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Global citizenship is a complex concept that has been understood in multiple different ways by 

both researchers and educators. As the world is becoming increasingly globalised, notions of 

global citizenship have been included in many curricula around the world lately. In 2016, global 

citizenship was also added to the Finnish national core curriculum: however, its meaning was 

not defined. This thesis discusses the present and future role of global citizenship education in 

Finnish schools by studying how teacher students perceive global citizenship education. It also 

introduces the students’ ideas for implementing global citizenship education in their future 

work as teachers. 

This qualitative study is based on social constructivism, as it focuses on subjective meanings 

developed by individuals. It also includes some features of phenomenography, studying how 

people experience the world. The data was collected with a mostly open-ended questionnaire 

that was sent to all teacher students in the University of Oulu in January 2017, with 34 re-

sponses. The data analysis was conducted through an inductive process, where the data was 

coded and the themes emerged from the data.  

The results are discussed in the categories of understandings of global citizenship, ideas of skills 

and contents linked to global citizenship education, and thoughts on implementing global citi-

zenship education in school. Overall, the future of global citizenship education in Finland seems 

to be rather bright, as many participants were interested in implementing global citizenship 

education and saw it as an important part of education. They also shared plenty of creative and 

active ideas for including global citizenship education in the classroom on a daily basis, high-

lighting it as a natural part of teaching and not just separate activities. Many participants de-

scribed global citizenship as a worldview that had personal relevance to them. However, the 

data included a wide range of conceptions: some participants understood global citizenship ed-

ucation as a marginal part of education linked with meeting foreigners.  

As a social constructivist study focusing on subjective meanings, the aim of this thesis is not to 

produce results that could be generalised to all teacher students or all Finnish educators. How-

ever, this thesis can provide some insights into understanding different views of global citizen-

ship, paramount for the future of global citizenship education. The results could be useful for 

developing curricula and daily practices of schools. 

Keywords: citizenship education, global citizenship, global citizenship education, global edu-

cation, pre-service primary teachers, social constructivism 
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Maailmankansalaisuus on monimutkainen käsite, jonka eri tutkijat ja kasvattajat ovat määritel-

leet monin tavoin eri konteksteissa ja tutkimussuunnissa. Viime vuosina maailmankansalaisuu-

teen liittyviä ajatuksia on sisällytetty moniin opetussuunnitelmiin ympäri maailmaa. Myös Suo-

messa maailmankansalaisuuteen kasvattaminen lisättiin vuoden 2016 perusopetuksen opetus-

suunnitelman perusteisiin. Maailmankansalaisuuden käsitettä ei kuitenkaan määritellä opetus-

suunnitelmassa. Tämän tutkimuksen tarkoituksena on lähestyä maailmankansalaisuuteen kas-

vattamisen nykyistä ja tulevaa tilannetta suomalaisissa kouluissa tutkimalla luokanopettajaopis-

kelijoiden käsityksiä maailmankansalaisuuskasvatuksesta. Tavoitteena on myös kerätä opiske-

lijoiden ideoita maailmankansalaiseksi kasvattamisen toteuttamiseen heidän tulevassa työssään 

kasvattajina. 

Tämä kvalitatiivinen tutkimus perustuu sosiaaliseen konstruktivismiin, sillä se keskittyy yksi-

löiden subjektiivisiin käsityksiin. Lisäksi tutkimus sisältää piirteitä fenomenografisesta tutki-

musotteesta, tutkien sitä, miten ihmiset kokevat maailman. Tutkimusaineisto kerättiin avoimen 

kyselylomakkeen avulla, joka lähetettiin Oulun yliopiston kaikille luokanopettajaopiskelijoille 

tammikuussa 2017. 34 opiskelijaa osallistui tutkimukseen. Tutkimusaineiston analyysi perustui 

aineistolähtöiseen prosessiin, jossa aineisto koodattiin ja teemat nousivat aineistosta. 

Tutkimuksen tulokset esitellään seuraavissa osissa: ymmärrykset maailmankansalaisuudesta, 

käsitykset maailmankansalaisuuskasvatukseen liitetyistä taidoista ja sisällöistä ja ajatukset 

maailmankansalaisuuskasvatuksen toteuttamisesta koulussa. Kaiken kaikkiaan maailmankan-

salaisuuskasvatuksen tulevaisuus Suomessa vaikuttaa varsin toiveikkaalta: monet osallistujista 

olivat kiinnostuneita maailmankansalaisuuskasvatuksen toteuttamisesta ja näkivät sen tärkeänä 

osana kasvatusta. Lisäksi monet jakoivat paljon luovia ja käytännönläheisiä ideoita maailman-

kansalaisuuskasvatuksen toteuttamiseksi koulun arjessa, korostaen sen merkitystä luonnolli-

sena osana opetusta ja koulun toimintaa. Moni osallistujista kuvaili maailmankansalaisuutta 

itselleen merkityksellisenä maailmankatsomuksena. Aineisto sisälsi kuitenkin hyvin monenlai-

sia käsityksiä: osa osallistujista määritteli maailmankansalaisuuskasvatuksen marginaaliseksi 

osaksi kasvatusta ja liitti sen etenkin ulkomaalaisten kohtaamiseen. 

Tämän tutkimuksen tavoitteena ei ole tuottaa tuloksia, joita voitaisiin yleistää, vaan tutkimus 

keskittyy yksilöiden henkilökohtaisiin käsityksiin. Tämä tutkimus pyrkii kuitenkin tarjoamaan 

näkökulmia erilaisiin käsityksiin maailmankansalaisuudesta sekä sen tulevaisuudesta koulussa.  

Avainsanat: globaalikasvatus, kansalaiskasvatus, luokanopettajaopiskelijat, maailmankansalai-

suus, sosiaalinen konstruktivismi 



 

 

 

 

 

Table of Contents 

1 Introduction ................................................................................................................................................. 7 

2 The Challenge of Defining Global Citizenship .......................................................................................... 9 

2.1 Citizenship Education ............................................................................................................................. 10 

2.2 The Ethical Basis of Global Citizenship: Common Humanity or Social Justice? .................................. 11 

2.3 Global Citizenship Typology by Oxley and Morris ................................................................................ 14 

3 The Nature and Contents of Global Citizenship Education .................................................................. 16 

3.1 The Nature of Global Citizenship Education .......................................................................................... 16 

3.2 The Contents of Global Citizenship Education: Three Dimensions ....................................................... 17 

3.2.1 Cognitive Dimensions: Critical Reflection, Rights and Responsibilities ...................................... 17 

3.2.2 Socioemotional Dimensions: Values, Multiple Identities and Intercultural Competence ............. 19 

3.2.3 Behavioural Dimensions: Action for Social Justice ...................................................................... 21 

4 Global Citizenship Education in the Classroom ..................................................................................... 23 

4.1 Pedagogical Frameworks: UNESCO and Finnish National Guidelines ................................................. 23 

4.2 Earlier Research on Teachers’ Perceptions of Global Citizenship Education ........................................ 26 

4.3 Global Citizenship Education through Critical Pedagogy ...................................................................... 27 

5 Methodology and Data .............................................................................................................................. 30 

5.1 The Aims of this Research ...................................................................................................................... 30 

5.2 Researcher’s Position .............................................................................................................................. 31 

5.3 Qualitative Research and Social Constructivism .................................................................................... 33 

5.4 Data Collection ....................................................................................................................................... 34 

5.4.1 Questionnaire ................................................................................................................................ 34 

5.4.2 Participants ................................................................................................................................... 36 

5.5 Data Analysis Process ............................................................................................................................. 38 

6 Data Analysis and Interpretation ............................................................................................................. 41 

6.1 Teacher Students’ Understandings of Global Citizenship ...................................................................... 41 

6.1.1 Worldview or a Separate Part of Life? ......................................................................................... 42 

6.1.2 The Relationship between National and Global Citizenship ......................................................... 44 

6.1.3 Our Shared World ......................................................................................................................... 46 

6.2 Teacher Students’ Ideas of Skills and Contents Linked to Global Citizenship Education...................... 48 

6.2.1 Respect and Understanding .......................................................................................................... 48 

6.2.2 Critical Thinking and Self-reflection ............................................................................................. 51 

6.2.3 Empathy: Multiple Perspectives .................................................................................................... 53 

6.2.4 Interaction and Cooperation Skills ............................................................................................... 54 



 

 

 

 

 

6.2.5 Action and Global Responsibility .................................................................................................. 56 

6.3 Teacher Students’ Thoughts on Implementing Global Citizenship Education ....................................... 59 

6.3.1 Teacher Education ........................................................................................................................ 60 

6.3.2 Global Citizenship Education in Primary School ......................................................................... 65 

7 Discussion ................................................................................................................................................... 75 

7.1 Main Findings ......................................................................................................................................... 75 

7.2 Ethics and Reliability .............................................................................................................................. 83 

7.3 Final Remarks ......................................................................................................................................... 84 

References ............................................................................................................................................................ 87 



 

 

 

 

 

1 Introduction 

 “Hello sister!” When teaching and travelling in Cambodia in spring 2016, I was often greeted 

this way by local shopkeepers of my own age. Having just finished my Bachelor's thesis on 

global citizenship, this always made me think about how we all are connected to one another in 

this world despite our differences. In a way, global citizenship felt more real to me than ever 

before. Although I later learned that 'sister' was added to the greeting because of the use of titles 

in Khmer language, to me this idea of sisterhood still represents the feeling of a connection to 

all human beings.  

In the interconnected world of today, the lives of individuals are more and more connected with 

one another. As the phenomena students face during their daily lives and the people they can 

identify with now extend the borders of their local and national environments, the need to reas-

sess conceptions of citizenship education has been identified. Global citizenship education is 

one response to this phenomenon, recently added into many national curricula around the world. 

Also UNESCO has acknowledged the interest and demand for increasing global citizenship 

education, and has included it in its key education objectives for the years 2014-2021 (2014, p. 

5). 

After writing my Bachelor's thesis on global citizenship, also I was particularly enthusiastic 

about the values of global citizenship education and the potential it has in empowering students 

to act in a globalised world. However, at the same time I was becoming more and more aware 

of how there are many people who do not share these values but work actively against them 

instead, constructing barriers between people both symbolically and physically. This is how I 

began to reflect on the current role of global citizenship education and its future: is it just a 

collection of ideals that is becoming old-fashioned in the minds of people, or could it still have 

potential to make a difference in the world? 

Furthermore, while notions of global citizenship education can be seen in the curricula of many 

countries, it is often not defined. For example, in the Finnish national curriculum of 2016, global 

citizenship is included in the goals for education, while its meaning is not clarified. Overall, 

global citizenship is a highly complex and controversial concept, understood and defined in 

multiple different ways, some of which are contradictory with one another (Eidoo et al, 2011, 
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p. 61; Rapoport, 2010, p. 180; Tawil, 2013, p. 1-2). Therefore, also teachers have different 

understandings of its meaning and the contents of global citizenship education (Leduc, 2013, 

p. 394-396). This thesis aims to explore the present and future role of global citizenship educa-

tion in Finnish schools by studying teacher students' perceptions of global citizenship educa-

tion.  

This thesis begins with a theoretical framework on different approaches to global citizenship. 

First, I discuss the different definitions of global citizenship present in research, then moving 

on to present the different dimensions of global citizenship education. Then, I describe the basis 

for implementing global citizenship education in schools through discussing pedagogical guide-

lines, teachers’ perceptions in earlier research, and critical pedagogy. Furthermore, the meth-

odological choices and the process of collecting and analysing data are introduced, along with 

reflection on ethics and reliability.  

The research data consists of teacher students' responses to an open-ended questionnaire. The 

data analysis has been divided into the categories of how teacher students understand global 

citizenship, what kinds of skills and contents they link with global citizenship education, and 

how they approach the implementation of global citizenship education in schools. Finally, I 

discuss the main findings of the research, along with suggestions for future research. 
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2 The Challenge of Defining Global Citizenship 

Global citizenship is a highly complex and controversial concept among researchers, as its def-

initions vary greatly and there is no consensus on its meaning (Cameron, 2013, p. 1-5; Catalano, 

2013, p. 277; Caruana, 2014, p. 88-89; Eidoo et al, 2011, p. 61; Leduc, 2013, p. 394, Oxley & 

Morris, 2013, p. 301-302; Rapoport, 2010, p. 180; Tawil, 2013, p. 1-2). Due to this variation, 

it has been possible for researchers to modify the definition to suit their own purposes and ideas 

(Leduc, 2013, p. 394; Rapoport, 2010, p. 180). On the other hand, the looseness of the definition 

has also caused confusion and limited discussion on the original meanings of citizenship, an-

nouncing, for example, that as there is no global state, global citizenship is not possible (Killick, 

2012, p. 373). Indeed, in this strictly legal view of citizenship, global citizenship is not possible: 

however, it can be accomplished metaphorically in several ways (Bates, 2012, p. 262; Dower, 

2008, p. 42-43, Gaudelli, 2016, p. 9). 

Global citizenship can have diverse meanings for different people and in different contexts. 

One example of how the term ‘global citizenship’ or ‘global citizenship education’ has been 

used can be seen in Fanghanel and Cousin’s descriptions of two polarised views of global citi-

zenship education (2012, p. 40-41). They highlight the risks of simplifying definitions  by ar-

guing that when dividing cultures into Western and non-Western ones and opposing their values 

with one another, there is a risk of ignoring the complexity of diversity in all cultures (2012, p. 

