PL y su papel en las prácticas de la ECG. La 
investigación sobre los PL ha revelado el potencial de 
estos conceptos para apoyar el desarrollo de la con-
ciencia crítica de los estudiantes sobre la diversidad, 
la empatía hacia el otro lingüísticamente y cultural-
mente diverso, y la agencia para la justicia social lin-
güística. A través de una revisión exhaustiva del es-
tado-del-arte de la literatura, este artículo trata de ar-
gumentar a favor del potencial de incorporar los PL 
como herramienta pedagógica en la ECG. Nuestras 
conclusiones subrayan el potencial de los PL como 
herramienta pedagógica que puede ayudar para que 
los estudiantes se conviertan en ciudadanos globales 
informados críticamente, empáticos y activamente 
comprometidos, contribuyendo así a un mundo más 
sostenible. 

Palabras clave: Paisajes lingüísticos; Educación para 
la ciudadanía global; Ciudadanía global; Revisión de 
literatura del estado-del-arte; Justicia social y 
lingüística 
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INTRODUCTION 

Linguistic Landscapes (LL) refer to the visible display of languages in public spaces 

within a particular geographic area. Usually, they include written, printed, or 

painted texts, such as signs, advertisements, billboards, graffiti, and shop names, 

that are publicly displayed and can be observed in urban or rural environments. 

More recently, some authors point out that LL expanded both conceptually and 

disciplinary “now embracing multiple sense-makers beyond written words and lan-

guages, in a more holistic, less logocentric understanding of individuals’ reper-

toires” (Melo-Pfeifer, 2023, p. 2). As such, it is possible to argue that the explora-

tion of LL can provide a snapshot of the languages used and their relative promi-

nence in a particular context. 

LL can vary greatly from one location to another, mirroring the specific so-

ciolinguistic context, its cultural and linguistic diversity, and the historical and eco-

nomic factors of a particular region. Thus, researchers study LL to gain insights 

into language policies, social (linguistic) integration and interaction, attitudes to-

wards languages and/or linguistic diversity, and the negotiation of language iden-

tities within a given community. By examining the languages, scripts, and symbols 

present in the LL, researchers can gain an understanding not only of the multilin-

gualism, language vitality, language policies, and linguistic power relations, but 

also of migration patterns, and cultural identities of certain community. Hence, LL 

provide valuable insights into the sociolinguistic dynamics of a community or re-

gion. 

From Sociolinguistics to Education, LL research has its own history (Marten 

et al., 2012; Melo-Pfeifer, 2023). The potential value of LL in education has been 

noted at least since 2009, when Shohamy and Waksman proposed LL “as a pow-

erful tool for education, meaningful language learning, [and] towards activism” (p. 

326). By highlighting the presence and value of different languages and cultures 

within a community, educators can help students develop positive attitudes to-

wards multilingualism (Li & Marshall, 2020) and understand the importance of 

respecting linguistic rights (Straszer & Kroik, 2022). LL can also serve as a spring-

board for discussing language policies, linguistic diversity, and the preservation of 

endangered languages (Melo-Pfeifer, 2023; Krompák et al., 2022). 

Considering the above, LL serve as tangible representation(s) of language 

diversity, cultural identities, and social dynamics within communities; therefore, in 

the educational space, they represent meaningful connections and opportunities for 

intercultural understanding, empathy, and active engagement with the other and 
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diversity. This understanding of LL and its educational potential seems to align 

with the goals of Global Citizenship Education (GCE), which seeks to educate re-

sponsible and active global citizens who value and respect diversity, namely of lan-

guages, cultures, and world perspectives. Engaging with LL may empower learners 

to navigate linguistic diversity, promote critical intercultural dialogue, and advo-

cate for more inclusive and just language practices and policies. 

Therefore, this article aims to explore the pedagogical potential of LL as 

tools for GCE, in particular, regarding the education of citizens who value and 

respect linguistic and cultural diversity. To address this aim, we conduct a State-

of-the-art comprehensive literature review (Grant & Booth, 2009) of existing re-

search in the field, focusing on the pedagogical-didactical potential of LL for GCE. 

Considering the moment of LL research, this article assumes particular relevance 

as there is practically no research done connecting LL and GCE, as a search in 

major educational databases and repositories (Scopus, ERIC, Scielo, WebOfScience 

and Redalyc) shows at the time of this publication. 

LINGUISTIC LANDSCAPES IN EDUCATION 

This first part of the article focuses on the pedagogical use of Linguistic Landscapes 

(LL). We begin by briefly introducing the concept and the way it has been devel-

oped in Education. We then review how LL can be used in education settings and 

conclude by highlighting LL potential for GCE. 

LL can be defined as ‘The language of public road signs, advertising bill-

boards, street names, place names, commercial shop signs, and public signs on gov-

ernment buildings (…) of a given territory, region, or urban agglomeration.’ 

