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Abstract 

 

The Finnish Ministry for Foreign Affairs (MFA) has funded non-governmental organizations’ projects for development 

communication and development education for over 30 years. The research topic of this thesis is founded on the 

idiosyncrasies of promoting and funding global education through the MFA. The Ministry for Foreign Affairs supports 

global education projects as a part of its development policy, with funds from development appropriations. The 

argument is, that for citizens to contribute to and monitor the discussion on development and development 

cooperation, skills and opportunities to learn about development cooperation are required. This rationale is aligned 

with international policies, for example, on the global partnership goal of United Nations’ Millennium Development 

Goals. The theoretical investigation of this thesis is founded on development policy and global education policy. 

 

The aim of this thesis is to investigate the possible issues of promoting and funding global education projects as a part 

of development policy. Finnish global education projects funded by the MFA are under pressure of both development 

policy and global education policy. This thesis investigates the two policies and constructs a framework in which to 

analyse the development communication and global education instrument. The non-governmental organizations 

applying for funding need to articulate the aims of their global education project in alignment with Finnish development 

policy. The intention of the thesis is to find how global education and development policy are compatible, and what 

kind of issues this might involve. By researching project applications through a relevant framework, these questions 

can be made explicit.   

 

To answer these questions, this thesis consists of a qualitative, abductive content analysis of 17 global education 

projects from 15 different Finnish non-governmental organizations. Content analysis of this thesis is based on an 

interpretative, abductive process between the data and theory, from which new meaning can be extrapolated. The 

applications were approved for two-year funding by the Ministry for Foreign Affairs, for the years 2012-2013 and 

2013-2014. In relation to document research, this thesis utilizes Prior’s (2008) framework on understanding 

documents both as a resource and as a topic. In this research, the applications are positioned within the theoretical 

framework of global education and development policy, which is established in the beginning of the thesis in a 

scholarly manner. A qualitative content analysis is then conducted, with approaching the documents through relevant 

categories for analysis. 

 

Converging themes, and justification for funding global education within the MFA, are present in the conceptualization 

of education for global responsibility. The idea of an imperative for global justice conjoins development policy together 

with global education, as presented in the project applications.  Similarly, the idea of a shared partnership in 

development provides linkages to global education. However, the practice of development communication is more 

close to development policy. It is debatable whether development policy of the MFA is more suitable for projects of 

development awareness and campaigning. In this sense, promoting global education as a part of development policy 

fosters a certain kind of global education, which might lack a critical perspective.  

 

The findings of this thesis indicate that the Ministry for Foreign Affairs is a justifiable administrator of the development 

communication and education instrument. However, coining global education with development policy can influence 

approaches to global education. The funding instrument is based on MFA’s development policy which focuses but also 

limits approaches to global education. Global education has been topical for the past decade in Finnish educational 

policy. It has also increased its foothold according to the 2016 national core curriculum draft and UNESCO 

suggestions for post-2015 education agenda on development. This thesis adds to the debate whether global education 

projects should be administrated through the Ministry for Foreign Affairs and what kind of issues this involves. 

Keywords content analysis, development policy, education for global responsibility, global education, non-

governemental organizations, qualitative research 
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Tiivistelmä 
 

Suomen ulkoasiainministeriö (UM) on rahoittanut kansalaisjärjestöjen viestintä- ja globaalikasvatusprojekteja jo yli 30 

vuoden ajan. Tämän tutkielman aihe perustuu viestintä- ja globaalikasvatuksen tukemiseen ulkoministeriöstä käsin ja 

siihen liittyviin erikoispiirteisiin. Suomen ulkoasiainministeriö tukee globaalikasvatusprojekteja kehitysyhteityövaroin 

osana UM:n kehityspolitiikkaa. Perusteluna tälle pidetään sitä, että kansalaisten tulee tietää kehitysyhteistyöstä 

voidakseen osallistua kehityspoliittiseen keskusteluun. Tämä vaatii taitoja ja mahdollisuuksia oppia kehitysyhteistyöstä, 

jotta kansalaiset voivat seurata ja valvoa kehitysyhteistyökeskustelua. Kyseinen päättely on myös linjassa 

kansainvälisesti hyväksyttyjen Yhdistyneiden kansakuntien vuosituhattavoitteiden kanssa.  

 

Tämän tutkielman tavoitteena on tarkastella mahdollisia kysymyksiä joita liittyy globaalikasvatusprojektien tukemiseen 

kehityspolitiikan osana. Suomalaiset globaalikasvatusprojektit joutuvat vastaamaan sekä kehityspolitiikan että 

globaalikasvatuksen haasteisiin. Tämä tutkielma hyödyntää kehityspolitiikkan ja globaalikasvatuksen politiikkalinjauksia 

sekä käsitteitä, joista rakennetaan viitekehys viestintä- ja globaalikasvatustuen tarkasteluun. Kansalaisjärjestöt jotka 

hakevat rahoitusta globaalikasvatusprojekteihinsa, joutuvat seuraamaan Suomen kehityspolitiikan linjauksia. Tämä 

tutkielma ottaa selvää siitä miten globaalikasvatus ja kehityspolitiikka voivat olla yhteensopivia ja millaisia kysymyksiä 

niiden kohtaamiseen liittyy. Tutkimalla projektihakemuksia merkityksellisessä viitekehyksessä nämä kysymyksen 

voidaan tuoda näkyville. 

 

Vastatakseen näihin kysymyksiin, tämä Pro gradu –tutkielma sisältää kvalitatiivisen, abduktiivisen sisällönanalyysiin 

17:stä globaalikasvatusprojektista 15:ltä eri kansalaisjärjestöltä. Tämän tutkielman sisällönanalyysi perustuu 

tulkinnalliseen, abduktiiviseen prosessiin tutkimusaineiston ja teorian välillä. Sisäälönanalyysin avulla nostetaan esille 

uusia näkökulmia ja merkityksiä. Kaikki tutkielmassa käytetyt hankehakemukset hyväksyttiin kaksivuotiseen 

rahoitukseen vuosille 2012-2013 ja 2013-2014. Dokumenttien tutkimukseen (document research) liittyen tämä 

tutkielma hyödyntää Priorin (2008) viitekehystä, jossa dokumentit ymmärretään yhtäältä aineistoksi (resource) sekä 

toisaalta itse aiheeksi (topic). Tutkielmassa hankehakemukset on sijoitettu globaalikasvatuksesta ja kehityspolitiikasta 

muotoutuvaan teoreettiseen viitekehykseen. Tämä viitekehys on esitelty tutkielman alkupäässä. Aineisto on analysoitu 

kvalitatiivisella sisällönanalyysillä luokittelukategorioita apuna käyttäen.  

 

”Kasvatus globaaliin vastuuseen” on yksi merkittävä käsitteellistäminen, jossa yhteisiä teemoja ja oikeutuksia 

globaalikasvatuksen tukemiseen UM:n kehitysyhteistyövaroista esiintyy. Globaalin oikeudenmukaisuuden imperatiivi 

liittää kehityspolitiikan yhteen globaalikasvatuksen kanssa, tavalla joka esiintyy myös globaalikasvatusprojektien 

hankehakemuksissa. Samoin idea jaetusta kumppanuudesta kehitysyhteistyössä luo yhteyksiä globaalikasvatukseen. 

Toisin kuin globaalikasvatuksen kohdalla, kehitysviestintä on osa-alue joka liittyy lähemmin suoraan kehityspolitiikkaan. 

On aiheellista kysyä josko UM:n kehityspolitiikka soveltuu paremmin kehitystietouteen ja kampanjointiin liittyvien 

projektien tukemiseen, kuin globaalikasvatuksen tukemiseen. Globaalikasvatuksen tukeminen kehityspolitiikan osana 

mahdollistaa tietynlaisen globaalikasvatuksen tukemisen, josta saattaa puuttua kriittinen näkökulma.  

 

Tutkielman tulokset osoittavat että ulkoasiainministeriö on aiheellinen taho hallinnoimaa viestintä- ja 

globaalikasvatustukea. Kuitenkin, globaalikasvatuksen ja kehityspolitiikan liittäminen saattaa vaikuttaa tuettavien 

globaalikasvatuksprojektien lähestymistapoihin. Tuki-instrumentti perustuu UM:n kehityspolitiikkaan, joka ohjaa sekä 

myös rajoittaa lähestymistä globaalikasvatukseen. Globaalikasvatus on ollut ajankohtainen aihe viime vuosikymmenellä 

suomalaisessa koulutuspolitiikassa. Globaalikasvatus on myös tullut näkyvästi esille uudessa 2016 opetussuunnitelman 

luonnoksessa ja UNESCO:n suosituksissa post-2015 agendalle. Tämä tutkielma osallistuu keskusteluun siitä, pitäisikö 

globaalikasvatusprojektien hallinnointi olla osana UM:n toimintaa ja siihen millaisia kysymyksiä tähän liittyy. 

Asiasanat globaalikasvatus, kansalaisjärjestöt, kehityspolitiikka, kvalitatiivinen tutkimus, sisällönanalyysi 
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1. INTRODUCTION 

The call for a global dimension in education, which has been prominent in past years, and 

my own experiences as a student of Intercultural Teacher Education have given the impe-

tus to study global education as a research topic. Studying in the aforementioned pro-

gramme oriented me to take on an internship in an international non-governmental organi-

zation (NGO) and at the Ministry for Foreign Affairs (MFA) of Finland. Due to my experi-

ences and interests the investigation of global education projects funded by the MFA came 

to be the topic of this thesis. These projects are located in a very specific intersection of 

development policy and national aspirations for global education, which takes place at all 

levels of formal and non-formal education. The promotion of global education in the form 

of NGO-led projects and as a part of development policy raises particular considerations. 

The Finnish Ministry for Foreign Affairs has funded non-governmental organizations’ pro-

jects for development communication and development education for over 30 years. This 

funding instrument is referred to as ‘development communication and global education 

instrument’ (viestintä- ja globaalikasvatus, VGK) and it is an important tool for securing 

the global education projects of Finnish NGOs’.  

The concept of funding global education projects as part of the MFA and its development 

policy is therefore not a new idea. The decision of whether or not the development associa-

tion appropriations should include global education projects evokes questions. What these 

projects can include and how global education is conceptualized so it relates to develop-

ment policy, are fundamental questions. A prominent argument has been that for develop-

ment cooperation to be transparent and accountable to citizens in donor and recipient coun-

tries, people require information and skills to take part in the development discourse. The 

OECD, which is a fundamental authority in development policy, states raising support for 

development cooperation as an aim of development awareness. However, many global 

education authors and stakeholders dismiss the idea of global education as advocating for 

development assistance. This well highlights the tensions between global education, devel-

opment policy and funding global education from development appropriations. With this in 

mind, this thesis examines the relationship between global education and development pol-

icy. This is brought forth with a scholarly investigation of the foundations and definitions 

of global education (Chapter 3 & 4) and of development policy (Chapter 5 & 6). This co
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textual framework is established for the purpose of a qualitative content analysis on appli-

cations for Finnish global education projects. 

The aim of this thesis is to depict, analyse and interpret the issues related to funding global 

education projects by the Ministry for Foreign Affairs of Finland. This thesis is based on 

the research interest of how an operation administrated by the MFA (funding global educa-

tion projects) is pressured to be aligned with the development policy and global education 

policy simultaneously. How does global education and (Finnish) development policy come 

together? What is the relationship between them? Why is it located in the MFA? Are there 

consequent challenges or benefits to such arrangement?  

To investigate how the global education projects are placed in this intertwined space of two 

policy topics, this thesis utilizes a content analysis of 17 project proposals from 15 differ-

ent Finnish NGOs. In this sense policy is not merely rhetorical, but fundamentally im-

portant for the Finnish NGOs, as it dictates which values and activities are preferred in the 

form of allocating funding. The rationales between global education and development poli-

cy are coincided, but when differences and debate occur, it might challenge the founda-

tions of justification for funding global education projects by the Ministry for Foreign Af-

fairs. The non-governmental organizations applying for funding need to articulate their 

aims of the global education project. Balancing between global education approaches and 

development policy provides an interesting niche for NGOs to apply for funding. Investi-

gating this niche is in the interests of this thesis. 
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2. RESEARCH DESIGN AND SCOPE OF THE STUDY  

In this chapter, the structure and scope of the study will be elaborated together with theo-

retical considerations. This thesis fundamentally consists of building a well-rounded theo-

retical framework describing the global education and development policy contexts, and a 

qualitative content analysis of the funding applications. These levels are complementary 

and intertwined, and the whole research process is spearheaded by finding answers to the 

chosen research questions. As an abductive qualitative content analysis, this thesis is based 

on a dialogue between the data and the theoretical and contextual frameworks. The begin-

ning of this thesis consists of building a framework for the analysis through discussing 

relevant literature and policy papers. A qualitative content analysis of very specific data 

(global education project applications from Finnish NGOs to the Ministry for Foreign Af-

fairs of Finland) requires thorough investigation of the backgrounds and contexts in which 

the data is embedded. This data is then analysed with the purpose of extrapolating findings 

and discussing them in the light of the framework. The specific location of the project ap-

plications enables a discussion on the applications vis-à-vis development and global educa-

tion policies. 

The primary data of this study consists of 17 written project applications, which have been 

directed to the Finnish MFA’s Unit for Non-Governmental Organizations, within the De-

partment for Development Policy. The documents are written in Finnish, by 15 NGOs of 

different characteristics with the intention of being approved for funding for a two-year-

long development communication and global education project (all of the projects of the 

research data received funding from the MFA). Only projects designed for the duration of 

two years were chosen, as they are required to have a clear educational approach, rather 

than being focused on communication projects like culture festivals, concerts or printed 

material. The chosen projects are therefore all obliged to include a pedagogical approach 

and educational dimensions, including school visits or in-service training of teachers, for 

instance. The NGOs which are involved in the data are: 

Biologian ja maantieteen opettajien liitto BMOL ry,  

Eettisen kaupan puolesta ry (two project applications) 

Ihmisoikeusliitto ry,  

Kulttuuri- ja uskontofoorumi FOKUS ry,  



4 

 

Liikunnan Kehitysyhteistyö LiiKe ry,  

Maailman luonnonsäätiö WWF, Suomen rahasto 

Mannerheimin Lastensuojelu Liitto, Satakunnan piiri ry  

Nuorten Akatemia ry (two project applications) 

Ortodoksisen kirkon ulkomaanapu, Ortaid ry 

Raudaskylän Kristillinen Opisto ry,  

Rauhankasvatusinstituutti ry  

Satakunnan  Monikulttuurisuusyhdistys ry,  

Suomen Rauhanliitto – Finlands Fredsförbund ry  

Taksvärkki ry  

Yhteiset Lapsemme ry 

 

Of fundamental importance is the framework through which the data is perceived and in-

vestigated. The data is highly contextual, as it consists of the project applications which are 

based on a structured application form with a set of questions and a plan for the allocation 

of the proposed budget. This thesis concentrates on the proposals articulations of global 

education and how it relates to global education policy and development policy. The global 

education projects supported by the Finnish MFA basically need to abide with its devel-

opment policy. In this sense, the global education projects by NGOs are under two-fold 

policy pressure: one for the alignment with development policy of the MFA and another 

for global education policy.  

2.1. Structure of this thesis 

The intention in this thesis has been to describe the research in a clear manner, while being 

true to theoretical and methodological commitments. As an abductive content analysis, the 

analysis of the data is not directly based on theory, but the connections to it are evident 

(Tuomi & Sarajärvi, 2002). To connect the analysis with the theory, the extracted infor-

mation from the applications is presented in the latter part of this study. The abductive na-

ture of this thesis can be described in a two-way manner: the data relates to the theory and 

the theory relates to the data. 
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The thesis begins with theoretical and methodological discussions in Chapter 2. To estab-

lish a relevant context, different frameworks of global education are presented: its founda-

tions in UN and UNESCO values, the development of global education in Finland and its 

representation in the curricula (Chapter 3). After that, global education will be discussed as 

a concept in its own regard. Different perceptions, parallel concepts and critical approaches 

to global education will be described (Chapter 4). To place the global education applica-

tions in their rightful context, addressing development cooperation and prominent devel-

opment policy is called for (Chapter 5). As an independent and vast topic of research, de-

velopment cooperation is not intended to be investigated exhaustively, but is conducted to 

the point to which it is relevant for the purposes of this study. The development policy of 

the Finnish MFA will then be briefly introduced, with a special focus on aspects which are 

most relevant for the VGK funding instrument (Chapter 6). The funding instrument will be 

introduced (Chapter 7) followed by the investigation of the global education applications 

funded in 2012 and 2013 (Chapter 8). The thesis ends with conclusions of the research and 

closing remarks (Chapter 9) and with some further research considerations (Chapter 10). 

2.1.1. Incorporation of global education and development policy 

Particularly noticeable in this thesis is the incorporation of global education and develop-

ment policy. At face value, these two topics might seem rather separate. However, as al-

ready described, the funding of global education projects by the Ministry for Foreign Af-

fairs already includes these two topics. The pairing of global education and development 

policy in this partly out of pragmatism, but it is also a conscious choice in directing the 

research to a preferred, interesting direction. Considering this thesis, the relationship be-

tween development policy and global education is intriguing for answering theory-based 

research questions, but also for the research data and the context in which it is embedded. 

Already a brief inspection of the research data (or the project application form, see appen-

dix), implies that there is a close and unavoidable relationship between global education 

and development policy. In case of the research data, the funding applications require to 

explain the “development policy point of view” of the project, which further highlights the 

proximity of the two entities. 

Both global education and development policy are exhaustive fields of research in their 

own right. The need to engage with both causes a risk of expanding the research horizon-
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tally to domains which are not relevant for the thesis and research questions, in a way that 

hampers the research process. In order to stay focused, the research data and research ques-

tions are useful tools for framing the theoretical part of the thesis: only themes and issues 

relevant to the data and its analysis are included. The specific nature of the development 

communication and global education (VGK) fund requires an investigation into both glob-

al education and development policy. In the process of reviewing the theoretical back-

ground of this thesis, the guidelines of the VGK fund are of great importance, as they dic-

tate what the project applications (research data) need to take into account in the global 

education project (consequently represented in the applications themselves). To highlight 

the connection between global education and development policy, in the VGK guidelines it 

is stated: 

Projects receiving funding need to take into account and highlight the focus 

areas of the government’s development policy programme, Millennium De-

velopment Goals or cross-cutting themes and issues of consistency in devel-

opment policy (MFA, 2014, section, 2, para. 2). 

Other significant strategic documents for the funding process are the Guidelines for Civil 

Society in Development Policy (MFA, 2010) and Finland’s Development Policy Pro-

gramme (MFA, 2012). Furthermore, Finnish development cooperation is aligned with the 

Official Development Assistance guidelines of the OECD and its Development Assistance 

Committee. The role of global education and development policy are negotiated through 

these frameworks. In this thesis, these two entities will be approached and referred to as 

policies, as it is the most relevant conceptualization for the purposes of this study. This 

thesis interests itself in contrasting and comparing global education and development poli-

cy especially as policies (discussed later in this chapter), rather than phenomena, structures 

or discourses (although they can be regarded as such as well). 

2.2. Research questions 

The research questions of this study are concentrated on the investigation of global educa-

tion as a part of MFA operations and how it relates to Finnish development policy. The 

research questions are the starting point of this thesis and they have been the spearhead of 

the whole research process. Three of the research questions (1., 2., 2.1.) are theory-based 

research questions while one question is more dependent on the analysis of the research 

data. The research questions of this thesis are: 
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1. How is global education incorporated into and justified in the Ministry for Foreign Af-

fairs’ operations? 

2. How are global education and development policy compatible?  

2.1. Are there specific issues in promoting global education projects aligned with devel-

opment policy?  

3. How do NGOs’ global education project applications serve for (both) global education 

and development policies? 

As an abductive content analysis, the research questions are intended to be answered 

through relevant literature and analysis of the original data of this thesis. The research 

questions will guide and streamline the research process, from the contextual framework to 

the data and the findings. The theoretical framework is also of primary importance in how 

the data itself is perceived and approached. Discussing the contextual framework and the 

data in-unison builds a research process, which intends to answer the research questions of 

this thesis. 

2.3. Theoretical and methodological considerations 

The research design of this study is fundamentally qualitative. Therefore, the specific data, 

the approach to this data and the extraction of information are part of an interpretive pro-

cess. Regarding theoretical commitments of this thesis, the specific research data also 

raised some considerations. The intention has been to develop a “research tool” which is 

functional for the purposes of this thesis. This involves a selection of theoretical and meth-

odological choices which require certain commitments.  

As Janesick (2000) states, qualitative research design is an act of interpretation from be-

ginning to end (p.395). First of all, even as the data of this research is partially standard-

ized (project applications), it nevertheless requires an active effort for interpretation 

(Schreier, 2012). The data of this research is written text, which is a very rich form of data 

and embedded in contextual specificities (project applications, formal Finnish writing, per-

suasive language). Making sense of this data is futile without an interpretation which takes 

into account the contextual framework. Furthermore, in qualitative research the relation to 

a social reality is important for an interpretive process. A fundamental assumption is that 

social reality is understood as a shared product and attribution of meanings (Flick, Kardoff, 
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& Steinke; 2004, p.7). The process of understanding, of attributing meaning, is a construc-

tive one and we bring our individual background to this process. Hence, the idea of “the 

correct” meaning of any piece of data loses its appeal as we differ in our subjective back-

grounds and individual vantage points towards the given piece of data. Qualitative research 

is therefore comfortable with multiple meanings and interpretations, and the fact that these 

can shift over time and across different people. (Schreier, 2012)   

The research data of this thesis can be framed in many ways. For the sake of clarity, in 

terms of data sampling it can be stated that the data has been chosen through a purposive 

sample of a public archive (Berg, 2009). A purposive sample is conducted when research-

ers use their “special knowledge or expertise” about some select subjects (ibid., pp.50-51). 

In this instance, a predetermined sample was chosen from the public archive of global edu-

cation project proposals of the Ministry for Foreign Affairs. In qualitative research, sam-

pling is not the most relevant term, but it illustrates how the research data came to be. Us-

ing a purposive sample is also a pragmatic choice. For this thesis, it provided a specific, 

relevant and rich research data.  

Authors, especially in social sciences, have discussed the various ways in which docu-

ments can be used in research. Lincoln and Guba (1985, p.277) distinguish documents and 

records on the basis for whether the text was prepared to attest to some formal transaction 

(cited in Hodder, 2000, p.703). Thus records include marriage certificates, driving license, 

building contracts, and banking statements. Documents, on the other hand, are prepared for 

personal rather than official reasons and include diaries, memos, letters, field notes and so 

on (ibid.) In this thesis, the understanding of project applications is a combination of both 

documents and records, but the choice in this thesis is to refer to them as documents. In the 

words of Hodder, as records, they are subjugated to a full state technology of power. How-

ever, they are free-wheeling text (despite the questions and guidelines the applications 

need to adhere to), and as documents, they require a more contextualized interpretation. 

(ibid.) Some takes on qualitative research (for instance in approaches to grounded theory) 

require a total immersion in the data without any preliminary research to avoid prejudice in 

observations (Richardson & Kramer, 2006, p.497). However, in this thesis theoretical in-

vestigation is paramount. As stated by Janesick (2000), qualitative researchers should have 

open minds, but not empty minds (p.384). 
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Hodder (2000) explains how written text has been considered a “truer” indication of origi-

nal meaning than other types of evidence. Citing Derrida (1987), however, meaning does 

not reside in the text itself, but in the writing and reading of it. As the text is reread in dif-

ferent contexts it is given new meanings, often contradictory and always socially embed-

ded. Thus there is no “original” or “true” meaning of a text outside specific historical con-

texts. (Hodder, p.704) The differences between types of texts need to be understood also 

when using documents as research data. As Ricoeur (1971) demonstrates, concrete texts 

differ from the abstract structures of language in that they are written to do something. (cit-

ed in Hodder, 2000, p.704) This “use” can however be manipulated, and a text can “say” 

many things in different contexts. But also the written text is an artefact, capable of trans-

mission, manipulation, and alteration, of being used and discarded, reused and recycled – 

“doing” different things contextually through time. (ibid., p.704).  

Prior (2008) divides different approaches to the use of documents, which are 1) document 

as resource and 2) document as topic (p.825). Historically it has been more popular to ap-

proach documents as resource, as containers of evidence to support or refute hypotheses 

(ibid., p.823). This understanding of documents is not wholly abandoned in this thesis, but 

it is expanded to consider documents as less static containers, but more akin to interact 

with the reader for a certain purpose. To focus on the content of the documentation alone 

would fail to capture strategic and essential aspects of the associations between the rele-

vant actors – that is, to capture “what is going on” (ibid., 830). Also concerning this thesis 

and its research data, the project applications are first and foremost documents for applying 

for funding, which makes them persuasive pieces of text that should not be taken at face 

value (the research data is more closely described in chapter 7). 

For the purpose of a functional theoretical framework, this thesis borrows Prior’s (2008) 

conceptualization of documents both as a resource and as a topic. As an approach to docu-

ments as resource, the project proposals are understood to carry content – words, plans, 

ideas, patterns, and so forth. But moreover, the same documents are taken as topic, since 

they are heavily manipulated by the guidelines of the VGK fund (which is based on Finn-

ish development policy). (Prior, 2008, p.825) Therefore, an “archaeological” approach that 

focuses on how document content comes into being is utilized. The content of the docu-

ments comes to be, through the idiosyncrasies of the project application form and the 

guidelines which need to be adhered to by the applicants and their organizations. In terms 

of Prior’s divisions, the approach to documents in this thesis is mainly as resource (content 
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and use and function of the documents) but also as an investigation into how the text came 

to be (see table 1).  

Focus of research approach Document as resource  Document as topic 

 

Content 

 

1) Approaches that focus almost 

entirely on what is “in” the doc-

ument. 

 

2) “Archaeological” ap-

proaches that focus on how 

document content comes 

into being. 

 

Use and function 3) Approaches that focus on 

how documents are used by 

human actors for purposeful 

ends. 

4) Approaches that focus on 

how documents function in, 

and impact on, schemes of 

social interaction and social 

organization. 

 

Table 1 Approaches to the study of documents (Prior, 2008 p.825) 

 

The theoretical background of this study is mainly a scholarly investigation on 1) global 

education and on 2) development policy. The thesis then moves from theory to research 

data, towards the global education project applications, while leaving space for themes and 

questions to emerge both from theory and the data itself. The main analysis of the research 

data (17 project proposals and the application form) is approached in the light of theory 

(policy papers and other relevant literature). The context of the practice of funding global 

education projects in the MFA is elaborated (through global education and development 

policy), before advancing to the data, but a strict a priori design in the data analysis is not 

utilized. To investigate the project proposals as strictly factual, containers of evidence 

would be tedious and redundant. This thesis is just as much dependant on the theoretical 

contemplations, which build a relevant framework for investigating the research data.    