40-41). Firstly, they introduce post-colonial views as perspectives that see the main goal of 

global citizenship education as promoting Western values globally as universal. The second 

view they describe is a multiculturalist approach to global citizenship that emphasises the role 

of local cultures. Both of these views seem to hold a threat in them and as in many things, too 

extreme views can cause trouble. Therefore, I aim to study multiple perspectives of global cit-

izenship education, focusing on how it could be implemented and defined in a way that is useful 

and, if possible, fair for everyone.  

Another issue related to the term ‘global citizenship’ is the diversity of overlapping terms used 

to describe the phenomenon of globally aware education, including, for example, ‘global edu-

cation’, ‘cosmopolitan education’, ‘education for global citizenship’ and ‘world citizenship’. 

While there certainly are similarities and common goals among all of these terms, what is often 

described to distinguish ‘global citizenship education’ from the other terms is the strive for 

active participation and engagement (Davies, 2006, p. 9; Gaudelli, 2016, p. 38-41, 49-50, 54-

56). Additionally, Davies states that global citizenship education aims at understanding the 
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power relations and local connections to global issues, rather than merely studying them as 

some phenomena that occur somewhere in the world (2006, p. 9). Gaudelli also describes global 

citizenship education as the term that has become the most common recently, evolving further 

from the earlier ‘global education’ (2016, p. 38-40; 54-55). The Finnish equivalent ‘maail-

mankansalaisuus’ is also used in the Finnish national core curriculum. For these reasons, I 

chose to discover the theme through using global citizenship education as the key concept in 

my thesis. However, I also include some theories linked to, for example, cosmopolitanism and 

global education, when they can be seen to be relevant for the subject matter and are defined in 

a way that contributes towards my understanding of global citizenship education. 

UNESCO (2015) defines global citizenship as “a sense of belonging to a broader community 

and common humanity” that “emphasises political, economic, social and cultural interdepend-

ency and interconnectedness between the local, the national and the global” (p. 14). I use this 

view as a starting point for deeper exploration into the dimensions of global citizenship, with 

the following chapters discussing citizenship education and the ethical basis of global citizen-

ship education.  

2.1 Citizenship Education  

Citizenship education has been viewed in different ways in different times and contexts. In this 

chapter, I introduce some theories discussing the kind of citizenship and citizenship education 

often connected with global citizenship education. 

Osler and Starkey introduce citizenship as a status, feeling and practice, stating that full citi-

zenship includes all of these dimensions (2005, p. 9-16). Viewing citizenship as a status refers 

to the potentially most common way to view citizenship as consisting of rights and responsibil-

ities of citizens in relationship to the nation state (Osler and Starkey, 2005, p. 10). In addition 

to this status, Osler and Starkey argue that the most immediate way to experience citizenship 

in real life is as a feeling of belonging to a certain group of people (Osler & Starkey, 2005, p. 

9-13). Also Pike emphasises the feeling of belonging, while also stating that although globali-

sation is changing our conceptions, nation states still offer the primary feeling of belonging 

(2008, p. 45-46). However, it is possible for an individual to have all the rights connected to 

citizenship legally and identify themselves to belong to a group, but still be left out education-

ally and socially by the majority of people belonging to the community in question (Osler & 

Starkey, 2005, p. 13-14). Citizenship as a practice is based on the notion that with an access 
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and awareness to human rights, all citizens have a chance to affect the world individually or 

together, not limited to, for example, voting (Osler & Starkey, 2005, p. 14-15). This gives pos-

sibilities to develop conceptions of citizenship that are not limited to nations or states and could 

even be widened to global measures. 

Also Banks argues that citizenship has various dimensions, approaching them through civic, 

political, social and cultural elements (2008, p. 134-137). However, he states that all citizenship 

education does not deeply acknowledge all of these dimensions, dividing the main types of 

citizenship education into mainstream and transformative citizenship education (2008, p. 135-

137). Banks links mainstream citizenship education to developing patriotism to the nation-state 

with a focus on memorising facts, arguing that it is most common in many countries, such as 

the United States (2008, p. 137). On the contrary, transformative citizenship education values 

critical thinking skills, decision-making skills, reflection on multiple identities and taking ac-

tion in the society. Banks argues that educators should consider adapting transformative citi-

zenship education, as it “helps students to develop reflective cultural, national, regional, and 

global identifications and to acquire the knowledge and skills needed to promote social justice 

in communities, nations, and the world” (Banks, 2008, p. 137). Banks strongly highlights the 

importance of action, stating that transformative citizens are prepared to promote social justice 

even in ways that are not in conduct with current laws and customs (Banks, 2008, p. 137).  

 

The conceptions of citizenship of Osler and Starkey and Banks seem similar in many ways: 

however, there seems to be one vital difference in emphasis. To some extent, it seems that 

Banks sees individuals claiming rights and active involvement as what will secure the rights to 

them, whereas Osler and Starkey recognise that at times, despite the efforts of individuals, the 

majority may not accept them as citizens socially. Therefore, it is important that also members 

of the majority join in with these efforts of bringing social justice.  

 

2.2 The Ethical Basis of Global Citizenship: Common Humanity or Social Justice? 

Global citizenship is strongly linked to values and ethical considerations. Tawil summarises the 

main ethical perspectives to global citizenship as humanistic, political and environmental views 

(2013, p. 5-6). This chapter introduces examples of each of these views, with a goal of providing 
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a general description of what different researchers have defined to be the moral basis of global 

citizenship. 

According to Pike (2008, p. 39), “ a fundamental principle of global citizenship models is that 

an individual’s awareness, loyalty, and allegiance can and should extend beyond the borders 

of a nation to encompass the whole of humankind”, which is the basis of all other parts of global 

citizenship, such as rights and responsibilities. Indeed, global citizenship theories are often 

based on feelings of unity of all humans, “a consciousness of humanity” (Osler & Starkey, 2005, 

p. 22-23) or “a concern of the welfare of the community as a whole” (Brunell, 2013, p. 18). 

This type of views are what Tawil defines as a humanistic approach to global citizenship (2013, 

p. 5-6). Also UNESCO emphasises common humanity as the basis of global citizenship (2015, 

p. 15-16, 22-23). This incorporates many ethical goals into global citizenship, as it challenges 

to consider the effects of daily actions to the life of all other people on the globe, no matter how 

close or far. Thus, it also provides a motivator for finding out more about the world to be able 

to make ethically conscious choices. 

The feeling of unity and responsibilities towards all other people on the globe is often defined 

to be at the very core of global citizenship. For example, Brunell states that “a concern for the 

welfare of the community as a whole” is a central part of developing global citizenship, refer-

ring to all humans as one heterogeneous community (2013, p. 18). Also Dower (2008) high-

lights all humans having moral responsibility towards each other as in a community. It is im-

portant to acknowledge that due to the high diversity of the world, not many would consider all 

humans a community at all. If this is seen as such an important prerequisite for global citizen-

ship, how should it be addressed? Osler and Starkey approach the issue through the concept of 

multiple identities of individuals, seeing processing personal identities as a key to recognising 

similarities in others and thus growing conscious of humanity (2005, p. 23; see chapter 3.2). 

Although the notion of common humanity is present in many definitions of global citizenship, 

there are also plenty of views that challenge its importance. Dobson (2006, p. 172) argues that 

on a theoretical level, common humanity can bring meaning into cosmopolitanism, but that 

when turning ideals into practice, it can be too vague a concept to create actual action. Instead, 

he presents causal responsibility between all humans as an alternative view, stating that it “pro-

duces a thicker connection between people than appeals to membership of common humanity, 

and it also takes us more obviously out of the territory of beneficence and into the realm of 

justice” (Dobson, 2006, p. 172). Indeed, this does seem like a vital point worth considering for 
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all educators, considering that it could also contribute towards making people aware of how 

their actions affect others in the world. Tawil introduces this type of views emphasising social 

justice as political views (2013, p. 4-5). 

Also Andreotti points out that when basing global citizenship on shared values, there is a risk 

of ignoring the multiple conceptions of world that exist by offering one view for everyone 

(2010, p. 234). Instead of global citizenship focusing on one set of values that is assumed to be 

universal, she highlights the importance of transformative and open encounters with individuals 

from different backgrounds and ideologies, supporting “the emergence of ethical, responsible 

and responsive ways of seeing, knowing and relating to others” (2010, p. 234). Also Caruana 

emphasises dialogue and cultural biography as a tool towards learning intercultural sensitivity 

and understanding, which she sees as a prerequisite and a fundamental part of global citizenship 

(2014, p. 85, 88-89, 100).  

While many researchers focus on issues such as human rights when defining global citizenship, 

some argue that there is a risk of remaining too anthropocentric. The environmental views to 

global citizenship education emphasise addressing issues such as sustainable development 

(Tawil, 2013, p. 4-5). For example, Pike incorporates these environmental views into defining 

global citizenship, stressing “the interdependence of all life forms” and that “the functioning 

of the planet is increasingly dependent upon human […] decision making” (2008, p. 46-47). 

There are also other researchers, such as Dower and Rydén, who would consider extending the 

responsibility towards all other human beings on the planet also to the entire ecosystem (see 

e.g. Dower, 2003, p. 87-95; Rydén, 2007, p. 98-105). However, humanistic and political ap-

proaches to global citizenship seem to be more common, while it is valid to acknowledge that 

although not all researchers place environmental values at the very centre of global citizenship, 

many considered to represent humanistic and political views also incorporate and strongly em-

phasise environmental values. Thus, there are also connections and overlapping between the 

divisions of these approaches. 

To conclude with, many global citizenship researchers choose either common humanity or so-

cial justice as their main ethical base for education, often at least mentioning environmental 

perspectives in their research. However, in my view, in order to create a theory of global citi-

zenship, it could be beneficial to acknowledge the potential in incorporating views from both 

common humanity and social justice. Whereas appealing to the ties of common humanity as 

such may not be enough to generate action, when incorporated with notions of social justice, it 
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could add another sense of interconnectedness with all human beings to global citizenship ed-

ucation.  

2.3 Global Citizenship Typology by Oxley and Morris  

In addition to using the ethical basis of global citizenship, there are also other ways to classify 

conceptions of global citizenship. As another example of a way to classify global citizenship, 

this chapter discusses a typology for distinguishing different conceptions of global citizenship, 

created by Oxley and Morris (2013).  

Oxley and Morris divide conceptions of global citizenship into two main categories: the cos-

mopolitan type, and the advocacy type (2013, p. 301, 305). The cosmopolitan type represents 

mainstream definitions, based on common humanity and the universalist notion that there are 

some fundamental values shared by all people. Furthermore, Oxley and Morris divide the cos-

mopolitan type into the subcategories of political, moral, economic, and cultural conceptions. 

While all these conceptions share a similar understanding of cosmopolitanism, each conception 

within the advocacy type has their own specific focus, typically also offering contrasting views 

to at least one of the four conceptions under the cosmopolitan type. The advocacy type is di-

vided into social, critical, environmental, and spiritual conceptions. I summarised the main 

ideas of each conception into Table 1. (Oxley & Morris, 2013, p. 301, 305-316). 

Table 1. A simplified presentation of Oxley and Morris’ (2013) global citizenship typology 

with descriptions of the conceptions and their main foci. 

 

Cosmopolitan 
type

Political Cosmopolitan democracy

Moral Rights and responsibilities

Economic Economic growth

Cultural Cultural globalisation

Advocacy 
type

Social Global civil society

Critical Power structures

Environmental Ecocentric values

Spiritual Caring and social justice

Conception                                Focus 
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Also each conception under the cosmopolitan type has their own focus. In more detail, political 

global citizenship focuses on citizenship as a political status, often highlighting the importance 

of international institutions, such as the United Nations, but also including more radical varia-

tions. Moral global citizenship is based on the idea of a universal global ethic, including a focus 

on human rights and responsibilities for all people. On the contrary, economic global citizenship 

represents mostly neo-liberal ideals, focusing on economic growth and consumption. Cultural 

global citizenship values multiculturalism, openness towards learning about different cultures, 

while reflecting on cultural globalisation. (Oxley & Morris, 2013, p. 307-311, 318). 

Unlike the cosmopolitan types, the advocacy types of global citizenship are more distinct from 

one another. Social global citizenship highlights interconnections between people, with some 

forms focusing on ideas of a global community and some on particular groups, also including 

connections to feminism and multiculturalism. Critical global citizenship offers an alternative 

perspective, often criticising the cosmopolitan types of global citizenship particularly through 

suggesting that the claim of universal values fails to see actual diversity and presents Western 

values as universal. It often focuses on power structures in the world, discussing the rights of 

minorities and including post-colonial perspectives. Environmental global citizenship, on the 

other hand, focuses on protecting the environment and challenges anthropocentric views, in-

cluding a wide range of views varying from the mainstream views of sustainable development 

to radical activism. Finally, spiritual global citizenship is based on values arising from faith, 

emotions and religions, striving for global social justice, and a deeper understanding of the 

world. (Oxley & Morris, 2013, p. 306, 312-318). 