(Landry & Bourhis, 1997, p. 25). This is a definition of LL commonly used by 

researchers as it represents a relevant step for LL research developed thereafter. 

However, as we have briefly explained in the introduction, today’s definition of LL 

is a more complex and broader one – not only does LL entail written or printed 

texts, but it also embraces images, graffiti, and sounds (Gorter, 2023; Gorter & 

Cenoz, 2015, 2022; Marten et al., 2012; Melo-Pfeifer, 2023). Considering the vi-

tality of LL research in 2023, it is possible that sooner than later a more compre-

hensive definition of LL will be formulated. An important factor to consider is that 

LL research is being developed not only from a multilingual and/or sociopolitical 

perspective, but also from a sensescapes perspective (Prada, 2023). 

The study of LL emerged more consistently since 2003 and has since gained 

momentum as a research field (Marten et al., 2012). It initially focused on the 
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documentation and analysis of multilingual signage in urban environments. Over 

time, the scope of LL research expanded to explore the sociolinguistic, cultural, 

and political dimensions associated with language visibility in public spaces that 

can be characterized as superdiverse (Blommaert, 2013). From there followed what 

Melo-Pfeifer (2023) called a “more multimodal approach” (p. 3) to LL, which was 

possibly related with the focus on “social issues along the lines of symbolic inter-

actionism and on the way subjects live and contest their multiple identities” (p. 3). 

More relevant to this article, is the place LL has found in Education, with particular 

emphasis on Language Education (Gorter, 2018, 2023; Gorter & Cenoz, 2015, 

2022; Malinowski, 2015; Melo-Pfeifer, 2023). Two important ideas can be pointed 

out as both cause and effect of the development of LL research: on the one hand, 

the acknowledgment that the conceptualization of LL understands languages has 

not being limited to private or interpersonal communication but also present in 

public spaces; on the other hand, the acknowledgment that LL, as linguistic diver-

sity and language visibility in the public realm, can reflect the complex linguistic 

and cultural makeup of society (Gorter, 2018, 2023; Gorter & Cenoz, 2015, 2022; 

Malinowski, 2015). 

LL has proven to be valuable in various research fields, but particularly in 

Education. In the field of Education, LL offer a visual representation of language 

diversity, language policies, and language ideologies within a community. They 

provide opportunities to analyse and understand the sociocultural and linguistic 

aspects of a particular context, enabling educators and researchers to address issues 

of language policies, multilingualism, and linguistic and cultural representations 

and beliefs (Li & Marshall, 2020). As mentioned before, LL refer to the visible 

manifestation of languages in public spaces, so they can provide insights into the 

presence, usage, and power dynamics of languages within a specific community or 

geographical area. Particularly in the educational context, research about LL can 

help us understand what goes on inside schools, namely regarding how languages 

and linguistic diversity are (re)presented and taught. From this perspective, some 

researchers talk about schools as a particular setting for the study of LL and there-

fore refer to the LL present in schools as schoolscapes (Gorter, 2018). 

In education, LL can be explored in several ways, although they are most 

commonly used as pedagogical resources in language education. As a pedagogical 

approach, LL refer to the intentional use of language displays in public spaces for 

educational purposes (i.e. teaching and learning). By incorporating real-world ex-

amples of language use and linguistic diversity, learners can develop intercultural 

competence, language awareness, and an appreciation for cultural diversity. In a 
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broad sense, as a pedagogical approach, LL involves incorporating concrete mean-

ing-making examples of language use and linguistic diversity and cultural represen-

tations into educational settings to enhance language learning, intercultural under-

standing, and both reflexive and critical thinking (Gorter, 2023; Gorter & Cenoz, 

2015, 2022; Melo-Pfeifer, 2023). 

In a more detailed description, we can say that LL as a pedagogical approach 

provides authentic language use and confrontation of personal cultural representa-

tions that connect students’ learning to the real world. By engaging with tangible 

examples of language diversity in public spaces, learners can see how languages 

function in different contexts and gain a deeper understanding of language and 

diversity in action. This promotes a more inclusive and respectful approach to-

wards linguistic and cultural diversity, as by analysing LL learners are encouraged 

to critically examine language choices, power dynamics, and respective social im-

plications (Huang, 2022; Lehner, 2022; Lourenço et al., 2023). Students can reflect 

and discuss questions related to language visibility, representation, and the influ-

ence of language on identity and social interactions (Harris et al., 2022). This sup-

ports the development of reflexive and critical thinking skills and a deeper under-

standing of the complex relationship between language, culture, and society 

(Clemente et al., 2012, 2013; Melo-Pfeifer, 2023; Sullivan et al., 2022). 