As abductive research, there is room left for research categories to emerge from the data 

matter. However, methodological rigour has a place in abductive content analysis. A robust 

theoretical framework is first established, which comprises of the methodological approach 

and other theoretical commitments. The theory is significant for investigating the data, but 

the data is equally important, as it validates and binds the research findings into a social 

reality. These two elements complement each other: the data seems meaningless without a 

theoretical framework, while the theory lacks a relation to the social environment without 

data, resulting in research which is merely rhetoric. The data further justifies the purpose of 



11 

 

the research, giving an added raison d’être and perhaps even a practical dimension to the 

study. 

2.3.1. Qualitative, abductive content analysis 

Qualitative methods can include a plethora of approaches. The approach of choice for this 

thesis is qualitative content analysis. In more detail, the type of content analysis carried out 

in this research is abductive content analysis. Content analysis is also known as a method 

of analysing documents, which fits the purposes of this study. It allows the researcher to 

test theoretical issues to enhance understanding of the data. (Elo & Kyngäs, 2007, p.108) 

However, the relevance and applicability of any particular procedure depend entirely on 

the data to be analysed and the particular purposes and predilections of the individual re-

searcher (Dey, 1993, p.2). Therefore, an abductive content analysis which fits the aims of 

this thesis is constructed. In this section, this approach of choice will be elaborated.  

According to Titscher and Jenner (2006) content analysis is the longest established method 

of text analysis among the set of empirical methods of social investigation (p.55). It is for 

the present, however, somewhat difficult to proceed on the basis of a homogeneous under-

standing of method, in view of the rich and varied literature on 'content analysis'. (ibid.) As 

the views on content analysis vary, the intention in this thesis is to construct a tailored 

qualitative and abductive content analysis, which serves the purposes and research data of 

this thesis. Basically, content analysis is “a careful, detailed, systematic examination and 

interpretation of a particular body of material in an effort to identify patterns, themes, bias-

es and meanings” (Berg, 2009, p.339). The approach to qualitative content analysis in this 

thesis is an interpretive approach. Moreover, content analysis deals with manifest content 

and latent content. Analysing for the appearance of a particular word or content in textual 

material is referred to as manifest content analysis, while latent content analysis refers to 

the meaning of a word or phrase (Hsieh & Shannon, 2005, p.1283). Latent content is in the 

meaning of what is said rather than in the mere occurrence of a word or phrase.  

In the light of this thesis, content analysis is not only an applied tool used for deciphering 

themes and meanings in the data. Content analysis of this thesis is based on an interpreta-

tive, abductive process between the data and theory, from which new meaning can be ex-

trapolated. In contrasts to a quantitative content analysis, this thesis is not about listing 

different codes and measuring their frequencies. The origins of content analysis are in 



12 

 

quantitative research, which can still be seen in some takes on content analysis. However, 

qualitative content analysis is more closely related to methods of text analysis which orient 

towards ethnographic methods or grounded theory. One could even describe as variants of 

content analysis all those methods of text analysis which somehow approach texts by 

means of categories. (Titscher & Jenner, 2006, p.55)  

The reason why qualitative content analysis, especially in this thesis, might be less associ-

ated with the classic origins of content analysis is because of the use of abduction, which 

has also greatly influenced the formation of grounded theory (Richardson & Kramer, 2006). 

As abductive research, this thesis evidently follows the ideas of C.S. Peirce, who first used 

abduction to denote the only truly knowledge-extending means of inferencing (so he 

claimed) that would be categorically distinct from the normal types of logical conclusion, 

namely deduction and induction (Reichertz, 2004, p.158). These two terms can be used to 

describe the process of abductive research. According to Elo and Kyngäs (2008), if there is 

not enough former knowledge about the phenomenon or if this knowledge is fragmented, 

the inductive approach is recommended. The categories are derived from the data in induc-

tive content analysis. Deductive content analysis is used when the structure of analysis is 

operationalized on the basis of previous knowledge and the purpose of the study is theory 

testing. An approach based on inductive data moves from the specific to the general, so 

that particular instances are observed and then combined into a larger whole or general 

statement. A deductive approach is based on an earlier theory or model and therefore it 

moves from the general to the specific. (Elo & Kyngäs, 2008, p.109) 

In this thesis, the abductive research process utilizes both deductive and inductive logic. 

Firstly, theory is utilized in approaching the research data through a relevant framework, 

therefore deductively moving from the general to the specific. The categories and ques-

tions of investigation are inferred from relevant theory, from global education and devel-

opment policy. Through the process of reading and getting immersed in the data, possible 

revision of the categories takes place. An open coding of the research data is carried out, 

making observations on the data in relation to formulated categories. An inductive infer-

ence from the specific to the general, back to theory and policy-level, is then demonstrated.  

Abduction was considered by Peirce as a type of inference focused at finding explanations 

for observed facts. Peirce is known as the founding father of American pragmatism and 

abduction occupies a distinctive role in his conceptualization of pragmatism. (Richardson 
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& Kramer, 2006, p.497) According to Reichertz (2004), abductive research has a charm in 

the way it extends into realm of profound insight (and therefore generates new knowledge) 

(p.158). The pragmatic characteristic is evident, as in terms of validity, for many purposes 

particular constructs are of use, and for other purposes different constructs are helpful. For 

this reason the search for order is never definitively complete and is always undertaken 

provisionally. So long as the new order is helpful in the completion of a task it is allowed 

to remain in force; if its value is limited, distinctions must be made; if it shows itself to be 

useless, it is abandoned. (ibid., p.163) 

The more practical details of the analysis process are described later on (in section 7.3.) in 

relation to the research data. The process involves an open coding of the research data, a 

setting of categories for analysis and the investigation of the data through a theoretical 

framework. As an abductive research, the findings are presented as a discussion between 

the theory and the data. 

2.3.2. Reading policy 

Besides the liberties and limitations of abductive content analysis, the theoretical back-

ground of this thesis includes other theoretical commitments. One such commitment is the 

way policy is understood, as the contexts of the data are heavily related to global education 

and development policies. It is not the interest of this thesis to discuss these two topics as 

monolithic entities, but for sake of clarity, they are approached and referred to foremost as 

policies. The theoretical part of this thesis will intend to describe, open up and reconstruct 

these two distinctive policies, to highlight the diversity and genealogy within both of them. 

For this purpose, it is also beneficial to give a theoretical account on how policy is under-

stood in this thesis.   

According to Rizvi and Lingard (2010), policy can be a difficult concept to pin down as it 

has been understood differently in various approaches to policy studies. As a separate field 

of research, policy research has its roots in social sciences. First established in the United 

States, policy research is central to the ways in which societies are governed. The sponta-

neous ad hoc approaches were to be replaced with a rationalist approach, that prescribed a 

set of determinate steps from researching the policy context to implementation and policy 

evaluation, which would manufacture rationally formed social programmes. At a national 



14 

 

level, today’s governments employ a number of policy experts to help think new policy 

solutions and to justify or promote certain favoured change. (ibid.)  

Policy has therefore been in close proximity with processes of change. The concept of pol-

icy itself is a contested term that has been used to discuss various things. Wedel et al. 

(2005) suggest that policy is used to refer to at least six different things: the field of activi-

ty in question (e.g. education policy), a specific proposal, a piece of governmental legisla-

tion, a general program, a desired state of affairs or even the actual outcomes of what has 

been achieved (Wedel et al, 2005, p.35). Policy is more than a mere legal-rational instru-

ment on how to get things done; and instead of asking “What is policy”, we should ask 

“What do people do in the name of policy” (ibid.). What is common with these definitions 

is that they demand the speaker, or one who expresses policy, to take a stance on the given 

issue. This is significant for the reading of global education policies and Finnish develop-

ment policies. While trying to avoid essentialism, the policy positions of relevant institu-

tions are interesting points of discussion. How stakeholders like the UN, UNESCO or 

OECD define global education and development policy is significant for this thesis. Policy 

positions also change and claims should be made with caution, but a thorough investigation 

on policy papers can reveal an institution’s position on a given issue.   

Despite policy being sometimes used synonymously with decision, one individual decision 

does not constitute a policy (Rizvi & Lingard, p.4). Policies are founded on a certain au-

thority and on patterns of previous decisions. Policies are fundamentally normative and 

they try to influence the actions and behaviour of people, by defining the ends and means 

of achieving a preferred circumstance (ibid.). This desire for change and influence people’s 

behaviour has also been described as “authoritative allocation of values” by American po-

litical scientist David Easton (1953, in Rizvi & Lingard 2010). What a policy basically 

dictates is the emphasis of some interests over others, often in the form of funding. Con-

sidering this thesis, studying policy papers is therefore highly significant as changes in 

policies can lead to changes in funding. For instance, a major change in the global educa-

tion policies or a new development policy by the MFA might alter global education project 

funding. In this light, NGOs also have an incentive to follow and to influence the policy 

discourse. 

Besides the relation to change and the normative nature, policies also deal with discourse. 

Policies can be divided between policy as text and policy as discourse, the latter referring 
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to what can be said and thought, but also to who can speak, when, and with what authority 

(Ball, 1990, p.2). This Focauldian understanding of discourse is also central to Norman 

Fairclough (1989) who has written extensively on critical discourse analysis. According to 

Fairclough, discourse is more than just the mere text (or other pieces of semiosis); it is also 

the surrounding social context, and when analyzing discourse, one is also analyzing this 

context and the interactions people have in relation to a given text within the context (Fair-

clough, 1989). In this sense policy texts are located within and framed by broader dis-

courses (Rizvi & Lingard, p.8).   

In addition to the distinction between policy text and policy discourse, it is also helpful to 

define at least two different purposes of policy. A symbolic policy differs from a material 

policy, in that it does not necessarily have well-articulated implementation plans nor any 

substantial funding attached to it. However, this does not imply that a symbolic policy, 

even if merely rhetorical, would not have any significance. The very articulation of policy 

ideas already legitimizes some particular views and possibly broadens the given discussion. 

By first altering the policy climate, a more materially robust policy might have better 

chances to gain acceptance. A material policy is more committed to implementation, some-

thing a symbolic policy might totally lack. (Rizvi & Lingard, 2010)  

Typical to education policy and other policies as well, is the often incremental and inter-

textual nature of policy. An incremental approach recognizes that policies are often found-

ed on previous policies. Larger reforms happen through smaller steps, rather than as a 

complete policy change or total discarding of previous policies. As policies tend to follow 

each other, they are often intertextually bound, cross-referencing to other policies horizon-

tally or vertically. Intertextuality is not necessarily explicit, as other policies might be ech-

oing through usage of words or certain phrases and concepts.  

By investigating global education and development policy a comprehensive understanding 

on approaches to these phenomena can be established. This is significant for the investiga-

tion of the global education project funding of the Finnish MFA. Furthermore, a policy-

level approach is beneficial for researching the idiosyncrasies of coinciding global educa-

tion and development policy as is the case with the VGK funding instrument. Referring to 

global education and development policy essentially as policies is further applicable for the 

analysis part of this thesis, since the research data is heavily bound in (global) education 
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and development policies. Through a scholarly investigation, thematic categories also 

emerge for the abductive content analysis of this thesis.  

2.4. Research process 

For the purposes of methodological and ethical transparency, the research process of this 

thesis should be described. The process of analysing the research data is described in more 

detail in chapter 7. As mentioned in the introduction, the topic of this thesis stems from 

personal experiences and interest. The first step in the research process was forming a re-

search design and a theoretical framework. When the research questions and ideas for pos-

sible data came clear, the research gained its form and the writing process of the theoretical 

framework began.  

The data of this study, 17 global education project applications for the Finnish Ministry for 

Foreign Affairs, were acquired from the MFA’s Department for Development Policy’s 

Unit of Non-Governmental Organizations. As these project applications have been subject-

ed to public funding, they are unclassified documents and accessible e.g. for research pur-

poses. After consulting the information services of the MFA, permission was granted to 

take copies from the original documents. However, these documents do include some per-

sonal information and handling them requires common discretion. Due to the great volume 

of project proposals (close to a hundred every year) and the diversity in what the projects 

include (i.e. movie festivals, concerts, workshops, publishing material, school visits etc.), a 

decision was made to limit the research data to project proposals of two-year interventions. 

What one might call a sampling strategy, or narrowing-down the data, was designed ac-

cording to MFA’s practice of providing two-year-long funding only to projects which in-

clude an educational dimension.  

As a methodological choice, it guaranteed the data to be relevant for a global education 

framework and for the purposes of this thesis. According to the development communica-

tion and global education guidelines, “the two-year global education funding can be only 

awarded to projects which clearly require a time of execution longer than a year and which 

include education or training” (MFA, 2014, section 4.2., para. 5). The project proposals 

chosen spanned from two calls for applications and include 17 applications from 15 differ-

ent NGOs, of which nine are for 2012-2013 and eight for 2013-2014. The data represents 

all global education projects which were approved for MFA funding in the aforementioned 
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years. (The data of this research will be further discussed in chapter 7. For project proposal 

form, see appendix.) 

After acquiring the data, the research process continued with the writing of a theoretical 

framework and reviewing it according to the data matter. As an abductive qualitative re-

search, the research process has been a combination of a scholarly literary review, estab-

lishing a theoretical and contextual framework and the analysis itself. Themes of content 

analysis have emerged both from the data and from theory (i.e. from literature and policy 

papers). The research process of this thesis is reflexive, as after an initial reading of the 

data, the theoretical framework and themes of analysis were revised. As Miles and Huber-

man (1994) suggest, researchers should start with some general themes derived from read-

ing the literature and add more themes and subthemes as they go (cited in Ryan & Bernard, 

2000, p.781). Once the themes of analysis were revised, a close reading on the data was 

carried out. This included the utilization of practical methods of writing annotations, un-

derlining, notes, spreadsheets and coding of the text. Even as this thesis does not include a 

heavy personal involvement in the research process, reading the data and extracting rele-

vant information for analysis has been a process deeply embedded in the project proposals, 

policy papers and literature.  

The research process was in earnest in spring 2014, during which the thesis was discussed 

in a seminar with comments from fellow students. The thesis supervisor provided guidance 

and helped to keep the writing process in focus. The intention has been to present the re-

search findings in a manner, which highlights the abductive quality of the research process 

of the thesis, in a way that intertwines the data and theory. As according to Janescik (2000) 

the researcher may follow rigorous guidelines described in the literature, but the ultimate 

decisions about the narrative reside with the researcher (p.389). These decisions have been 

made to provide the reader of this thesis with a coherent narrative, which results in authen-

tic, compelling and relevant statements on the research topic. The research narrative is in-

tended to guide the reader on a journey, which is hopefully more meaningful than just its 

point of arrival.  
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3. GLOBAL EDUCATION – FOUNDATIONS AND FRAMEWORKS 

In this chapter, various foundations and trajectories of global education will be elaborated 

on through a discussion of the relevant stakeholders in global education, whether on a 

global level or in Finland. Due to the importance of international developments for global 

education, the theoretical discussions on global education as a concept are presented after-

wards in chapter 4. By approaching global education in a historical, macro to micro level 

framing, the intention is to present a genealogy of global education. Global education (and 

the ideas which it has been formed on) has been fundamentally based on the policies of the 

United Nations and its subordinate agency, the United Nations Educational, Scientific and 

Cultural Organization (UNESCO). Global education has since then been included in many 

national educational curricula, and different national NGOs have begun to advocate and do 

global education (while simultaneously, some NGOs have been advocating for change in 

UN-level policies). Through different developments, global education has gained various 

characteristics which are often referred to when defining this vast concept.  It should be 

noted that no definition can be exhaustive, and the multiplicity of definitions and ap-

proaches to global education should be appreciated.  

3.1. The United Nations and UNESCO as global education stakeholders 

Regarding the major multilateral, inter-state organizations, the United Nations has been 

undoubtedly the most influential establishment. The UN, at least for its champions, was 

hoped to unite states with different social and political agendas in support of preventing 

interstate violence on the scale attained by the two world wars (Ishay, 2004) The UN had 

to respond to the horrors of WWII and holocaust, which then inspired the drafting of the 

Universal Declaration of Human Rights by the Human Rights Commission, in 1948. This 

can be seen as a logical reaction, as the American Bill of Rights and the French Droits de 

l’Homme, were also responses to horrific events - the horrors of colonialism and the ancien 

régime respectively (Todd, 2009, p.10). It might not have been salient at the time, but the 

role of education as a force for preventing global catastrophes and world wars is notable 

already in the UN General Assembly’s resolution of 1948, which states that,  

--education shall be directed to the full development of the human personality 

and to the strengthening of respect for human rights and fundamental free-

doms. It shall promote understanding, tolerance and friendship among all 

nations, racial or religious groups, and shall further the activities of the 
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United Nations for the maintenance of peace (UN Universal Declaration of 

Human Rights, 1948, article 26).  

It should be noted that education, which recognizes fundamental freedoms and is intended 

to promote understanding and tolerance, was not self-evident in the educational policies 

prior to the post-WWII consensus. Very recently, fascist regimes had instilled racist doc-

trines in education, with paramilitary training for boys, while girls were prepared for moth-

erhood (Ishay, 2004, p.235). Children and childhood had been previously rarely acknowl-

edged in political declarations, until the 1929 League of Nations’ Declaration of the Rights 

of Children, which stated “that the child must be given the means requisite for its (sic) 

normal development, both materially and spiritually.” Yet more peculiarly, “the child must 

be put in a position to earn a livelihood, and must be protected against every form of ex-

ploitation.” (League of Nations, 1924) Placing education and the rights of children in in-

ternational policy was a major initiative, exemplifying the UN’s role in facilitating a 

movement for the recognition of children’s rights.  

The UN has had a fundamental role in shaping global events, but it has also contributed to 

education and other “softer” fields of global affairs, especially through the efforts of 

UNESCO. The role of United Nations Educational, Scientific and Cultural Organization 

UNESCO, was designated to further influence peoples’ attitudes for the perseverance of 

peace (Räsänen, 2011). The premise for UNESCO’s role was clear, as stated in the 

UNESCO constitution, “that since wars begin in the minds of men, it is in the minds of 

men that the defences of peace must be constructed” (UNESCO, 2014). An interest in edu-

cation which promotes peace was topical and much needed in the aftermath of WWII, 

when horrors of holocaust, mass destruction and millions of refugees were to be reconciled. 

As the importance of education for building peace was recognized, both by the UN and the 

UNESCO, it was also declared to be “a right as such”; and that education should be free 

and compulsory at least in the elementary and fundamental stages was a significant initia-

tive (UN, 1948; UNESCO, 2014).  

After the WWII, an education which promoted peace was understandably an interest and 

the values of peace education were much needed in educational policy. The preservation of 

peace has been at the heart of the UN’s and UNESCO’s operations, and it is also promi-

nent in their documents on education (Allahwerdi, 2001; Räsänen, 2011; Savolainen, 2010). 

An approach towards an internationalist outlook in education was encouraged, with a move 

beyond nationalist and colonial perceptions (Bourn, 2014, p.9) Furthermore, the wars and 
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ethnic cleansings in former Yugoslavia gave impetus for a cosmopolitan project in educa-

tional policy (Todd, 2009, p.10). Traditional, nationalistic narratives based on ethnicity had 

been utilized for grim political aims, with tragic consequences. Also, according to Todd 

(2009) further addition to the global education agenda has been an emphasis on democratic, 

global, intercultural and interreligious themes as a result of the highly polarized situation 

created after the US terrorist attacks and its succeeding wars in Afghanistan and Iraq (p.10). 

Contemporary global education often includes the concepts of cosmopolitanism and global 

citizenship, which try to articulate new ways of belonging and a heightened awareness of 

one’s responsibility in the world (ibid.)  

To put it bluntly, it can be argued that great tragedies and global crises have forced states 

and multilateral organizations like the UN and UNESCO to react and form more inclusive 

policies which would prevent further catastrophes from happening. This is a rather simplis-

tic narrative, but it well illustrates the justifications for foundations of global education, 

especially in the international frameworks of the UN and UNESCO. This has even more 

significance, as the foundations of contemporary global education are considered to have 

emerged from the UN’s and UNESCO’s understandings of education as a catalyst for hu-

man rights and world peace (Räsänen, 2011). 

Since the 1948 declaration, the UN was mostly a proponent of peace education through its 

education policy, an obligation which enjoyed varying degrees of success (Allahwerdi, 

2001). Besides peace education, the human rights declaration has been most influential for 

human rights education, an individually defined facet of global education. Within the UN 

documents, the importance of human rights education has increased and it has been sepa-

rately referred to since the 1970’s. From the 1990’s, human rights education has been de-

fined through a complementary aim to build a “human rights culture”, through the impart-

ing of knowledge and skills and the moulding of attitudes. (UN, 1996). Human rights have 

later on been referred to in a myriad of policy, often worded as a human rights-based ap-

proach to a given phenomenon. 

Evidently the most significant milestone by UNESCO for the development of global edu-

cation, as it is currently referred to, was the formation of the document: Recommendations 

concerning Education for International Understanding, Co-operation and Peace and Edu-

cation relating to Human Rights and Fundamental Freedoms, in 1974. As Savolainen 

(2010) states in her dissertation on the 1974 recommendation, it is to this day the only in-
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cumbent normative instrument by UNESCO which deals specifically with peace and hu-

man rights as aims of education. The recommendation includes a political function within 

the framework of the Cold War, as it called for an education of cooperation, communica-

tion, understanding, awareness and participation (Allahwerdi, 2001; Savolainen, 2010). In 

the context of Cold War tensions, establishing a rather ideological, common recommenda-

tion can be seen as a significant achievement. Through the UNESCO recommendation, the 

term international education ascended to educational policy: 

The terms international understanding, co-operation and peace are to be 

considered as an indivisible whole based on the principle of friendly rela-

tions between peoples and States having different social and political systems 

and on the respect for human rights and fundamental freedoms. In the text of 

this recommendation, the different connotations of these terms are sometimes 

gathered together in a concise expression, "international education". (article 

1b) 

According to Savolainen (2010), the UNESCO recommendation has been a significant 

document in influencing member states practices and legislation, despite it not including a 

ratifying process or legal obligations. Concerning UNESCO’s wider operations, peace was 

the biggest concern for UNESCO, which has later on been replaced by the topics of envi-

ronmental issues, sustainable development, the Millennium Development Goals (MDGs) 

and human rights (ibid.). The Cold War context of the 1974 recommendation is notable, 

both in the rhetoric and contents of the recommendation. For instance, the concept of de-

mocracy is conspicuous by its absence from the 1974 recommendation. The term interna-

tional education is still referred to, but recently the concept of global education has gained 

more prominence (Lampela, 2009). 

Beyond policies, another relevant form of UNESCO’s operations has been the Associated 

Schools Project Network, which links institutions from pre-schools to teacher training in 

committing to the ideals of UNESCO. Launched in 1953, the project is intended to pro-

mote education for international understanding in order to prepare children and young peo-

ple to meet the pressing challenges facing humanity. (Beiter, 2006) The main emphasis of 

the network is on integrating themes of 1) world concerns and the UN systems in dealing 

with them, 2) education for sustainable development, 3) peace and human rights, 4) inter-

cultural learning (UNESCO ASPnet, 2006). The impact of UNESCO schools network on 

national educational policy is seemingly marginal, but it has provided constructive envi-

ronments for cultural learning, and spread the values of UNESCO at grassroots-level 

(Schweisfurth, 2005). Another prominent theme in UNESCO’s work has been lifelong 
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learning. In the 1972 publication Learning to Be, by the Faure Commission, the concept of 

lifelong education was established, at a time when traditional education systems were be-

ing challenged (UNESCO, 1972). 

While peace education has been its main focus, UNESCO has also facilitated a series of 

UN conferences on human rights education from 1978 onwards (Human Rights Centre, 

2014). Also relevant for global education have been different years and decades dedicated 

to educational issues. Concerning global education and human rights education in particu-

lar, one relevant theme has been The United Nation’s Decade for Human Rights Education 

(1995-2004 and further until 2014).  This was followed by The World Programme on Hu-

man Rights Education. This programme is coordinated by The Office of the United Na-

tions High Commissioner for Human Rights, and it called on "all States and institutions to 

include human rights, humanitarian law, democracy and rule of law as subjects in the cur-

ricula of all learning institutions in formal and non-formal settings.” (OHCHR, World Pro-

gramme for Human Rights Education) Another significant UN process has been the Educa-

tion for All (EFA), which began in 1990, with the aim of having all children in primary 

education by the year 2000 and cutting adult illiteracy by half globally. The UN has also 

promoted global education through its Decade of Education for Sustainable Development 

(2005-2014). (Melén-Paaso, Kaivola & Rohweder, 2009). Even if the concrete accom-

plishments of such celebratory decades can be discussed, it shows a clear commitment to 

certain values and an inclusion of global education issues within the UN institutions.  

Despite the United Nations contribution and commitment to global education, the actual 

effects on national educational systems may not have been that straightforward. Historical-

ly education has often been understood as a state-led project and incremental to nation-

building. For instance, the UN member states were not yet ready to include the 1948 decla-

ration to their national curricula when it first came to be (Allahwerdi, 2001, p.9). Even if 

the formation of the UN can be seen as a first impulse for human rights education, and for 

global education, only in the later decades has this become prominent in the UN docu-

ments (Suarez & Ramirez, 2004, pp.7–10).  

The development of global education in UN institutions has been highly important for the 

way global education is understood in Finland today. To be able to analyse Finnish global 

education funded by the Ministry for Foreign Affairs, the larger context needs to be dis-

cussed. The origins of global education are based on UN and UNESCO values, and on 
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their definitions of education (Räsänen, 2011). However, there is plenty of multiplicity in, 

and perhaps resistance to, UN definitions as some global education stakeholders might 

regard them as insufficient. The United Nations have also had multiple phases and roles 

depending on the current global events and discourses. In contrast to the past west-east 

orientation, the UN has also had a significant role in North-South mediation especially 

regarding development policy.  

3.2. European framework of global education  

The European developments of global education have been closely linked to projects initi-

ated by the North-South Centre of the Council of Europe. According to Räsänen (2011) the 

North-South Centre has been significant in articulating and streamlining the definitions, 

objectives and measures of global education in Europe; and in developing, supporting and 

clarifying the theory and practice of global education. International conferences and stake-

holder networks have been of great importance in the North-South Centre’s cohesive work 

for global education. (Räsänen, 2011, p15) The North-South Centre was responsible for 

coordinating the formulation of a well-known global education definition, referred to as the 

Maastricht declaration. 

Global education is education that opens people’s eyes and minds to the real-

ities of the globalised world and awakens them to bring about a world of 

greater justice, equity and Human Rights for all. 