While each of the conceptions above has their own focus, there are many variations inside each 

conception, and many of them are connected or overlap with one another in some ways. In my 

analysis, I examine the ways each of the types of global citizenship was present in the data, also 

acknowledging their connections. 
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3 The Nature and Contents of Global Citizenship Education 

In this section, I address the nature and contents of global citizenship education. First, I discuss 

the nature of global citizenship education through presenting Engel’s theory of three approaches 

to global citizenship education in chapter 3.1. I then address the contents of global citizenship 

education in chapter 3.2 by discussing its cognitive, socioemotional and behavioural dimen-

sions. 

3.1 The Nature of Global Citizenship Education  

According to Fanghanel and Cousin, learning towards global citizenship is a constant process 

that can never be fully complete, connected to engaging with difference (2012, p. 49). Engel 

introduces three main approaches to global citizenship education as the skills-based approach, 

the values-based approach and the reflexive approach (Engel, 2014, p. 241). The skills-based 

approach to global citizenship education focuses on different skills needed for global compe-

tency, whereas the values-based approach emphasises values such as respect, social responsi-

bility and protection of the environment (Engel, 2014, p. 241). Whereas both skills-based and 

values-based approaches can interpret global aspects to some extent as a condition that affects 

the world isolated from local and national contexts, the reflexive approach focuses on the in-

terconnectedness of the world (Engel, 2014, p. 242). Individuals are seen to be active partici-

pants in global processes, and the critical reflecting on one’s own position within the world is 

seen to be important (Engel, 2014, p. 241-242).  Also Tawil emphasises connections between 

local and global contexts, however, suggesting that the term ‘education for local and global 

citizenship’ could highlight the connections of both levels instead of seeing them separately 

(2013, p. 4). 

Many global citizenship theories emphasise the importance of global citizenship education, alt-

hough there are differences in defining who are global citizens. For example, UNESCO ap-

proaches global citizenship from a practical view by providing sets of skills known by global 

citizens and guidelines towards how to educate people towards becoming global citizens. Also 

Osler and Starkey state that formal and informal education is needed to create global citizens 

through developing certain skills and attitudes (2005, p. 24-25). These views thus emphasise 

that education is needed to become a global citizen, whereas, for example, Dower states that as 

inhabitants of the globe, all people are automatically global citizens but need global citizenship 
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education to become aware of it (2008, p. 39-44). Despite the differences, it is obvious that in 

both cases, global citizenship education is seen to serve a vital purpose. 

3.2 The Contents of Global Citizenship Education: Three Dimensions 

UNESCO states that although global citizenship education has been defined and applied differ-

ently in different contexts, there are certain common key features (2014, p. 9). In this chapter, 

I describe the contents of global citizenship education through discussing its cognitive dimen-

sions in 3.2.1, socioemotional dimensions in 3.2.2, and behavioural dimensions in 3.2.3. Alt-

hough the contents are divided in three parts, I acknowledge that they are all closely connected 

with one another and also address their connections in the chapters. In Figure 1, I display the 

connections of all three dimensions, along with some examples of what they could mean. 

 

Figure 1. The Dimensions of Global Citizenship Education. 

3.2.1 Cognitive Dimensions: Critical Reflection, Rights and Responsibilities 

Global citizenship education includes cognitive aspects linked to both acquiring information 

about global issues and different skills, such as critical thinking. It includes becoming aware of 

rights and responsibilities of global citizens and detecting the complexity of connections be-

tween different societies in the world. When discussing cognitive skills, UNESCO states that 

COGNITIVE
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global citizenship education aims “to acquire knowledge, understanding and critical thinking 

about global, regional, national and local issues and the interconnectedness and interdepend-

ency of different countries and populations” (UNESCO, 2015, p. 15). This serves as a useful 

summary of what global citizenship education aims at in practice with regard to cognitive skills. 

Critical thinking and self-reflection is a crucial part of global citizenship education: according 

to Davies, “global citizenship education is not about learning about other countries, but a 

means to reflect critically on one’s own” (2006, p. 10). Also Osler and Starkey see self-reflec-

tion as an important way to distinguish one’s own or culture-specific values from universal 

truths and view them as one way to see the world rather than the whole truth (2005, p. 24-25, 

78). Similar views are also highlighted by other researchers: for example, Eidoo et al emphasise 

the importance of critical thinking skills strongly, while linking it to understanding how “the 

current global moment is defined by a complex and dynamic set of relationships—international, 

national, and local—that creates new patterns of inclusion and exclusion” (2011, p. 62). Fur-

thermore, according to Andreotti, global citizenship education is about critically analysing the 

roots of inequality to understand power relations and find ways to create a future that is more 

just for everyone instead of unintentionally reproducing the systems that cause problems (An-

dreotti, 2006, p. 43, 46-49; 2010, p. 234; Andreotti & Souza, 2012, p. 1). Therefore, it is im-

portant to study the past in order to be able to understand what is going on in the world currently. 

According to Davies (2006, p. 9-11), the relationships between local, national and global di-

mensions of issues are vital in global citizenship education. She has a simple way of summa-

rising her views of the main goals of global citizenship education: “act locally, analyse nation-

ally and think globally” (Davies, 2006, p. 10). Thus, global citizenship education is seen to be 

more than just learning about global issues as some things that are taking place somewhere else: 

instead, it is about finding global dimensions to local issues close to yourself (Brunell, 2013, p. 

19; Davies, 2006, p. 9; Engel, 2014, p. 242; Pike, 2008, p. 46-47).  

While there are differences in definitions of global citizenship, what seems to unite most views 

is that rights and responsibilities are repeatedly linked with being a global citizen. Dower sum-

marises this by stating that “all human beings have certain fundamental rights and all human 

beings have duties to respect and promote these rights” (Dower, 2003, p. 7). Abdi and Shultz 

link global citizenship with human rights strongly by stating that the rights belong to all people 

despite their nationality and are to be guaranteed to all humans also in situations where national 

states are so fragile that they cannot protect the rights of their citizens, or when people do not 
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own the citizenship of any state (2008, p. 3-4). Thus, becoming aware of these rights and re-

sponsibilities, often depicted through the Universal Declaration of Human Rights (1948), can 

be argued to be an integral part of global citizenship education. Toivanen also connects human 

rights with exploring local and global connections, stressing the importance of realising that 

human rights are violated everywhere, also in the local contexts of the students (2007, p. 36, 

42).  

As global citizenship is a concept that has been defined in various ways, Cameron and Engel 

describe how some connect it with advertising global competitiveness and neoliberal goals 

(Cameron, 2013, p.; Engel, 2014, p. 241). Therefore, some would probably describe global 

citizenship skills rather differently to what has been implied here, as the critical thinking skills 

highlighted here also enable people to criticise and develop the current system rather than 

merely act within it. As an example, Gaudelli highlights the transformative side of global citi-

zenship education, stating that it “invites people to literally think and be in the world differently, 

in a way that is neither rewarded nor valued socially” (2016, p. 50).  

 

3.2.2 Socioemotional Dimensions: Values, Multiple Identities and Intercultural Competence 

The socioemotional level of global citizenship education is perhaps the most prominent yet 

contradicted part of it, as values are seen to be at its very core, but researchers continue to 

have differing views of whether it should be based on common humanity or social justice (see 

chapter 2.2). However, while not all, most researchers emphasise the feelings of belonging to 

a common humanity that can be seen as an identity transcending individual differences caused 

by factors such as culture, education, religion and living conditions (UNESCO, 2014, p. 9; 

UNESCO, 2015, p.15). Socioemotional skills linked to global citizenship span from respon-

sibility towards all humans, including respect, solidarity, empathy, openness and intercultural 

communication skills. 

 

Osler and Starkey present accepting shared responsibility for the common future of all humans 

as a key challenge, highlighting the importance of feeling solidarity with people who we per-

ceive to be different from ourselves, both in our own communities and elsewhere in the world 

(2005, p. 24, 93). Moving further from the cognitive dimensions of becoming aware of one’s 
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rights and responsibilities, the socioemotional dimensions also request the feeling of a per-

sonal responsibility of the future of all people. Bates summarises this responsibility by stating 

that as citizens of nation states have responsibilities towards one another, it is logical that also 

citizens of the globe have obligations towards each other (2012, p. 273). Additionally, Andre-

otti especially points out that instead of being responsible for others, in global citizenship 

education a more equal view is to see everybody responsible towards one another (2006, p. 

47-49). This implies that all people are equal and have responsibilities towards one another, 

instead of seeing some people above others and having to be responsible for them. 

 

As a starting point for feeling a connection with all fellow human beings, Osler and Starkey 

emphasise multiple identities of individuals (2005, p. 23-24). In their view, citizenship is 

linked to the feeling of belonging, and people can identify with many different groups locally, 

regionally, nationally and globally (Osler & Starkey, 2005, p. 11-14; 23-24). They imply that 

through reflecting and developing their personal multiple identities, it is possible to accept the 

diversity of humans, find some similarities connecting all human beings and end up with a 

view of solidarity towards everybody (Osler & Starkey, 2005, p. 23). These processes are in 

many ways connected with both socioemotional and cognitive skills in global citizenship ed-

ucation. Also Banks introduces the concept of multiple identities, while highlighting the im-

portance of maintaining ethnic, local and national identities in global citizenship education 

(2008, p. 133-134). Additionally, Pike states that it is important to acknowledge that personal 

views on identity may also change over time (2008, p. 46-47).  

 

Furthermore, Gaudelli presents empathy as a way of truly creating understanding between 

people (2016, p. 58-59). To really understand what empathy is, he highlights acknowledging 

the challenges of empathy, as it is not possible to experience the world exactly in the same 

way as someone else (2016, p. 59). He then defines the essence of empathy in “listening and 

observing with the intentions of understanding someone’s lifeworld, not to coopt or manipu-

late but to understand and thereby honor them” (Gaudelli, 2016, p. 59). This type of empathy 

has the potential to not only increase understanding of the power relations in the world, but 

also to motivate learners to take action to make a difference.  

 

Additionally, with regard to social skills linked to global citizenship education, intercultural 

competence is often emphasised. For example, Caruana states that developing intercultural 
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understanding is one of the most important goals of global citizenship education (2014, p. 85). 

Also Andreotti forms the basis of global citizenship education on transformative encounters 

with individuals beyond different boundaries, highlighting that although people can interpret 

global issues very differently, it is important to acknowledge that also the views that differ 

from one’s own thinking can be just as logical as their own views (2010, p. 234). Eidoo et al 

also emphasise the importance of appreciating and familiarising with different views, describ-

ing global citizenship education as “pushing beyond an exclusively national perspective of 

world affairs” (2011, p. 61). 

 

3.2.3 Behavioural Dimensions: Action for Social Justice 

When comparing different ways of verbalising the phenomenon of globally aware education, 

global citizenship education is often distinguished from other terms by its emphasis on actions. 

UNESCO defines this behavioural goal as being empowered “to act effectively and responsi-

bly at local, national and global levels for a more peaceful and sustainable world” (UNESCO, 

2015, p. 15). 

 

Furthermore, Bates places the need for action to the core of global citizenship by stating that 

“the idea of global citizenship presupposes the inclusion of the excluded and marginalized as 

global citizens with rights and obligations similar to those who currently see themselves as 

global citizens” (Bates, 2012, p. 273). Thus, the people who are aware of being global citizens 

have the responsibility towards all people to make a difference. Andreotti supports this view, 

while acknowledging from a postcolonial view how carefully views on global citizenship ed-

ucation need to be evaluated in order to avoid its goal from being empowering already domi-

nant people to remain in power in the world (2006, p. 44). 

In global citizenship education, there is a strong relationship between knowledge and action 

(Brown & Morgan, 2008, p. 284). Instead of only teaching about global issues and hoping that 

at some point the students would contribute towards making changes, the aim is to include 

action and information about the local consequences of the phenomena, for example, by find-

ing local non-governmental organisations that act related to the issues discussed (Brunell, 

2013, p. 19). Taking action through the multiple roles of individuals have in the world, it is 

possible to promote social changes in local, national and global levels (Pike, 2008, p. 46-47). 
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With human rights as an example, on the behavioural level of global citizenship education, 

the goal is to move beyond studying the rights and empathising towards actively taking part 

in making them true for all humans. Davies uses migration as an example of a global phenom-

enon that is visible also locally, challenging how far people are prepared to go to defend the 

rights of others who are seen as a threat to the local economy and culture by some (2006, p. 

10). 

According to Gaudelli, action is a vital part of global citizenship education, but also presents 

challenges, such as how to deal with the large variety of issues in the world, how it is possible 

to affect so broad problems, and how personal actions matter (2016, p. 54-57).  Furthermore, 

Banks links taking action to the responsibilities towards other humans and calls for under-

standing the need for people “to participate in ways that will enhance democracy and promote 

equality and social justice in their cultural communities, nations, and regions, and in the 

world” (Banks, 2008, p. 134-135). This highlights that global citizenship is not just about 

acting on a global scale but on also on a grass root level. As people are increasingly connected 

with one another economically, socially and politically, the concrete actions of individuals 

affect the lives of others around the world, including the future generations (Rydén, 2007, p. 