LL promotes a sense of belonging and identity by recognizing and valuing 

the linguistic resources and cultural diversity present in the community. Further-

more, LL foster a sense of community and civic engagement by encouraging learn-

ers to actively participate in shaping their linguistic and cultural environments 

(Lourenço & Melo-Pfeifer, 2022). Through LL as a pedagogical approach students 

can explore issues of language rights, social justice, and inclusive language prac-

tices. They can also engage in projects that involve creating their own language 

displays or advocating for linguistic diversity in their community (Lourenço et al., 

2023). Additionally, LL can be used to examine language policy and planning in 

education systems, especially, in the curricula. By analysing the visibility and status 

of different languages in educational institutions, policymakers and educators can 

gain insights into language practices, inclusivity, and potential language barriers 

that impact students' access to education. 

LL also offer opportunities to practice language and develop students' lin-

guistic repertoires. Through analysing LL students can engage in reading, interpret-

ing, and discussing the language displays, which improves reading comprehension, 

vocabulary expansion, and language production regardless of their proficiency. It 
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also encourages students to become more observant of language use in their every-

day environment. (Gorter et al., 2021) 

In conclusion, considering all the above, the pedagogical use of LL can po-

tentially contribute to students' development as global citizens. By discovering lin-

guistic and cultural diversity, promoting the development of intercultural compe-

tence, fostering empathy towards others, especially linguistically and culturally di-

verse others, and encouraging active engagement with linguistic and cultural diver-

sity, LL appear to be a powerful educational tool to foster the values, knowledge, 

skills, and attitudes necessary for students to actively participate in an intercon-

nected and diverse world. By embracing LL in Education, it appears that students 

can be better equipped to become global citizens who appreciate and respect lin-

guistic and cultural diversity, engage in meaningful intercultural communication, 

and work towards a more inclusive and equitable global society. 

Although we have tried to present an overall view of the development of LL 

as a research field, namely, in Educational Research, other publications present a 

more detailed account about the development of LL (viz., Melo-Pfeifer, 2023). As 

we finish this part about LL in Education, in the next part of this paper we will 

present an overview of GCE. 

GLOBAL CITIZENSHIP EDUCATION 

Global Citizenship Education (GCE) is an educational framework that aims to fos-

ter the knowledge, skills, values, and attitudes necessary for individuals to engage 

as active, responsible, and empathetic global citizens in a continuously more inter-

connected and interdependent world (Oxfam, 2015a, 2015b; Tarozzi & Torres, 

2018; United Nations Educational, Scientific and Cultural Organization 

[UNESCO], 2014, 2015). GCE aims to educate students that know about local and 

global issues while developing critical thinking, problem-solving, intercultural 

skills, or even translanguaging as suggested by Tierney (2018). It seeks to foster 

values such as empathy, respect, social responsibility, ethical decision-making, and 

social and linguistic justice. Moreover, GCE aims to empower individuals to act 

and make a positive difference in their communities, challenging injustice and con-

tributing to a more sustainable and equitable global society (Pais & Costa, 2017; 

Pashby & Costa, 2021; Pashby et al., 2020; Shultz, 2007; Tarozzi & Torres, 2018; 

Tawil, 2013). 

GCE research has taken a turn at the beginning of the 21st century. The 

publication of Andreotti’s “Soft versus Critical Global Citizenship Education” 
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(2006) represented a turning point in research about GCE, especially in the global 

North (Pashby & Costa, 2021). Andreotti’s 2006 work brought attention to this 

dual focus on Northern/Western values and interests being imposed indiscrimi-

nately as global and universal, which she identified as a “soft” approach to GCE. 

On the other hand, she proposed a critical approach to GCE as the one that “tries 

to promote change without telling learners what they should think or do, by creat-

ing spaces where they are safe to analyse and experiment with other forms of see-

ing/thinking and being/relating to one another” (Andreotti, 2006, p. 49). Later on, 

Schattle (2008, 2009) developed further the idea of (critical) GCE by looking at 

research being developed in particular English-speaking countries (USA, UK, New 

Zealand) by researchers and institutions/organizations like Daisaku Ikeda and the 

Soka University of America, the Haverford’s College’s Centre for Peace and Global 

Citizenship, or Oxfam (Schattle, 2008), and the work of Joshua Cohen (1996), 

Richard Falk (1994), or John Urry (2000) (Schattle, 2009). From there followed 

another work by Andreotti, a special issue dedicated to GCE in Globalisation, So-

cieties and Education in 2011. This particular publication represented another rel-

evant moment in GCE research as “proliferation of typologies began mapping the 

divergent, overlapping, and even contradictory sets of aims and approaches to 

GCE” (Pashby & Costa, 2021, pp. 1-2). 

In 2012 the former Secretary-General of the United Nations (UN), Ban Ki-

moon, launched the Global Education First Initiative (UN, 2012) in response to the 

need to guarantee the universal right to basic education to all. For that purpose, 

three major priority areas of action were defined, being “to foster global citizen-

ship” one of those. A few years later, the publication of “Transforming Our World: 

The 2030 agenda for Sustainable Development” by UN (2015) revealed to be an-

other stepping stone for GCE research, namely in response of sustainable develop-

ment goal 4.7. More recently, it is relevant to note the publication of the European 

Declaration on Global Education to 2050 (Global Education Network Europe 

[GENE], 2022), also known as the Dublin Declaration. 