Global education is understood to encompass Development Education, Hu-

man Rights Education, Education for Sustainability, Education for Peace and 

Conflict Prevention and Intercultural Education; being the global dimension 

of Education for Citizenship. (Maastricht Global Education Declaration, 2002) 

The Maastricht Global Education Declaration has been one of the major political declara-

tions on global education in Europe. The Maastricht process also started a peer review 

round for the European Council member states (Finland was among the first ones in 2004), 

which was “to increase and improve the structures for, support for, access to, and results of 

Global Education in European countries.” As highlighted by the second conference in Lis-

bon, the Global Education Congress and the peer review process have moved beyond defi-

nitions and practices to the evaluation of efficiency and quality of global education in Eu-

rope. (Global Education Network Europe; Räsänen, 2011) 
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The Global Education Network Europe (GENE) has been another advocator and reviewer 

of global education in Europe, since its formation in 2001. GENE has grown to include 35 

ministries, agencies and other bodies from over 20 countries. As according Rizvi and 

Lingard (2010) mentioned, expert networks like GENE which bring together stakeholders 

of global education from a broad field, can be highly important for policy making. Besides 

the significant published documents, organizations like GENE and the North-South Centre 

provide important forums for global education discussions. They can formulate policies or 

work as pressure groups and advocate for a global education point of view in educational 

policy. 

Other important European forums are the DARE Forum (Development Awareness Raising 

and Education Forum) which functions under the DEEEP secretariat (Developing Europe-

ans’ Engagement for the Eradication of Global Poverty) and is co-funded by the European 

Union. DEEEP also includes Finnish participants and a DEEEP seminar titled New Paths 

Towards Global Citizenship was hosted by Kehys ry, the Finnish NGDO platform to the 

EU, in March 2014. These forums accommodate a network of global education practition-

ers and policymakers, and in which Finland too is an active participant. (Räsänen 2011)  

Despite the various publications, conferences and seminars, it might be difficult to evaluate 

the efficiency and carrying out of responsibilities between the various global education 

organizations and umbrella organizations. Whether there is clear coordination and coher-

ence with roles and responsibilities between DEEEP, DARE and GENE, for instance, is 

debatable. Perhaps to address this a Multi-stakeholder Steering Group has been formed. 

This group consists of global education experts, governmental officials of EU member-

states, representatives of the European Council, Commission and Parliament, together with 

civil society and non-governmental organizations (Räsänen, 2007, p.16). The steering 

group meets twice a year to discuss developments of global education, its key concepts, 

definitions and policy statements (ibid.). In order to enhance this coordination the policy 

document, The European Consensus on Development: The Contribution of Development 

Education & Awareness Raising, was published by the multi-stakeholder group in 2007.  

Since the Maastricht 2002 resolution, a great deal has happened in Europe regarding global 

education, but a need to systemise the fractured field of actors has remained (Lappalainen, 

2010, p.78). This can be perceived already in the number of networks and groups which 

coordinate and promote global education in Europe. From the Finnish point of view, Kehys 
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acts as a link to European development education forums. It also offers services to Finnish 

NGOs on EU funding. Further contributing to European level discussions on global educa-

tion issues, Kehys is the leading organisation in the European development education pro-

gramme DEEEP for 2013-2015. (Kehys ry, 2014) 

As described in this section, the European field of education and global education stake-

holders is actively organized and many of these forums are funded by the European Union. 

The European Commission has its own DEAR fund for development education and aware-

ness raising. In the European context, the DEAR rationale is that “a strong and informed 

engagement of EU citizens in development issues is considered essential for an ambitious 

EU development policy” (European Commission, 2012). Moreover, global education has 

been an educational agenda supported by the EU, for example through the funding of the 

DEEEP and DARE forums. It is also the emphasis of the European Union to engage na-

tional Foreign Affairs/Development Cooperation ministries to promote development edu-

cation and awareness raising, as has also been the case in Finland (The European Consen-

sus on Development, 2007, article 50).  

3.3. Global education in the Finnish context 

In the interests of this study, it is of great importance to describe the Finnish field of global 

education since it is highly relevant for the context in which the analysis of this study takes 

place. With this in mind, it is not, however, necessary to give an exhaustive description of 

all Finnish stakeholders, policies, histories and practices of global education. Instead, it is 

significant to illuminate how the Finnish global education field relates to the European and 

international context. How global education in Finland (in its own regard) can coincide 

with Finnish development policy, and function under MFA’s administration, is a funda-

mental question. In order to discuss global education projects, an elaboration on the Finn-

ish context is relevant. 

To describe the global education field in Finland, it is necessary to refer to international 

developments. In coordination with international developments, the first notions of global 

education came to Finland after the 1960’s, which were based on the guidelines and rec-

ommendations of the UN and UNESCO. Especially during the first years and decades, 

these two organizations highlighted education as a tool for peace and human rights. Since 

then, they have been significant starting points for the Finnish National Board of Education 
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(FNBE) when revising national curricula. (Pudas, 2009, p.264) Further societal changes 

brought development awareness and new political activity in the 1960’s and 1970’s as 

manifested in the solidarity movement. The movement changed the perception of the world 

in Finland and of the developing countries in particular. Through the concept of interna-

tional solidarity, international education (also articulated in the 1974 UNESCO recom-

mendation) was introduced as a curricular theme in the newly established comprehensive 

school. (MoEC, 2007) It can be argued, that international education from the 60’s onwards 

has been one significant trajectory for the formation of global education as it is known in 

Finland. UNESCO-based international education and development awareness were early 

examples of a global responsibility in education and a global responsibility of development 

assistance.  

Besides the UN and UNESCO, European forums have had strong influence on the devel-

opment of the Finnish context of global education. Finland passed international political 

milestones through joining the Council of Europe in 1989 and the European Union in 1995. 

These political moves were also present in the 1994 curriculum reform of basic education 

and general upper secondary election, as well as in the public debates of becoming more 

“European.” In the Finnish educational context, the national core curriculum is the most 

important steering instrument of education, as it functions as the basis for forming local 

curricula, teaching materials and matriculation examinations. The lack of standardized test-

ing and school inspections makes the NCC even further important in forming Finnish edu-

cation. Teachers and schools in Finland have elevated autonomy in comparison to some 

other European countries, and any significant educational change in Finland requires a 

reform in the NCC (Vitikka, Krokfors & Hurmerinta, 2011). As stated by Liisa Jä-

äskeläinen (2013), a curriculum designer and trustee of Finnish global education, interna-

tionalization and globalization have had major influence on Finnish curriculum design 

(p.81) This gives evidence that international initiatives and declarations, especially those 

by the UN and UNESCO, have had significant influence on Finnish education and on the 

emergence and formation of global education in Finland.  

As previously highlighted, global education has developed through various trajectories, 

sometimes with shared aims but with different means. While the premise of global educa-

tion in the context of the UN and UNESCO was most clearly in human rights education, 

during the 80’s and 90’s in Finland this development was more closely related to environ-

mental initiatives and the ideas of sustainable development. After a global round of talks 
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on environment and development, in the end of 1980’s, the National Commission of Sus-

tainable Development was formed. This parliamentary commission still functions today 

and it has an educational section, which has drafted strategies for sustainable development 

in education. (Jääskeläinen, 2013) As an example of UNESCO-level Finnish participation, 

in the 1990’s Finnish schools and educational institutions participated in a trans-Baltic pro-

ject for a cleaner Baltic sea, within the framework of UNESCO associated schools 

(UNESCO ASPnet, 2003). This project was led by the Finnish National Commission to 

UNESCO, and besides the environmental agenda, it was intended to bring together Russia 

and the post-Soviet Baltic nations and de-escalate the confrontational relations. The envi-

ronmentalist projects included also other aspects of global education, from peace education 

to citizens’ role in sustainable development. Later on, Finland’s accession to EU brought 

further international mobility with a variety of exchange programmes, accelerating interna-

tionalization in the education field. (UNESCO, Jääskeläinen, 2013) Over time, these dif-

ferent trajectories of global education themes have become more aligned with one another 

and the conceptual definitions have been consolidated under global education. 

Regarding the Finnish state authorities on education, the Finnish National Board of Educa-

tion (FNBE) and Ministry of Education and Culture (MoEC) are responsible for guarantee-

ing the right to education for Finnish citizens (Pudas, 2009). FNBE has varied responsibili-

ties of implementing national education policies, preparing the national core curricula and 

requirements for qualifications, developing education and teaching staff, monitoring edu-

cation and learning outcomes, undertaking evaluations, as well as services for the educa-

tion sector and administration (FNBE, 2014). In relation to global education, the FNBE is 

committed to address the challenges related to minorities and increasing immigration and 

multiculturalism for the education system (FNBE, 2011a, p.7). In its strategy paper, FNBE 

highlights the importance of a global perspective, cultural awareness and values and ethics 

as basis for education which guarantees a sustainable future (ibid.). According to the 

FNBE framework for international operations (kansainvälisen toiminnan viitekehys), ac-

tions taken are founded on three pinciples: 1) competitiveness, 2) multiculturalism and 3) 

global responsibility (FNBE, 2010, p.9-10). Values and themes of global education are 

evidently present in the FNBE’s activity, which is significant due to its major role in de-

signing and evaluating Finnish education.  

FNBE is also interesting for the investigation of global education projects, as it gives fund-

ing for school projects for ‘internationalization of formal schooling’ (researcher’s transla-
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tion), co-coordinated with the Centre for International Mobility (CIMO). With a different 

framework from the MFA’s VGK instrument, the FNBE supports projects which promote 

internationalization and a global perspective in facilitated by Finnish schools themselves. 

For instance, in 2013 the FNBE allocated one million euros to 84 applications out of 121 

received (FNBE, 2013). In contrast to the VGK fund, which supports the work of NGOs, 

FNBE funding is received by Finnish municipalities and individual schools (ibid.). 

Regarding their collaboration, the Ministry for Foreign Affairs and the FNBE started to 

cooperate in 1995 on international education (later referred to as global education) (Jä-

äskeläinen, 2013, p.86). The main focus in the early years was to promote the implementa-

tion of the national curricula via in-service training of principals and teachers (ibid.). The 

cooperation between the two Ministries has not been seamless, even though good experi-

ences do exist (Räsänen, 2011). According to the Evaluation of the Global Education 2010 

programme, there has been a need for furthering the cooperation between different Minis-

tries with interest in global education (ibid.). Such cooperation ensued in the As a Global 

Citizen in Finland project which was funded by the MFA and coordinated by the FNBE 

and the Development Communication Unit of MFA (FNBE, 2011b). The role of the Minis-

try for Foreign Affairs will be more thoroughly described later on, mostly in relation to the 

MFA’s development policy and the development communication and global education 

funding instrument. 

The civil society and NGOs are also thoroughly active in the promotion of global educa-

tion (Lappalainen, 2009). The Ministry for Foreign Affairs funds NGO projects relating to 

global education to its communication and global education instrument, which is also the 

main focus of this research. The responsibility for the administration of the VGK instru-

ment is on the Unit of Non-Governmental Organizations within the Department for Devel-

opment Policy. In Finland, further financial support for global education related activities, 

e.g. in peace education, anti-racist education, multicultural education, environmental edu-

cation, education for sustainable development, information on climate change, ethical con-

sumption, is provided by the Ministry of Education and Culture, the Ministry of Environ-

ment, the Ministry of Labour, the Ministry of Trade and Industry, and the National Board 

of Education (Development watch, 2010, p.46). This highlights how multiple ministries are 

directly or indirectly involved with global education. 
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Considering the educational system, the Ministry of Education and Culture (MoEC) is a 

most relevant institution for the formation of Finnish education. The MoEC is further im-

portant for global education initiatives, as it supports the work of NGOs and it has been a 

coordinator in forming Finnish global education policy (MoEC, 2010a). After the Maas-

tricht declaration and the subsequent North-South Centre’s Global Education in Finland 

Review (2004), MoEC facilitated a Global Education 2010 programme (2007) on the rec-

ommendation of the review, which has been an important instrument for the global educa-

tion policy during the first decade of 2000. In this programme, it is declared that “a global 

education standpoint” should be included in the major education, research, cultural and 

youth policy lines, for which the MoEC is responsible (MoEC, 2007). The formation of the 

programme was regarded an achievement as such, and it gained considerable praise from 

global education experts and academia (Räsänen, 2011, p.22). According to Emerita Pro-

fessor Rauni Räsänen (2011), and her evaluation on the implementation of the Global Edu-

cation 2010 programme, this document has been an important step in the streamlining of 

global education in Finland, especially for building cohesion in terminology. Nevertheless, 

the incoherence and lack of coordination in the responsibilities of respective institutions is 

criticised. (ibid.)  

In conclusion, the field of global education in Finland has numerous stakeholders whom 

have their set responsibilities. Most notably the Ministry for Foreign Affairs and the Minis-

try of Education and Culture have significant co-operation. The clarification of global edu-

cation definitions and making responsibilities clear has been an important recent objective, 

which was tackled also in the Global Education 2010 strategy and its evaluation process. 

Global education has its roots in UN and UNESCO declarations, and this heritage has been 

present also in Finnish global education policies throughout the years. All of this contrib-

utes to the policy climate in which Finnish NGOs and the VGK funding instrument of the 

MFA exists. It should be noted, that this field is ever-adjusting and reforming according to 

stakeholders’ activities. For instance, a change in the Finnish development policy can have 

effects on how funds are allocated to NGOs’ global education projects. Moreover, changes 

in the global development policy, especially the revision of OECD’s Official Development 

Assistance definitions might have consequences on VGK funding (discussed in chapter 6).  
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3.3.1. Global education in the Finnish national core curriculum  

The Finnish national core curriculum will be discussed briefly, as it is a significant refer-

ence point for global education projects funded by the Ministry for Foreign Affairs. Ac-

cording to the VGK application guidelines, if a project is directed to primary school, upper 

secondary school or vocational school levels, it’s aims and content need to be tied to the 

national core curriculum or to local curricula (MFA, 2014, section 4.2., para. 8). These 

projects are also well represented in the data of this thesis. Moreover, if there is to be poli-

cy coherence on global education in Finland, the NCC (national core curriculum) would be 

an important starting point and it needs to be aligned with already mentioned policies. As 

explained earlier (Chapter 2), the focus of this thesis is on global education projects funded 

by the Finnish MFA and on its relation to global education and MFA policy. The NCC will 

not be discussed in detail at subject levels (for this purpose, see Jokisalo & Simola, Moni-

kulttuurisuus luokanopettajakoulutuksessa, 2009).  

The Finnish educational system has been often regarded as rather autonomous concerning 

teachers’ methods, municipalities’ role and for its lack of consequential accountability ac-

companied by nationwide high-stakes testing (Sahlberg, 2007; Aho, Pitkänen & Sahlberg 

2006; World Bank, 2012). Previously all textbooks had been inspected, and schools were 

regularly visited by school inspectors, but these practices were abolished. Municipalities 

are now responsible for the allocation of their financial grants and for forming local curric-

ula. (Vitikka, Krokfors & Hurmerinta, 2011) In general, the Finnish system relies more on 

trust and autonomy than on regulation and accountability (World Bank, 2012). Therefore, 

the importance of the national core curriculum for school reform is pivotal for any nation-

wide change to happen concerning education. 

The national core curriculum is a framework around which local curricula are designed. 

Even if it is not explicit in details of education, but rather a steering document, it is above 

all a normative document, and it is the document with the highest authority in Finnish edu-

cation. The national core curriculum contains the objectives and core contents of teaching 

for all school subjects, and also describes the mission, values, and structure of education. It 

can be argued that the changes in society and its values will not be able to establish a con-

stant position in schools, if they do not permeate the curriculum. (Vitikka, Korkfors & 

Hurmerinta, 2011) As stated in the Global Education 2010 strategy, “Global education 

must form a continuum from day care to higher education” (MoEC, 2007, p.14). This high-
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lights the importance of the NCC as a tool for global education to get a solid foothold in 

the Finnish education system. Moreover, the NCC is also an important reference point for 

informal education which takes place outside of the classroom (e.g. for global education 

projects). 

The present national core curriculum is from 2004 and it was first implemented in schools 

in 2006 (Pudas, 2009). The 2004 curriculum has been under a review process, and a new 

curriculum should be ready by the end of 2014 and in use by 2016 (FNBE, OPS2016). In 

the Global Education 2010 strategy by the MoEC, it is stated that global education stand-

point will be included in national guidelines and decisions in the educational sector and 

that when the curricula is reviewed, global education is to be included in all forms and lev-

els of education (MoEC, 2007). Reviewing the curricula is a long process as many stand-

points need to be addressed. Recently, Finnish global education NGOs have been asked by 

Kepa to contribute their views concerning global education’s representation (Kepa ry, 

2014).  

The underlying values of the 2004 NCC in basic education are stated as “human rights, 

equality, democracy, natural diversity, preservation of environmental viability, and the 

endorsement of multiculturalism” (FNBE, 2004). Furthermore it mentions basic education 

to “promote responsibility, a sense of community, and respect for the rights and freedoms 

of the individual” (ibid.). The values are reminiscent of the UN’s and UNESCO’s state-

ments, and they leave room for implementation of global education. However, values are 

not explicitly obliging the teacher to deliver lessons concerning global education. To fur-

ther articulate these values in practice, the mission of education includes that: 

basic education must provide an opportunity for diversified growth, learning 

and the development of a healthy sense of self-esteem, so that pupils can ob-

tain knowledge and skills they need in life, become capable of further study, 

and, as involved citizens, develop a democratic society. Basic education must 

also support each pupil’s linguistic and cultural identity and the development 

of his or her mother tongue. A further objective is to awaken a desire for life-

long learning. (FNBE, 2004, p.12) 

This statement on the mission of education highlights citizenship and democracy, with 

lifelong learning as a later objective. According to the national evaluation on the Global 

Education 2010 strategy, there is a strong consensus amongst Finnish global education 

stakeholders in promoting lifelong learning as an approach for global education (Räsänen, 

2011, p.43). Civil society and NGOs in particular have an important role in providing op-
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portunities for lifelong learning. Lifelong learning is also a demanding approach as it in-

cludes many institutions, which highlights the importance of policy coherence and the co-

operation of different administrations (ibid.). This notion is of great importance for the 

purposes of this thesis and especially for global education projects which operate in this 

specific field of activity.  

Most notably global education themes are present in the integration and cross-curricular 

themes of the NCC. Themes of “Cultural identity and internationalism, Media skills and 

communication, Participative citizenship and entrepreneurship, and Responsibility for the 

environment, well-being, and a sustainable future” are all options for the inclusion of glob-

al education (FNBE, 2004, pp.36-41). In addition, multiculturalism and respect for human 

rights are also present in the appreciation of diversity for native language teaching and 

teaching religion (Räsänen, 2009, p.4). In the NCC, the Sami, Romany, sign language us-

ers and immigrants are identified as cultural and linguistic groups that require specified 

instruction (FNBE, 2004, pp.32-34).   

As mentioned, the incumbent national core curriculum is currently under review in the 

form of a draft. Some preliminary notions can therefore be made on the possible promi-

nence of global education in the Finnish NCC to come. In the 2016 curriculum draft, the 

“underlying values of education” part is longer and more explicit. For instance, the 2004 

NCC mentioned “accepting (sic) multiculturalism” as an underlying value of Finnish edu-

cation, while the new draft states that primary education gives “a foundation for global 

citizenship which respects human rights” (FNBE, 2014, para. 2.2). In addition to global 

citizenship, the 2016 draft also recognizes “the importance of sustainable development” 

while stating, that “primary education opens a perspective on global responsibility which 

lasts over generations” (ibid.). Sustainable development and especially global responsibil-

ity are concepts clearly relevant for global education. Most notable is the addition of global 

responsibility (globaali vastuu) in comparison to the 2004 national core curriculum. Global 

citizenship and global responsibility are fundamental concepts for many global education 

definitions (discussed in next chapter). 

Also, regarding the section on schools’ operational culture, the 2016 draft is more explicit 

in values which are close to global education. Participation and democratic activity is a 

relevant theme of operational culture, as it intends to give the impulse for “schools to act 

for equality, human rights and the promotion of peace” (FNBE, 2014, para. 4.2). This high-
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lights how the values of UN and UNESCO are still present in the next national core curric-

ulum. These aforementioned institutions have been significant starting points for the Finn-

ish National Board of Education when revising national curricula (Pudas, 2009). The 2016 

draft also refers to responsibility on the environment and orientation to sustainable future 

as a theme in operational culture, which intends to “encourage students to face the diversi-

ty of the world openly and with curiosity, and to act for a more just and sustainable future” 

(FNBE, 2014, para. 4.2). Moreover, the draft also includes cross-curricular units (laaja-

alainen kokonaisuus) which integrate different subjects around common themes. The 

theme cultural competence, interaction and expression draws from multicultural education, 

while participation, social activity (vaikuttaminen) and building a sustainable future 

comes also close to global education includes values of active citizenship. (ibid., para. 3.3) 

It seems that the values and attitudes of global education have been more prominently in-

cluded in the draft of 2016 national core curriculum. The value basis, operational culture 

and cross-curricular units seem to be laden with themes which are close to global education. 

Especially encouraging for global education is the inclusion of global responsibility and 

global citizenship, which are explicitly global education terminology. However, the idea of 

an extended global citizenship could have been mentioned more frequently when discuss-

ing students’ participation in their community and the society. Nevertheless, there is a ref-

erence for civil society and NGOs to provide students with “experiences of civil society 

participation” which well caters for global education projects within Finnish schools 

(FNBE, 2014, para. 3.3). Moreover, global education is explicitly mentioned (as globaali-

kasvatus instead of kansainvälisyyskasvatus) as an elective applied subject, which pro-

motes learning across subject barriers (ibid., para 12). This is an important footnote for 

NGOs with global education projects and it also indicates a change in the Finnish educa-

tional vocabulary. The terms kansainvälisyyskasvatus (i.e. international education) was not 

mentioned in the 2016 NCC draft. 

The investigation of the national core curriculum and its new draft is significant, as the 

two-year global education projects of this thesis which target those in formal schooling, 

must have aims and content tied to the national core curriculum or to local curricula (MFA, 

2014, section 4.2., para. 8). Furthermore, it gives indication on the prominence of global 

education in the Finnish educational policy and highlights the current role of global educa-

tion in the Finnish society. The clear placement of global citizenship and global responsi-

bility implicate, that global education is well-regarded and included in mainstream educa-
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tional thinking. It is significant that global education values are explicitly referred to. As 

Pudas (2009) states in her research, since the 2004 NCC and Global Education 2010 strat-

egy weren’t well aligned in their value basis and goals, global education was easily per-

ceived as an additional burden for the schools and the teachers. Also, policy coherence is 

important for NGOs to be able to stake their claim and for global education to seriously 

include a lifelong learning approach in the Finnish society (Räsänen, 2011). For this pur-

pose, the proposed 2016 national core curriculum seems to serve well.  

  



35 

 

4. DEFINING GLOBAL EDUCATION 

As described, the foundations of global education have been firmly in the ideas and poli-

cies of the UN and UNESCO (Lampinen, 2009; Matilainen, 2011; Räsänen, 2011). These 

developments have evolved through different trajectories, and under varying terms. There 

are differing approaches to global education and authors define the concept from their re-

spective points of view. In this chapter, these definitions will be discussed with the appre-

ciation of a multiplicity of definitions 

4.1. Prominent understandings of global education – definitions and perceptions 

The prominence of UN and UNESCO legacy is well present in many global education def-

initions. Thus before exploring the different definitions of global education, as an approach, 

global education consists of attitudes, values and skills (Lampinen, 2009). Global educa-

tion is often understood as more than just acquiring the right information, but it involves an 

agency, a drive to act based on the acquired knowledge. The importance of a holistic and 

multidisciplinary approach to education is also in the heart of global education (Lampinen, 

2009; xx). Global education cannot be horizontally situated amongst conventional school 

subjects, as it is more often defined as an approach to education and to the world that is 

based on common values and ideas of a desired world.  

This understanding of global education as an approach to education is present in the 

UNESCO’s 1974 recommendation. It states, that the following objectives should be re-

garded as major guiding principles of educational policy: 

(a) an international dimension and a global perspective in education at all 

levels and in all its forms; 

(b) understanding and respect for all peoples, their cultures, civilizations, 

values and ways of life, including domestic ethnic cultures and cultures of 

other nations; 

(c) awareness of the increasing global interdependence between peoples and 

nations; 

(d) abilities to communicate with others, 

(e) awareness not only of the rights but also of the duties incumbent upon in-

dividuals, social groups and nations towards each other; 

(f) understanding of the necessity for international solidarity and co-operation; 
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(g) readiness on the part of the individual to participate   

(UNESCO, 1974, p.2) 

The value base of global education has not changed drastically from these principles, but it 

has received new formations in its relation to the world. A major change came through the 

development and popularity of new information and communication technologies in the 

90’s. Suddenly, globalisation seemed instantaneous and international economic, social, 

cultural and environmental issues came to the forefront (Melén-Paaso, Kaivola, & 

Rohweder, 2009). Furthermore, as a result countries in sub-Saharan Africa no longer 

seemed so far away (Bourn, 2014, p.11). At the same time, the prevalence of a discourse of 

globalisation and of a need to respond educationally to ‘global problems’ has led to a sense 

of a global imperative in education wherein schooling is being increasingly pressured to 

respond to and engage ‘the global’ (Pashby, 2012a, p.428) The idea of education as a tool 

for change should be utilized to answer pressures of globalisation as well. 