98-99). Thus, even by affecting small incidents, it can be possible to make a contribution 

towards transforming a larger phenomenon. 
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4 Global Citizenship Education in the Classroom 

In order to grasp the full meaning of global citizenship education, it is valid to reflect on how 

it could be approached in schools and other educational settings. As Brown and Morgan state, 

“the values and attitudes instilled in education now will have an effect on the way global mat-

ters are addressed in the future” (2008, p. 285). Rapoport especially emphasises the role of 

schools in providing global citizenship education, as they are considered important in citizen-

ship education in general (2010, p. 182). In the context of global citizenship education in 

schools, Eidoo et al emphasise the importance of providing “opportunities for teachers and 

students to examine how education and structures of citizenship may exclude certain groups 

and individuals based on race, gender, or other qualities” (Eidoo et al, 2011, p. 71). They 

suggest that this could be done by students reflecting on and critically questioning how they 

learned their ideas and assumptions of different people, combined with a broader global frame 

of addressing inequalities through international organisations, such as UN (Eidoo et al, 2011, 

p. 71). 

This section describes some features affecting the teaching and learning of global citizenship 

education, discussed through pedagogical frameworks in 4.1, teachers’ perceptions in 4.2, and 

critical pedagogy in 4.3. Although this section focuses on global citizenship education in school, 

it is essential to acknowledge that also informal and non-formal education affect the process of 

citizenship education. Osler and Starkey approach this through reminding the importance of 

educators being sensitive to the learning taking place in communities and building on this basis 

by encouraging learners to connect their experiences from different situations (2005, p. 93). 

 

4.1 Pedagogical Frameworks: UNESCO and Finnish National Guidelines 

Learning towards global citizenship could be viewed most of all as an overarching theme in 

education but in addition to it, also as specific subject areas linked to, for example, human rights 

education and environmental education (Tawil, 2013, p. 4-5). This chapter aims to describe 

how UNESCO approaches the topic of implementing global citizenship education in schools, 

as its views have been used as a basis for global education in many national curricula. Also 

Finnish national guidelines for global education are presented in order to show how learning 

towards global citizenship has been approached on a national level. 
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As mentioned earlier, especially in section 2, there are varying views and perceptions regarding 

what global citizenship means. Partly as a response to the confusion linked to the term, 

UNESCO has made an attempt to define global citizenship education in order to clarify the 

discussion and provide educators, curriculum developers and policy makers with more concrete 

objectives (UNESCO, 2015, p. 18). While the UNESCO documents referred to in this thesis 

(UNESCO, 2014; UNESCO, 2015) have been developed by several educational researchers 

around the world, it is valid to examine them critically, acknowledging that not all researchers 

and educators share all of the views included.  

In 2015, UNESCO published ‘Global Citizenship Education: Topics and Learning Objectives’, 

a set of pedagogical guidelines for global citizenship education. The document approaches 

global citizenship education through providing specific learning goals and topics for different 

age groups, including 5-9-year-olds and 9-12-year-olds, with detailed examples of what they 

include. In addition to that, different ways to implement global citizenship education are in-

cluded, with the most common approaches being “as a school-wide issue; as a cross-curricular 

issue; as an integrated component within different subjects; or, as a separate, stand-alone sub-

ject” (UNESCO, 2015, p. 48). All of the approaches are seen to complement one another and 

the task of deciding which one(s) to choose is left for policy-makers and planners in order to 

find the most suitable approach to their own context (UNESCO, 2015, p. 48). In practice, edu-

cators are encouraged to use, for example, collaborative, project-based, experiential and service 

learning methods (UNESCO, 2015, p. 52-53). 

In Finland, national policies linked to global citizenship often emphasise especially school-wide 

and integrated views to global citizenship education, as there is no separate subject about it. 

While the term global education is more commonly used in curriculum documents than global 

citizenship education, for example, in the national core curriculum of 2016, becoming active 

global citizens who respect human rights has been included in the value basis of the curriculum 

(Finnish National Board of Education, 2015, p. 16). In more detail, according to the Finnish 

national core curriculum, “basic education leads the foundation for global citizenship that re-

spects human rights and encourages the pupils to act for positive change” (Finnish National 

Board of Education, 2015, p. 16). Also values, such as justice, peace, empathy, respect, human 

dignity and equality are mentioned, with an emphasis on intercultural encounters, global re-

sponsibility and sustainable development (Finnish National Board of Education, 2015, see e.g. 

p. 16, 18-21, 24, 30).  Additionally, the curriculum emphasises critical thinking skills, active 
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participation and understanding of the wider consequences of students’ own actions (Finnish 

National Board of Education, 2015, p. 20-24, 30-31). Thus, many goals and features typical to 

global citizenship education seem to be incorporated to the underlying principles of the curric-

ulum. 

In addition to the national core curriculum, in 2007 the Ministry of Education presented Global 

Education 2010, a specific programme for global education in Finland. The publication is aimed 

at responding to the growing interdependence of the world by defining global education and 

setting national objectives for global education. Growing towards responsible global citizenship 

based on human rights through including the global education perspective in all levels of edu-

cation is emphasised. In the publication, it is stated that global education should become an 

integral part of the core values of everyday life of schools instead of limiting it to occasional 

theme days. Also in the Finnish core curriculum of 2016 the goals linked to global education 

are presented mostly as underlying values behind all education, although there are some exam-

ples of them being mentioned in the more accurate subject-specific goals. The Global Education 

2010 programme suggests that in addition to the overall values of schools, global education 

could be included also in different subjects, extracurricular activities and student council activ-

ities. (Ministry of Education, 2007, p. 3-11, 13-14)  

Additionally, in 2010-2011 there was a specific global education development project called 

As a Global Citizen in Finland, implemented by the Finnish National Board of Education to-

gether with the Development Communications Group of the Ministry of Foreign Affairs, sev-

eral schools and experts (Jääskeläinen, 2011, p. 6). The project aimed at producing a vision for 

education for global citizenship in future, developing “ways of participating in building a world 

of greater justice and sustainability that are suitable for children’s and young people’s experi-

ences” (Jääskeläinen, 2011, p. 6). 15 schools from primary education to high school partici-

pated in the project (Jääskeläinen, 2011, p. 7). The final publication of the project includes 

among all descriptions of how each school approached implementing education for global citi-

zenship, including, for example, international cooperation projects, visits, gaming, language 

skills, phenomenon-based and experiential learning, anti-bullying action programmes and stu-

dent council activities. The publication also discusses global citizenship from many perspec-

tives, including, for example, postcolonial views by Andreotti. 
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4.2 Earlier Research on Teachers’ Perceptions of Global Citizenship Education 

As mentioned before, global citizenship is a concept that has been understood in many different 

ways by different researchers and in various contexts. Thus, Leduc argues that also teachers 

may have difficulties conceptualising the meanings and dimensions of global citizenship edu-

cation and implementing them in practice (2013, p. 394). While global citizenship education 

has lately been included increasingly in the national curricula of several countries, such as Ar-

gentina, Costa Rica, Canada, Finland, Hong Kong, Singapore, the United Kingdom and the 

United States, its meaning has not been entirely clarified and hence enables teachers to create 

different kinds of interpretations (Leduc, 2013, p. 396).  

In Finland, Pudas has researched global education in Finland, with one of the main goals being 

finding out how teachers perceive and implement global education in Finland (2015, p. 25-27). 

The research included questionnaires and interviews with teachers and principals in Finnish 

schools. The findings imply that many of the teachers taking part in the research saw global 

education as a topic that would best be encountered through theme days and integrating into 

school subjects when suitable (Pudas, 2015, p. 177). Some of the teachers also stated that they 

found the implementing of global education to be an additional burden to their already chal-

lenging everyday work. However, according to the Finnish Global Education 2010 Programme, 

the goal would have been to approach global education as an over-arching or underlying theme 

behind all education and practices in school (Pudas, 2015, p. 177). This, however, did not seem 

to be going on much in the schools. Thus, it seems that more efforts are needed in order to 

familiarise educators with the meanings and potential implications of global citizenship educa-

tion. One of the goals of the present study is to find out whether conceptions of global citizen-

ship of educators might be in the process of changing. 

Also Rapoport has studied teachers’ conceptions of global citizenship education, completing 

in-depth interviews with six teachers in Indiana, the United States (2010, p. 182). The research 

implied that although these particular teachers were becoming increasingly interested in includ-

ing global dimensions into their teaching, the concept of global citizenship education was still 

mentioned rarely and seemed to be unclear for the teachers (Rapoport, 2010, p. 181-182, 186). 

However, the teachers still seemed to implement features linked to global citizenship education 

in their work (Rapoport, 2010, p. 186). 
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Andreotti et al state that to be able to efficiently guide students towards global citizenship, 

teachers themselves should be global citizens and learners (2011, p. 24-25). Also Gaudelli states 

that “if teachers do not see themselves as global learners, their students may be unlikely to 

adopt a similar perspective” (2016, p. 121). Thus, it would be important to provide both current 

and future teachers with the training that is needed in order to enable them to implement global 

citizenship education in their work. According to Andreotti et al, the main goals for teacher 

education that acknowledges global citizenship education would be ”to know themselves, their 

relationships and local/global contexts, to dedicate their lives to others and to be comfortable 

with the uncertainty and open-endedness of the process” (2011, p. 25). To foster this kind of 

learning, a shift in teacher education is needed in order to include intercultural learning beyond 

student and lecturer exchange (Järvelä, 2002, p. 40-41). The present study aims to offer insights 

into how current teacher students in the University of Oulu view global citizenship education. 

4.3 Global Citizenship Education through Critical Pedagogy 

When discussing global citizenship education, it is important to reflect on how it could be ad-

dressed in the classroom. One possibility to approach the implementation of global citizenship 

education is through evaluating it through a particular pedagogy. Thus, this chapter approaches 

global citizenship education from the perspective of critical pedagogy.  

According to Smith and McLaren, critical pedagogy is a continuous process that “challenges 

the social, environmental, and economic structures and social relations that shape the condi-

tions in which people live, and in which schools operate” (2010, p. 332). Giroux describes 

critical pedagogy as interdisciplinary and contextual, addressing the complexity of the relation-

ship between power and knowledge, with an awareness of the institutional restrictions that af-

fect teaching (2001, p. 25). It is seen to emphasise the importance of reflecting on one’s own 

position as someone who can either choose to participate in transforming the society or in rec-

reating the power relations in the world (Smith & McLaren, 2010, p. 332). This connects in 

several ways to many theories on global citizenship education, as they also highlight power 

relations and the importance of agency (see, for example, Andreotti, 2006, p. 43, 46-49; 2010, 

p. 234; Andreotti & Souza, 2012, p. 1; Davies, 2006, p. 9; Eidoo et al, 2011, p. 66, 76-78). It is 

also linked to the transformative citizenship education theory of Banks, introduced in chapter 

2.1. Thus, the purpose of education can be seen as not to maintain the current systems of the 
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world, but instead, as empowering students to transform them in order to react to the global 

issues of the present and future in order to create a world that is more just for all.  

Many critical pedagogy theorists introduce capitalism and neoliberalism as large phenomena 

that should be critically addressed and questioned in school (see for example Giroux,  2004, p. 

31-32, 34-37; McLaren et al, 2004, p. 131-134, 136-148; Smith et al, 2009, p. 59-64; 69-72; 

Smith and McLaren, 2010, p. 333-334). Thus, according to them, if ignoring the hidden values 

of curricula and not providing the learners with capabilities to question the current systems in 

the world, education can easily serve as a way to strengthen and maintain them. Giroux argues 

that this can lead to narrowing down the responsibilities of citizenship to consuming, ignoring 

the social aspects of citizenship (2001, p. 2). 

Smith and McLaren argue that much of the education taking place in many classrooms is still 

based on the teacher transmitting knowledge to the students, with little emphasis on the stu-

dents’ own experiences and agency, deeper thinking and alternative ways to see the world. As 

a critical pedagogy alternative, they introduce dialogic education, which values multiple per-

spectives, students’ opinions and indigenous knowledge. However, they also point out that alt-

hough students need to be given chances to voice their opinions, their thoughts should also be 

challenged by the teacher. Especially in cases, when issues such as racist opinions are obvious, 

it is important that the teacher reacts immediately, for example, by providing the students with 

alternative narratives and experiences to challenge negative stereotypes. Furthermore, Gaudelli 

discusses the challenge of not only discussing students’ fleeting interests, but only starting from 

them and broadening their views through introducing connections to other phenomena globally 

(2016, p. 55). (Smith & McLaren, 2010, p. 333-334).  

Giroux argues that for critical pedagogy to be successful, it is important to remain critical to-

wards the pedagogy itself as well and recognise the way it is shaped by the different contexts 

where it is present (2001, p. 15, 18-19, 25). This is also valid when discussing global citizenship 

education in specific: as discussed before in chapter 2, interpretations and implementations of 

global citizenship education vary greatly in different contexts and it is thus important to remain 

critical towards the values connected with it.  Giroux also emphasises the importance of educa-

tors recognising their own responsibility for the stories they produce and the future they create 

(2001, p. 19; 2004, p. 35-36). In order for educators to be able to critically evaluate their own 

values and culture, it is also important to become aware of learning and teaching as cultural 
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processes that are closely tied to their social contexts (Järvelä, 2002, p. 44). Thus, when imple-

menting global citizenship education, careful consideration is needed in order for it to fulfil the 

intended purpose: merely using the concept of ‘global citizenship education’ is not enough. 

Instead, teachers need to develop a deeper understanding of the contents of global citizenship 

and possible ways to implement global citizenship education in their teaching. 