Along this period, many different approaches to GCE were identified, ana-

lysed and typologized by researchers from different geographies (Andreotti, 2014; 

Goren & Yemini, 2017; Oxley & Morris, 2013; Pashby et al., 2020; Stein, 2015; 

Tarozzi & Torres, 2018; Veugelers, 2011; Yemini et al., 2019). More recently, 

GCE research has gone beyond the global North and the English language as the 

Multilingual Global Education Digest project shows (Academic Network on 

Global Education & Learning [ANGEL], 2022). Recalling Schattle’s (2008) work, 

Pashby and colleagues emphasized that the field of GCE can be represented by 
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“multiple ideological constellations overlapping and even contradicting one an-

other” (2020, p. 1). This fuzziness associated with the concept of GCE has been 

described long ago by Davies (2006), as he presented GCE as a metaphor, a con-

tradiction of terms, or an oxymoron. Even so, this has not discouraged GCE re-

search to continue developing – as of 2023 GCE research has reached fields such 

as the neurosciences (Carmona et al., 2022). Two particular domains where the 

aforementioned ambiguity can be identified are teacher training and the curricu-

lum. Related to the first, some studies shown that the concept of GCE is indeed a 

fuzzy one in the perspective of teachers and educators (Andrade & Lourenço, 2019; 

Lourenço, 2021; Lourenço & Andrade, 2023; Rapoport, 2010; Tichnor-Wagner 

et al., 2016). As to the curriculum, a usual critique relates to the different ap-

proaches to GCE integration at a curricular level. In some cases, GCE is understood 

as a topic that can be taught in classes like History or Geography; in another situ-

ations, it is understood as a new version of the traditional citizenship education 

infused by a global perspective; in some other cases, GCE is added as a new subject; 

and to conclude, there are situations where GCE is not fully integrated at the cur-

ricular level, as it remains in realm of the extracurricular (Rapoport, 2010; Lou-

renço, 2018; Tarozzi & Torres, 2018). 

It is possible to argue that GCE has evolved over time to address the com-

plexities and challenges of contemporaneity. Initially, it focused on promoting 

awareness of global issues and encouraging action through community service and 

activism (volunteering). However, it has expanded to encompass a broader range 

of dimensions which can be extrapolated by expanding topics and themes associ-

ated with GCE. Some of GCE topics and themes are intercultural competence, lan-

guage learning, human rights, sustainable development, climate changes, social jus-

tice, gender and identity, (de)colonialism, war, economy and trade, philosophy and 

ethics, etc. (Inguaggiato & Coelho, 2017; Pashby & Sund, 2020; Schattle, 2008, 

2009; Yamashita, 2006; Yemini et al., 2019). While some of its political and social 

goals and principles may be subject to debate, it is important to note that several 

publications from supranational agencies, NGOs, and other entities within civil 

society have played and continue to play a significant role in advancing GCE 

(AIDGLOBAL, 2016; Bridge 47, 2020; Education Above All Foundation, 2012; 

Padilha et al., 2011; Oxfam, 2006; 2015a, 2015b, 2015c; UN, 2015; UNESCO, 

2014, 2015, 2017, 2018a, 2018b, 2021, 2022; Yemini et al., 2019). 

The overarching goals of GCE are to develop individuals who have a sense 

of belonging and responsibility to their local communities, their nations, and the 

world. However, upon which set of knowledge, skills, attitudes and values students 
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became global citizens is the key question. Following Andreottis’ proposal of soft 

and critical GCE (2006), the path to become a global citizen can be traced from a 

soft approach of GCE to a critical one. From our perspective, a particular factor 

that can relate to the abovementioned ‘path’ is related to a set of methodological, 

epistemological, and ontological assumptions GCE shares with another educa-

tional frameworks such as Education for Sustainability, Education for Peace, Edu-

cation for Social Justice, etc. At the basis of all these proposals is the necessity for 

change. Not only individual change, but also institutional and political, and eco-

nomic and social change. Nevertheless, changing is hard and doing the necessary 

change (Andreotti, 2021) is even more difficult as it “involves unlearning our 

learned ways: of thinking and imagining; of sensing and feeling, of relating to one 

another, the earth, and the cosmos; of facing life, fear, pain, loss, and death … 

that we learn how to face our shadows, how to compost our ‘shit’, and how to 

weather storm together.” (xxi). Therefore, like it needs be a communitarian strug-

gle for social and linguistic justice, GCE also needs to be a personal struggle for 

social and linguistic justice. 

GCE adopts a holistic and transformative approach to learning. It goes be-

yond knowledge encouraging active participation, critical thinking, problem-solv-

ing, and intercomprehension (Parrança-da-Silva & Andrade, 2018), for example. 