Scholars researching and theorizing a global approach to citizenship education recognize 

that these urgent and troubling issues are global in scope (Pashby, 2012b, p.10). As an ex-

ample, Allahwerdi (2001) defines global education as a response to global developments - 

to facets of globalization. According to her, globalization can be divided into five different 

perspectives: 1) economic, 2) political, 3) governance, national and civil society, 4) ecolog-

ical and 5) cultural perspectives. These five categories are countered with respective edu-

cational, holistic and multidisciplinary approaches to education, within national education-

al systems. (ibid, p.11) The five perspectives on global developments consist of a debatable 

set of issues. However, Allahwerdi describes some to give insight into what these perspec-

tives of globalization would look like (Table 2).  
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Global development per-

spectives 

Main characteristics Global education ap-

proaches 

Economic perspective  Global economy, global market, multina-

tional corporations, international trade, 

changing nature of jobs, development coop-

eration, interconnectedness of the economy  

Development educa-

tion, education for de-

velopment, education 

about development 

 

Political, peace/war, con-

flict and security perspec-

tive 

Third wave wars, war technology, nuclear-

armed states, computer warfare, lack of 

fronts, velocity of events, intelligent profes-

sional forces,/terrorists, commandoes, hoo-

ligans and mercenaries, biological warfare, 

disarmament 

Peace education, dis-

armament education 

Governance, state and 

civil society perspective 

Interconnected world, fulfilling basic needs, 

state/citizen, human rights, political human 

rights, cultural minorities, social exclusion, 

poverty,  population mobility,  refugees, 

fourth world, nationalism, racism, gangs, 

extremist movements 

Human rights educa-

tion, democracy educa-

tion, tolerance educa-

tion 

Ecological perspective Environmental problems, the greenhouse 

effect, acid rain, deforestation, access to 

water, ozone depletion, emissions, energy, 

biotechnology  

Environmental educa-

tion 

Cultural perspective Multiculturalism, identity crises (religious, 

political, national, family, gender identity), 

women’s status, private/communal identity, 

world of experience, lifestyles 

Education for cultural 

understanding, intercul-

tural understanding, 

multicultural education, 

intercultural under-

standing, cultural liter-

acy 

Table 2 Allahwerdi, 2001, p.12, translated from Finnish to English 

 

Even as Allahwerdi (2001) definitions of the characteristics of global developments are 

perhaps outdated, the table demonstrates global education as a set of approaches to various 

perspectives on global developments and issues. This table well illustrates the perceived 

relation of global issues which need to be addressed in education. It also highlights the 

multidisciplinary and holistic nature of global education, which are important attributes of 

global education (Lampinen, 2009; Maastricht declaration, 2002;). In her research, Al-

lahwerdi investigates the development of global education and traces it back to the ideas of 

UN and UNESCO. Allahwerdi pin-points the UNESCO 1974 recommendation’s objec-

tives for educational policy with the five global education approaches (together with ideas 

of a holistic approach to education and the ICT skills). It is the recommendations of 1974 
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which laid the foundation for the distinctive areas of global education. (pp.43-44) These 

separate areas which were noticeable already in the 1974 recommendations, have later on 

been consolidated in the way global education is often perceived and practised. The Maas-

tricht declaration explicitly states these areas. 

Global education is education that opens people’s eyes and minds to the real-

ities of the globalised world and awakens them to bring about a world of 

greater justice, equity and Human Rights for all. 

Global education is understood to encompass Development Education, Hu-

man Rights Education, Education for Sustainability, Education for Peace and 

Conflict Prevention and Intercultural Education; being the global dimension 

of Education for Citizenship. (Maastricht Global Education Declaration, 2002) 

Besides the articulation of global education as consisting of distinguished areas (note the 

capitalization), the Maastricht declaration also defines global education as one which 

“opens people’s eyes and minds” and “awakens them to bring about a world of greater 

justice, equity and Human Rights for all.” It is this idea of change that is also central to the 

perceptions of global education. As Abdullahi (2012) discusses global education in the 

North American context, ideas of students becoming active participants in changing their 

communities and the world, were seen as crucial for global education. Global education 

was seen as the mechanism for social and political change at the school level. (Abdullahi, 

2012, p.25) This is also present in the Maastricht definition. The premise is that through 

active participation as global citizens positive change can be reached both locally and 

globally.  

Citizenship education is considered a fundamental part of global education, which are of-

ten incorporated as global citizenship education. Especially influential for global citizen-

ship has been the idea of cosmopolitan citizenship, which is an intention to cultivate citi-

zens of the whole world based on a shared humanity (Hansen, 2010). As Hansen (2010) 

explores in his research, there are many approaches to cosmopolitanism. Most utilized as 

an argument for global education is a moral cosmopolitanism which pivots around concep-

tions of justice, equality, and virtue that are said to cut across political, cultural, and reli-

gious boundaries (ibid., p.154). As according to Dower (2008) global citizenship is gener-

ally making a claim that all human beings have a certain moral status, and that we have 

moral responsibility toward one another in this global moral domain/sphere or notional 

community (p.41). That is, there are two components to a global ethic – a claim about uni-

versal values and norms, and a claim about transboundary obligations (ibid.). 
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The concept of citizenship is further significant as it includes a sense of agency. In regard 

to global education, citizenship is more than a societal status which enables a collection of 

rights or entitlement of voting, owning land or right to protection. In the realm of global 

education, citizenship continues to be called on as an ideal through which to push for social 

justice on local and global levels (Pashby, 2008, p.9). According to Pashby (2008), to an-

swer ‘the global imperative’, there is a desire for schooling to equip students with an 

awareness of global connectedness and thus to encourage young people to develop a con-

sciousness of themselves as citizens of the world. In this sense, the global imperative is 

associated with a development of a sense of global responsibility and a heightened sense of 

a need to respond to globalization in educational theory and practice. (ibid.) In contrast to 

global education, it seems that global citizenship education is a confirmation of the direct 

concern with social justice and not just the more minimalist interpretations of global edu-

cation which are about ‘international awareness’ or being a more rounded person. (Davies, 

2006, p.6) This goes along with the Finnish policy documents in which citizenship educa-

tion is closely connected with global education (see Rydén, 2007; Melén-Paaso, Kaivola & 

Rohweder, 2009).  

To illustrate the conceptualization of global education, which thrives for global responsi-

bility through (global and active) citizenship education, Melén-Paaso and Kaivola (2009) 

present a table that is centred on the five dimensions of global education. Thus, global edu-

cation is a process of education, training and instruction, which opens people’s eyes and 

minds to reality of the world and wakes them up to a global responsibility, as action for 

human rights for all and a more just and equal world (Melén-Paaso & Kaivola, 2009, p.22). 

According to the logic of this process, citizenship education should include global dimen-

sions, which are merged under global education and supports the formation of global re-

sponsibility. As described by Pashby (2008), it is this extended global responsibility, which 

is expected to respond to the imperative for all-encompassing social justice.  

Citizenship 

education 

Includes 

→ 

Global 

dimensions 

Merges 

into 

→ 

Global 

education 

Supports 

the for-

mation of 

→ 

Global re-

sponsibility 

Motivates 

to con-

tribute to 

→ 

Good life 

and sus-

tainable 

future 

Table 3 (Melén-Paaso & Kaivola, 2009, p.22) 

As the previous table and definition describes, the concept of global education is often de-

fined through global responsibility (globaali vastuu or globaalivastuu). This is a prominent 

approach in the publications of the Ministry of Education and Culture concerning global 
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education, already judging from the titles of the publications: Education for Global Re-

sponsibility – Finnish Perspectives (MoEC, eds. Kaivola & Melén-Paaso, 2007), 

Puheenvuoroja maailmanlaajuiseen vastuuseen kasvamisesta (MoEC, ed. Kaivola, 2008), 

Tulevaisuus meissä, Kasvaminen maailmanlaajuiseen vastuuseen (MoEC, eds. Lampinen 

& Melén-Paaso, 2009), and Globaalivastuu ja kestävä kehitys koulutuksessa (MoEC, eds. 

Virtanen & Kaivola, 2009).  

Concerning the Finnish policy papers of recent years, global responsibility is clearly a term 

more preferred, and it is central in the MoEC’s policy presented in the Global education 

2010 strategy. Published in 2007, this multi-stakeholder document was intended to bring 

clarity to the extensive domain of global education and to the respective roles of different 

stakeholders (p.11). In the strategy paper, global education is defined as activity which: 

Guides towards individual global responsibility and communal global re-

sponsibility; the ethic of a world citizen, which in turn is founded in fairness 

and respect of human rights 

Supports growth into a critical and media-critical citizen with knowledge and 

skills to act successfully as part of one’s own community in a globalising 

world  

Promotes national and international interaction, inter-cultural dialogue and 

learning from one another; global education is a process helping us under-

stand and appreciate difference and different cultures and make choices that 

promote development 

Helps to see the earth as an entity with limited resources, where one must 

learn both to economise resources and to share them fairly, equitably and 

equally 

Increases knowledge and skills which help us understand the ever globalising 

economy and influence the rapidly changing economy and its social and cul-

tural ramifications 

Enhances initiative rising from an individual aspiration to work for a better 

world and from hope of its realisation, and  

Comprises human rights education, equality education, peace education, me-

dia education, intercultural understanding, questions relating to development 

and equity, and education for sustainable development.  

(MoEC, 2007, p.11) 

The definition provided in the Global education 2010 strategy, is firmly based on the rec-

ommendations of UNESCO and the Council of Europe (Räsänen, 2011). It also covers the 

attitudes (e.g. global responsibility, intercultural dialogue, appreciation of difference), val-
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ues (e.g. ethic of a world citizen, respect of human rights) and skills (e.g. critical media 

literacy, understanding the global economy) of global education. The definition also de-

picts global education as fostering agency, as it should enhance “initiative rising from an 

individual aspiration to work for a better world and from hope of its realisation” (MoEC, 

2007). The Global education 2010 strategy has been acknowledged as an important policy 

document, even if it used to be relatively unknown to Finnish global education stakehold-

ers (Räsänen, 2011).  

In her evaluation of the strategy document and its implementation, Räsänen (2011) also 

discusses the variety and incoherence in the use of global education and parallel terminol-

ogy. Concerning Finnish education stakeholders, many used the terms global education 

and international education as synonyms (this has been the researcher’s translation, of un-

derstanding kansainvälisyyskasvatus and globaalikasvatus, both as global education) (ibid., 

pp.17-18). In the educational sector and its publications, global education (globaali-

kasvatus) is the more prominent term, while the policy documents of the MFA are more 

prone to refer to development education (kehityskasvatus). (ibid., p.40) In the context of 

development policy, development education has been the more traditional concept (Laakso, 

2007, p.61). According to Bourn (2014), development education emerged in the late 1960s 

and 1970s in Europe and North America in response to the de-colonisation process and the 

emergence of development as a specific feature of governmental and NGOs’ policies and 

programmes (p.10). The logic for development policy is that development education and 

awareness are required for people to participate in the discourse on development aid 

(Laakso, 2007, p.61). The connection between global education and development educa-

tion is intriguing, especially concerning the VGK guidelines and the Finnish MFA’s per-

ception of the two educational approaches.  

To describe this connection, in the Maastricht declaration (2002) development education is 

referred to as a sub-area of global education (amongst human rights education, education 

for sustainability, education for peace and conflict prevention, and intercultural education). 

Similarly, in the Finnish Global Education 2010 –strategy, global education is “a process 

helping us understand and appreciate difference and different cultures and make choices 

that promote development”, and it comprises of “questions relating to development and 

equity, and education for sustainable development.” (MoEC, 2007) Development educa-

tion is seen as subordinate to global education also in the MFA documents. As stated in the 

civil society policy, development education is seen “As part of the cross-sectoral field of 
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global education, the Ministry for Foreign Affairs bears responsibility for development 

issues, development communication and development education” (MFA, 2010, p.13).  

On the other hand, there are publications which define development education very broad-

ly, as it implies to include the whole area of global education (for instance, Development 

Education & Awareness Raising Project in Europe; Journal of Development Education 

and Global Learning). (Räsänen, 2011) The British organization, Development Education 

Association, defines development education as education which: 

1. explores the links between people living in the “developed” countries of the North 

with those of the “developing” South, enabling people to understand the links be-

tween their own lives and those of people throughout the world, 

2. increases understanding of the economic, social, political and environmental forces 

which shape our lives, 

3. develops the skills, attitudes and values which enable people to work together to 

take action to bring about change and take control of their own lives, 

4. works towards achieving a more just and a more sustainable world in which power 

and resources are more equitably shared (Development Education Association as 

cited in Laakso, 2007, p.61). 

Laakso (2007) states that concerning development education, the concept of development, 

as such, is of great importance and the danger of a linear understanding of development 

should be taken seriously (p. 65). The heritage of Europe as ‘developed’ and helping the 

‘backward’ nations to overcome poverty is not unproblematic (ibid). Furthermore, Laakso 

describes how students should not be indoctrinated with ‘correct’ attitudes, but they should 

be able to ask important questions and to find out constantly changing linkages, interde-

pendencies, problems and possibilities to act for development (Laakso, 2007, p. 69). 

Whether development education suffices on its own, or if global education is the preferred 

umbrella-term, varies depending on the given stakeholder.  

Even further, some stakeholders preferred to understand sustainable development as the 

umbrella term. Indeed, sustainable development as a concept has long history and a well-

established status in the Finnish policy documents, as well as at the international level. At 

its narrowest, it might lead to some confusion, but sustainable development is often under-

stood to include social, cultural and economic sustainability, in addition to the ecological 

aspect. Similarly, the perspectives on global education have varied due time, and the 
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themes and problematization of sustainable development and global education are largely 

overlapping, when the both concepts are understood in their whole richness (Räsänen, 

2011, p.17-19)  

Further confusion might be caused by the term global responsibility (globaali vastuu and 

globaalivastuu). According to the research done by Räsänen (2011), global responsibility 

has ascended to be a central concept in many strategy documents (ibid. p.128). As de-

scribed earlier, this term involves development, learning or education for global responsi-

bility. In the multi-stakeholder process of forming the Global strategy 2010 document, 

global responsibility emerged as the central concept. Global responsibility is also a rele-

vant conceptualization concerning UN and UNESCO documents, especially the Millenni-

um Development Goals, and its eighth goal, which defines the development of a global 

partnership. (Räsänen, 2011, pp.18-19) It is of great interest what will emerge after the 

MDGs in the post-2015 agenda for development concerning global education.  

In the light of reviewing educational literature, it seems that global responsibility is more 

frequent in policy papers than among academia. It comes across as a buzzword which is 

common in policy documents, both in the frame of development policy (MFA’s policy 

papers) and global education (MoEC and FNBE publications). For the purposes of answer-

ing the research questions of this thesis, global responsibility is a considerable connection 

between global education, development policy and the NGOs’ global education projects. 

The previously described perceptions on global education are adhered to in the MFA’s 

publications, as stated in the Development Policy Programme 2012,  

the Ministry for Foreign Affairs cooperates with educational authorities to 

ensure that global development issues have a firm foothold in general educa-

tion. -- Global responsibility is not built on knowledge alone but requires 

long-range efforts that focus on skills, values and attitudes. Global responsi-

bility is a commitment to human rights and democratic decision-making and 

the desire to participate and to act on behalf of global development, for ex-

ample as a consumer. (MFA, 2012, p.20) 

There are many takes on global education, but what they all share is an engagement with 

the world. In Finnish policy documents, global education is understood as an approach to 

education, which thrives for a global responsibility through education for global and active 

citizenship (Mélen-Paaso & Kaivola, 2009). Global education has its roots in UN and 

UNESCO definitions, and it has come to comprise different educational areas (e.g. Maas-

tricht declaration). Variation exists concerning terminology and the hierarchy of concepts, 
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some preferring sustainable education or development education as the umbrella concepts. 

Historically, international education was the prominent term, as defined in the 1974 

UNESCO recommendations and it still persists in some Finnish discourse as kan-

sainvälisyyskasvatus, but it has gradually given way to globaalikasvatus (e.g. Global edu-

cation 2010 –strategy) (Räsänen, 2011). Another term frequent in academia is global citi-

zenship education which is regarded to promote a response to an imperative for social jus-

tice globally (Pashby, 2008). It could be argued, that education for global responsibility is 

the broadest concept which comprises a global education approach and the agency of glob-

al citizenship education. Interestingly, global responsibility is a concept which is also re-

ferred to in the development policy of the Finnish MFA (MFA, 2012). As another intersect, 

a communal global responsibility referred to in the Global education 2010 strategy (MoEC, 

2007) can be understood to include development assistance as a communal project for 

global social justice. Global responsibility and education for global responsibility seem to 

be shared terms between Finnish global education and development policies..  

4.2. Critical approaches on/to education for global responsibility  

As previously demonstrated, the concept of global responsibility has great importance in 

Finnish development and education policies (MFA, 2012; MoEC, 2007). However, includ-

ing an extended global responsibility in educational policies and practices is not unprob-

lematic to all stakeholders. This issue has been discussed especially in the research on 

global citizenship education.  

The approach of education for an extended, global responsibility is not accepted at face 

value by all educational researchers. Pashby regards global education and citizenship edu-

cation in particular, as selective in defining who the global citizen is, in a way which ex-

cludes diversity (Pashby, 2012a). Also in relation to global education projects, they must 

carefully interrogate the intentions of their agenda and be explicit about the questions of 

“for whom” is GCE (global citizenship education) and “by whom” is it being promoted by, 

so that an “add-on”, expansion style of citizenship education does not serve to retrench the 

very model of citizenship it aims to change. The danger is that global citizenship education 

would not be critical enough, and the global dimension would be just a minor extension of 

a Northern/Western hegemonic citizen. (ibid., pp.438-439) 
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Similarly, Vanessa Andreotti de Oliveira calls for more plurality in the possibilities of 

global citizenship education, as she approaches educational practices and policies with 

postcolonial theory and post-structuralism as analytical tools for critiques (Andreotti, 2006; 

Andreotti, 2011; Andreotti & de Souza, 2008). For instance, Andreotti questions systems 

of knowledge production in educational sciences, which foster ethnocentrism, ahistoricism, 

depoliticisation and paternalism in educational agendas (2011). The global citizenship ap-

proach is not unproblematic as it can include values and knowledges which are based on 

Eurocentric perceptions. The argument is that this can lead to paternalistic and harmful 

conceptualizations of the global South and ‘the other’, and to a global responsibility from 

us to them, which promotes a sense of privilege and a subsequent duty to the lesser-

fortunate ones. Therefore, a more critical approach to citizenship education is needed. A 

central issue for global citizenship education is whether and how to address the economic 

and cultural roots of the inequalities in power and wealth/labour distribution in a global 

and uncertain system (Andreotti, 2006, p.41).    

This is a fair question of how global education and citizenship education should be facili-

tated so it promotes the ability to encounter others, to learn with them and through them 

(Andreotti, 2011). One possible pedagogical approach could be critical literacy, which 

provides spaces for learners to reflect on their context and their own and others’ assump-

tions (Andreotti, 2006). To approach global learning critically, further distinctions should 

be made between campaigning (convincing someone to do something), awareness raising 

(presenting a partial perspective) and education (equipping people to participate in the de-

bate) (Andreotti & de Souza, 2008, p.10). This discussion is further relevant in relation to 

media campaigns and charity events. As Bourne (2014) highlights, a typical example of 

this was the media campaign around Make Poverty History in 2005, which may have tem-

porarily raised awareness of global poverty, but evidence suggests that the learning was 

very shallow and not sustained (Bourn, 2014, p.10). Furthermore, such campaigns can be 

problematic in how developing countries and their people are constructed in the Western 

cultural imagination. Especially Africa has often functioned as an empty space upon which 

we play out Western entrepreneurial and philanthropic fantasies. (Davis, 2010, p.115) For 

critical global education, in moving beyond simplistic notions of economic divisions, the 

questions of power, inequality and social justice are of great importance. For critical au-

thors, this quest for social justice is more relevant than an approach based on development 

cooperation (i.e. aid) and the paternalistic nature of development from “us” to “them.” Ra-
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ther than only learning more about the lives of people in the global South, a critical ap-

proach would, for instance, refer to social justice. (Bourn, 2014)  
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5. DEVELOPMENT POLICY  

To investigate the funding of global education projects by the Finnish Ministry for Foreign 

Affairs, the context of development and development assistance need to be elaborated. In 

this chapter the concept and history of development is briefly investigated, while connec-

tions non-governmental organizations’ role in development assistance is elucidated. Rele-

vant development approaches are discussed. This includes brief description on how devel-

opment is measured, the Millennium Development Goals and the subsequent Post-2015 

agenda, which will follow the MDGs as the next major UN-led framework for develop-

ment. The role of the civil society and NGOs is also significant for the purposes of this 

thesis. Development policy is fundamental considering the research questions on the con-

vergences of development policy and global education, and how they manifest in the fund-

ing of global education projects by the MFA. The VGK instrument is heavily involved in 

the development dimension of global education, as it calls for projects which deal with 1) 

development assistance or development policy, 2) global development issues or 3) the real-

ities of developing countries (MFA, 2014). Funding global education projects is part of the 

Finnish MFA’s development policy and it is therefore necessary to investigate develop-

ment policy in its own right.  

5.1. Foundations and definitions of development cooperation  

Historically development assistance (or development cooperation, foreign aid, develop-

ment aid) has been practised in many ways and with different rationales. Many scholars 

argue that the foundations of development, and hence development assistance, are in the 

ideas of western enlightenment (Pieterse, 2001; McEwan, 2009; Cowen & Shenton, 1996; 

Sachs, 1992; Escobar, 2004). A more recent historical context can be drawn from colonial 

times, as expansionist western powers were establishing schools, nurseries and infrastruc-

ture in their colonies. The intentions can be questioned, but many of these projects carried 

social dimensions that would be regarded as development assistance according to contem-

porary development policy. (Koponen, 2007a, p.63) However, the project of development 

aid began in full momentum when former colonies began to gain independence. In the 

post-WWII period, through the liberation of former colonies surfaced the new project of 

development. As a distinctive policy, development (or alleviating underdevelopment) was 

first mentioned in Western politics by President Truman in his inauguration speech in 1949:  
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We must embark on a bold new program for making the benefits of our scien-

tific advances and industrial progress available for the improvement and 

growth of underdeveloped are-as.-- The old imperialism is dead – exploita-

tion for foreign profit – has no place in our plans. What we envisage is a 

program of development based on the concepts of democratic fair dealing. 

(as cited in Cowen & Shenton, 1996, p. 7) 

These grand words were a landmark in international development and it paved the way for 

further theories and practices of development. Although, this was surely not the first time 

development or underdevelopment was mentioned, it was now used more broadly as a US 

policy and reinvented as a slogan to tackle ‘global poverty’ (Cowen and Shenton, 1996, p. 

8). The first approaches to development cooperation were very closely linked to the idea of 

modernization. Underdeveloped countries were regarded to be able to reach the level of 

well-being of western countries by following the same path of modernization (see Rostow, 

The Stages of Economic Growth, 1960). 

Since then, development has had its share of variety in what development should look like 

and how it should be promoted. In the neoconservative years of Thatcher and Reagan, pri-

vatization of economies was the go-to policy. The neoliberal arguments for the liberaliza-

tion of economic experiments were stemming from dissatisfaction of state-run economics 

(Hettne, 1995). Among the more critical authors, Pieters (2001) argues that the marginali-

zation of the state and the rise of market forces was a feature of the global financial politics 

of the 1970’s, which ascended the International Monetary Fund (IMF) and the World Bank 

(WB) to important development institutions and policy-makers, through their roles in the 

cycle of debt expansion and debt crisis (p.41). Instead of individual states as the primary 

advocators of development, international and supranational organizations such as the 

OECD, IMF and WB have acquired a significant role in development policy and are fo-

rums for coordinating multilateral assistance, to which Finland is also committed.  

Not everyone involved with development assistance was satisfied with the policies of in-

tergovernmental organizations. They were criticized for ignoring that development brings 

about enormous changes in social relations and the role of social class and gender, espe-

cially the role of women as central to poverty reduction were not often regarded as im-

portant. Development was to be understood as a complex social progress in which devel-

opment was no longer just embodied in land, factories and buildings but also in human 

knowledge and skills. (McEwan, 2009). This also affected agency in development coopera-

tion, and a new bottom-up orientation was promoted, with the sense of people’s capacity to 
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effect social change (Pieterse, 2001). Development became more diversified, and it was 

understood as endogenous, coming from within, and that every society should find its own 

strategy in accordance to its own needs (Hettne, 1995, p. 177). New approaches to devel-

opment emerged, and the issue of empowerment became pivotal to some; as women, eth-

nic and religious minorities and indigenous peoples had often been left out of decision 

making leaving them more vulnerable and later on resulting in possible conflicts (ibid.). 

One favoured alternative to conventional development, and to growth-first development, 

was ‘people centred’ development (Thomas, 2000, p.32). Development movements pro-

moting the fulfilment of ‘basic human needs’ (low level of material poverty, low level of 

unemployment, relative equality, access to education) gained prominence (ibid.). Concep-

tualizing development as fulfilling human needs is in the centre of Millennium Develop-

ment Goals (MDGs) of the UN (examined in section 5.3.), which have functioned as a sig-

nificant framework for global development.  

As development assistance has gone through many phases and has diversified in what it 

includes, so have the measurements of development also changed. The economic dimen-

sions of development have favoured standardized monetary indicators the GDP (gross do-

mestic product) and GNI (gross national income; formerly known as GNP, gross national 

product). These indicators are intended to measure national economies competitive level 

per annum. Basically, GDP measures the economic value of countries’ productions. Gross 

domestic product is an aggregate measure of production, “equal to the sum of the gross 

values added of all resident institutional units engaged in production (plus any taxes, and 

minus any subsidies, on products not included in the value of their outputs) (OECD, 2008). 

The GNI is calculated as the “production and imports, less compensation of employees and 

property income payable to the rest of the world plus the corresponding items receivable 

from the rest of the world (in other words, GDP less primary incomes payable to non-

resident units plus primary incomes receivable from non-resident units).” (ibid.)  

One major challenge with these measurements is that they can only estimate the unofficial 

production of goods and services within the economy. This would include illegal forms of 

making money, but also unofficial labour such as household work (and every form of work 

which does not include pay) and farming are not included in the calculations. This is fur-

ther problematic for measuring development, as developing countries can have great eco-

nomic activity which does not reach tax officials. (Koponen, 2007b) There can be a dis-

connect between economic growth national level, vis-à-vis actual benefits on the lives of 
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the poorest (Palmujoki, 2009). As McEwan (2009) argues, these indicators are problematic 

as they can conceal more than they actually reveal about the ground-level poverty and ine-

quality in certain places (p. 91). Alternative ways of measuring development have been 

suggested, for instance the Human Development Index, which consists of life expectancy, 

education index and GDP. Other measurements of social development can be maternal 

health or child mortality. (Kajanoja, 2009; Paige, 2005) 

5.2. Human rights-based approach and development effectiveness 

In relation to how development is defined, and what constitutes development, some con-

sensus and dominant policies in contemporary development cooperation have emerged. 

One such significant contemporary approach to development is the human rights-based 

approach (HRBA). The rationale is that human rights and human development share a 

preoccupation with necessary outcomes for improving people’s lives in a people-centred 

manner, they reflect a fundamental concern with institutions, policies and processes as par-

ticipatory and comprehensive in coverage as possible, respecting the agency of all individ-

uals. The intention is not only on sustainable, people centred development, but also on the 

institutions and processes. HRBA places ideas such as transparency, accountability, non-

discrimination and participation as central to what promotes good governance in develop-

ment (OHCHR, 2006). The current Finnish development policy programme is also com-

mitted to HRBA (MFA, 2012). 