 



 

 

30 

 

5 Methodology and Data 

In this section, I introduce the aims and the main focus of the empirical part of this thesis. 

Furthermore, I reflect on my role as a researcher and introduce the theoretical basis of this 

thesis. Finally, I describe the methodological basis of this research, including the process and 

methods of collecting, classifying and analysing data. 

5.1 The Aims of this Research 

This research focuses on studying how teacher students understand and interpret the phenomena 

of global citizenship and global citizenship education. This includes, for example, what kinds 

of skills or values they would link with it and their own relationship with global citizenship. 

Furthermore, the goal is to research how the students approach the implementation of global 

citizenship education in their future work at schools, also collecting their concrete ideas. Thus, 

the aim is to study the variation of understandings of a phenomenon, while finding out how the 

students link it to their own lives and future. 

Research Questions: 

 How do teacher students understand the concepts of global citizenship and global citi-

zenship education? 

 Would teacher students think they would incorporate global citizenship education into 

their teaching in the future and if so, how?  

Furthermore, as conceptions of global citizenship are varied, UNESCO has addressed this va-

riety through also highlighting the importance of finding local and national perspectives to its 

implementation (2015, p. 48). As global citizenship includes respecting how behaviour and 

values vary in different contexts, also the variety of understanding global citizenship can be 

approached in a similar way. Thus, specifically, this thesis aims at finding local perspectives to 

global citizenship in the context of teacher students studying in Oulu, Finland. 
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5.2 Researcher’s Position 

According to Schreier (2012, p. 2), researchers construct meaning from the data through “a 

complex process in which we [researchers] bring together our perception of the material with 

our own individual background”. Thus, as a researcher, I cannot be completely certain of what 

the participants really meant originally: instead, I am constructing meanings from their re-

sponses through a process that I affect as a researcher. Consequently, in qualitative research, it 

is important to acknowledge how the researcher affects the research, and make their thought 

processes transparent to the reader by positioning themselves in the study (Creswell, 2013, p. 

15, 20, 25). Thus, everything I do as a researcher is affected by my background: for example, 

seeing my topic as something worth researching, the approach and methods that I have adopted, 

along with the way I interpret and analyse data. As I could have chosen to focus on different 

themes or construct the analysis differently, this research does not claim to cover everything 

that was present in the data: another researcher would probably have made different choices. I 

am, however, aiming at remaining neutral, while acknowledging that as also Lichtman (2013, 

p. 21-22 ) states, it is impossible and perhaps not even very meaningful to be completely objec-

tive in qualitative research.  

In order to acknowledge my own conceptions and assumptions of global citizenship before 

embarking on the process of writing my Master’s thesis on it, I decided that it would be im-

portant to write about how I viewed the topic. Thus, I began my entire research by writing an 

extensive text on my own understandings of global citizenship education, so that I would be 

able to acknowledge them and become more open to the data coming from others. Furthermore, 

during my analysis process, inspired by Lichtman, I tracked down my own thinking by writing 

in my research process diary each time that I made decisions regarding my methods (2013, p. 

251).  

As I have written my Bachelor’s thesis on global citizenship education, it is evident that I have 

various ideas and opinions about it, also shaped by the theories that I came across during the 

process of writing my thesis. For example, before really starting to write my Bachelor’s thesis, 

global citizenship was something that I was interested in and wanted to know more about. How-

ever, my understanding of global citizenship was still quite vague, as I was unaware of how 

many different definitions of it exist and how controversial it is as a concept. Through writing 

my Bachelor’s thesis, I also learned to approach the phenomenon more critically. Thus, I 
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acknowledge that it really matters how we define global citizenship, as merely using the term 

does not guarantee positive changes in education or through it, the world. 

In short, I acknowledge the different definitions of global citizenship, myself committing to a 

definition that spans from realising how many things unite all the human beings in the world, 

but also acknowledges the power relations in the world and aims at social justice. I would say 

that all people are global citizens, but need global citizenship education to become aware of it 

and what it means. Global citizenship does not mean denying or undermining your own culture 

or nationality: instead, I see global citizenship as a layer of identity that connects me to all the 

other human beings on this planet. In addition to global citizenship I have many other groups I 

belong to and identify with, such as my family, friends, university students or people sharing 

the same hobbies. All these identities are equally true for me, while some are more important 

for me than others. Furthermore, while global citizenship is important for me, in general I think 

that it is possible for someone to just have global citizenship as one of these categories of iden-

tity with also other parts that are possibly more important for them. 

In this research, it is important to acknowledge how as a teacher student I belong to the group 

that I am researching, as it is possible that this could affect my analysis. Specifically, being a 

student of the Intercultural Teacher Education programme with a global perspective initially 

made me wonder if I would receive enough responses from all programmes, as I was not sure 

if students from all the programmes would be interested enough to participate in the study. I 

also wondered if there would be differences in the depth of understanding the concepts of global 

citizenship, as I somewhat expected that they had been discussed more in other programmes 

than some others. However, while my research focus was not on comparing the programmes, I 

wished to include all the primary school teacher programmes of the University of Oulu in the 

study and was pleasantly surprised to notice that students from all programmes participated in 

the research and had interesting insights into global citizenship and teaching it. Through ac-

knowledging my own possible presumptions and beginning to study the data without knowing 

which programmes the students were from, I aimed at remaining open to the data. Finally, hav-

ing gone through similar studies and experiences as the participants could also increase my 

understanding on their views and increase the depth of my analysis. 
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5.3 Qualitative Research and Social Constructivism 

This thesis belongs to the field of qualitative research. According to Creswell, some of the 

common features of qualitative research include aiming at a thorough understanding of the re-

search topic, natural research setting, researcher as a key instrument, multiple methods, com-

plex reasoning through inductive and deductive logic, participants’ meanings, emergent design, 

reflexivity and holistic account (2013, p. 45-48). Most of these are also present in this research. 

For example, I intend to study the subjective meanings created by the participants, aiming at 

increasing understanding of the phenomenon rather than attempting to measure something.  

Furthermore, Scheier introduces three ways in which qualitative research is interpretive: “it 

deals with symbolic material that requires interpretation; different interpretations of the same 

material can be valid; and it deals with research questions exploring personal or social mean-

ings” (2012, p. 21). All of these three interpretive dimensions of qualitative research are present 

also in this research, as the data needs to be interpreted and could be interpreted differently by 

different researchers, and as the focus of the research is on the personal meanings of the partic-

ipants. Thus, this research can be considered to belong to the field of qualitative research. 

Specifically, in order to study the individual understandings of the teacher students, I decided 

to approach this research through social constructivism. According to Creswell, social construc-

tivism values subjective meanings developed by individuals (2013, p. 24-25). The focus is on 

aiming to understand the complexity and diversity of their views that have been constructed 

through both personal experiences and cultural norms (Creswell, 2013, p. 24-25, 36). Similarly, 

this research focuses on subjective understandings of individuals, aiming to describe the variety 

of views represented by them.  Thus, all responses were equally important to the research as 

subjective conceptions depicting the multiple realities of the participants, baring no ‘right’ or 

‘wrong’ views.  

Additionally, the research could be seen to consist some features of phenomenography. Ac-

cording to Limberg, phenomenography focuses on “the study of variation of human experiences 

of phenomena in the world” (2008, p. 2). Thus, instead of focusing on finding the essence of a 

phenomenon like phenomenology, phenomenography aims at mapping the variation of concep-

tions and understandings of phenomena. This research has a similar focus, as its aim is to study 

the variation of understandings linked to the phenomenon of global citizenship. Limberg also 

states that in phenomenography, “it is not the world as such that is being explored but the world 
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as experienced by human beings” (2008, p. 3). Also this view could be linked to this research. 

However, although there was variation in the data, there were also many ideas shared by the 

students. In order to go deeper beyond the phenomenographic analysis process based on com-

paring the variety of views, I decided to base my analysis on qualitative content analysis, which 

allowed me to study these contents of their responses more thoroughly. (Limberg, 2008, p. 2-

5). 

 

5.4 Data Collection 

In order to reach more participants from all the primary school teacher education programmes 

and to potentially receive more varied views, I decided to use an online questionnaire to gather 

my data. Furthermore, another reason for choosing to use a questionnaire was that it would be 

easy for the participants to take part and possibly some people who would not take the trouble 

of taking part in an interview or would feel more comfortable expressing themselves through 

writing would also be able to participate. This chapter discusses the data collection process in 

this study. Furthermore, in chapter 5.3.1, I discuss the structure and contents of the question-

naire. I then move on to describe the participants of this study in chapter 5.3.2. 

5.4.1 Questionnaire 

To collect my data, I used an online Webropol questionnaire that was sent to all the class teacher 

students in the University of Oulu in January, 2017. I sent the link to the online questionnaire 

in an e-mail, where I highlighted how the focus was on the participants’ own personal views 

and that they did not need to know much about the topic beforehand (Appendix 1). Through 

this I aimed to encourage the participants to share their own thoughts.  

According to Cohen, Manion and Morrison (2000), there are many types of questionnaires that 

can be used in researching education (p. 245-248). Specifically, questionnaires vary from highly 

structured questionnaires with, for example, multiple choice and dichotomous questions, to un-

structured questionnaires that are open invitations to write freely about a topic (Cohen et al, 

2000, p. 247-251). Additionally, between structured and unstructured questionnaires, there are 

also semi-structured questionnaires that include a clear structure and a set of questions, but 

allow the participant to respond in their own words (Cohen et al, 2000, p. 248). In other words, 
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“the semi-structured questionnaire sets the agenda but does not presuppose the nature of the 

response” (Cohen et al, 2000, p. 248). As I wished to research how the participants viewed a 

particular topic and its dimensions while enabling them to express themselves freely in their 

responses, I decided to use a semi-structured questionnaire in this research. 

In the beginning of the questionnaire, there was a quote from the Finnish basic core curriculum 

(2016) in order to explain why I was researching global citizenship, but otherwise I did not 

include any definitions, as my goal was to research how the students understand the concept 

and I wanted to be careful not to guide their answers by giving them the chance to share what 

they feel the concept means. According to Creswell (2013, p. 25), in social constructivism, 

questions should be kept as open-ended as possible: thus, throughout the process of constructing 

the questionnaire I tried my best to keep the questions open and form them so that they would 

not steer participants to any particular direction. I also went through my questionnaire with 

another student and my supervisor in order to get their opinions on the questions, and developed 

some of the questions with the help of their comments. Also Cohen et al (2000) stress that it is 

important to pilot a questionnaire in order to gain feedback to develop it before beginning to 

collect data (p. 260-261). 

The questionnaire consisted of seven open-ended questions, two multiple choice questions and 

background information. The questions proceeded from global citizenship in the teacher edu-

cation studies of the participants and their understanding of global citizenship to how they im-

agine they would implement global citizenship education in their own classroom. I aimed at not 

making the questionnaire too challenging to respond even without much background 

knowledge on global citizenship, while encouraging the students to share their own opinions 

through open questions that focused specifically on their views. The complete questionnaire is 

included in Appendix 1 both in English and Finnish.  

Cohen et al (2000) describe open-ended questions as useful tools for small scale research fo-

cused on the personal views of the participants (p. 255-256). Furthermore, they state that open-

ended questions have the potential to capture the rich and authentic expressions typical to qual-

itative research (2000, p. 255). However, they state that open-ended questions can be challeng-

ing to analyse or compare, as the responses can be very different from one another (2000. p. 

255-256). I acknowledged this challenge beforehand, but decided to use mostly open-ended 

questions, as I felt it was important to give the participants chances to express their thoughts in 

their own words. 
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To ensure that the participants would have the possibility to express themselves in a language 

that they find comfortable, they had the option of choosing either the English or Finnish version 

of the questionnaire [Appendix 1]. Out of the 34 people who filled in the questionnaire, 30 

people chose to write their answers in Finnish, while 4 people wrote in English. When analysing 

the data, I decided to study the responses in the languages they were originally written in to 

avoid altering the meanings presented by the participants. However, when presenting my anal-

ysis in this thesis, I have translated most of the passages from Finnish to English, with the 

exception of the four responses originally written in English (ITE6, ITE7, ITE8, ITE9). In the 

process of translation, I did my best to express the meanings described by the participants. Some 

of the original responses of the participants are included in the analysis summary tables [Ap-

pendix 3]. 

Some participants stated that it was difficult to respond to the questionnaire without knowing 

the researcher’s definition of global citizenship education. However, I made the conscious 

choice of not including my definition in the questionnaire, as I did not want it to affect or limit 

the responses of the participants to merely agreeing or disagreeing with my definition. Instead, 

I was interested in seeing how they would define it. Additionally, as the Finnish national cur-

riculum currently includes statements about global citizenship education but does not define its 

meaning, it is valid to research how future educators interpret these goals.  

 

5.4.2 Participants 

The questionnaire was sent to all the primary school teacher students in the University of Oulu. 

Participation was voluntary, and thus the amount or personal qualities of the participants were 

not controlled in any way. Hence, students from all the different primary school teacher educa-

tion programmes had equal opportunities to participate. 