Various pedagogical approaches can be employed to achieve GCE goals and/or 

aims, including experiential learning, inquiry-based learning, participatory and col-

laborative learning, reflection and action (Parrança-da-Silva & Batista, 2021; 

UNESCO, 2015; Yemini et al., 2019) intercomprehension, linguistic and cultural 

diversity, and LL (Lourenço, 2022; Lourenço et al., 2023; Parrança-da-Silva & 

Andrade, 2018). The aims of GCE encompass a wide range of outcomes that con-

tribute to the education of global citizens. These include developing knowledge and 

understanding, furthering skills and attributes, fostering values and attitudes, and 

encouraging action and agency (Santamaría-Cárdaba et al., 2022; UNESCO, 2015; 

Yemini et al., 2019) 

In one of UNESCO’s early publications, it is proposed that GCE entails three 

specific core conceptual dimensions: cognitive, socio-emotional, and behavioral 

(2015, p. 22). Each domain plays a crucial role in shaping the knowledge, skills, 

and attitudes and values of students towards global issues and their responsibilities 

as global citizens. 

The cognitive domain involves developing knowledge and critical thinking 

skills. It aims to enhance students' understanding of global challenges, 
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interconnections, and the complexities of the world. It encompasses acquiring 

knowledge about global issues such as poverty, climate change, human rights, and 

sustainable development. It also involves developing analytical and critical thinking 

skills to critically evaluate information, understand multiple perspectives, and rec-

ognize the underlying causes and consequences of global problems, namely those 

faced by minorities and systematically ‘otherized’ communities. In this domain, 

learners are encouraged to explore diverse sources of information, engage in re-

search, and develop a mature understanding of global issues, including non-official 

and non-hegemonic documentation. 

The socio-emotional domain of GCE focuses on fostering attitudes, values, 

and predispositions that promote empathy, respect, and intercultural understand-

ing. It involves developing a sense of global awareness, empathy, and responsibility 

towards others, especially the linguistically and culturally diverse others. This do-

main emphasizes the importance of recognizing and respecting linguistic and cul-

tural diversity, challenging stereotypes, and promoting social justice and human 

rights. It also encourages the development of interpersonal skills, such as intercom-

prehension, and conflict resolution, to facilitate meaningful interactions and col-

laborations with people from different backgrounds. Additionally, this domain fos-

ters the development of a sense of personal and collective identity as global citizens, 

promoting a sense of belonging and connectedness to a larger global community. 

The behavioral domain of GCE focuses on inspiring individuals to take ac-

tion and make positive contributions to local and global communities. It involves 

translating knowledge and values into tangible actions that address global chal-

lenges, namely inequalities and injustice. This domain emphasizes active citizen-

ship, civic engagement, and responsible decision-making. It encourages individuals 

to participate in various forms such as community service, volunteering, activism, 

and advocacy for social and environmental causes. It also promotes responsible 

consumption, sustainable lifestyle choices, and engagement in a sustainable devel-

opment praxis. In this domain, learners are encouraged to become agents of posi-

tive change by applying their knowledge, skills, and values to contribute to a more 

equitable, just, and sustainable world. 

Together, these three domains—cognitive, socio-emotional, and behav-

ioral—can form the foundations of GCE. By fostering knowledge, empathy, and 

action, GCE seeks to empower individuals to become informed, compassionate, 

and actively engaged global citizens who contribute to a more inclusive, peaceful, 

and sustainable world. 
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To conclude, GCE corresponds to an educational framework that aims to 

educate global citizens, that are active, responsible, and empathetic. With particu-

lar importance for this article, GCE fosters critical thinking, problem-solving, in-

tercultural competence, values such as empathy, respect, social responsibility, and 

ethical decision-making, and an active engagement towards social and linguistic 

justice. It explores various dimensions and themes related to global issues and chal-

lenges and uses a broad range of pedagogical approaches such as experiential and 

inquiry-based learning to encourage active participation and transformative learn-

ing experiences. It encompasses its cognitive, socio-emotional, and behavioral di-

mensions, fostering the knowledge, skills, and attitudes and values needed for 

global citizenship. Ultimately, GCE aims to empower students to become informed, 

compassionate, and actively engaged global citizens, contributing to a more inclu-

sive, peaceful, and sustainable world. 

METHODOLOGY 

Linguistic Landscapes (LL) and Global Citizenship Education (GCE) are exten-

sively researched topics within the field of Education. However, there is a notable 

gap in the literature concerning how these two educational concepts can mutually 

enrich each other pedagogically and didactically. In this sense, following all stated 

in the previous two parts of this article, in this State-of-the-art Review (Grant & 

Booth, 2009, p. 101) we explore the potential of LL as a pedagogical tool for GCE. 

According to Grant and Booth (2009), a State-of-the-art Literature Review 

(SLR) offers “considerable value for those new to an area or for those seeking to 

identify potential opportunities for contemporary research” (p. 101). Furthermore, 

such a review allows researchers to “derive a feel for the quantity and main char-

acteristics of a topic” (p. 101) even from a single document. While our approach 

did not entail a systematic document search, we adopted a comprehensive method-

ology, which involved an exhaustive effort to gather relevant information about 

LL as a pedagogical tool for GCE. 