HRBA can also be regarded as an attempt to change power relations amongst development 

actors. A human rights-based approach identifies rights-holders and their entitlements and 

corresponding duty-bearers and their obligations, and works towards strengthening the 

capacities of rights-holders to make their claims and of duty-bearers to meet their obliga-

tions (OHCHR, 2006). In this sense, the attempt is to make the duty-bearers accountable 

for the realization of human rights for rights-holders. The idea is that duty-bearers (e.g. 

nation-states) have not only moral or political, but also legal obligation to achieve national 

and international standards while rights-holders can demand action and seek redress if ag-

grieved (UNDP, 2012). In development cooperation, this would require to identify who is 

affected by a development issue (rights-holders) and who is supposed to do something 

about it (duty-bearers) (ibid.). The HRBA also tries to empower the recipients of develop-

ment assistance. While vulnerability in needs-based approaches is seen as a symptom of pov-
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erty rather than as a structural issue and an underlying cause of poverty, in HRBAs a poor 

woman or man is not a passive receiver but one participating in decision-making and asserting 

rights (Katsui et al., 2014, p.25). 

In an insightful article, Cornwall and Nyamu‐Musembi (2004) discuss different takes on 

the HRBA to development. It can be argued that the human rights-based approach means 

different things for different stakeholders. HRBA can function as a 1) normative dimension, 

which would guide the way development is done;  2) an instrument of assessment to de-

velopment; 3) a component to be integrated in development programmes or 4) as underly-

ing justification for interventions aimed at strengthening institutions. On the other hand, 

some critics claim that the HRBA to development doesn’t include anything fundamentally 

new. (ibid.) It is rather the newest buzzword in development policy, with little impact on 

how development assistance is practised. According to an evaluation on the HRBA in 

Finnish development policy, development professionals working at the MFA highlight the 

importance of HRBA while career diplomats had a hard time in identifying its added value 

(Katsui et al., 2014, p.18).  

The idea of making duty-bearers more accountable becomes rather ambiguous when it 

comes to NGOs and multilateral institutions. The accountability of international NGOs is 

often fractured between its dependence on the financial support of rich nation-states and 

the NGO’s beneficiaries in developing countries. (ibid.) For instance, NGOs are more like-

ly to support HRBA and it is also favoured by UN agencies (UNDP, OHCHR, UNICEF), 

while the World Bank has not been keen on including HRBA in its policies (Cornwall & 

Nyamu-Musembi, 2004; Meshany, 2013). For WB the reluctance to human rights-based 

approach might be due to its private sector-oriented view on development, for instance in 

water services and education projects (ibid.). Bilateral aid, on the other hand, has tended to 

embrace HRBA, and the Finnish development assistance is also committed to it.  

Perhaps one of the most topical discussions concerning development cooperation is on 

development effectiveness (or aid effectiveness). People continue to believe that supporting 

developing countries is the right thing to do, yet there is a widespread criticism that official 

development co-operation has not worked as well as it should have, that money has been 

wasted, and that taxpayer money has helped fuel corruption. (OECD, 2014, p.93) The Paris, 

Accra and Busan declarations paved way for development effectiveness. The Busan Part-

nership agreement embodies the agenda with its four principles for achieving common 
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development goals: ownership of development priorities by developing countries, a focus 

on results, inclusive development partnerships, and transparency and accountability 

(OECD & UNDP, 2014, p.15). The development effectiveness agenda has stolen the lime-

light, and it is set to be part of a narrative for development cooperation for the Post-2015 

era. Moreover, due to the rise of middle-income (and non-OECD) donors, the high com-

plexity of development processes, public scepticism and the end of the Millennium Devel-

opment Goals; there is a need for a new narrative in development. It is at least in the inter-

ests of the OECD to include development effectiveness in the Post-2015 policies (OECD, 

2014). Development effectiveness, a global partnership and the emerging Post-2015 agen-

da, which emphasises a human rights-based approach, are probable themes for the next 

dominant development discourse and agenda.  

It should be noted, that different points of emphasis vary according to who speaks on de-

velopment policy. Development effectiveness seems to be heralded as an important agenda 

in OECD-led policies (OECD, 2014; OECD & UNDP, 2014). The OECD is known as an 

organization keen on an audit culture based on monitoring and accountability, as in the 

case of Official Development Assistance (see section 6.1.). However, the OECD is less 

able to measure non-ODA flows, i.e. non-state flows and south-south partnerships (OECD 

& UNDP, 2014, p.16). Therefore, the OECD’s understanding of global partnership is 

closely related to development effectiveness and the measuring of development. However, 

the UN has its own emphasis of global partnership in the eighth MDG, which raises the 

question whether there are significant tensions between the two development actors and 

their approaches. This is especially pertinent considering setting the Post-2015 develop-

ment agenda, which is a UN process. As the UN and the OECD are different, and even 

politically competing entities, it is a significant question how they can negotiate their re-

sponsibilities and cooperate in forming development policy (Glennie, 2014 April 11). 

The competing approaches to development policy, despite their divergences, usually agree 

on the limits of development. It is rather commonly agreed that mere development aid can-

not resolve global problems of inequality, even if it modestly contributes to global devel-

opment (Koponen & Seppänen, 2007; OECD, 2014). As stated in Busan, at the Fourth 

High Level Forum on Aid Effectiveness, “while development co-operation is only part of 

the solution, it plays a catalytic and indispensable role in supporting poverty eradication, 

social protection, economic growth and sustainable development” (Busan Partnership, 

2011, p.2).  

http://www.oecd.org/dac/effectiveness/fourthhighlevelforumonaideffectiveness.htm
http://www.oecd.org/dac/effectiveness/fourthhighlevelforumonaideffectiveness.htm
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5.3. Millennium Development Goals and Post-2015 

In relation to development measurements, the Development Assistance Committee, which 

functions as a part of the OECD, published the report Shaping the 21st Century in 1996, 

which was intended to form common development goals and a new global partnership for 

development. In 2000 the leaders of the IMF, OECD, UN and World Bank embraced these 

goals in an unprecedented display of unity (Van Norren, 2012, p.825). The Millennium 

Development Goals were established a year after as a part of the Millennium Declaration, 

adopted in 2000, which had the general vision of uniting “larger freedom” and human de-

velopment. (MFA, 2009; Poku & Whitman, 2011). The primary function of the MDGs has 

been the alleviation of poverty, and it consists of eight main goals which are to be achieved 

by 2015 (MFA, 2009, p.37). The goals of the Millennium Development Goals are: 

1. Eradicate extreme poverty and hunger 

2. Achieve universal primary education 

3. Promote gender equality and empower women 

4. Reduce child mortality 

5. Improve maternal health 

6. Combat HIV/AIDS, malaria and other diseases 

7. Ensure environmental sustainability 

8. Develop a global partnership for development  

(UN, 2013, p.ix) 

The MDGs have been a popular reference point, and a major tool for streamlining global 

development. According to Poku and Whitman (2011), the inclusive nature of the goals 

gives them a unique normative standing and momentum; and the quantitative measures of 

progress ensure that there is more to the goals than lofty ideals (p.3). The MDGs can be 

distinguished from previous development initiatives by the pledge to develop partnerships 

for development. This is especially highlighted in the eighth goal of the MDGs’, which 

aims to develop a global partnership for development, marking a fundamental shift in in-

ternational commitment to development. (ibid.) Even if the MDG framework is still due, 

and similar agenda surely will not disappear in post-2015 era, it is relevant to investigate 

the MDGs in retrospect.  
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Global development goals are not a new invention as such. However, the MDGs have been 

increasingly used in the international community. Fukuda-Parr (2014) argues that in addi-

tion to mobilizing awareness, support and action for priority social objectives, the MDGs 

have also had unexpected consequences. The MDGs, as other global goals as well, can 

have a significant effects on decision-making, defining concepts and framing narratives of 

development that then become hegemonic. Fundamentally, the MDGs did not generate 

new thinking about development nor new political dynamics. They came to be used as a 

more powerful narrative of development aid to justify existing policy strategies and rela-

tionships between the donor and recipient. (Fukuda-Parr, 2014) 

When it comes to tangible development achievements of the MDGs, authors and practi-

tioners have conflicting opinions. As stated by Harman and Williams (2014), while some 

have argued that the MDGs represent a significant act of collective political will to allevi-

ate some of the most pressing challenges of human development, more critical studies have 

demonstrated that efforts to address these goals operated largely within the paradigm of 

development thinking that prioritized the private sector as the driver of economic growth, 

and had a one-size-fits-all character (p.932). Others have been more optimistic and ruled 

the shortcomings of the MDGs’ on lack of political will and commitment or insufficient 

resources. Nevertheless, the significance of the MDGs cannot be denied, especially their 

effectiveness as a communication tool. (Van Norren, 2012) 

The most interesting facet of the MDGs for the purposes of this study is the eighth goal, to 

develop a global partnership for development. The MDGs are influential reference-points 

also for the formation of national development policy (MFA, 2012). According to Caliari 

(2014), Millennium Development Goal 8 reflected the commitment of the richest and most 

developed countries to undertake efforts to support the achievement of the MDGs (p.275). 

Some developing countries argued that without the eighth goal, the MDGs would have put 

too much burden on the achievement of the goals on them (Van Norren, 2012, p.829). The 

fulfilment of the eighth MDG has however been but to doubt. The argument is that no 

global targets can change the asymmetrical power-relations, making it difficult for coun-

tries of the global North and global South to form a genuine partnership (Turshen, 2014). If 

the eighth development goal has not been reached in development terms, it has however 

been instrumental for communication on development.  
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In relation to this, the eighth Millennium Development Goal has been most relevant for 

global education as well. The target of developing a global partnership for development 

has been a useful point of reference for the promotion of global responsibility through 

global education (Melén-Paaso, Kaivola & Rohweder, 2009). From being on the margins 

of educational practice, learning about development and global themes became more ac-

cepted as central and important to a school curriculum. In part due to the prominence of the 

MDGs, there was recognition at an international level that countries needed to engage the 

public more in understanding what these terms meant. (Bourn, 2014, p.11) In accordance 

to some ideas of global education (and development education), the public needs to be 

made more aware of development cooperation and the aims of development as such. In the 

Finnish development policy programme of 2012, the eighth Millennium Development 

Goal provides a linkage between development cooperation and global education. In the 

2012 development policy programme of the Finnish Ministry for Foreign Affairs, it is stat-

ed that: 

The eighth Millennium Development Goal – to develop a global partnership 

for development – also encourages Finnish people to commit themselves to 

global responsibility and to participate in development policy. (MFA, 2012, 

p.20) 

This understanding of raising development awareness is most relevant for development 

communication. For this purpose, the Millennium Development Goals have been extremely 

relevant. According to the OECD Development Communication Unit, the Millennium De-

velopment Goals (MDGs) remain the most appropriate framework for measuring and 

communicating results. (OECD, 2014) Therefore, it is most interesting what the post-2015 

agenda will bring in September 2015, as the MDG framework will come to its end. Ac-

cording to OECD, the emerging post-2015 narrative should thus emphasise the unfinished 

agenda. More interestingly, they state that the possible post-2015 themes will mean that a 

more ambitious communications effort will be needed in donor countries to argue for not 

only a certain amount of official development financing, but also measures to reduce pollu-

tion, reduce tax evasion, etc. (OECD, 2014, p.96) As the Millennium Development Goals 

have been instrumental for global education, the post-2015 agenda will possibly have rami-

fications on global education as well. This further highlights the intertwined nature of 

global development policy and global education. 
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5.4. Civil society and NGOs as development stakeholders 

When referring to Finnish non-governmental organizations which facilitate global educa-

tion projects, it is relevant to briefly describe them in relation to development policy. Some 

of the NGOs represented in the research data also have their respective development coop-

eration projects. In some cases their global education projects are even centred on their 

own development operations.  

NGOs are seen to represent civil society and they are often also referred to as civil society 

organizations (CSOs). Also, the third sector, voluntary sector and non-profit sector are 

synonyms to civil society. Civil society can be primarily understood in two ways. It can be 

regarded as a space in the society, between the people and the state, in which free-formed 

organizations operate for people’s self-interests and public good simultaneously. Another 

definition on civil society begins from an anti-hegemonic point of view and is influenced 

by Hegel, Marx and Antonio Gramsci. It is based on an understanding of a hegemonic so-

ciety in which capitalism has destructive consequences, and should therefore be struggled 

against. Civil society is in this sense space in which a gramscian, anti-hegemonic struggle 

is to be practiced. (Hakkarainen & Kontinen, 2007) These definitions help to understand 

the field of civil society organizations and how they see themselves and their role in the 

society.  

The purposes of NGOs and their output to the rest of society can be perceived in more plu-

ral, also contesting ways. For an individual participant, NGOs might offer meaningful ac-

tivities and recreation for something that is personally important (Harju, 2009). The free-

choice and voluntariness of participants is crucial for an idea of a bottom-up, grassroots 

involvement of NGOs. A well organized and active civil society is often seen as a democ-

ratizing force, which fosters a healthy, well-functioning society. More liberal voices might 

regard civil society as an alternative for state regulation, a sector which can effectively take 

care of public services in a voluntary manner. An opposite understanding sees civil society 

as the space to question state institutions, and to work as a watchdog for governmental and 

private actors. (Hakkarainen & Kontinen, 2007) As an active civil society is understood to 

be a goal as such, civil society and NGOs “in the South” have been supported as a part of 

development cooperation. A distinct way of NGO involvement in development is the 

northern NGOs engagement with development, and they have effectively established 

themselves in the development canon.  
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While the developmentalist movement gained momentum from 1950’s onwards, it was 

initially based on state-to-state relationships. In the context of global development, NGOs 

involved with development were marginal, until the opening of development from state-led 

operations in the 80’s and 90’s. (Koponen, 2009) Nowadays, international non-

governmental organizations like Oxfam, The International Red Cross and Red Crescent, 

and Médecins Sans Frontières are household names and established authorities in devel-

opment assistance (the two latter ones are more involved in humanitarian aid than conven-

tional development). NGOs can vary significantly in size, funding and ideology; from 

small secular solidarity movements and charities to religious organizations. Largest private 

organizations like Oxfam, Action Aid and CARE (also referred to as Transnational Private 

Aid Agencies) can have offices in tens of countries and high level of professionalism. 

(Hakkarainen & Kontinen, 2007)  

Depending on the characteristics of an organization, the funding can differ just the same. 

Some NGOs are more dependent on voluntary work while others have more private fund 

raising through their members’ donations or through selling of goods and services. As de-

velopment NGOs have become mainstream, most northern states channel their develop-

ment assistance through NGOs. (ibid.) NGOs have started to enjoy Official Development 

Assistance (ODA) funding and are now the third actor for mediating in donor-recipient 

relationship (more on ODA in chapter 6.1.). In the Nordic countries, funds channelled 

through NGOs are to a great deal ODA money from the donor state. (Koponen, 2009)  

Concerning the Finnish context, NGOs were allocated 105.3 million euros out of 1 081.1 

million euros of ODA funds in 2013 (MFA, Kehitysyhteistyön tilastot, osa 1, Table 2). 

This is a significant sum, and it shows the incorporation of NGOs to formal development 

cooperation. In a sense, NGOs have become part of the development establishment, which 

can arguably have an effect as NGOs need to adhere to the donor’s policies. As according 

to the MFA’s Guidelines for Civil Society in Development Policy, the activities of civil 

society organizations make it possible to achieve results in areas and regions and among 

groups of people that the resources and tools of public development cooperation do not 

always reach (MFA, 2010, p.3). This specific role is also stated in the Busan Partnership 

(2011) declaration, as donors’ guarantee to:  

implement fully our respective commitments to enable CSOs to exercise their 

roles as independent development actors, with a particular focus on an ena-
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bling environment, consistent with agreed international rights, that maximis-

es the contributions of CSOs to development. (clause §22a) 

Even as allocating ODA funds to NGOs would make them more part of the development 

establishment, they are still, at least seemingly, preferred to have independence from state 

actors. This leaves some development policy wiggle-room for NGOs and their operations. 

Even as they should be aligned with national policies, they are also acknowledged to be 

independent actors. NGOs can be complementary to national development policy and 

function as quick and adaptable actors for development, in places and ways which might 

be difficult for direct state involvement. 

The power relation between state and NGOs is not only one directional, as NGOs have 

been encouraged to contribute to policy formation at various sectors of policy-making, 

including development policy. NGOs are also involved in many forms of advocacy, 

whether at UN level or in domestic affairs. It is often regarded that NGOs can possess 

knowledge which state officials might not have, and this is related to one significant role of 

NGOs’ in development assistance. Since the 80’s and 90’s NGOs have been seen as a cost-

effective way to answer needs which require to be addressed in a given development con-

text. Currently, it is also more common to regard NGOs as incremental for establishing 

networks to the South and for promoting social movements with positive effects. This is 

fostered through the idea of partnership between northern and southern NGOs. 

(Hakkarainen & Kontinen, 2007) The idea of partnership is further relevant, as it relates to 

development communication and global education. As according to the civil society guide-

lines of the MFA: 

The special value of development cooperation implemented by civil society 

organizations lies in the direct links it creates between our own civil society 

and that in our partner countries. It is therefore important that as many Finn-

ish actors as possible take part. Through this, we can also increase Finns’ 

awareness of conditions in developing countries and strengthen public sup-

port for all development cooperation. (MFA, 2010, p.3) 

 

Nevertheless, NGOs should not be over-romanticized and they have also had their share of 

criticism when it comes to development cooperation. Concerning the idea of partnership, it 

can be argued that the power relation is asymmetrical, as NGOs from the North are usually 

the partner with funding, leaving little power for the other partner concerning a given de-

velopment project (Hakkarainen & Kontinen, 2007, p.326). The funding received by 
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NGOs on the other hand, is also usually project funding, which requires a fair share of 

work and administration (planning phase, evaluation, usually in short cycles: 1-2 years), 

causing NGOs to be just as prone to administrative hindrances and deadlines which can 

hamper a smooth partnership. Furthermore, Pieterse (2001) has even stated that NGOs and 

social movements can include undemocratic or oppressive views, and NGOs can be uti-

lized as subcontractors for dubious intentions with lesser accountability. Furthermore, par-

ticipation in policy formation can be problematic, as possibilities to challenge existing 

practices and power relations might be scarce (McEwan, 2009, p. 234). Like any institu-

tions NGOs are also not immune to corruption, neither in the South nor in the North, and 

the abuse of funding can happen.  

As already stated, in the Finnish context NGOs have become important agents in develop-

ment assistance (Koponen, 2009). An important value for NGOs is often the independence 

from the private and public sector (Harju, 2009, p.32). According to Harju, in an ideal 

world, the actors of civil society decide for themselves what kind of activities they engage 

in, although their financiers have begun to participate in the defining process more in the 

last few years (ibid.). Civil organizations are regarded as autonomous actors. They don’t 

necessarily have much to do with the authorities, but dependency is an issue when organi-

zations apply and receive funding from the state and the municipalities. (p.46). Organiza-

tions need to accept the terms of the financial support and agree to report to what end the 

funding has been spent. In the case of general grants, such interference does not practically 

happen concerning the activities the funding is used for. According to Harju, in the last 

couple of decades, the number of project specific and special grants has risen. In these cas-

es the funding is targeted and the organization has less room to manoeuvre and more pre-

cise reports are required. (p.46). Therefore, organizations’ own fund-raising is accordingly 

crucial for having autonomy from the state.  

  



60 

 

6. DEVELOPMENT POLICY AND GLOBAL EDUCATION IN THE 

MINISTRY FOR FOREIGN AFFAIRS OF FINLAND 

In this chapter, the role of the Finnish Ministry for Foreign Affairs concerning develop-

ment policy and global education will be discussed. The global education projects support-

ed by the MFA have to comply accordingly with Finnish development policy. In addition, 

the Finnish development policy relies on the Development Assistance Committee and how 

they define what counts as development assistance. As the Millennium Development Goals 

have been significant for a global narrative on development, the DAC is significant for 

monitoring development funds. Concerning the research data of this thesis, the Finnish 

development policy is of great significance, as the non-governmental organizations apply-

ing for funding are asked to explain their proposed project’s development policy point of 

view. In the guidelines, it is stated that global education projects need to “take into account 

and highlight the focus areas of the government’s development policy programme, Millen-

nium Development Goals or cross-cutting themes and issues of consistency in develop-

ment policy” (MFA, 2014, section 2, para. 2.). Therefore, the definitions by DAC, the Mil-

lennium Development Goals, Finnish development policy and the global education pro-

jects it promotes, are all intertwined. This chapter also asks how and why global education 

is located in MFA’s responsibilities and promoted as a part of development policy. 

6.1. OECD and the ODA framework of development assistance 

The Organisation for Economic Co-operation and Development (OECD) is one of the most 

important development cooperation donor organizations, along with the World Bank (WB) 

and International Monetary Fund (IMF). The OECD was formed on the foundations of the 

Organization for European Economic Cooperation (OEEC), which was set up in 1948 to 

govern the Marshall Aid distribution in post-WWII Europe (OECD, 2011). Finland joined 

the OECD in 1969 and became a member of the Development Assistance Committee 

(DAC) in 1975 (MFA, 2009). What makes the OECD special is that it has acquired a sig-

nificant role in forming policy, and development definitions which are widely used in the 

donor countries, Finland included. The Development Assistance Committee (DAC) of the 

OECD is the most important institution in defining and governing the norms of develop-

ment assistance (Koponen & Seppänen, p.339, 2007). DAC is a considerable authority in 
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the development field and through DAC membership, Finland needs to abide by shared 

criteria, but it can also contribute to the formation of common practices. 

The most significant development policy tool of the OECD is the Official Development 

Assistance (ODA) which is a common indicator of global aid flows. Through the forum of 

UN, most donor countries have agreed to thrive for a 0.7 percentage of national GNI to 

ODA aid. Perhaps more of a political commitment, it is reached only by a handful of coun-

tries, and it is facing further difficulty due to resent financial hardships. As an indicator, 

ODA does not include all kinds of international trade flows from “the North” to “the 

South.” ODA definitions are also followed by the Finnish MFA (known as julkinen kehit-

ysapu), making it a major policy instrument for stakeholders of Finnish development coop-

eration. The ODA has been slightly updated by the Development Assistance Committee, 

but its basic principals have not significantly changed. (ibid.) The DAC defines ODA as, 

“those flows to countries and territories on the DAC List of ODA Recipients and to multi-

lateral institutions which are: 

i.  provided by official agencies, including state and local governments, or by 

their executive agencies; and 

ii. each transaction of which: 

a)  is administered with the promotion of the economic development and wel-

fare of developing countries as its main objective; and  

b)  is concessional in character and conveys a grant element of at least 25 per 

cent (calculated at a rate of discount of 10 per cent).”(DAC, 2008) 

The definition begins from stating that ODA flows are considered to “countries and territo-

ries” which are eligible recipients according to DAC. This DAC List of ODA recipients 

(and multilateral institutions), is a list which is divided into four categories of recipients. 

The recipient categories consist of the Least Developed Countries (LDCs) as defined by 

the United Nations, while the three other categories (Other Low Income Countries, Lower 

Middle Income Countries, Upper Middle Income Countries) are divided according to their 

Gross National Income (GNI) per capita as reported by the World Bank. The list of recipi-

ents is revised every three years by removing countries which have exceeded the list of 

high-income threshold for three consecutive years (DAC, 2012; DAC List of ODA Recipi-

ents). Thus, DAC evaluates the eligible recipients of ODA, which the Finnish official de-

velopment assistance is committed to abide to.  
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The ODA definitions are further significant, as they frame an official route for bilateral and 

multilateral development assistance (through international institutions like the WB, IMF, 

UN organisations or in coordination with the EU). It should also be “provided by official 

agencies, including state and local government”, meaning that ODA status requires the 

funds to be of public origin. A state actor can allocate funds to other official parties, like 

NGOs, but only resources from the state are counted as ODA, leaving NGOs’ own funds 

out of the equation. The ODA definitions do not specify a level of private funding, which 

is decided in respective donor countries. (Koponen, J. & Seppänen, M. 2007). 

These ODA criteria become relevant also when concerning the appropriations for devel-

opment communication and global education funding of Finnish NGOs. It can be argued 

that Official Development Assistance should not be allocated to operations in the donor 

country, since ODA is defined as “those flows to countries and territories on the DAC List 

of ODA Recipients” (DAC, 2008). This debate is dependent on perceptions of how devel-

opment cooperation is perceived and how it should be managed. For some, it is a legiti-

mate target as development awareness in the donor country would comply with the MDGs’ 

global partnership goal, which Finland is also committed at the behest of the UN. The 

ODA criteria are also relevant for the VGK fund. Official Development Assistance can 

include money flows for programmes to raise development awareness in donor countries 

(DAC, 2008). This begs the question, how development awareness is understood. Accord-

ing to the DAC definition it is understood thusly: 

Line I.A.1.10 Promotion of development awareness (code 079) 

1.25 Spending by official sector bodies undertaking ODA activities designed 

to increase public support, i.e. awareness in the donor country of develop-

ment co-operation efforts, needs and issues. Includes the funding of special 

lectures or curricula and provision of information about the national aid 

programme. Excludes country-specific or product-specific announcements 

and publicity or informational expenditures for which enhanced public sup-

port for development is an incidental consequence, rather than a principal 

objective. Reporting should be net of income from sales of publications or 

other payments for services rendered. (DAC, 2000, p.18) 

Promotion of development awareness is therefore, according to DAC definitions, activity 

which increases public support for development cooperation. This is significantly different 

from definitions of global education and development education, which are not keen on 

public support per se. However, as already discussed, the ODA criteria leave room for in-

terpretation and the Finnish MFA is responsible in how the definition is understood. It can 
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be considered that global education raises public support for development cooperation, but 

this consequently limits what global education projects can include. Nevertheless, this is up 

to the good will of the Finnish MFA, but the funding of global education projects happens 

fundamentally within this frame of promotion of development awareness if it is to be 

counted as ODA eligible.   

6.2. Finnish development policy - development cooperation within the ODA frame 

The development assistance of Finnish MFA has been based on OECD principles as previ-

ously described. Further on, it is important to look at the MFA’s respective policy docu-

ments, which have the utmost authority in the formation of Finnish development coopera-

tion (from the Finnish perspective). This includes the global education projects, which are 

funded and evaluated by the Department for Development Policy. 

The Finnish development policy, as stated in the development policy programme, (MFA, 

2012) is noted as an integral part to Finnish foreign and security policy, which aims at 

strengthening international stability, security, peace, justice and sustainable development, 

as well as promoting the rule of law, democracy and human rights (p.5). Finland is also 

committed to the UN’s Millennium Development Goals and its development objectives. In 

coordination to this, the policy programme states extreme poverty as the world’s greatest 

single human rights issue. The Finnish development policy is claimed as a human rights-

based approach to development with the aim that everyone, including the poorest people, 

know their rights and are able to act for them (ibid. p.7). According to a recent evaluation, 

there has been a significant discursive change in the Finnish development policy, from a 

need-based sector approach (agriculture, forestry, water, energy, private sector) to a human 

rights-based approach (Katsui et al., 2014, p.16). The definition of HRBA in the Finnish 

development policy is also in line with UN agencies’ definitions (ibid.). In this sense, the 

current Finnish development policy is well adjusted to values of the UN and it consistently 

refers to the Millennium Development Goals (MFA, 2012).  