Altogether, 34 students participated in the research, some from each of the different teacher 

education programmes (Broadly-Based Primary Teacher Education, Technology Oriented Pri-

mary Teacher Education, Creative Art Oriented Primary Teacher Education, Intercultural 

Teacher Education, Master’s Programme in Primary Teacher Education). While the pro-

grammes include similar main components, each programme has their own specific focus. All 

the programmes are designed to be completed in five years, including three years of Bachelor’s 
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studies and two years of Master’s studies, with the exception of the two year Master’s Pro-

gramme in Primary Teacher Education (Luokanopettajaksi pätevöittävä maisterikoulutus) for 

students with earlier degrees.  Compared with the other programmes, the Broadly Based pro-

gramme accepts the largest amount of students each year. Table 2 shows the exact amounts of 

participants from each teacher education programme. Having participants from each teacher 

education programme shows that in all of the programmes, there are students who are interested 

in global citizenship, at least enough to make the effort of filling in the questionnaire.  

Table 2. The Study Programmes, Code Names and Amounts of the Participants. 

 

Out of the 34 participants, 32 were females and two were males. As only two males participated 

in the study, gender is not displayed in the results. Furthermore, out of all participants, 16 were 

currently completing their Bachelor’s studies, while 18 were in their Master’s studies. Thus, 

approximately half of the students had begun their studies earlier, meaning that the research 

includes students both from the early and later stages of their studies. Additionally, as the 

teacher education curriculum was reformed in the University of Oulu recently, the research 

included students who had begun their studies both before and after the reform. 

While I began my analysis by studying the data without knowing which response was written 

by a student of which programme, eventually I decided to add a code name for each participant, 

also showing their study programme. Although my analysis does not focus on comparisons or 

analysing whether there are specific features among the study programmes, on a general level 

it was interesting to see the variety within the study programmes. This is why I decided to add 

the code names also into the thesis: mainly to show how there were interesting ideas presented 

by students of all the different study programmes. The code names include abbreviations of the 

study programme of the participant, presented above in Table 2, along with a personal number 

Programme 

Structure 

Study Programme  Code Name Participants  

(34) 

Bachelor 

(3 years) 

+                    

Master 

(2 years) 

Broadly Based  [Broad] 15 

Creative Art Oriented  [Art] 5 

Technology Oriented  [Tec] 3 

Intercultural Teacher Education  [Ite] 9 

Master 

(2 years) 

Master’s Programme in Primary Teacher 

Education  

[Ma] 2 
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for each participant, determined by the order of responding to the questionnaire. For example, 

the first student from the Broadly Based programme received the code name [Broad1], and the 

third student from the Creative Art Oriented programme received the code name [Art3]. When 

discussing the participants’ experiences of teacher education in chapter 6.3.1, I also added either 

B (Bachelor) or M (Master) to the code names to display if the students were in their Bachelor 

or Master studies at the time of responding to the questions. 

5.5 Data Analysis Process 

According to Lichtman, researchers have the responsibility to aim to analyse and interpret their 

data in a way that avoids misinterpreting or overinterpreting, while presenting their research 

and methods so that it is possible for others to evaluate the credibility of the research (2013, p. 

55). Thus, in this section, I aim to describe what kind of analysis process and types of stages I 

used to construct meaning from my data.  

My analysis process was mainly inductive, data-driven, meaning that key codes and concepts 

emerged from the data instead of being decided beforehand (Scheier, 2012, p. 25, 28). Conse-

quently, the focus of the research was affected by what the participants decided to concentrate 

on in their responses. However, it is valid to acknowledge that as I had some background in 

researching global citizenship education in my Bachelor’s thesis, the analysis process could not 

be considered to be purely inductive, as my own understandings of theory probably affected 

my analysis, for example, through the types of statements that caught my attention. 

Although I describe the different phases of analysis that I used, my actual analysis process 

became fluid: for example, for some parts of the data, it was natural to make more comments 

and even start identifying some codes at a rather early stage. In general, the nature of a qualita-

tive research process is fluid, with the different stages being interrelated and occurring simul-

taneously (Creswell, 2013, p. 182; Lichtman, 2013, p. 244-245). All in all, my goal was to 

analyse data as openly as possible, typical to inductive analysis. As my data was both in Finnish 

and English, I analysed all the responses in the language they were originally written in to make 

sure that I would not affect the meanings by translating the Finnish responses. As this thesis is 

written in English, I translated the passages that were used when presenting my results in the 

end, but I wanted to maximise reliability by not doing this too early.  
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I began my data analysis by gaining a general understanding of my entire data. At first, I read 

the answers one by one as they were submitted. Later, when I had gathered all of the data, I 

started reading it as an entity, constructed so that under each question I would have all the 

responses to that particular question. In this stage, I chose to read the answers without knowing 

the study programmes or other background information of the participants so that I could re-

main open to the data without being affected by the information. Already in this phase, I would 

write down some comments or questions if they came to my mind, but the main focus was 

simply on gaining a general understanding of the data. After this, I started to prepare for further 

analysis by organising the data through creating different documents. Also Creswell, 2013, p. 

182, identifies this as the first step to analysis. 

The coding phase of my analysis was lightly based on Lichtman’s description of a generic ap-

proach to data analysis, including the stages of initial coding, revisiting initial coding, develop-

ing an initial list of categories, modifying initial list based on additional rereading, revisiting 

your categories, and moving from categories to concepts (2013, p. 252-258). Thus, in the next 

phase, I reread the data several times, making notes and using different colours to distinguish 

the initial codes or meaningful units that seemed to be repeated in the data. When identifying 

these codes, I went through the entire data to discover if they were also present in other parts 

of the data, marking these parts as well. Then, I grouped the codes by beginning to establish 

initial categories and putting direct quotes depicting the meaningful units under the categories. 

Some of the codes were overlapping, and thus also some of the quotes were used in several 

categories.  

Next, I studied the initial categories more carefully, making some notes and seeing if some of 

the categories could be combined. For example, I ended up moving conflict resolution skills to 

be a subcategory of interaction skills instead of a category of its own, and combining coopera-

tion skills and the need for global cooperation. I also went deeper into seeing what types of 

aspects were present inside the categories.  

During the process I also tried out some other ways of analysing my data. Originally, I began 

my analysis by looking at each questionnaire question separately, but then noticed that many 

of the codes or categories were present in several questions throughout the data. Thus, I tried 

out analysing the data by bringing together responses from three of the questions, discussing 

skills, values and whether the students feel like they are global citizens. As I noticed many 

similar themes emerging within these questions, I felt that it was logical to also try finding some 



 

 

40 

 

of these themes from the entire data, and eventually decided that this suited my research the 

best. As my main focus was, for example, not on what the participants associate with skills but 

on their understandings of global citizenship in general, this gave me the chance to understand 

the data better. When only looking at separate questions, such as the question about skills linked 

to global citizenship, at first it seemed that most participants would not emphasise action in 

their understandings of global citizenship. However, when studying the entire data and partic-

ularly the question about if the participants feel like they are global citizens, many participants 

had written about action in some way. Thus, I felt that this way of analysing contributed to a 

deeper understanding of the data. This way it was also easier to connect the themes together 

and keep the analysis more coherent. 

At the end of the analysis process, I ended up dividing my findings into three categories: un-

derstandings of global citizenship (6.1), ideas of skills and contents linked to global citizenship 

education (6.2), and thoughts on implementing global citizenship education in school (6.3). 

After this division, I also went through the data once more from the perspective of these cate-

gories to once more gain a more general understanding of them and see if I had missed some-

thing. I also organised my findings into analysis summary tables with the most prominent 

themes, subthemes and original quotes from the participants, presented in Appendix 3. Addi-

tionally, some of my analysis also took place simultaneously with writing about my findings. 

Throughout writing my analysis, I also made connections to theory when applicable. Finally, I 

went through the entire data one last time, looking at it from the perspective of some theories 

on global citizenship, while writing a concluding chapter with some general features of the data 

in reference to theory.  

Already when forming my questionnaire, I knew that the main focus of my analysis would be 

on the open-ended questions, but I still decided to include two closed-ended questions to acti-

vate the students to reflect on their thoughts and possibly even make the questionnaire a bit 

lighter to respond to. From this perspective, they probably fulfilled their purpose. However, I 

did not feel that they provided much information and decided to focus my analysis on the open-

ended questions, while including less analysis on the closed-ended questions. 
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6 Data Analysis and Interpretation 

This chapter presents the data analysis of the responses to the questionnaire, discussing under-

standings of global citizenship (6.1), ideas of skills and contents linked to global citizenship 

education (6.2), and thoughts on implementing global citizenship education in school (6.3). 

Each category has been divided into smaller subcategories, discussing themes that were most 

prominent in the data. The process of detecting the themes from the data is presented in the 

analysis summary tables [Appendix 3]. Additionally, also connections to theory are discussed, 

particularly in the concluding final chapter 6.4. While the analysis has been divided into differ-

ent sections, it is important to acknowledge that there are connections between the different 

topic areas and that some of them overlap with one another. Overall, this is typical when dis-

cussing people’s conceptions of phenomena. 

6.1 Teacher Students’ Understandings of Global Citizenship 

 

Overall, some of the participants stated that they had difficulties in understanding or defining 

the meaning of the term ‘global citizenship’. Although the questionnaire emphasised the per-

sonal views of the participants, many seemed to think that a 'right' definition of global citizen-

ship existed and that they simply did not know it. For example, one participant stated that ”I 

just had to google what global citizenship means so the whole concept has been left un-

clear.”[Broad6] Another participant discussed how ”To me, the exact meaning of the term 

‘global citizenship’ is a bit unclear. I do feel that multiculturalism has been discussed at least 

a little on many courses.” [Broad12]  

However, although some participants expressed their uncertainty, all of them were able to dis-

cuss global citizenship in their own words, relating to their own opinions as some sort of guesses 

of what the term could mean to them. 

”I don’t know what the exact definition is, but I would imagine it to be respecting 

multiculturalism, appreciating the environment and people beyond borders of 

countries, and communication between different peoples and groups.” [Broad4] 
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“A difficult question, as I don’t know what exactly is meant by global citizenship. 

If global citizenship means respecting and valuing diversity, I believe I am a 

global citizen, or at least aim to be one through my actions!” [Tec1] 

While most participants linked global citizenship with some kind of specific characteristics, 

some described it as a status linked to living on the globe. For example, one participant stated 

that “From a philosophical perspective, every living individual is a global citizen and present 

in the world even without their own consent, each in their own individual way. I am a global 

citizen, even if I wouldn’t want to be one, all the time.” [Art1] Thus, this participant defined all 

people as global citizens, whether they realise it themselves or not. Furthermore, another par-

ticipant stated that “I think that in this modern age everyone is a global citizen whether they 

want to be or not. Realizing it is important due to that making self-reflection possible.”[Ite9]. 

Thus, similarly to Dower (2008), this participant seems to think that all people are global citi-

zens and that the purpose of global citizenship education is not to produce global citizens, but 

instead, to empower students to become aware of their already existing status as global citizens 

(p. 39-44). 

As most participants had quite specific ideas or requirements on the meaning of global citizen-

ship, this chapter introduces their conceptions of global citizenship. While the participants had 

very different views on global citizenship, there were some themes that many of them discussed. 

Therefore, I approach their views through discussing these themes from the different perspec-

tives described by the participants, beginning by discussing if they see global citizenship as a 

worldview or a separate part of life. Furthermore, I discuss how they approached the relation-

ship between national and global citizenship. Finally, I introduce the concept of ‘our shared 

world’ as the proposed basis for global citizenship, as it was highlighted by many, while not 

all, participants. 

6.1.1 Worldview or a Separate Part of Life? 

Some participants described global citizenship as a worldview rather than a topic area or a 

lifestyle of living in many countries. For example, one participant discussed this by stating that 

”Global citizenship is not just having lived or travelled in other countries. It could be described 

more as a worldview.” [Ite5]. One participant also highlighted how ”it is also a feeling that 

comes to someone through their own values” [Ite1]. Another participant discussed how ”I see 
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myself as a global citizen in all daily encounters, both in my home countries and more unfamil-

iar environments.” [Broad8] Furthermore, another participant discussed their personal way of 

viewing global citizenship by connecting it strongly with their values and goals: ”It's what I am 

and where I belong. My aim is to give my contribution to the advancement of the whole of 

mankind, however little it might be.”  [Ite7] Thus, this could be considered to be one example 

of the type of worldview that could be connected with global citizenship.  

 

However, not all saw global citizenship as a worldview. Instead, some participants connected 

global citizenship especially with meeting people from other countries or travelling. For exam-

ple, one participant stated that ”I treat everyone equally, but right now I’m not in much contact 

with foreigners or people who have come from abroad.” [Broad5] Thus, it seems that they 

possibly feel that global citizenship is only needed when encountering people from other coun-

tries.  

Some participants also stated that global citizenship is highlighted when they are interacting 

with people from other countries: ”In high school we travelled to other countries in Europe 

where we met other young Europeans, and also global citizenship was highlighted.” [Broad10] 

Similarly, also another participant discussed their experiences of making friends abroad: 

”Global citizenship is emphasised when making friends abroad and realising that all people 

are the same in one way or another.” [Ite3] However, while these participants highlighted 

interaction with foreigners, they did not define it as the only part of global citizenship. 