Our initial step involved identifying publications explicitly linking GCE with 

LL. Two noteworthy documents emerged: Lourenço and Melo-Pfeifer (2022) (D1) 

and Lourenço et al. (2023) (D2). The former, an article published in a Portuguese 

academic journal (Diacrítica), was authored by researchers with a substantial body 

of work in LL and GCE. The latter, a book chapter published by Springer in "Lin-

guistic Landscapes in Language and Teacher Education – Multilingual Teaching 

and Learning Inside and Beyond the Classroom," was co-authored by Lourenço, 
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Duarte, Batista, and Parrança-da-Silva. These two publications formed the foun-

dation of our review. 

As highlighted in the introduction, a search across major educational data-

bases and repositories, using the Boolean operator "AND" to connect "global cit-

izenship education" and "linguistic landscapes," yielded only one document (D2). 

This limitation prompted us to employ the snowballing technique to comprehen-

sively gather publications meeting our review criteria. 

Having established our starting point, we employed a backward snowball-

ing technique (Wohlin, 2014), utilizing reference lists to uncover additional rele-

vant documents. We screened these documents for key criteria, including language 

(Portuguese, Spanish, or English), publication year (not earlier than 2000), publi-

cation type (articles and book chapters), and open access availability. Publications 

that had already been examined were excluded, and the remaining papers under-

went full-text review, with none being excluded at this stage. We also explored the 

references of these articles to identify further potential inclusions. This snowballing 

approach, typically associated with systematic literature reviews, proved suitable 

considering the limited research available in this field. After conducting these pro-

cedures, our corpus of analysis comprised a total of 18 (eighteen) publications 

(Banda & Jimaima, 2017; Clemente et al., 2012, 2013; Gorter & Cenoz, 2015; 

Hancock, 2022; Huang, 2022; Lehner, 2022; Li & Marshall, 2020; Lourenço et 

al., 2023; Lourenço & Melo-Pfeifer, 2022; Marten et al., 2012; Prada, 2023; Shang 

& Xie, 2020; Shohamy & Waksman, 2009; Solmaz, 2023; Straszer & Kroik, 2022; 

Sullivan et al., 2022; Tichnor-Wagner et al., 2016) 

With our corpus of analysis established, we proceeded to conduct a narra-

tive approach to qualitative data analysis (Cohen et al., 2018, p. 664). This ap-

proach typically encompasses four stages: text selection, analysis, interpretation 

and checking, and the final narrative. As advocated by Cohen et al. (2018, p. 665), 

the shaping of the final narrative can take various forms, aligning with the re-

searcher's objectives, such as organizing it by key participants, emergent or key 

themes, critical events, turning points in a life history or biography. Our decision 

to adopt this approach stems from two key considerations: firstly, it “breaks with 

the strictures of coding and the risk of disembodied text that can too easily result 

from coding and retrieval exercises” (Cohen et al., 2018, p. 665); secondly, we 

truly understand narratives as “powerful, human and integrated; truly embodying 

qualitative” (p. 665) research principles. 
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To finalize, before presenting our results and findings, it is essential to high-

light the alignment between the aims and procedures of the narrative approach to 

qualitative data analysis and those of a comprehensive SLR. 

RESULTS AND FINDINGS 

In this section, we delve into the intricate interplay between Linguistic Landscapes 

(LL) and Global Citizenship Education (GCE). For the purpose of this article, it is 

crucial to examine the specific ways in which LL serve as a pedagogical resource 

for educating students as global citizens. As our exploration unfolds, we uncover 

several crucial facets of LL that have the potential to significantly enrich students' 

understanding of linguistic and cultural diversity, while also motivating them to 

actively engage in addressing pressing global challenges. Our exploration reveals 

several significant aspects of LL that can enrich GCE across three core conceptual 

domains as presented in part 3: the cognitive domain, the socio-emotional domain, 

and the behavioral domain. 

Cognitive Domain: Fostering Knowledge and Critical Thinking 

Within the cognitive domain of GCE, LL play a pivotal role in enhancing students' 

knowledge and critical thinking skills. By immersing themselves in the linguistic 

displays of public spaces, students gain a profound understanding of global chal-

lenges, interconnections, and the complexities of our world. They acquire 

knowledge about issues such as linguistic diversity, cultural representation, and 

language policies (Clemente et al., 2012, 2013; Melo-Pfeifer, 2023; Sullivan et al., 

2022). Additionally, LL encourage analytical and critical thinking, enabling stu-

dents to evaluate information critically, recognize multiple perspectives, and com-

prehend the underlying causes and consequences of global problems (Clemente et 

al., 2012, 2013; Solmaz, 2023). This cognitive dimension helps students to develop 

a mature understanding of linguistic and cultural diversity, promoting a deeper 

sense of empathy and respect for different languages and cultures (Lourenço & 

Melo-Pfeifer, 2022; Lourenço & Simões, 2021; Prada, 2023). 