To summarise the Finnish 2012 development policy programme, the specific structure of 

Finnish development policy is divided into four sections. Considering the focus of this the-

sis, the sections are further important as the VGK guidelines require projects to “take into 

account and highlight the focus areas of the government’s development policy programme, 

Millennium Development Goals or cross-cutting themes and issues of consistency in de-
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velopment policy” (MFA, 2014, section 2, para. 2., italics added). The current Finnish de-

velopment policy programme can be summarised to consist of:  

1) The HRBA and its appreciation of democratic ownership, accountability, 

openness, effectiveness, coherence and concentration;  

2) cross-cutting objectives of gender equality, climate sustainability and re-

duction of inequality;  

3) priority areas of a democratic and accountable society that promotes hu-

man rights; an inclusive green economy that promotes employment; sustain-

able management of natural resources and environmental protection; as well 

as human development; and  

4) Finland’s humanitarian assistance which is also funded form ODA 

marked development assistance (MFA, 2012). 

These four sections are extensively referred to in the 2012 programme as the Finnish de-

velopment policy is centred on these processes. To put it bluntly, any operation and alloca-

tion of funds by the MFA’s development department needs to abide and refer to these four 

sections. Therefore, this would also include the funding of global education projects.  

Concerning the ODA definitions, the MFA implements the recommendations of the OECD 

on policy coherence. Finland is further committed to the least developed countries, and 

will not carry out projects or programmes in countries designated as upper middle-income 

countries by the OECD’s Development Assistance Committee. The intention is also to 

reduce development cooperation with lower and upper middle-income countries, listed by 

the DAC. Finnish development assistance follows criteria and definitions by the OECD, 

for the sake of comparability of development information. (ibid.) This is also relevant for 

the process of transparency and openness in sharing development data, and communicating 

this information to the Finnish public audience. This communication is central for the pub-

lic interest in development policy and in global development issues (p. 14).  

The emphasis on civil society in the Finnish development policy and ODA allocations has 

been prominent and on the increase in recent years (DAC, 2012, p.17). However, the 

MFA’s policy on NGO-led projects has been criticized in the 2012 DAC peer review, con-

sisting of a large number of small projects trough annual calls for proposals. This means 

that the MFA must process and monitor a large number of small projects, leaving little 

time for staff to focus on the impact of Finland’s support to and through NGOs. In the 

2012 peer review, OECD recommended the Finnish MFA to consider increasing the ODA 

appropriations NGO funding and to increase the number of partnership agreements with 
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NGOs, instead of funding many small projects. (ibid.) These partner NGOs are regarded as 

key partners for MFA’s cooperation with the civil society and the funds received are for a 

longer time span with extended autonomy on how to use them. In 2013, the Finnish MFA 

increased the number of partners to reach 16 organizations and they comprises over half of 

Finnish NGOs’ ODA in 2013. (MFA, press release 241/2013) 

6.3. The Finnish MFA as a global education proponent  

The history of the Finnish MFA as a global education stakeholder goes beyond decades. 

The MFA has funded non-governmental organizations’ projects for development commu-

nication and development education since 1975 (Maailmanparannusyritys, 2012). This 

development communication and global education funding is an important contributor for 

securing NGOs’ global education projects (Lampinen, 2009, p.144). The conceptualization 

of global education in the development communications projects is however younger then 

the instrument itself. Until few years back, the VGK tool was known as VKK, referring to 

“communication and development education” (viestintä- ja kehityskasvatus). The MFA of 

Finland has also additional ways it funds global education, besides through the VGK in-

strument.  

The connection of Finnish development policy, the ODA framework and global education 

projects is of great significance. As discussed earlier, like other development appropria-

tions, the global education project funding allocated through the VGK instrument needs to 

abide to ODA definitions. This means that the Development Assistance Committee has the 

highest authority in defining what can be included in the official development assistance, 

and hence influence the policies of member countries, Finland included. The MFA of Fin-

land is to some extent dependent on development policy of the OECD. At least when it 

comes to funding global education projects, the ODA criteria needs to be applicable. This 

gives restrictions to what can be supported as global education projects. However, ODA 

appropriations are a significant and stable source for funding. Therefore it is understanda-

ble that NGOs try to apply the ODA definitions and develop global education projects suit-

able for ODA-based funding. The MFA still has the say in how the ODA appropriations 

are to be divided to different operations.  

The MFA has shifted, supposedly for policy coherence reasons, to global education from 

development education. However, there is some inconsistency in the use of terms, and the 
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application form mentions both global education and development education (see appen-

dix). It can be questioned whether the shift is merely rhetorical, but it does highlight the 

orientation of the MFA to a conceptualization more aligned with other educational policy 

documents. Furthermore, the VGK guidelines explicitly refer to two global education pub-

lications of the Ministry of Education and Culture (i.e. MoEC, 2007; MoEC 2010b), and to 

the global education strategy evaluation by Emerita Professor Räsänen (i.e. Räsänen, 2011). 

This would indicate that there has been cooperation between the MoEC and MFA in using 

similar terminology and thus making policy on global education more aligned.  

For the MFA and concerning its position as a development donor, development education 

has been a more traditional concept. There has been an understanding of development edu-

cation as a necessity for enhancing public awareness for development aid (Laakso, 2007, 

p.61). The importance of development education and its purpose of promoting develop-

ment cooperation is a contested debate. For instance, in Ireland there is an organization 

explicitly named as Development Education Unit, which functions as a part of the Depart-

ment of Foreign Affairs (ibid., p.61). The argument is, that if citizens are to contribute to 

and monitor the discussion on development and development cooperation, they need skills 

and opportunities to learn about them (ibid., pp.60-61). This logic is firmly based on inter-

national policies, for example on the global partnership goal of MDGs. It does, however, 

leave room for discussion on the nature of education which is promoted as a part of devel-

opment policy. Whether this education can/should involve critical points of view, which 

might disregard the favourability of development cooperation, is an important question. 

For some authors, a meaningful educational approach is reached through critical approach-

es which might challenge features of development cooperation (see Andreotti, 2006).  

These differences in approaches are further relevant, as the VGK funding is intended both 

for “development communication” and “global education” (MFA, 2014). The MFA also 

does its own development communication through the Development Communications Unit 

which serves the public relations of development cooperation (DE Watch, 2010, p.46). 

However, in the VGK guidelines, the role of NGOs is claimed important, as they can 

“highlight issues and points of views which are not represented in public communications 

of state authorities, and they reach target groups which are not impressed by state commu-

nications” (MFA, 2014). How closely MFA’s guideline promotes a favoured public rela-

tions message, and how much space it gives for NGOs to follow their own values and per-

ceptions, is a significant question for the facilitated global education projects.  
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In the Finnish context, NGOs have been increasingly important partners for Finnish devel-

opment assistance (see chapter 5.2.3.). In general, Finns are keen participants in non-

governmental organizations of different kinds (Harju, 2009; Lappalainen, 2009). Also con-

cerning global education, NGOs are an important forum, as according to global education 

website coordinated by Kepa, there is 187 global education organizations registered in 

Kepa’s network (Kepa, globaalikasvatus). Even more, the MFA funding for NGO projects 

is significant, as it provides a continuous space of informal and non-formal learning on 

global education, which is paramount for lifelong-learning. These are fundamental ideas 

for prominent perceptions on global education (MoEC 2007; North-South Centre, 2008).  

The development communication and global education fund is administrated by the Unit 

for Non-Governmental Organizations within the Department for Development Policy in 

the Finnish MFA. Besides the VGK funds, partner NGOs usually also have their own 

global education and communication activities. The organizations which are included in 

the VGK projects of this thesis, but currently have partner status, are Taksvärkki and WWF 

Suomi (MFA, press release 241/2013). Similarly, the Finnish MFA funds Kepa ry and Ke-

hys ry, which function as umbrella organizations for Finnish NGOs involved with devel-

opment. The role of Kepa is of great significance as it coordinates of global education by 

holding trainings and by assisting NGOs with their challenges (Lampinen, 2009). Kepa 

also works as a trustee of NGOs facilitating global education and it published a guide for 

global education school visits (Global education and schools - a guide for NGOs’ school 

visits). (ibid.)   

The relationship between Kepa, the MFA and the development communication and global 

education instrument has been a topical issue, concerning the attempt to move the instru-

ment and its administration from the MFA to Kepa. The idea had been that Kepa would be 

responsible for allocating the VGK appropriations to NGOs as it has more first-hand 

knowledge on the NGOs and it would suit the MFA’s pressure of reducing personnel. 

However, this change in responsibilities was deemed unlawful and cancelled for the time 

being. Now it seems there is some ambiguity on the future of the VGK instrument. (Laakso, 

2014 June 18) Kepa and 25 global education NGOs have also appealed to the MFA for 

securing the VGK instrument and the resources for its administration (Mannert, 2014 June 

3). Similar outsourcing of administration of smaller development projects was considered, 

but it was not implemented (MFA, 2010, p.7). Despite the attempt to give Kepa the re-
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sponsibility, the VGK funding instrument’s administration remains at the MFA and does 

not appear to be changing place. 
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7. RESEARCH DATA AND ANALYSIS 

In this chapter the actual data of this thesis will be elaborated together with a closer de-

scription of the analysis process of the project applications. To make the texts meaningful, 

the practicalities of funding global education projects by the Finnish Ministry for Foreign 

Affairs are introduced. Concerning the purposes and data of this thesis, the VGK-funding 

instrument and its application cycle will be briefly explained. It is important to present the 

processes, which are part of Finnish development policy, and shape the data which is in-

vestigated in this thesis. Moreover, the process of analysis of the data will be illuminated. 

7.1. VGK-funding and the project application cycle 

The Finnish Ministry for Foreign Affairs has funded non-governmental organizations’ pro-

jects for development communication and development education for over 30 years. Ac-

cording to Lampinen (2009), the VGK-funding is an important instrument for securing 

NGOs’ global education projects (p.144). The provided funding is a discretionary state 

grant, which is based on the Act on Discretionary Government Transfers (valtiona-

vustuslaki). This law states the basic responsibilities of the recipient, means of payment, 

rights of the donor (for acquiring information and the right to audit) and that the purpose of 

the grant is “socially acceptable” (Finlex, 688/2011). To enforce this law, applying for, 

allocating and overseeing a discretionary grant results in a yearly cycle of administrative 

work.  

Concerning this project application cycle, i.e. the logistics on how projects are planned, 

applied for funding, revised and approved/declined, funded, reported and evaluated; is cen-

tral for the data which is utilized in this thesis. In short, NGOs do not plan a project on a 

clean slate, but it is most likely based on the NGOs’ own operations, values and compe-

tences (and past experiences of applying for funding). For planning the project and consid-

ering it for VGK-funding, the NGOs need to abide to the terms of the VGK guidelines. 

This nine-page-long document describes the conditions and criteria for approving project 

proposals. Therefore, the guidelines heavily influence the language and content of the pro-

ject proposals. It is important to take this embedded nature of the applications into account 

and to incorporate the guidelines as an important reference point.  
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The MFA’s Unit for Non-Governmental Organizations publishes a call for applications in 

every autumn. The two-year projects are required to be “educational projects, which re-

quire over a year for execution, and which include teaching or instruction, and which are 

implemented in-partnership with another NGO(s) or public or private actors” (MFA, 2014, 

section 4.2., para. 1). The project applications also need to apply for minimum funding of 

60.000€ or more, which is intended to better the NGOs’ prospects of persevering global 

education. The received applications are then evaluated and approved for funding, accord-

ing to criteria which concerns issues on the methods of instruction, the contents, target 

groups and reaching them, and other administrative requirements. The applications are 

approved according to the MFA’s own discretion, which might lead to a cut in the budget, 

change in the activities to be funded or added requirements on details of carrying-out the 

project. A mid-term report needs to be submitted, along with the final report form and the 

necessary attachments. (ibid.) 

In regard to this thesis, the formulation process the applications go through is significant 

considering data that is utilized in this research i.e. the text that is present in the applica-

tions. Therefore, it should be acknowledged that the text is formal language, administrative 

in characteristic, riddled with key words and expressions, which would make the proposal 

more agreeable to the officer reading it. Therefore, the texts should not be taken at face 

value when it comes to proposed outcomes and aims, and evaluations on the feasibility or 

quality of a project should not be made. The purpose of a project application of this nature, 

to put it crudely, is to receive funding.  

Concerning the approved applications and the text they include, the form itself and the 

questions in it, is highly relevant. The application form (Hakemuslomake kaksivuotiseen 

viestintä- ja globaalikasvatushankkeeseen) is primarily an administrative tool, but it in-

cludes parts with more descriptive questions, from which relevant information can be ex-

tracted. The answers by NGOs to these questions are used to discuss the research questions 

of this thesis. The observations from the applications are not categorized according to the 

questions, but the analysis process uses the number of the question in the coding of the 

data. The form includes eight sets of questions and obligations for the applicant to fill (Ta-

ble 4). 
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1. Meaning and content. What is the meaning of the project? Which educational process 

or whole is the project connected to? Describe briefly. 

 

2. Description. What is the aim of the project? What is done and how? What themes does 

the project want to bring to education? Required personnel resources (who executes – hired 

personnel, volunteer – and what do they do? What kind of timetable does the project have? 

What resources does it require (budgets of different activities)? Explain the pedagogical 

methods.  

 

3. Development policy point of view. What is the project’s development education point 

of view? Describe, how does the project deal with development cooperation, development 

policy, global development questions or realities of developing countries; or human rights, 

democracy development or humanitarian questions from the point of view of developing 

counties or development policy (not only from the point of view of global education or 

peace or human rights education). 

 

4. Target group and means. Who is to be reached by the project? What is the primary 

target group of the project? Size of the target group? What are the secondary target groups 

of the project? How is the chosen target group intended to be reached? 

 

5. Partnerships. Name and describe the partners in cooperation and their tasks and their 

significance for the aims of the project.  

 

6. Results. What results does the project aim at? What is the added value of the project for 

development education? What is the connection to other educational wholes? 

 

7. Effects of the project. What kinds of effects does the project aim at? Explain the peda-

gogical side in this regard. The effect of the added value of the project to development ed-

ucation?  

 

8. Follow-up. How are the realisation of aims, outcomes and effects evaluated (what are 

the criteria for the success of the project)? What kinds of qualitative and quantitative indi-

cators are used? 

 

9a. Cost estimates for year one. 

 

9b. Cost estimates for year two. 

 

Table 4 Questions of the project application form 
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The translation of the application form questions are done to the best ability of the re-

searcher. However, due to the ambiguity especially in Finnish to English terminology on 

global education, a complete correspondence with the Finnish form cannot be reached. As 

with all translation, interpretation is required (For original questions in Finnish, see appen-

dix). The application form also requires: a name for the project, name of the organization, 

and date and code of its registration, contact information, number of members, incomes of 

the last audit year, person(s) in charge and cooperation partners of the organization. 

7.2. Global education projects funded in 2012 and 2013  

The applications of the research data consist of 17 proposals for 15 global education pro-

jects of respective Finnish organizations. These organizations vary in all ways from age to 

number of members and to the ethos of the organization. The yearly allocations from the 

Ministry for Foreign Affairs to development communication and global education projects 

are around 2 million euros. For instance, the recent 2014 appropriations allocate 2.074.620 

euros to development communication and global education projects (MFA, 2014 March 

28).  

For the purposes of this study, a decision was made to limit the data sample to project pro-

posals of two-year interventions. The main argument for this narrowing-down was that the 

MFA provides two-year-long funding only to projects which include an educational di-

mension. According to the funding guidelines, a two-year project needs to include “educa-

tion or training” which is not required from one year projects (MFA, 2014, section 4.2., 

para. 8). Furthermore, they need to include “teaching/training either as contact teaching or 

blended learning” (ibid.) On the other hand, for the sake of having enough relevant data, 

the sampling was extended to two project cycles. The project proposals chosen spanned 

from two calls for applications and include 17 applications from 15 different NGOs, of 

which nine are for 2012-2013 and eight for 2013-2014. The data represents all global edu-

cation projects which were approved for MFA funding in the aforementioned years. It does 

not, however, include the global education operations run by partner organizations, which 

also enjoy MFA funding. The data of the content analysis consists of project applications 

of, 

Biologian ja maantieteen opettajien liitto BMOL ry,  

Eettisen kaupan puolesta ry (two project applications) 
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Ihmisoikeusliitto ry,  

Kulttuuri- ja uskontofoorumi FOKUS ry,  

Liikunnan Kehitysyhteistyö LiiKe ry,  

Maailman luonnonsäätiö WWF, Suomen rahasto 

Mannerheimin Lastensuojelu Liitto, Satakunnan piiri ry  

Nuorten Akatemia ry (two project applications) 

Ortodoksisen kirkon ulkomaanapu, Ortaid ry 

Raudaskylän Kristillinen Opisto ry,  

Rauhankasvatusinstituutti ry  

Satakunnan  Monikulttuurisuusyhdistys ry,  

Suomen Rauhanliitto – Finlands Fredsförbund ry  

Taksvärkki ry  

Yhteiset Lapsemme ry 

  

In total, the research data exceeded to 189 pages of text. However, not all the text happens 

to be relevant for the purposes of this research. A great part of the pieces of text describe 

the administrative side of the projects: time tables, allocations of funds, expected results 

and how they are followed. Already by looking at the list of NGOs involved, it is evident 

that it consists of a diverse group of organizations which receive MFA funding. Despite 

their different focus, interests, competences and ethos; all of the applicants need to abide 

by the guidelines of the VGK fund. This requires the approved applications to be “realistic” 

and for the NGOs to have “sufficient resources to carry out the project” (MFA, 2014, sec-

tion 2, para. 6). The application text is very heterogeneous, as NGOs differ in their use of 

language and style of writing persuasive text. For instance, some of the applications are 

written with concise sentences and even use bullet points, while others write plentifully 

and use external references. In matters of actual text, the length of applications ranges from 

four pages to twenty, which further underlines the diversity of the data.  
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7.3. Analysis  

The analysis of global education project applications is based on qualitative, abductive 

content analysis (see section 2.3.1.). In addition to the theoretical commitments, it is im-

portant to illuminate the actual process of analysis for the sake of methodological transpar-

ency. It is, however, important to note that the methodological choices should have a pur-

pose and serve the research data and research questions. As stated before, in the light of 

this thesis, content analysis is not merely an applied tool used for deciphering themes and 

meanings in the data. Content analysis of this thesis is based on an interpretative, abductive 

process between the data and theory, from which new meaning can be extrapolated.  

In their consideration of documents and documentary sources, researchers have usually 

emphasized the use of documents as evidence. As a result they have focused almost entire-

ly on what is contained within documents (document content). (Prior, 2008, p.833) The 

abductive, interpretive process of this thesis goes beyond mere content as the text is more 

than something which needs to be read and understood. For this purpose, theoretical con-

templations of this thesis are significant, as the process of analysis moves from theory to 

data and back to theory. This would ideally form an analysis which incorporates the data 

and theory into an intertwined analysis, which is gathered around relevant categories. 

Themes of interest are firstly formed based on the theoretical part of this thesis and then 

complemented through an initial reading of the data. The reviewed themes are then used to 

investigate the research data through a close reading. From the relevant extracts, linkages 

to the theory are constructed and the analysis is carried forward. The results are presented 

in a “research narrative” which combines the data and the theory. This should manifest in 

what Bogdan and Biklen (2006) call data interpretations, which involves developing ideas 

about the information found in the various categories, patterns that are emerging, and 

meanings that seem to be conveyed (cited in Berg, 2009, p.343). In turn, this analysis 

should be related to the literature and broader concerns and to the original research ques-

tions (ibid.). 

Before making claims about the data, the practical process of coding needs to be described. 

In this thesis a process of open coding is undertaken. According to Bernard and Ryan 

(2000) coding is the heart and soul of whole-text analysis. Coding forces the researcher to 

make judgements about the meanings of contiguous blocks of text. (Bernard & Ryan, 2000, 

p.780) For this thesis, the chosen 17 applications serve as the sample of the study, and each 
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application represents an individual unit of analysis. The coding process is primary a pro-

cess of organizing research data but it also involves interpretation. As suggested by Elo 

and Kyngäs (2008), open coding happens through writing notes and headings in text while 

reading it. The written material is read through again, and as many headings as necessary 

are written down in the margins to describe all aspects of the content. The researcher 

comes to a decision, through interpretation, as to which things to put in the same category. 

(Elo & Kyngäs, 2008, pp.109-110) In this sense, the process forming categories and coding 

the research data is already a heavily interpretive process. 

The coding process of this thesis serves two purposes. The act of coding involves the sign-

ing of codes to contiguous units of text. First, codes act as tags to mark off text in corpus 

for later retrieval or indexing. Tags are not associated with any fixed units of text. Second, 

codes act as values assigned to fixed units. Here, codes are nominal, ordinal, or ratio scale 

values that are applied to fixed, nonoverlapping units of analysis. (Bernard & Ryan, 2000, 

p.782) In this thesis, the codes relate to any semantic wholes which carry meaning and can 

be distinctively tagged to relevant categories. As Bernard and Ryan (2000) point out, these 

two types of codes are not mutually exclusive (p.782). In this thesis, the system of coding 

involves the name of the non-governmental organization, the first year of the project, a 

number for the set of question which the text relates to and the paragraph in which the 

piece of text resides. For instance, “Eettisen kaupan puolesta ry, 2012, Q2P3” (i.e. the ap-

plication of the NGO Eettisen kaupan puolesta ry, 2012-2013 project, second set of ques-

tions, third paragraph).  

After this open coding, the lists of categories then begin to crystallize. As described earlier 

(in section 2.3.2.), the forming of categories was firstly a deductive process, from the gen-

eral to the specific. However, in practice the process of forming categories was a more 

complex and organic process, which is difficult to pin down in the order and types of infer-

encing. Relevant questions and features of categories also emerged from the data (more 

concerning certain categories than others). According to Elo and Kyngäs (2008), if there is 

not enough former knowledge about the phenomenon or if this knowledge is fragmented, 

the inductive approach is recommended. In practice, the process of forming categories is 

challenging to describe in detail in terms of inferencing. However, this process was con-

ducted in a pragmatic manner and not hampered by excessive methodological purism. It is 

more important that categories are applicable to the data and the research questions, and 
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that all relevant features are extracted from the research data. A pious methodology is not 

the purposes of this thesis. 

The analysis process (excluding the theoretical part) began with the formation of thematic 

categories. These categories are rounded on themes of interest which have emerged form 

theory (deductively) and from the data (inductively). These categories are then utilized to 

trace and extract manifest content and latent content from the research data. Analysing for 

the appearance of a particular word or content in textual material is referred to as manifest 

content analysis, while latent content analysis refers to the process of interpretation of con-

tent (Hsieh & Shannon, 2005, p.1283). Latent content is in the meaning of what is said 

rather than in the mere occurrence of a word or phrase.  

For the purpose of methodological transparency and illustrating how findings were extract-

ed, Table 5 presents the thematic categorization used in the analysis. Categories are basi-

cally patterns or themes that are directly expressed in the text or are derived from them 

through analysis. Then, relationships among categories are identified (Hsieh & Shannon, 

2005, p.1285). It is important to note that the categories might be intertwined and over-

lapping. Clear-cut distinctions between categories might be arbitrary and it is more im-

portant that categories complement one another, than get in the way of discussing the data. 

Each theme is assisted by auxiliary questions, which help to articulate what kind of cues 

and traces of information have been looked for and extracted considering a given theme 

(not restricted only to these questions).  

Once relevant information cumulates to a point when data interpretations emerge, and pat-

terns and meanings seem to be conveyed, extracts of relevant data are presented and dis-

cussed in the light of theory. This is when the special benefit of abduction comes to play, 

as it helps:  

to explain new and surprising empirical data through the elaboration, modi-

fication, or combination of pre-existing concepts. Within this context, the 

theoretical knowledge and pre-conceptions of the researcher must not be 

omitted. Nevertheless, this knowledge can be used much more flexibly than 

with hypothetically-deductive research: theoretical knowledge and pre-

conceptions serve as heuristic tools for the construction of concepts which 

are elaborated and modified on the basis of empirical data. (Kelle, 1995, cit-

ed in Richardson & Kramer, 2006, p.498) 
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Thematic categories Auxiliary questions 

Levels of educational engage-

ment 

How is global education understood? Is there a critical 

approach? Are there representations of campaigning, 

public relations or awareness raising? 

  

Conceptualizing global educa-

tion 

Which terminology is preferred by the NGOs? Which 

definitions are global education, development education, 

global responsibility given? How is global citizenship 

represented? 

  

Convergences of global educa-

tion and development policy   

Are there linkages between global education and devel-

opment policy represented in the applications? How is 

global education justified as a part of development poli-

cy? How is development policy present in the applica-

tions? 

  

Key Finnish stakeholders of 

global education 

Which administrative institutions are referred to? How is 

the role of Kepa represented? Which institutions are the 

main Finnish authorities in justifying global? 

  

Global stakeholders How are international organizations referred to? Which 

are main international authorities in defining develop-

ment and global education? Is there an indication of heg-

emonic and stakeholders in global education? 

 

Table 5 Thematic categories of analysis and auxiliary questions 

 

The results of the analysis are presented through relevant extracts, which are placed in the-

oretical frameworks. The process of analysis moves and fluctuates comfortably between 

the data and theory. This discussion of data and theory provides abductive inferences, 

which depend on previous knowledge that provide them with the necessary categorical 

framework for the interpretation, description and explanation of the empirical world under 

study (Kelle, 2005, pp.13-14). The data extracts would be less meaningful without relevant 

theory. The intention is not only to count and list manifest content, but to discuss findings 

in a way that hopefully provides new insight. For the sake of consistency, it is good to go 
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back to the initial research questions of this thesis. The analysis has been done with the 

research questions in mind. The research questions of this thesis are: 

1. How is global education incorporated into and justified in the Ministry for Foreign Af-

fairs’ operations? 

2. How are global education and development policy compatible?  

2.1. Are there specific issues in promoting global education projects aligned with devel-

opment policy?  

3. How do NGOs’ global education project applications serve for (both) global education 

and development policies? 
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8. RESULTS 

The VGK fund enjoys a specific position in the Ministry for Foreign Affairs’ development 

policy, as it is expected to communicate, and educate, to the general public on develop-

ment policy and development cooperation in an extensive sense. The particular position of 

the development communication and global education fund invokes questions of interest 

concerning global education processes. Global education which is funded by the MFA, 

according to the current development policy programme and international commitments, 

provides a very particular context.  