While some participants seemed to connect global citizenship with just encountering foreigners 

or travelling, some wished to highlight how they saw it as a wider phenomenon, for example, 

through discussing how there is multiculturalism in Finland as well. Some participants also 

mentioned how ”Of course teacher training aims at developing internationalism and deeper 

understanding through student exchanges, but I think you are a global citizen even without 

travelling.” [Ite3]. Also another participant discussed how “Most important in gce [global cit-

izenship education] is awakening people's awareness and encouraging them to explore the 

world and realizing there is more than one's identifications relating to citizenship, culture, 

worldview. This doesn't require traveling but gce can be done in one's own country of resi-

dence.” [Ite9] Thus, these participants highlighted that global citizenship is not only connected 

to travelling, but can and should take place anywhere.  
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6.1.2 The Relationship between National and Global Citizenship 

Many participants discussed the relationship between national and global citizenship in some 

way in their writing. However, they had many different kinds of views related to it: from not 

feeling like a global citizen because of feeling Finnish to identifying with global citizenship 

instead of one home country, and everything in between. 

Some participants saw tension between national and global citizenship. For example, one par-

ticipant described that ”The concept sounds so big. It makes me think that a global citizen 

wouldn’t have one home country or something. Instead, I think I’m a Finn who is interested in 

different cultures and countries, and wishes to learn to understand them.” [Broad12]. Thus, it 

seems that this participant feels that identifying oneself as a global citizen would mean not 

having a national identity. In contrast, some participants felt they could be both global and 

national citizens at the same time: “I’m a global citizen in the sense that I accept different 

cultures and people. On the other hand, I’m also proud of being Finnish, and would not give it 

up. In my view, everyone has a right to represent their own culture, religion etc.” [Broad13]  

According to Pike, national identity is often very important for individuals and typically offers 

the primary feeling of belonging (2008, p. 45-46). This could be seen in the answers above, 

both highlighting the importance of being Finnish while reflecting on their global interests. 

While some participants defined global citizenship in a way that they could identify with, some 

participants felt that global citizenship was something that was beyond their reach. For example, 

one participant stated that “I can honestly admit that I’m not tolerant enough to classify myself 

as a perfect global citizen. I’m very patriotic, although I’m very interested in other cultures and 

ways of thinking.” [Art3] Thus, it seems that this participant has set high standards for what 

global citizenship is and sees that there are skills that need to be mastered in order to be a global 

citizen. They also contrast their own national identity with feeling like a global citizen.  Many 

of the participants who set high standards for being a global citizen also included reflection on 

their own skills and thoughts. For example, one participant stated that ”I think I’m tolerant and 

have many of the skills I defined as skills of global citizens myself. Still, I have a lot to learn! 

It’s difficult to say where the dividing line between being or not being a global citizen is.” 

[Broad12] Thus, they reflected on their own skills but were uncertain if these skills were 

enough to make them a global citizen, potentially representing what Engel describes as a skills-

based approach to global citizenship (2014, p. 241-242). Similarly, also another participant de-

scribed how they reflect on their own behaviour in their daily life: ”Still, in my opinion, I judge 
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different cultural features too extremely. However, I acknowledge it and try to develop my own 

actions constantly.” [Art3]  

Interestingly, even most of the participants who did not consider themselves to be global citi-

zens stated that they admire the values linked with it. One participant stated that ”A global 

citizen is someone who feels they are a part of the entire world and doesn’t only commit to one 

country through their schemes of things. I don’t think I’m a global citizen, but I still support the 

values linked to global citizenship.” [Art2] Another participant described how they commit to 

the values of global citizenship in their daily life although they do not define themselves to be 

a global citizen: ”In my own life, it is much easier to act in my immediate environment, aiming 

to act right for the world from here and highlighting certain values of global citizenship (such 

as tolerance) through my own actions. However, I’m not global enough to be able to say that 

I’m a global citizen.” [Broad15] Thus, this participant seems to think that to be a global citizen, 

it is not enough to make a difference in a local environment, but that one needs to be more 

global somehow. To some extent, this participant seems to view global and local phenomena 

as separate from one another, as they do not feel that impacting the world through local actions 

would mean being a global citizen. According to Engel, this is typical in skills-based and val-

ues-based forms of global citizenship education (2014, p. 241-242). 

Therefore, not all the participants seemed to understand or focus on the connections between 

global and local actions or phenomena. For example, one participant stated that in their studies 

“It seems that pretty often the focus is on Finnish phenomena.” [Broad4] Thus, as it is unlikely 

that they meant phenomena that are often considered to be fundamentally Finnish (such as 

sauna or sisu), it is possible that they see global and national phenomena as somewhat separate, 

probably viewing things like special education or parent teacher cooperation from a national 

perspective instead of acknowledging or paying attention to the global dimensions of the phe-

nomena. Therefore, Tawil states that using the term ‘global citizenship’ has the potential to 

reproduce an idea of global and national phenomena being somewhat separate from one an-

other, thus suggesting the use of ‘education for global and local citizenship’ instead (2013, p. 

4). 

In contrast, some participants discussed how global phenomena are present in Finland: ”Un-

derstanding multiculturalism also as a national phenomenon: for example, also in Finland, 

different families have different values and lifestyles.” [Broad9] Thus, they seem to think that 

global phenomena can be visible in local environments and that there are connections between 
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the two. Furthermore, exploring these connections between local and global phenomena 

through identifying the effects of global phenomena in one’s own local environment has been 

considered to be one of the key components of global citizenship education (Brunell, 2013, p. 

19; Davies, 2006, p. 9).  

While some participants contrasted global and national citizenship with one another, many saw 

connections between the two. For example, some participants discussed how they felt like 

global and national citizens simultaneously: “I think I’m a global citizen, but primarily perhaps 

still Finnish and European.” [Broad6] Thus, similarly to Osler and Starkey, they describe how 

they have multiple identities simultaneously, including local, national, regional and global iden-

tities (2005, p. 11-14; 23-24).  

Furthermore, some participants discussed global citizenship as something that surpasses na-

tional identity. For example, one participant stated that ”Global citizenship is very important 

for me. I don’t always feel any country or place to be my ‘home’, so it’s a relief to know that 

there are also others who feel the same way, and that there is a place to call home for me.”[Ite1] 

Thus, they described global citizenship as something that gives them a feeling of belonging 

when they do not identify with a particular country. Also another participant highlighted ”Iden-

tifying oneself firstly as a global citizen and only after that as a citizen of one's own nation.” 

[Ite7]. Thus, they saw a need to prioritise being a global citizens over being a national citizen. 

Similarly, some participants especially emphasised global citizenship as a way to look beyond 

the needs of just one country: ”I feel like a global citizen, because I feel that today’s world is 

so global. Many problems are so complex and global that it’s important to be able to view them 

primarily from the perspective of the whole world instead of, for example, just a Finnish per-

spective.”[Ite2] One participant also stated that ”Nowadays there is too much nationalist big-

otry.” [Tec3] Also Eidoo et al approach global citizenship education as a way to find global 

solutions rather than only looking at global issues from an exclusively national perspective 

(2011, p. 61). 

6.1.3 Our Shared World 

Many participants highlighted sharing the world as a part of global citizenship. For example, 

one participant stated that “We are humans, sharing the same planet and all we learn is some-

thing everyone has contributed to globally and all we do affects and should aim at making this 
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one whole mankind progress.” [Ite7] Thus, this participant especially discussed common hu-

manity as something that connects all people together, similarly to researchers such as Brunell 

(2013), Dower (2008), and Osler and Starkey (2005). Furthermore, also another participant 

highlighted the unity of all people, while reflecting on what has prevented people from working 

together: 

“It is absurd that because of so many things, such as fear, racism and religion, 

people still have not realised that they are alone and together on this planet and 

that this should bring us together. Borders, rules, fear and greed are things that 

have both been invented by the humanity and separated us, but I believe that we 

will one day reach a future where these things would not affect people as much.” 

[Ite1] 

Brunell (2013) and Dower (2008) link developing global citizenship with understanding people 

as one heterogeneous community, with its members having responsibilities towards one an-

other. Also some of the participants discussed global citizenship through seeing all people as 

one community: ”All of us should have common goals to, for example, end wars and famine, 

and prevent climate change. I think I’m a global citizen and know that there are many people 

who share the same thoughts although they come from elsewhere.” [Broad3] Furthermore, one 

participant stated that ”I’m not a global citizen in the sense that I would have travelled around 

the world or would speak many languages. However, I’m a global citizen through sharing the 

concern for if we, all the people in the world, will succeed in caring for the well-being of the 

world, the environment and the future generations.” [Broad9] Thus, they seem to find the core 

of global citizenship in having common goals to secure the future of both the world and people.  

As seen also above, many participants also included the planet and sustainability in their re-

sponses: ”we all live in a shared world that we should all look after” [Ite5]. Furthermore, many 

also highlighted responsibility for the world, for example, through ”Seeing the globe as shared, 

in the sense that we all have a responsibility to protect and look after it.” [Broad6] One partic-

ipant also wished to ”Raise people who can value the world we live in, both the people and the 

environment.”[Ite2] Thus, they discussed respecting the environment also as an intrinsic value 

and not just as the habitat of people. These views could be seen as concrete examples of what 

Tawil has defined as environmental views to global citizenship education (2013, p. 4-5). 
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6.2 Teacher Students’ Ideas of Skills and Contents Linked to Global Citizenship Educa-

tion 

In general, the participants connected many kinds of skills and contents with global citizenship 

education. This chapter discusses what types of skills and contents they discussed, exploring it 

through the most prominent themes from the data. Thus, the skills and contents have been di-

vided into the themes of respect and understanding (6.2.1.), critical thinking and literacy 

(6.2.2), empathy (6.2.3), interaction and cooperation skills (6.2.4.), and action and global re-

sponsibility (6.2.5). 

Although the themes are discussed separately, they are also linked in many ways. For example, 

one participant connected respect and learning about different cultures to understanding and 

viewing matters from other perspectives: ”Knowledge about different religions, cultures and 

lifestyles. Respecting all people despite their backgrounds. These are combined into being able 

to see things from other perspectives and understanding others.” [Broad6] Thus, all of these 

themes can be seen to support one another in some ways, and many participants discussed skills 

from several themes instead of only connecting one theme to global citizenship education. 

6.2.1 Respect and Understanding 

Many participants emphasised respect and understanding in their writing. However, they ap-

proached respect and understanding in different ways. Some participants highlighted respecting 

all people, while many participants discussing respect connected it with different cultures, 

worldviews, or religions. This chapter aims to describe how respect and understanding was 

discussed in their responses. 

 

Respecting and Understanding People  

Some participants focused the idea of respect on “respecting all people despite their back-

grounds”[Broad6] or “understanding that no person is better than another, but people are born 

and live in different situations and circumstances that form their worlds and values” [Ite1]. 

Thus, they based the idea of respect on human dignity, focusing on the value of each human 

being as such, without paying specific attention to their backgrounds. One participant also men-

tioned human dignity and equality: “To me it means that the globe and people are as dignified 
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everywhere. Sustainable development both with consumption and human dignity.” [Broad4] 

Similarly, another participant highlighted human dignity: ”Each person is intrinsically digni-

fied. State borders are made by people, they weren’t there before people.” [Tec2] 

Additionally, many participants highlighted the ”ability to understand people coming from dif-

ferent circumstances with different ways of thinking”[Art2]. One participant stated that the pro-

cess of understanding different kinds of people can start from the classroom: “In my opinion, 

the most important part is that students learn to respect and value one another, although they 

are all different as people and personalities.” [Tec1]. This shows that the participant connected 

global citizenship to a wider part of the everyday life of the students, linked to the countless 

times they interact with other people.  

Many participants also connected respect and understanding with how to treat other people and 

communicate with them: ”One of the most important things in this world is how we treat one 

another. Respecting, helping and understanding another human beings is important in this mul-

ticultural world.” [Broad11]. Also another participant shared their view of the need to treat all 

people respectfully instead of focusing on differences: ”If some people do things differently, it 

doesn’t mean that all should behave in the same way, but you can always be respectful towards 

others.” [Art3] The same participant also stated that global citizenship education ”is even a 

necessity nowadays, in order for children to learn to be respectful and accepting when encoun-

tering others”, referring to their own experiences: “My own sibling, a third-grader, constantly 

plays online games and uses their own English skills when talking with children from other 

countries.” [Art3]. Thus, this participant seems to highlight that the importance of respect and 

understanding others is growing due to the increased communication between people in the 

globalising world.   

All in all, many participants seemed to describe respecting and understanding people as a cru-

cial part of global citizenship education. One participant also discussed the reasons to why they 

thought it was of such importance: “Skills of global citizens belong to everyone, and it could 

maybe even be said that if everyone had these skills, it would be easier to make decisions to-

gether and avoid extremism, often spanning from lack of understanding others.”[Broad1]. 

Thus, understanding other people is seen as something that has the potential to create positive 

changes in the world. 
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Respecting and Understanding Cultures  

While some participants highlighted respecting people in their answers, some participants fo-

cused more on respecting different cultures. These participants often discussed the skills of 

understanding, respecting and recognising other cultures and religions. Some participants also 

included respecting the environment. 

Many participants focused on respecting the views of ‘others’: “respecting the experiences, 

values and beliefs of others”[Ite1] or “understanding the existence of other cultures” [Ite3]. 