Socio-Emotional Domain: Igniting Empathy, Respect, Intercomprehension 
and Intercultural Understanding 

In the socio-emotional domain, LL contribute significantly to fostering attitudes, 

values, and predispositions that promote empathy, respect, and intercultural un-

derstanding. The tangible representation of linguistic and cultural diversity within 

a specific geographical area allows students to recognize the presence of different 
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languages and cultural symbols, thereby enhancing their global awareness (Li & 

Marshall, 2020). By engaging with LL, students develop empathy and a sense of 

responsibility towards linguistic and culturally diverse communities (Lourenço & 

Melo-Pfeifer, 2022). They learn to challenge stereotypes, promote social justice, 

and respect linguistic and cultural diversity (Solmaz, 2023). This dimension also 

encourages the development of interpersonal skills, including intercomprehension 

and conflict resolution, which facilitate meaningful interactions with people from 

diverse linguistic and cultural backgrounds (Melo-Pfeifer, 2023). 

Behavioral Domain: Inspiring Active Citizenship and Social Change 

In the behavioral domain, LL inspire students to become active agents of change in 

addressing global challenges within their communities and individual lives (Sullivan 

et al., 2022). Students, through their examination of the visibility and representa-

tion of different languages in public spaces, engage in critical analyses of language 

rights, linguistic hegemony, and social exclusion (Harris et al., 2022; Huang, 2022; 

Lehner, 2022; Lourenço et al., 2023). This understanding empowers them to ad-

vocate for linguistic diversity, challenge inequalities, and promote inclusive spaces 

that celebrate linguistic and cultural diversity (Straszer & Kroik, 2022). LL encour-

age students to participate in meaningful actions, such as supporting language re-

vitalization efforts and fostering inclusive spaces that celebrate linguistic and cul-

tural diversity (Banda & Jimaima, 2017; Lourenço & Melo-Pfeifer, 2022). 

In our perspective, by organizing our findings according to these three core 

dimensions of GCE, we gain a comprehensive perspective on how LL can effectively 

contribute to the development of informed, compassionate, and actively engaged 

global citizens who can contribute to a more inclusive, peaceful, and sustainable 

world. 

CONCLUSIONS AND IMPLICATIONS FOR PRACTICE AND RESEARCH 

In this article we explored the potential use of LL as pedagogical tools for GCE. 

We argue that LL, which refer to the visible display of languages in public spaces, 

can serve as a valuable educational tool for GCE. By analyzing the connection be-

tween LL and GCE, we tried to identify several key points of convergence. The 

article highlights the potential of LL in fostering empathy towards diverse lan-

guages and cultures, promoting a deeper understanding of linguistic and cultural 

diversity, and encouraging responsible and active agency. 
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Firstly, we emphasize that LL provide a tangible representation of multilin-

gualism and diversity within a given community, unveiling the complexity of soci-

ety. By observing and interpreting the languages and scripts present in public 

spaces, students can develop a deeper understanding and appreciation for different 

cultures and identities. The contact with linguistic and cultural diversity that LL 

provides can play a valuable role for students’ interest in intercultural encounters. 

This aligns with the goals of GCE, which aims to cultivate intercultural competence 

and promote inclusion. 

Furthermore, LL offer opportunities for critical reflection and analysis. 

Through the examination of language use and power dynamics in public spaces, 

students can develop a more nuanced understandings of social, political, and eco-

nomic contexts. This critical lens is a crucial aspect of GCE, as it encourages stu-

dents to question dominant narratives, challenge stereotypes, and promote social 

justice. 

Globalization occurs at different paces in different locations. As the idea of 

GCE is strongly connected with the phenomenon of globalization, also LL are in-

fluenced by some of its effects, like migration and the movement of people across 

borders, or the access to goods both tangible and intangible from distant geogra-

phies. Indeed, LL reflect the global interconnectedness of societies and the impact 

of transnational flows of people, ideas, and languages in local communities. Ex-

ploring LL can help global citizens understand the complex dynamics of globaliza-

tion and the ways in which languages and cultures interact and evolve in a global-

ized world. 

We also highlighted the role of LL in promoting active engagement and par-

ticipation in local and global issues. By investigating the linguistic choices made in 

public signage, advertisements, and other displays, students can become aware of 

the ways in which language is used to convey messages, shape attitudes, and influ-

ence behavior like consumption choices. This awareness empowers students to be-

come active agents in shaping their linguistic and cultural environments, contrib-

uting to the core goals of GCE. It is important to note that the extent of agency 

may vary depending on sociocultural and political contexts. Some students in their 

groups or communities may have more agency in shaping the LL, while others may 

face constraints or limitations due to power dynamics or marginalization. Never-

theless it is precisely the production and manipulation of LL which can be seen as 

a form of agency that enables individuals and communities to have an active role 

in shaping and influencing their linguistic and cultural environments, namely for 
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freeing themselves from the constraints and limitations imposed by economic, po-

litical, or cultural power dynamics. 