In this chapter, the data which was previously introduced is discussed through thematic 

categories of the carried out qualitative content analysis. The categories have foundations 

in theory, but they have been shaped by the research data as well. Some categories were 

formed more a priori i.e. chosen before approaching the data, while others emerged from 

reading the data in the light of a theoretical background. As an abductive, theory-led re-

search, the data has been investigated through theory. Since the research data is mainly an 

extensive body of text, the analysis of the data is best demonstrated in thematic categories 

(see Table 5). This structuring is added also for purposes of methodological transparency 

and for clarity, as not all facets can be investigated simultaneously. These thematically 

divided observations are discussed and demonstrated through extracts of data while refer-

ring to theory, with the intention on intertwining the data with the theory (literature and 

policy papers) and providing meaningful insights.  

The intention of thematic categories is not to extend the research topic into unnecessary 

areas, but to bring structure into discussing the data and to the interpretational process. The 

thematic categories will rather make the analysis more concise and focused. This process 

of analysis has been carried out with the research questions in mind and it is tightly inter-

woven to theory presented in this thesis. However, the thematic discussion of results is not 

directly an answer to the research questions of this thesis. Even as the observations are 

divided among categories, insight on one category can closely relate to another category, 

due to complexity of the data and research questions. The findings are pieced together and 

interpreted through research questions in chapter 9. 
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8.1. Awareness raising, campaigning and education 

Already in the beginning of the research process, it was evident that there is a great diversi-

ty in the NGOs’ global education project proposals which are included in the research data 

of this thesis. All of them deal with education or training in some sense, but the level of 

involvement or approach to global education can vary greatly. As already discussed in 

chapter 4, there are many takes on global education which also problematize the ability or 

intention of using critical approaches (Andreotti & de Souza, 2008).  

In the Finnish development policy, civil society organisations are set to advocate for global 

development in the Finnish society and raise the awareness on different ways and means to 

act and participate (MFA, 2012, p.20). This approach of awareness raising is rather promi-

nent in some of the global education project applications: 

It is central to widely increase discussion on development cooperation in the 

area, and to raise actors’ awareness in relation to development cooperation 

and global issues. (Raudaskylän kristillinen opisto ry, 2012, Q1P3) 

The Southern Oulu area’s peoples’ attitudes change for more positive in re-

gard to development policy questions and immigrants--. (Raudaskylän kristil-

linen opisto ry, 2012, Q7P2)  

We notify the students of physical education of the possibility to work in de-

veloping countries. We tell about the international work and study opportuni-

ties in sports. (LiiKe ry, 2013, Q1P4) 

With different understandings of awareness raising, it is difficult to pin-point whether ad-

vocating for global development and globally responsible acts is actually promoting for the 

organizations own operations. This is not directly against the MFA’s rules, and NGOs are 

surely expected to utilize their specific area of expertise. However, according to the VGK 

guidelines, NGOs are not allowed to use funds for publicity on their own development 

cooperation projects (MFA, 2014). Furthermore, according to the European Consensus of 

2007, public relations should be excluded. 

Not Public Relations: 23. For the avoidance of doubt, Development Educa-

tion and Awareness Raising are not concerned with activities that promote or 

encourage public support for development efforts per se or for specific or-

ganisations or institutions. They are not concerned with charity, organisa-

tional publicity or public relations exercises. (European Consensus on De-

velopment Education and Awareness-Raising, 2007) 

It seems that room for interpretation remains on what counts as awareness raising and what 

as public relations. The VGK guidelines also state campaigns as acceptable funding pur-
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poses (MFA, 2014). Therefore, a project which is set to advocate or campaigning for a 

specific issue is applicable for funding. These concepts are perhaps not clear-cut, yet it 

might highlight that it is not unproblematic to coin global education and communication 

projects under one funding instrument. Interestingly, the European Consensus is drastically 

different to the ODA definition presented earlier (page 70), which define promotion of 

development awareness as “activities designed to increase public support, i.e. awareness in 

the donor country of development co-operation efforts, needs and issues” (DAC, 2000, 

p.18). The MFA definition is located between these two approaches, as according to the 

VGK guidelines, development education’s aim is, 

--to increase the target group’s awareness on global development questions, 

to help people to perceive their own actions and place in the changing world 

and to promote global solidarity both individually and communally.  (MFA, 

2014) 

These differing definitions give an array of approaches to global education projects on how 

campaign-minded they should be. However, the ODA definition enjoys a strong position as 

it is a normative guideline if the global education project is to be funded from official de-

velopment appropriations. The research data also depicts this diversity in how keen on 

campaigning for development cooperation the Finnish global education projects intend to 

be. 

Global education as awareness for a global responsibility is, however, well aligned to the 

MFA’s policies and intentions to make development cooperation more public and the in-

formation easily available, while promoting a global responsibility, which fosters a global 

partnership based on the Millennium Development Goals (MFA, 2012). Once again, this 

confusion in approaches to global education might be due to the VGK instrument’s charac-

teristic in pairing global education with development communication. Even as two-year 

projects are required to have clear educational facets and a defined pedagogical approach, 

these projects often include a bit of both: dimension of global education and development 

communication. As long as the activities which enjoy funding are “socially acceptable” 

room for manoeuvres can be left to the NGOs (MFA, 2014, section 2, para. 6). Neverthe-

less, VGK funding is a discretionary state grant, which can also subsidize a project budget 

with conditional funding (ibid.). By having this authority, the MFA can regulate not to 

fund any projects which are founded on unsuitable values or include dubious activities.  
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Furthermore, advocacy and campaigning can be problematic for the global education pro-

jects. Bourn (2014) suggests the use of global learning, as it has been referred to by policy-

makers as a way of separating out the education and campaigning agendas (p.16). For ex-

ample, a review of practice by the European Commission made a distinction between a 

“Global Learning approach” that aims to enhance the “competences of the learner” with a 

“Campaigning/Advocacy approach” that aims to effect concrete changes in individual be-

haviour or institutional/corporate policies (Rajacic et al., 2010, as quoted in Bourn, 2014). 

However, a campaign approach is prominent in many of the project applications, which to 

some extent blurs the lines between promoting global education and promoting NGOs’ 

respective campaigns:  

As another theme for the consumer parliament, are the public procurements 

of municipalities and cities, which also include procurements for schools. A 

usable concrete example is the preference of Fair Trade products in cities, 

which relates to the Fair Trade city/municipality/school honorary title 

awarded by the Fair Trade promotion company [Reilun kaupan 

edistämisyhdistys]. (Eettisen kaupan puolesta ry, 2012, Q2P25)   

It is natural, and perhaps preferable, that NGOs focus on their own areas of expertise. 

However, as already discussed, it might raise concerns if there is an invested interest in the 

campaign which receives coverage in school settings. This notion might be more relevant 

for educational theorists, but from the MFA’s point of view, a clear distinction does not 

seem to be necessary. It is more relevant that projects applying for two-year-funding have 

pedagogical and educational dimensions, which does not rule out a campaign-oriented pro-

ject. Indeed, most of the projects represented in the data had a clear campaign basis.   

Development cooperation projects of the WWF are used as examples on how 

it is possible to create economically and ecologically sustainable livelihoods 

and ways of food production. The examples are used to demonstrate how the 

participation and empowerment of civil society improves food production 

and quality of life. (Maailman luonnonsäätiö WWF Suomen Rahasto, 2012, 

Q3P3) 

The communication project is a part of global education, which primary 

schools facilitate all the time, but the stories of ordinary people brings depth 

into global education questions. With the campaign it is desired to increase 

Finns’ understanding of the realities of people who live in different countries 

and surrounded by different restlessness. (Ortaid ry, 2013, Q6P1)   

What the global education projects should include is partly based on the MFA’s definition 

on global education. According to MFA guidelines and the definition in the 2012 devel-

opment policy, global education increases global responsibility, which means a commit-
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ment to human rights and a democratic decision-making, and a will to participate and act 

for global development, for instance, as consumers (MFA, VGK guidelines; MFA, 2012, 

p.20). This would leave plenty of room for the proposed project to be centred on any ac-

tivity which increases global responsibility, which does not need to be educational in the 

strictest sense. As previously stated, Andreotti and de Souza (2008) have illustrated the 

differences between campaigning (convincing someone to do something), awareness rais-

ing (presenting a partial perspective) and education (equipping people to participate in the 

debate) (Andreotti & de Souza, 2008, p.10). Using this framework, education which is 

aimed at increasing global responsibility sounds closely to campaigning. However, based 

on applications for funding, far-reaching conclusions on the activities’ engagement with 

education are difficult to make. Whereas discussion on the type of activities which are pos-

sible within the MFA policies and guidelines, and their alignment with educational policies, 

can be embarked upon.  

8.2. Development education, global education and global responsibility 

One area of interest stemming from development policy and global education policy was 

the use of different terminology in the project proposals. In the light of relevant literature, 

it is possible to move beyond quantifying the terms and to discuss the different choices of 

concepts and what they might indicate. The development of global education and the dif-

ferent ways it has been conceptualized has already been discussed in this thesis. It is also 

important to note, that some of the terminology is not easily translated from Finnish to 

English. In Finnish educational policy, kansainvälisyyskasvatus has been a widely used 

term, but in this thesis it has been referred to as global education due to the clumsiness of 

international education, which would be a rather outdated term based on the 1974 

UNESCO recommendations. However, in the Finnish global education field kan-

sainvälisyyskasvatus has been used interchangeably with globaalikasvatus while referring 

to global education (Räsänen, 2011). In the project applications, the term international ed-

ucation (kansainvälisyyskasvatus) still occurs to some extent: 

The intention of the project is not to replace international education already 

facilitated in schools, but to support the school’s own work and give new 

tools and practices for dealing with development education. (MLL Satakun-

nan piiri, 2013, Q6P1) 
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The aim is to create connections with those people responsible for interna-

tional education in the school establishments within the region-- (Rau-

hankasvatusinstituutti ry, 2012, Q2P11) 

As discussed earlier, the national evaluation on the Global Education 2010 –strategy indi-

cated, the use of global education terminology is diverse amongst the Finnish stakeholders 

(Räsänen, 2011).  The use of kansainvälisyyskasvatus in the Finnish context is however 

used to refer to content of global education. Even if incoherence occurs, it is not that harm-

ful if the content of what is discussed is understood in similar ways (ibid.). In the evalua-

tion it is also stated that to reach synergy and coherence in terminology, the relationships 

between terms should be addressed. For instance, by highlighting the cultural and social 

dimensions of sustainable education, instead of only the ecological one, the activities of 

sustainable education would converge towards global education fields of peace, human 

rights and development education (ibid., p.21). The use of kansainvälisyyskasvatus has 

been much more common in Finnish educational policy than what the project applications 

would implicate. Among the applications globaalikasvatus is the dominant term. The term 

is also preferred in the 2016 national core curriculum draft (see section 3.3.1.). This might 

mark a definite change in the use of these two terms. However, in the guidelines for the 

development communication and education fund globaalikasvatus is prominent except for 

one instance, which well demonstrates the interchangeable use of the two terms in Finnish. 

The particular fields of development communication and global education, 

which is funded from development appropriations, are development and hu-

man rights questions and other fields of international education when they 

deal with developing countries and include a clear dimension of development 

policy. (MFA, 2014, section 1, para. 7) 

Interestingly, the MFA definition frames global education as activity which needs to relate 

to developing countries and/or development policy. The MFA perception emphasises a link 

between development policy and global education, even if global education can also be 

understood more broadly. This definition is similar to the ODA criterion on promoting 

development awareness and it sets clear parameters to what the global education projects 

can include (which surely is the purpose of guidelines). Therefore, the NGOs need to ad-

dress developing countries and development policy, and link them to their global education 

projects. Otherwise, the global education project applications articulate their approach 

through concepts of development education, education for global responsibility and global 

and active citizenship. The NGOs either refer to certain terms as given, or define them ac-

cording to their own understanding. 
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The central themes of the Maailmankoulu project are global responsibility 

and equity, which are also repeated in the development policy programme 

and in the UN Millennium Development Goals. (Rauhankasvatusinstituutti ry, 

2012, Q1P5)   

The broad aim of the project is to increase and strengthen the status of de-

velopment education in school institutions, municipalities and to help rear 

children and young people into global citizens who know their global respon-

sibility (Rauhankasvatusinstituutti ry, 2012, Q2P1) 

As central themes to the project, are growing to global responsibility, reality 

and everyday life of developing countries and global development issues with 

a focus on Africa. (Suomen Rauhanliitto, 2012, Q2P5) 

The aim of development education is to increase the target group’s aware-

ness on global development questions, to help people to perceive their own 

action and place in the changing world and to further global solidarity both 

as individuals and as communities. (Nuorten Akatemia ry, 2012, Q6P2) 

Many of the project applications seem to have encompassed education for global responsi-

bility as a central understanding of global education. This might be due to its prominence 

in the Finnish global education policy papers.  Furthermore, this would encourage the idea 

that policy changes in global education have also had an impact on the field. The NGOs 

also refer to distinctive fields of global education. Human rights education, sustainable 

education, peace education and multicultural education are often referred to in connection 

to the values of the NGO or their projects.   

The aim is to increase the awareness of educational facilitators on the im-

portance of human rights as a value basis for their operations and to bring 

the perspective of human rights and development policy into educational 

wholes. (Ihmisoikeusliitto ry, 2013, Q1P3) 

There is a desire to support students participation in Finnish and global 

communities through developing students’ readiness for intercultural com-

munication, internationality and for building the future on socially and cul-

turally sustainable solutions. (Rauhankasvatusinstituutti ry, 2012, Q1P5)    

In addition to the wide range of approaches and definitions of global education, and the 

way they are linked to development policy, the applications also include a set of pedagogi-

cal approaches. This emerged as an unexpected feature in the analysis process. The inclu-

sion of actual pedagogical methods, frameworks and definition is a welcomed quality. As 

according to Bourn (2014), all too often in the past, practice within schools on learning 

about development and global issues has been based on approaches that suggest that 

providing information, awareness and learning will transform learners’ views about the 

wider world, leading to engagement and action for change. Concepts such as the ‘Global 
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Dimension’ were not based on a clear pedagogical framework. (Bourn, 2014, p.4) This 

would be accurate for any initiatives on global education, as articulating pedagogical 

commitments shows that these issues have been considered. Some applications referred to 

pedagogical paradigms while others mention educational theorists. 

The project applies the model of experiential learning by David Kolb. In the 

model of experiential learning, the student acquires information within a 

process which takes place in the interaction of the student and the surround-

ing. These experiences influence knowledge, feelings and understanding. 

(Suomen rauhanliitto, 2012, Q2P48) 

The pedagogical thinking of the project is based on Paulo Freire’s thoughts 

on critical pedagogy and also on John Dewey’s and Richard Susterman’s 

views on art education which emphasise the aesthetic nature of everyday life. 

This is the basis for an idea of a socially reformative education which high-

lights small stories instead of big ones and emphasises the dismantling of 

questions of power and knowledge. (Yhteiset lapsemme, 2012, Q2P27) 

Our development education is based on national primary school and upper 

secondary school curricula. As a method, critical pedagogy is applied espe-

cially in the Vaikuta! workshop. It is an educational approach which was de-

veloped in the Latin America and which encourages for activism and urges to 

act for change in the local community. (Taksvärkki, 2013, Q2P47)   

The inclusion of pedagogical methods and references to educational theorists indicates that 

the NGOs themselves are serious on an educational involvement, at least when it comes to 

the project applications. Even if the VGK guidelines and policy papers on development 

education emphasise awareness raising more prominently, the coordinators in some NGOs 

are familiar with educational approaches. Especially references to critical pedagogy give 

an impression that the NGOs are engaged with educational activity which has a more criti-

cal approach and intends to transform the values and perceptions of the target group with-

out top-down indoctrination. Once again, this is one possible interpretation and too far-

fetching predictions on the contents and nature of the projects should not be made based on 

mere project applications. Nevertheless, the inclusion of critical pedagogy and other rele-

vant educational methods was an unexpected and welcomed finding. 

To give a qualitative account on the educational approaches in the project applications is 

no small task and would suffice as a research focus on its own. The intention is not to list 

and investigate all the different educational approaches and their definitions per se. For the 

purposes of finding answers to the research questions of this thesis, it is relevant to find out 

what concepts are most used and functional for justifying the projects, and for presenting a 

connection between the project’s operations and development policy (as the MFA’s policy 
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documents insist). For this purpose, the concepts of global education, development educa-

tion and education for global responsibility are most central. Global education is in many 

cases articulated as an educational approach which promotes global responsibility, much 

according to the policy consensus of Finnish policy papers on global education.  

According to the aims of global education, it [the project] also brings for-

ward solutions and promotes global responsibility, both in the personal lives 

of the youth as well as communally (Eettisen kaupan puolesta ry, 2012, Q1P1) 

The youngsters’ growth towards global responsibility and global citizenship 

is supported through the project. Global responsibility is commitment to hu-

man rights and democratic decision-making, and the will to participate and 

act for global development. (Nuorten Akatemia, 2013, Q7P3) 

The definition of global education which fosters global responsibility is also aligned with 

the MFA definition (MFA, 2012). What this global responsibility is can be contested, but it 

relates to human rights and active democracy as mentioned by Nuorten Akatemia (Q7P3). 

It is not surprising that the project applications reiterate the terminology and definitions 

which are presented in the MFA’s policy papers. Even if the definitions of the NGOs’ ap-

plications are not that original, they demonstrate the pervasiveness of certain conceptuali-

zations of global education. Therefore, it is safe to say, that education which fosters global 

responsibility has been the dominant understanding amongst Finnish global education 

stakeholders. 

Concerning the future of global education and related terminology, it is important to re-

member that the foundations of conceptualizing global education are based on UN and 

UNESCO values and definitions. As the world keeps constantly changing, it is sometimes 

relevant to update the contents and concepts in global education. (Räsänen, 2011, p.14) 

This is significant especially now, as the process of defining the post-2015 era is gaining 

momentum, which can evidently have major influence also on contents of global education. 

Furthermore, the inclusion of global citizenship and education for global responsibility in 

the 2016 Finnish national core curriculum draft gives great prominence for global educa-

tion in the future. As discussed in this thesis, the convergences of development policy and 

global education are undeniable, which indicates that the post-2015 agenda will also have 

some effect on the global education agenda.  
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8.3. Linkages between development policy and global education 

As mentioned already in the beginning of this thesis, the most notable feature of this re-

search, the incorporation of global education and development policy, is not the most usual 

choice of building a theoretical background. The particular research interest of this thesis 

gave the impetus to frame the research process to include these two entities, and to under-

stand them foremost as policies (as explained in section 2.3.2). Throughout this thesis, the 

justification and relation between these two policies has been discussed, and it has formed 

a binding narrative for this thesis. How the relation of global education and development 

policy manifests in the global education project applications is therefore a significant ques-

tion. The theoretical elaborations of this thesis have already brought up convergences be-

tween global education and development policy. How this is represented in the projects 

and their applications is a question of interest.  

Already in the guidelines of the project funding, it is articulated how the support for global 

education projects relates to Finnish development policy. 

According to the Finnish development policy programme, the Ministry for 

Foreign Affairs supports Finnish non-governmental organization on devel-

opment communication and global education. According to the programme, 

global education increases global responsibility, which means a commitment 

to human rights and to democratic decision-making and a will to participate 

and act for global development, for example as a consumer. (MFA, 2014, 

section 1, para. 2) 

This is clear indication that global education is a part of the Finnish development policy. It 

also highlights the understanding of global education through global responsibility. The 

idea of participation in development cooperation and development policy is prominent in 

the guidelines as well as in the project applications. From the point of view of global edu-

cation and development education, a usual argument is that people need access to infor-

mation on development cooperation in order to participate in the debate (Laakso, 2007, 

p.61). Therefore, the intention to encourage people to participate in development serves as 

a linkage, and as a justification, between global education and development policy: 

The aim is to increase societal participation and responsibility, and to en-

courage teachers and students to familiarize with human rights and develop-

ment questions more broadly. (Ihmisoikeusliitto ry, 2013, Q2P5) 

The educational target of the project is to, on one hand, strengthen Finnish 

youngsters’ awareness on the situation of young people in developing coun-
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tries, and on the other hand, to rouse the enthusiasm and desire to act for a 

more just world. (Taksvärkki ry, 2013, Q1P2)  

This would highlight the approach to global education as a vehicle for development. It then 

begs the question what this conceptualization on global education can include (for instance, 

in terms of engagement with critical global education, as discussed before in 8.1.). Partici-

pation can be understood as critical engagement or as gaining public support for develop-

ment cooperation. 

The intention is to create the foundations so that future taxpayers and influ-

ential people are able to support and understand development cooperation 

and politics which consistently promote equity. Political decisions do not ap-

pear by themselves, but through the contribution of active citizens. (Suomen 

rauhanliitto ry, 2012, Q2P8) 

However, too far reaching interpretations should not be made on an intentional promotion 

of development policy through global education. Nevertheless, these connections between 

global education and development policy should be noted, and they do serve as relevant 

justification for the funding of global education from the development appropriations. The 

participation of Finnish citizens in development policy is one such justification. The idea 

of participation is closely connected to the idea of global partnership in development poli-

cy. This is especially relevant through the Millennium Development Goals, as explicitly 

mentioned in the guidelines for VGK funding: 

--on 16.2.2012 the new development policy programme was accepted, which 

gives the definitions and focus points for Finnish development policy. The 

human rights based approach to development serves as a starting point. A 

global partnership for development according to the eighth Millennium De-

velopment Goal encourages Finnish people to commit to global responsibil-

ity and to participate in development policy. (MFA, 2014, section 1, para. 1)  

As described, the Finnish development policy follows a human rights-based approach 

while the eighth MDG promotes a global partnership which encourages Finns to participate 

in development. The participatory feature of a global development is intended to lead to 

global partnership. It serves as further justification for the pairing of development policy 

with global education. The concept of partnership is also referred to in the project applica-

tions, for instance as a North-South partnership: 

Target 8 [of MDGs’]: To provide a global partnership for development. The 

project increases the ability of young people and young adults to comprehend, 

how they can affect the daily lives of ordinary people in the South through 

their own actions. Global citizenship and understanding the shared responsi-
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bility is a step towards global partnership. Through the project’s Indian 

partner, Cividep India, valuable information can be received from the civil 

society actors of a developing country. Simultaneously, Cividep India edu-

cates the young people’s awareness on partnership and how the sustainable 

use of natural resources and social and economic equality are active being 

promoted around the world. (Eettisen kaupan puolesta ry, 2013, Q3P8)  

Through the Ilmari school visits, young people will perceive climate change 

as a global issue, on which people are acting in the global South and North 

as equal partners, even as the effects of climate change are hardest for the 

poor. (Nuorten Akatemia ry, 2012, Q2P7) 

The increase of mutual knowledge, tolerance and respect between the young-

sters of Finland and developing countries, is a target of the project. The ful-

filment of this target is advanced by the interaction between the youngsters in 

Finland and those of developing countries, on a ”from young to young” 

model. The young people of developing countries get to express themselves 

and get to share their thoughts and stories to Finnish youngsters, for example 

through photo stories. (Taksvärkki ry, 2013, Q1P3)   

Even if the conceptualization of a global partnership through participation might be a dis-

tant target, it clearly gives a policy framework how development policy should foster glob-

al education, and vice versa. It also highlights the role of a human rights-based approach 

(involving democratic participation) and Millennium Development Goals (the target of a 

global partnership). As discussed in relation to development policy, the Finnish MFA’s 

guidelines for civil society also foster the idea of partnership through North-South civil 

society participation. According to the MFA, through this partnership, it is possible to in-

crease Finns’ awareness of conditions in developing countries and strengthen public sup-

port for all development cooperation (MFA, 2010, p.3). In this sense, development cooper-

ation through partnerships in civil society can provide spaces for fostering development 

awareness and global education, as is the case with some global education projects. It is, 

however, a relevant question whether “strengthening public support for all development 

cooperation” is in the interests of global education. The idea of a global partnership 

through participation in development policy draws a linkage into global education and it, 

nevertheless, is a convergence between global education and development policy. 

However, it is a relevant question whether global education is seen as a tool, or as a vehicle, 

for fostering public support for development cooperation rather than educating and engag-

ing the Finnish public critically with development issues. The donor countries of Official 

Development Assistance are expected to be accountable for their development appropria-

tions and for the effectiveness of development practices. In development policy, this devel-



91 

 

opment efficiency has been a relevant discourse (see 5.1.) (Busan Partnership, 2011). Ac-

cording to an OECD commissioned study, “development communication” is considered a 

major link in the accountability relationship between donor agencies and their domestic 

constituencies. OECD countries are under increasing pressure to account for the aid they 

give, funded from taxpayers’ money, to developing countries. This has led to a growing 

investment in results communication targeted at donor public, with the expectation that 

increased transparency about how aid is spent will lead to sustained and possibly increased 

levels of public support for development cooperation (OECD DevCom, 2009, p.4). Commu-

nication and transparency are especially important for the development efficiency approach.  

Even as global education is well present in MFA’s development policy, it is more difficult 

to interpret the internal logic and justification for involvement in global education. There 

might be a conflict of interest between development policymakers advocating for global 

education and development education, and educators committed to global education as an 

earnest educational approach. It is understandable that the Finnish MFA wants to com-

municate about development for the sake of transparency and for public support, but global 

education projects should not perhaps be framed for such a narrow purpose. Based on the 

research data, too bold statements cannot be made on the contents of the projects, but it is 

also important to consider the problematic sides of linkages between development policy 

and global education. The proximity of global education and development communication 

within the same instrument, and following similar guidelines, might add to the confusion 

of raising approval for development cooperation rather than engaging with global issues 

critically.  

8.4. Administrative (institutional) responsibilities and coordination 

As a theme which emerged prior to approaching the data, the question on the sharing of 

responsibilities between different administrations concerning global education was present 

throughout the theoretical part of this thesis. Especially in Finnish policy papers on global 

education, the arrangement of pairing Ministry of Education and Culture with Ministry for 

Foreign Affairs emerged as a relevant theme (MoEC, 2007; Räsänen, 2011). Whether dif-

ferent Ministries and other institutional stakeholders were prominently represented in the 

project applications, remained a question of interest. Besides ministries, it was a predeter-
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mined interest of finding out which authorities proposals refer to in justifying their global 

education projects. 

Through the Ilmari project and with the help of different financiers (MoEC, 

FNBE, [former] Ministry of Trade and Industry) organizations have been 

able to develop environmental education throughout the years and now there 

is an intention to develop the project so it more promotes youth agency. 