Additionally, we presented GCE as an educational framework that entails a 

particular set of knowledge, skills, and attitudes and values that connect with LL 

praxis. We talked about the knowledge and understanding of global issues, where 

LL can serve as a visible manifestation of the linguistic and cultural diversity pre-

sent in a interconnected world. Then we focused on skills, highlighting how LL 

provide opportunities for learners to develop critical thinking, problem-solving, 

empathy, and intercultural communication skills. Lastly, we mentioned the im-

portance of attitudes and values, emphasizing that LL can foster respect for linguis-

tic and cultural diversity, promote social inclusion, and encourage a sense of global 

responsibility. 

Teachers have a crucial role to play in operationalizing LL within the frame-

work of GCE, enriching students' learning experiences across its three core con-

ceptual dimensions. Within the cognitive domain, educators can engage students in 

LL-based activities that promote knowledge gaining and critical thinking. By ex-

ploring the linguistic diversity represented in public spaces, students can gain a 

deeper understanding of global challenges and develop the analytical skills needed 

to evaluate information critically. For example, teachers can suggest students to 

explore LL in various settings, including schools, homes, city centers, and familiar 

places they visit. They can task students with observing and documenting the di-

versity of languages they encounter and the locations where these languages are 

prominently displayed. Subsequently, engaging students in a thoughtful discussion 

about the significance of these languages and their placement can foster deeper 

insights into linguistic and cultural diversity. Knowing about the linguistic and cul-

tural diversity that surrounds us is an essential step for us to critically think about 

languages and cultures. 

In the socio-emotional domain, LL offer opportunities to kindle empathy, 

respect, intercomprehension, and intercultural understanding. Teachers can design 

LL-focused lessons that encourage students to connect with linguistic and culturally 

diverse communities. To foster socio-emotional growth in GCE, teachers can en-

gage students in activities that promote empathy, respect, and intercultural under-

standing. For instance, teachers may encourage students to explore and present 

their home LL, providing a deeper insight into the languages and cultures that 

shape their identities. This collaborative effort not only highlights the rich tapestry 
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of languages within the school community but also empowers students to share 

their unique linguistic and cultural backgrounds. 

Lastly, in the behavioral domain, LL can inspire active citizenship and social 

change. Through LL analysis in and outside the school (schoolscapes, homescapes, 

sensescapes, soundscapes), students can develop an awareness of language rights, 

linguistic hegemony, and social exclusion, motivating them to advocate for linguis-

tic diversity and engage in actions that create inclusive spaces celebrating linguistic 

and cultural diversity. To truly foster global citizenship through LL as a pedagogi-

cal tool, teachers ought to employ active pedagogical-didactical approaches, em-

powering students to become active defenders of linguistic rights and cultural di-

versity. To achieve this, teachers can work together with students, providing them 

with the necessary tools and skills for them to actively advocate for a more inclusive 

and respectful representation of linguistic and cultural diversity within their school, 

neighborhood, community, and city's LL. 

Although not one of the focuses of this study, considering its importance, 

we acknowledge the relevance of addressing potential challenges and limitations 

when integrating LL into GCE. While LL offer promising pedagogical opportuni-

ties, teachers and schools may encounter challenges in implementing this approach 

effectively. One potential obstacle is the need for teacher education and profes-

sional development to prepare teachers with the necessary knowledge, skills and 

attitudes and values to incorporate LL into their teaching practices. Furthermore, 

the success of LL integration may vary based on the sociocultural context and lin-

guistic diversity of the learning environment. Teachers should be mindful of poten-

tial cultural sensitivities, also preventing any cultural relativism, and ensure that 

LL activities are inclusive and respectful of all linguistic and cultural backgrounds. 

Through all of the above, we can say that LL can in fact “be linked to im-

portant wider issues such as Global Citizenship Education” (Gorter, 2023, p. xi). 

Yet, further research is needed, for instance a systematic literature review about 

this topic, which can serve greatly both LL and GCE researchers and practitioners 

– for example, in the development of a ‘more’ comprehensive understanding of 

both concepts. Furthermore, from our perspective, considering the momentum that 

both LL and GCE research are going through, empirical research about the peda-

gogical use of LL for GCE, in our understanding, can help develop both fields fur-

ther. Based on our findings, it looks evident that LL can effectively facilitate the 

realization of GCE, namely as a pedagogical tool. Therefore, in alignment with 
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international directives and orientations, we argue that further research in teacher 

education encompassing both in-service and pre-service teachers, is imperative. 

To conclude, we argue that GCE emphasizes the role of LL in fostering em-

pathy towards linguistically and culturally diverse others, promoting cultural and 

linguistic respect, and empowering learners to engage responsibly and actively in 

creating a more socially inclusive linguistic and culturally diverse world. 
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