(Nuorten Akatemia ry, 2012, Q1P8) 

Each class will have a two-hour lesson on children’s rights and on what it 

means to be a child in our days. The theme has unfortunately been neglected 

in schools, so there is a need for these lessons (Ministry of Education Child 

and Youth Policy Programme 2007-2011) (MLL Satakunnan piiri ry, 2012, 

Q2P5)  

References to ministries were mainly scarce and indirect, but mentions of publications of 

the Ministry of Education and Culture, Finnish National Board of Education and Ministry 

for Foreign Affairs were most notable. Concerning different ministries, they mainly control 

and direct organizations through legislation, state subsidies, instructions and other infor-

mation, and the profit agreements between the different parties involved. In addition, some 

ministries have their own specific NGO strategies, as is the case with the MFA and the 

MoEC (Harju, 2009, p.47). Regarding their areas of responsibilities, the MFA handles or-

ganizations involved with development and human rights issues, while the MoEC deals 

with culture, sports, youth, science and art organizations, as well as the area of non-formal 

adult education (ibid., p.46). Convergences can be seen in the ministries responsibilities, as 

those dealing with global education are involved in development policy and youth or cul-

ture. It seems that the MFA is in part taking care of responsibilities which might be suita-

ble for the Ministry of Education and Culture just the same. Furthermore, NGOs refer to 

local municipalities’ education administrations (opetus- ja sivistystoimi) in their project 

applications.  

The project cooperates with the Satakunta Multicultural Society [Monikulttu-

urisuusyhdistys ry] and with local education administrations. (MLL Sa-

takunnan piiri ry, 2012, Q5P1) 

Maailman koulu cooperates with the educational administrations of different 

cities, so teacher will be more effectively reached. (Rauhankasvatusinstituutti 

ry, 2012, Q2P13)  

The NGOs are responsible for forming their own partnerships, but local education adminis-

trators are often mentioned as relevant partners. It does, however, indicate how the orienta-

tion of processes on the field, might be closer to educational authorities rather than the 
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MFA. The local administrators and officers at the MoEC might also be more experienced 

and competent in dealing with global education due to their daily work and educational 

background. Unsurprisingly, the national core curriculum was also often referred to as a 

justification or reference for the cause and content of a project. It is a stated precondition 

for projects which deal with primary education, upper secondary schools or vocational 

schools to be tied to the national core curriculum (MFA, 2014, section 4.2, para. 8). Other 

points of reference included the multi-stakeholder Global Education 2010 strategy, Finnish 

development policy programmes (2007 and 2012) and global education publications by the 

Ministry for Education. 

Development education practised by Taksvärkki ry is based on the values and 

contents of the national core curriculum for primary education and upper 

secondary schools. (Taksvärkki ry, 2013, Q6P6) 

The methods, on their part, exercise the respect of human dignity and human 

rights and cooperation (Global Education 2010) (Nuorten Akatemia, 2012, 

Q1P6) 

For instance, in the Ministry of Education’s publication Kasvaminen 

globaaliin vastuuseen [Growing to a global responsibility], Tommi Hoikkala 

calls for those who use drama pedagogy. (Suomen rauhanliitto ry, 2012, 

Q2P3) 

The project intends to strengthen education for a sustainable lifestyle, to pro-

vide opportunities for participation and social activity and for an experience 

of development cooperation. These competences are also included in the pre-

liminary learning outcomes of the As a Global Citizen in Finland project of 

the Finnish National Board of Education. (Nuorten Akatemia, 2012 , Q7P2) 

According to the project applications, NGOs’ projects were more directly involved with 

Kepa ry rather than with the Ministry for Foreign Affairs or Ministry of Education and 

Culture. This serves the Kepa’s purpose of coordinating and cooperating with the work of 

NGOs. 

A day-long training will be provided for student teachers in cooperation with 

organizations and facilitated by the World School [Maailmankoulu] and 

Kepa’s Global Education Network [Globaalikasvatusverkosto]. (Rau-

hankasvatusinstituutti ry, 2012, Q2P61)   

The MoEC is most relevant for lifelong-learning and heavily involved with matters of civil 

society. According to MoEC policy definitions, the role of non-formal adult education is 

the strengthening of active citizenship, civil abilities, equality and the individual’s capacity 

to participate in civil society. In the Adult Education Act, the objective of non-formal adult 

education is “on the basis of the principle of lifelong learning, to support the diverse devel-



94 

 

opment of an individual’s personality and ability to act in a community and to promote 

democracy, equality and pluralism in the Finnish society.” (Harju, 2009 p.63) In this sense, 

lifelong-learning is a linkage between the two ministries, as it was agreed upon that life-

long-learning is the right approach for global education (Räsänen, 2011). The responsibil-

ity on carrying this was primarily set for the MFA and the MoEC (ibid., p.43). 

As already described, the Ministry for Foreign Affairs and Ministry of Education and Cul-

ture have significant cooperation concerning global education in Finland (Räsänen, 2011, 

MoEC, 2007). However, even as this cooperation is often referred to, it is rarely explicitly 

described. It is stated that cooperation exists, especially concerning the VGK fund, but 

what this cooperation consists of, is more difficult to answer. The MFA is still solely re-

sponsible for the development communication and global education instrument, which is 

funded from development appropriations (MFA, 2014). If the MoEC is a closer partner to 

NGOs involved in global education, it could be argued that the MFA is taking care of re-

sponsibilities better suitable for the MoEC. Perhaps tellingly, as the very last follow-up 

action in the 2010 final report of a multi-stakeholder global education steering group, it is 

proposed to clarify the cooperation, sharing of responsibilities and financing practices of 

global education between the Ministry for Foreign Affairs and the Ministry of Education 

(MoEC, 2010b, p.25). Whether this has acted upon is a relevant question, as is whether this 

target has been met. Moreover, the attempt to relocate the VGK fund administration to 

Kepa might give insight on the state of cooperation and the burden of administration for 

the MFA. 

8.5. UN, UNESCO, North-South Centre  

Approaching the research data, an interest was set whether international organizations and 

global education stakeholders are referred to in relevant ways in the project applications. 

Not concentrating on possible international partners of the NGOs, the focus was on the use 

of international stakeholders in defining and justifying global education. This could include 

references to prominent definitions of global education or to development policy agendas. 

Further discussions could be facilitated on how the global education projects relate to 

global education and development policy at an international level. In general, findings on 

these questions where more scarce than on other categories utilized in the analysis process. 
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The most frequent point reference was the Millennium Development Goals of the United 

Nations. As already discussed, they are one relevant framework for binding global educa-

tion together with development policy, mostly due to the eighth MDG on a global partner-

ship. Beside this, the UN was a reference point in other ways. 

Sufficient and nourishing food and fresh water for which people have a guar-

anteed access has been declared as a basic right (UN 1966). For these rights 

to be fulfilled globally, people in the Western world need to recognize their 

responsibility, demand for more sustainable production methods and act as 

conscious consumers. (Maailman luonnonsäätiö WWF Suomen rahasto, 2012, 

Q1P4)  

The UN general assembly passed a resolution in October 2010, which de-

clared the first week of February as the World Interfaith Harmony Week 

amongst all religions and beliefs. The resolution encourages the message of 

supporting interreligious understanding especially during this 

week.(Kulttuuri- ja uskontofoorumi FOKUS ry, 2013, Q1P1) 

The primary purpose of the project is to improve the children’s awareness on 

children’s rights and to make the voice of children and young people heard 

on the Children’s Day of UN and during the whole project period. (Manner-

heimin Laastensuojeluliitto Satakunnan piiri, 2012, Q1P1) 

In addition to the extensive references to MDGs, the UN is mentioned in connection to 

many distinctive themes which are related to the given projects. References to the UN 

might be seen to give further justification and gravitas to the project, as the UN represents 

a global authority and is therefore very pertinent to global education issues. Similarly, 

UNESCO was an appropriate point of reference in the project applications.  

According to UNESCO definitions, education can in many ways be utilized to 

influence the world of tomorrow. The aim of the project is that participating 

children and youngsters will grow up to be active and responsible world citi-

zens, who want to act for a more just and sustainable future for the human-

kind.  (Suomen rauhanliitto, 2012, Q2P1) 

Rather surprisingly, UNESCO was not represented in the project applications explicitly 

besides this one instance. As a major global education proponent, UNESCO was noticea-

bly missing in the project applications, contrary to presupposed expectations when forming 

the categories for analysis. Another authority in defining global education was the North-

South Center and its Maastricht declaration 

The main message of the project stems from the definition of global education 

and the knowledge, skills and attitudes of a global citizen. (Maastricht 2002, 

Glob. Ed. Guidelines, North-South Center, 2009): 
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1) The role of teachers is to provide pupils and students with space, opportu-

nities and time to discuss the surrounding world and its phenomena from 

multiple different. [sic] Here the aim is to perceive the world as a manifold 

and multidimensional place, in which people, who have the same human 

rights, have very different opportunities and starting points for life.  

2) Inspecting the world is intended to raise the desire to influence in the 

communal future of the world by increasing equality, equity, fairness and 

modesty. (Biologian ja maantieteen opettajien liitto, 2012 Q1P1)  

In contrast to the scarce references to UNESCO and the North-South Center, the defini-

tions of global education were rather directly based on MFA’s definitions from the devel-

opment policy programme (i.e. MFA, 2012).  

Considering the future, it is interesting how the global education and development policy 

will gain new approaches and emphasis due to the end of MDG framework and the conse-

quent post-2015 agenda. For instance, UNESCO has already proposed and educational 

agenda on the post-2015 process in a proposal which also highlights the central importance 

of global education. As one imperative for the post-2015 agenda, UNESCO proposes that 

“opportunities to acquire knowledge and skills for sustainable development, global citizen-

ship and the world of work must be enhanced” (UNESCO, 2014, p.3). Furthermore, as an 

indicator for measuring post-2015 educational agenda, UNESCO suggests that the percent-

age of “students’ total study hours that address peace, sustainable development, global citi-

zenship and cultural diversity” should be observed (ibid., p.8). Global citizenship has 

prominence also as a solution to current challenges which education should tackle: 

In the face of concern over social inequity and unequal participation in de-

velopment, and the persistence of intra- and inter-national conflict and social 

unrest, increased attention is being paid to the central role of education in 

promoting peace and social cohesion. In this perspective, global citizenship 

and civic engagement, as well as learning to live together have come to the 

fore as key social learning outcomes. (UNESCO, 2014, Education and devel-

opment, p.2) 

UNESCO still seems to be a relevant global education proponent even if the project appli-

cations did not include many references to UNESCO explicitly. Based on the UNESCO 

position paper, there is a strong possibility that the post-2015 will include many global 

education issues. This would most likely guarantee the prominence of global education 

also in the Finnish MFA’s development policy. In addition to UNESCO, the UN has also a 

more recent framework for the promotion of global education through its Global Education 

First Initiative. Interestingly for the future global education field, it involves a Global Citi-
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zenship target. According to the UN initiative, fostering global citizenship is one key ac-

tion, which would, 

develop the values, knowledge and skills necessary for peace, tolerance, and 

respect for diversity. Cultivate a sense of community and active participation 

in giving back to society. Cultivate a sense of community and active partici-

pation in giving back to society. (Global Education First Initiative, 2012) 

The practical significance of the Global Education First Initiative can be questioned, as it is 

more an advocacy group which promotes an education agenda amongst high-level stake-

holders. Nevertheless, these processes indicate the current pervasiveness of global educa-

tion and how it will most likely enjoy some position in the post-2015 global development 

agenda. The UN and UNESCO foundations of global education are still relevant and so are 

the two institutions in promoting global education and its values. In the light of literature 

and policy papers used in this thesis, the work of UN and UNESCO will eventually have 

an effect also on Finnish global education agenda.  

  



98 

 

9. CONCLUSIONS 

This thesis has tried to answer questions on the compatibility of global education and de-

velopment policy. It has done so by investigating global education project proposals which 

gained funding from the development appropriations of the Ministry for Foreign Affairs of 

Finland. Global education and development policy meet in this specific intersect, as the 

global education projects need to take both policy approaches into consideration. In this 

chapter, the main research findings will be discussed and brought together.  

As the starting point for the thesis was finding ways how global education is accommodat-

ed in the MFA’s development policy, and what the possible consequences are for coining 

global education with development policy, multiple conclusions should be discussed. From 

a theoretical point of view, development policy and global education have points of con-

vergence for instance in the Millennium Development Goals, and especially its eighth goal 

for a global partnership. Further points of convergence include the ideas of transparency in 

development cooperation and having an aware public which can hold development stake-

holders accountable. Even as there are many approaches to development cooperation, 

global education has its place in development policy, as some development stakeholders 

consider it to be an important tool in engaging the public with development issues. Accord-

ing to many conceptualizations, development education is understood as a field of global 

education which deals essentially with global development. However, the research data 

implies that there is some ambiguity whether global education should be involved with 

raising support for development cooperation per se, or if a more critical approach should 

be utilized. Similarly, the non-governmental organizations facilitating global education 

differ in their approaches to global education.  

The differences in the project applications are not that surprising, as the NGOs vary in their 

values, activities and competences. The project applications need to adhere to MFA’s 

guidelines which follow ODA definitions and they refer to the Millennium Development 

Goals as further justification. Global education is also explicitly discussed in the project 

proposals, with mentions of the national core curriculum, global education definitions and 

respective educational methods. The project proposals serve comfortably for development 

policy and global education policy, but to some extent by reiterating the guidelines and 

definitions provided by the MFA of Finland. There is a clear framework of discussing 

global education in a way which includes points from the Finnish development policy, and 
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vice versa, to discuss development policy as something which benefits from global educa-

tion.  

Furthermore, the key advocates of development cooperation, mainly the UN and OECD, 

have different takes on development policy and on what role global education has to play 

in it. Global education has been founded on UN and UNESCO values, while OECD and its 

Development Assistance Committee are very influential in shaping development policy 

and focus on measuring development money flows. Therefore, the question of how global 

education and development policy can coexist depends on which definitions of global edu-

cation and approaches to development policy are utilized. For instance, some NGO with a 

campaigning for the increase in ODA appropriations might be more aligned with OECD 

development policy. In contrasts, another NGO educating for a global partnership for 

reaching the Millennium Development Goals would be relevant for the development policy 

of the UN. In the case of the Finnish MFA’s development communication and global edu-

cation instrument, both approaches to development policy have relevance. The eighth 

MDG is used as justification for global education in the funding guidelines, while the actu-

al use of development appropriations to global education projects needs to fulfil the ODA 

criteria.  

The importance of following ODA definitions is significant especially from the MFA’s 

perspective, but it sets clear limitations to what the Finnish MFA can fund as global educa-

tion projects. Paradoxically, the ODA criteria can restrict the autonomy of MFA’s deci-

sion-making on which global education projects to support from the official development 

appropriations. This well highlights, that even if global education and development policy 

are compatible, and the incorporation of global education in MFA policy is well justified, it 

still establishes global education as subordinate to development policy. To summarise, 

there is no fundamental problem in promoting global education as a part of development 

policy, but it fosters a certain kind of global education. The research data together with the 

MFA guidelines demonstrated that the funded projects need to include a clear dimension of 

development policy. These features depict how definitions by the Development Assistance 

Committee of the OECD can influence Finnish global education projects. In this sense, the 

global education projects promoted by the MFA are first and foremost related to develop-

ment education. From an educational point of view, there is a danger that a lack of critical 

approaches and a broad understanding of global education will manifest in global educa-

tion projects which are mere extensions of Finnish development policy. 
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Based on Finnish global education policy papers, the most prominent conceptualization of 

global education is education for global responsibility. It is also present in the MFA’s doc-

uments. Education for global responsibility also well follows the MDGs’ target of a global 

partnership, and therefore serves both for global education and development policy. Even 

if finding connections between global education and development policy is easy, finding a 

simple framework for how to allocate funding for global education projects is a more diffi-

cult challenge. As the global education projects are funded from development appropria-

tions, they need to comply with DAC’s definition of development awareness which is in-

terested on increasing public support for development cooperation. Following the official 

interpretation in the ODA criteria on promoting development awareness can therefore be 

an administrative challenge for the MFA. At least the attempt to shift the VGK tool from 

the MFA to Kepa might indicate so. An interesting question would be how the NGOs con-

sider the MFA’s role and administration. If mistrust occurs, an important issue might be 

how the cooperation between the MFA, MoEC, Kepa and NGOs themselves could be im-

proved. Although the MFA is the main trustee of the VGK tool, the responsibility on coop-

eration lands on all those who are considered as significant partners. 

Even if global education gets a share of the Finnish ODA appropriations, if it is understood 

as a tool for awareness raising and gaining public support for development cooperation, 

many educational authors would be disheartened. For global education to have relevance 

for educators, it needs to be a serious educational approach which often requires a critical 

take on events and phenomena. Teachers and authors committed to global education will 

not be impressed with the inclusion of global education themes in development policy pa-

pers, if it happens at the price of watering-down global education. Advocators and interest 

groups for development might consider global education as a useful tool, rather than as 

having value in its own right. However, as this thesis demonstrates, the close proximity of 

global education and development communication might be a reason for policy setting 

which is more comfortable with processes of advocacy and campaigning rather than criti-

cal perspectives. With this in mind, global education promoted by the MFA might differ to 

global education preferred by teachers and educational policy-makers.  

Concerning the future of development policy and educational policy, it seems that global 

education will still have a prominent position. Due to the end of the MDG framework, 

some updating might take place in the global education agenda en route to the post-2015 

era. Based on the Global Education First Initiative of the UN and the post-2015 sugges-
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tions of UNESCO, global education is still important for these two institutions. Also in the 

Finnish context, the inclusion of global responsibility and global citizenship in the national 

core curriculum draft is a significant development. An inclusion in the NCC draft indicates, 

at least to some extent, that global education is part of the Finnish educational establish-

ment. The difference to former national core curriculum is that it is now more explicitly 

stated. It would therefore seem that global education holds importance in the Finnish socie-

ty and will continue to do so in years to come. Considering global narratives and develop-

ments, the formation of the post-2015 agenda might have significant implications also for 

global education.  
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10. FURTHER RESEARCH CONSIDERATIONS 

In this chapter, the research process is reflected in the light of ethical considerations and 

reliability of the study. It is important to give an account on these issues, so the possible 

outcomes of the thesis can be better judged. 

10.1. Ethical considerations 

The main ethical challenges during the research process were related to the research data, 

presenting only non-confidential information without personal disclosure. This ethical re-

sponsibility was present also in the daily routine of handling the research data with com-

mon discretion. As such, the project applications are part of public records and can be ac-

cessed through the information services of the Ministry for Foreign Affairs. However, the 

applications can include personal information which is good to keep in mind. To ensure an 

ethically sound research process, the first step was to ask for instruction on the use of the 

applications from the information services of the MFA. By following the instruction and 

remembering common discretion, no personal information was handled in an unethical 

manner. 

Despite refraining from the use of personal information, the extracts from applications cit-

ed in this thesis will reveal what certain non-governmental organizations have been doing, 

which makes it possible for people involved in the field to recognize their colleagues be-

hind the applications. This is inevitable, but it should be noted, that such recognitions are 

very unlikely. Such unfortunate identification might offend someone. However, it is per-

haps more an inconvenience rather than an ethical dilemma. As the projects enjoy public 

funding, people have the right to access the funding information if necessary. Therefore, 

the authority to decide on the use of the application rests with the Ministry for Foreign Af-

fairs. In this sense, the organizations involved did not have the autonomy to decide on their 

participation on this research. Nevertheless, the MFA is promoting transparency in its work, 

for instance by publishing all development appropriations online in a public database. Also, 

each year the MFA publishes the VGK appropriations on its website, with the allocated 

budgets of the projects. In this thesis, the references to amounts of budget have been most-

ly indicative. It could be argued, that this thesis also further promotes the transparency idea 

of the MFA. 
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The intention in this thesis has been to discuss the issues and contents of the project pro-

posals rather than the concentrating on the NGOs or their projects as such. All discussion 

relating to any stakeholder has also been from an academic, discreet point of view. There 

has not been an intention to judge or to give a normative account on how things should 

necessarily be done. In fact, a great appreciation goes out to all the NGOs, MFA adminis-

trators and other direct or indirect stakeholders of this thesis. Furthermore, in addition to 

providing access to the research data, the MFA of Finland did not have a stake in the re-

search process. This thesis has been formed with complete autonomy and it is not a com-

mission for the MFA.  

10.2. Reliability of the study 

Concerning issues of reliability, the theoretical and methodological considerations of this 

thesis are good starting points. As discussed in chapter 2, this thesis includes an abductive 

content analysis which has its strengths and limitations. Originally based on the ideas of 

C.S. Peirce, abductive research has some pragmatic features. As Reichertz (2004) states, so 

long as the new order is helpful in the completion of a task it is allowed to remain in force; 

if its value is limited, distinctions must be made; if it shows itself to be useless, it is aban-

doned (p.163). The concept of reliability as in naturalistic, quantitative research is not ap-

plicable for this thesis. The reliability of this thesis rather follows the pragmatism of Peirce. 

This thesis also has a very contextually bound research topic.  

This thesis provides one account on the incorporation of global education and development 

policy, and it utilizes the project applications of two-year global education projects from 

2012 and 2013. To enhance reliability of this thesis, a methodological and theoretical 

transparency has been fostered by discussing research choices explicitly. Concerning the 

research data, for qualitative research it can be regarded as rather extensive. However, pol-

icies and guidelines change due time which will alter the current affairs of global education 

in Finland. This thesis is therefore partly more relevant in the time and space of its comple-

tion. The debate on global education will not subdue and its relation to the MFA and to 

development policy will be relevant for times to come. For further research, this thesis can 

be used as a starting point and it would be interesting to follow the development of the 

VGK tool and MFA’s involvement with global education especially in transition to the 

post-2015 era. The national core curriculum reform will also influence the field of global 
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education in Finland. Both of these major changes have been discussed to improve the reli-

ability and relevance of this thesis. 

Crucial for the reliability of the study is the transparency of the analysis process. The re-

sults should be described in sufficient detail so that readers have a clear understanding of 

how the analysis was carried out. The reliability of this study is also heightened due to the 

fact that the research data is public and accessible to anyone who is interested. An explicit-

ly articulated research process, clear methodological and theoretical commitments, and the 

open access to research data makes it possible for anyone to replicate a similar study on 

similar data if interested. The transparency of the research process also enables anyone 

concerned to discuss the strengths and limitations of the study more openly.  
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APPENDIX 

Application form for VGK funding 

ULKOASIAINMINISTERIÖ HAKEMUS- JA 
SUUNNITELMALOMAKE 
KAKSIVUOTISEEN 
KEHITYSKASVATUSHANKKEESEEN 

 

Kirjaamo 
Kehityspoliittinen osasto  
PL 403, 00023 Valtioneuvosto 

 Päiväys: 
 

HANKKEEN NIMI  

Järjestön Suomessa rekisteröity 
nimi  

 

Osoite  

Puhelin  

Sähköpostiosoite  

Kotisivu  

Järjestön rekisteröintipäivä 
yhdistys- tai säätiörekisteriin 

 

Rekisterinumero tai/ja 
mahdollinen Y-tunnus 

 

Järjestön nimenkirjoitustapa ja 
nimenkirjoitukseen oikeutetut 
henkilöt 

 

Järjestön jäsenmäärä   

Järjestön viimeisimmän tilikauden 
kokonaistulot 

 

Hankkeen vastuuhenkilö/t ja 
yhteystiedot (Huom! Voimassa 
myös vuoden 2014 ajan) 

 

Järjestön yhteistyökumppanit  

 
 
 

Yhteenveto haettavasta rahoituksesta: 

 



 

 

Hankkeen nimi: Kokonais-
kustannukset 

€ 

Omarahoitus 

€ 

Haettava 
valtionapu 

€ 

Muu 
rahoitus  

€ 

     

     

     

Yhteensä     

 

TIEDOT HANKKEESTA: 
 

1. Tarkoitus ja sisältö 

 Mikä on hankkeen viesti? Mihin kasvatukselliseen prosessiin tai kokonaisuuteen 
hanke liittyy? Kuvaile lyhyesti.  

 
 

2. Kuvaus  

 Mikä on hankkeen tavoite? Mitä tehdään ja miten? Mitä teemoja hanke haluaa 
tuoda kasvatukseen? Tarvittavat henkilöresurssit (kuka tai ketkä tekevät – 
palkattu henkilö, vapaaehtoinen – ja mitä tekevät? Millainen on hankkeen 
aikataulu? Mitä voimavaroja se vaatii (eri toimintojen budjetti)? Selvitä 
pedagogiset menetelmät. 

 
 

3. Kehityspoliittinen näkökulma  

 Mikä on hankkeen kehityskasvatusnäkökulma? Kuvaile, miten hanke käsittelee 
kehitysyhteistyötä, kehityspolitiikkaa, globaaleja kehityskysymyksiä tai 
kehitysmaiden todellisuutta, tai ihmisoikeuksia, demokratiakehitystä tai 
humanitaarisia kysymyksiä kehitysmaiden tai kehityspolitiikan 
näkökulmasta (ei pelkästään globaalikasvatusta tai rauhan tai ihmisoikeuksien 
näkökulmasta) 

 
 

4. Kohderyhmä ja keinot 

 Kenet hankkeella halutaan saavuttaa? Mikä on hankkeen ensisijainen 
kohderyhmä? Kohderyhmän suuruus? Mitkä ovat hankkeen toissijaiset 
kohderyhmät? Millä tavoin valittu kohderyhmä aiotaan saavuttaa?  

 
 
 

5. Kumppanuudet  

    Nimeä ja kuvaile yhteistyökumppanit ja heidän tehtävänsä sekä merkitys 
hankkeen tavoitteiden kannalta. 

 



 

 

 

6. Tulokset 

   Mitä tuloksia hankkeella pyritään samaan? Mikä on hankkeen lisäarvo 
kehityskasvatuksessa? Miten liittyy muuhun kasvatukselliseen kokonaisuuteen? 

 
 

7.  Hankkeen vaikutukset  

   Millaisiin vaikutuksiin hankkeella pyritään? Avatkaa pedagogista puolta tässä 
suhteessa. Hankkeen tuoman lisäarvon vaikutus kehityskasvatuksessa? 

 

 
 

8. Seuranta  

 Miten hankkeen tavoitteiden toteutumista, tuloksia ja vaikutuksia arvioidaan 
(mitkä ovat hankkeen onnistumisen kriteerit)? Millaisia laadullisia ja määrällisiä 
mittareita käytetään? 

 
 
 

9a. Kustannusarvio vuosi 1 

 

9b. Kustannusarvio vuosi 2 

 

 
 