However, some participants also included self-reflection and discussed the relationship between 

their own culture and “other” cultures. For example, one participant found the key to respecting 

others from first respecting their own background: “you see where you come from, appreciate 

your own culture but through this respect towards your own experiences, you also respect the 

culture of others” [Ite6]. Thus, the participant seems to think that to be able to respect other 

cultures, it is vital to recognise and appreciate your own culture. Also another participant stated 

that “knowing oneself helps to get to know and understand other people” [Ite9].  

Consequently, another participant discussed “Becoming conscious of habits, features, taboos 

and interaction in both your own culture and other cultures. Respecting these differences and 

being able to somehow navigate among all diversity.”[Broad9] Thus, also this participant val-

ues cultural literacy and the ability to analyse one’s own culture. Through using the expression 

“being able to somehow navigate among all diversity” [originally “osata jotenkin luovia kaiken 

moninaisuuden keskellä”], however, it seems that they also see challenges in crosscultural com-

munication, adding complexity to the concept.  

Many participants also linked open-mindedness to respect: “An open-minded attitude towards 

new phenomena, people and cultures. Being able to discuss different topics with respect to-

wards diverse ways of viewing our reality.“[Broad4] Some participants also discussed similar 

ideas through the term tolerance: “The absolutely most important value is tolerance. It is im-

portant to understand that people believe in different things and that some cultural habits can 

even terrify you, but it is only richness.”[Art3] 

All in all, while all these participants discussed respecting cultures, there seem to be vital dif-

ferences linked to whether the participants focused on learning about other cultures or also 

acknowledging their own values present in their own culture.  Furthermore, some also discussed 

both respecting cultures and individuals while also including their own background: “The most 
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important part is being able to accept each culture and individual but also respect your own 

culture and history.” [Broad2]. It also seems that some of the participants highlighting the 

meaning of respecting cultures also discussed their relationship to themselves and their own 

cultures more than the ones focusing on respecting people. 

6.2.2 Critical Thinking and Self-reflection 

Many participants discussed critical thinking and literacy as a part of global citizenship educa-

tion. For example, one participant stated that ”A global citizen should also be able to look for 

information and evaluate it critically when aiming at implementing sustainable development. 

It is also important to learn to approach matters from wider perspectives, not only thinking 

about yourself or your home country.”[Broad15] Thus, this chapter introduces how some of 

the participants discussed critical thinking skills. 

Many participants highlighted critical literacy and media literacy, for example, through the 

“Ability of critical reading skills concerning different forms of media.” [Ite9]. One participant 

approached media literacy through the perspective of understanding individuals and searching 

information: “I would teach them to see the individuals beyond the media attacks [medi-

aryöpytys] and to seek information about the world. [Broad11]. Additionally, one participant 

stated that it is important to learn to follow news in order to be able to discuss current topics 

and take action: “in my opinion, a global citizen should also stay up to date with world events 

and take a stand on them, so it’s important to e.g. teach students to follow news”[Ite4].  

Some participants particularly highlighted self-reflection: “You also need to be conscious of 

your own values and roots.” [Broad12] Furthermore, one participant discussed “Being curious, 

exploring the world, getting to know/realizing to my own values, worldview and trying to con-

stantly question my own attitudes and beliefs”. [Ite9]. Similarly, Osler and Starkey emphasise 

the importance of self-reflection in learning to distinguish culture-specific values from univer-

sal truths (2005, p. 24-25, 78). Through this process, learners can develop an understanding of 

how their way of viewing the world is just one among many ways (Osler & Starkey, 2005, p. 

24-25, 78). Also Davies discusses the importance of learning to reflect critically on one’s own 

culture (2006, p. 10). 

While many participants discussed their own relations to something that is considered to be 

‘different’, one participant also reflected on how it is not simple to define what is ‘normal’ or 
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‘different’: ”It’s important to learn to value diversity and ‘see it normal’: what is the definition 

of normal, anyway? Anyway, it’s good to learn to recognise your own values, background and 

ways of thinking.” [Broad12]. Therefore, they seem to acknowledge how the meanings of ‘nor-

mal’ and ‘different’ can vary from context to context: what is considered to be ‘normal’ in one 

culture or context can be ‘different’ in another. Potentially, expressing this understanding can 

show that through reflecting on their own culture, this participant has learned to understand 

what types of norms or values are important in their culture or personally to them, and which 

ones could be considered to be more universal. As discussed, for example, by Osler and Starkey 

(2005), this could be important in the process of realising that not all of their own values are 

shared by everyone (p. 24-25, 78). 

Furthermore, some participants discussed understanding the reasons behind the actions: ”In my 

opinion, a good aim for global citizenship and tolerance, not just for students but for all people, 

would be to always aim at understanding the reasons behind the consequences.”[Broad8] Con-

sequently, one participant emphasised their view of how different circumstances guide the way 

people think: ”no person is better than anyone else, but people are born into and live in differ-

ent situations and circumstances that shape their worlds and values” [Ite1]. Thus, while all 

actions should not be accepted, it would be important to understand the reasons behind them: 

”You don’t have to like everything or accept everything (e.g. injustice or crime), but it’s good 

to learn to see reasons behind things.”[Broad12]. As an example, another participant discussed 

trying to understand the reasons behind female genital mutilation: 

“For example, female genital mutilation sounds absolutely devastating to a West-

ern person, but before judging it you need to put yourself into the position of the 

mothers who have their daughters cut in the belief that it is only a good thing that 

prevents rapes, maintains a good reputation, and so on. You don’t thus have to 

accept the action itself, but you need to try to understand the reasons behind it.” 

[Broad8] 

In particular, some participants highlighted learning to ”understand how interconnected every-

thing is and to be able to view things from multiple perspectives”[Ite2]. Similarly, the intercon-

nected nature of the world is present in many theories of global citizenship education (see, for 

example, Davies, 2006, p. 9; Engel, 2014, p. 242). Furthermore, one participant stated that“You 

don’t only think about things from your own perspective, but rather see and look for other 

points of view too.”[Ite6]. This can be linked to critical thinking, as sometimes being critical 
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can mean attempting to step further from your own opinions and aiming at viewing matters 

from another point of view. However, as many participants linked multiple perspectives to em-

pathy, they will be discussed further in the following chapter. 

 

6.2.3 Empathy: Multiple Perspectives 

Many participants especially highlighted empathy and viewing matters from multiple perspec-

tives. For most participants, similarly to Gaudelli, this seemed to mean being able to understand 

other people better through putting themselves into their position (2016, p. 59). Furthermore, 

many also discussed being able to look at situations from multiple perspectives. Thus, this chap-

ter discusses how the participants approached empathy. 

As mentioned before, many participants discussed empathy through being able to ”take another 

person’s perspective into consideration and put yourself into someone else’s position”. [Tec1] 

One participant stated that “I think that developing empathy is very important in global citizen-

ship, trying to understand other people, feeling for others, not only thinking about your own 

needs. […] You don’t only think about things from your own perspective, but rather see and 

look for other points of view too.” [Ite6] Thus, they seem to link empathy with looking at situ-

ations from multiple perspectives in addition to their own views.  

Some participants also discussed solidarity in relation to empathy: ”Empathy towards other 

and their experiences. […] A feeling of solidarity towards all people in the world, even if they 

think or act against your own values.” [Ite1] Thus, they describe being able to relate with other 

people although they do not share the same values. Some participants also discussed empathy 

through kindness and making friends: ”Learning to put oneself in someone’s shoes and having 

the desire to build friendship beyond boundaries.” [Broad4] Similarly, another participant dis-

cussed “going beyond tolerance to striving to show kindness to all diverse peoples” [Ite7].  

While many participants discussed or mentioned the importance of empathy, some also dis-

cussed the reasons to why they thought it was needed. In particular, one participant discussed 

politics through connecting empathy to opposing populism: ”The rise of populism shows that 

education systems and societies should be able to help their citizens develop their empathy and 

thinking skills more.” [Broad4]. Thus, this participant seems to think that if people were more 

empathic and critical thinkers, they would see issues in broader perspectives and understand 
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them more deeply. Furthermore, the same participant goes on to state that ”The welfare and 

livelihoods of people should be seen to better than before.” [Broad4]. This seems to show that 

the participant is also showing empathy towards the people who support populist views by 

finding reasons to why they might be doing so.  

6.2.4 Interaction and Cooperation Skills 

Many participants highlighted the importance of interaction or cooperation skills in their an-

swers, for example, through the”Ability to cooperate with different people. Especially the abil-

ity to understand people with different backgrounds and ways of thinking.” [Art2]. However, 

the participants described interaction and cooperation in many different ways: thus, this chapter 

aims to discuss the features present in their writing.   

Many participants approached the topic through stating that it would be important to “learn to 

understand other cultures, accept them and to be able to get along with everyone” [Broad5].  

Some participants also went beyond getting along with people, for example, by discussing 

friendship: “Skill of making new friends, finding commonalities and being interested and curi-

ous of others rather than skeptical.” [Ite7]. Consequently, some participants discussed their 

own positive experiences of working or studying together with different kinds of people: 

“In my opinion, global citizenship develops the most when students can study together 

with people representing other cultures, religions or nationalities. For me, the most un-

forgettable moments from my studies have been becoming familiar with the Sami culture 

with Sami students and exchanging opinions with exchange students from far-away coun-

tries.” [Ite4] 

Thus, they linked global citizenship education with interacting with people from different back-

grounds and suggested that it would be a good way to develop feeling like a global citizen. 

Similarly, Andreotti highlights the importance of transformative encounters with individuals 

from various backgrounds, seeing it as the basis of global citizenship education (2010, p. 234). 

Through these encounters, people can learn to understand how it is possible to have very dif-

ferent views from one another, but how both views can be equally logical and valuable (Andre-

otti, 2010, p. 234). The encounters and friendships described by the participants could be seen 

to have the potential to create this type of deeper understanding. 
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Furthermore, many participants highlighted the importance of respectful interaction, both in 

listening to others and self-expression. One participant discussed both of these skills through 

”Listening and respecting the experiences, values and beliefs of others. […] Having the cour-

age to share your own beliefs and support them through your actions.”[Ite1]. Another partici-

pant described respectful self-expression through stating that “a global citizen can provide rea-

sons for their own choices and decisions without hate speech” [Ite4]. Similarly, also another 

participant discusses their views of the type of interaction that would be aimed at in global 

citizenship education: ”Humility, understanding that one can learn from anyone, consultation 

and listening to others and also sharing one's own understanding in a clear, but respectful 

manner and not sticking to it.” [Ite7]. This participant seems to also highlight equality and 

understanding instead of only striving to prove the validity of one’s own thoughts.  

Additionally, some participants also discussed conflict resolution skills: ”Taking other people 

into account, empathy and finding different compromises and creative solutions.” [Broad8]. 

One participant also described their views on going beyond compromising to enhance mutual 

understanding of one another’s views:  

”For example, if you have an argument with someone and you, instead of making 

a compromise I think it would be important for you and the other party to try to 

understand each other, learn from each other and grow through the differences 

you have. Both of you probably won’t come to the same conclusion but you’re 

both being shaped by each other’s opinions and learning through the process.” 

[Ite6] 

Thus, this participant discussed how compromising can sometimes lead to a situation in which 

both parties are somewhat disappointed. Instead, they suggested a learning process that high-

lights dialogue, helping both parties understand one other’s views better and bringing them 

closer to one another. 

Some participants also linked global citizenship with knowing foreign languages and especially 

being able to communicate in them, for example, in: ”In my opinion, a global citizen knows 

many languages. It would be good to master at least English. Other languages are always useful 

too.” [Art3]. Another participant stated that ”I think it would be important to know foreign 

languages. Everyone should know at least one language in addition to Finnish.” [Broad6]. 

Thus, these participants seem to highlight knowing foreign languages, even connecting it with 
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the understanding of a global citizen: to be able to be a global citizen, one needs to speak several 

languages.  While some participants valued any foreign language skills, some especially high-

lighted speaking English and particularly communication skills: “Practical English, not gram-

mar.” [Tec3].  

Overall, many participants justify the importance of learning cooperation skills by referring to 

their strong assumptions of the growing importance of international cooperation. Especially 

when asked to reflect on the role of global citizenship in the future, many connect it with being 

able to cooperate with different kinds of people: ”In my opinion, schools should definitely ed-

ucate students towards global citizenship, as it is a future resource. It’s important that children 

learn to act internationally, encounter different people and protect life.” [Broad6]. Conse-

quently, many participants seem to have an understanding of international cooperation being 

needed in the future. Also another participant highlights cooperation as a necessity or something 

that is demanded in the future: “The world is becoming more and more international all the 

time. Teachers need to acknowledge this and prepare their students for the future. In future, we 

will no longer cope by doing things alone, but through cooperation.”[Tec1] Thus, this partici-

pant seems to think that cooperation is needed in the future more than currently or before. Some 

participants also discussed this cooperation on an international level: ”Global citizenship is an 

important part of the future society, as countries cooperate so much.” [Art4] One participant 

also had a strong emphasis on international non-govermental organisations: ”UN and other 

world organisations should be discussed more.” [Tec3] Therefore, the participants discussed 

collaboration in all its levels, from everyday conversations to worldwide organisations. 

 

6.2.5 Action and Global Responsibility 

Similarly to researchers such as Banks (2008), Davies (2006) and Gaudelli (2016), many par-

ticipants emphasised the role of taking action and being responsible in global citizenship. In 

particular, many participants highlighted the significance of each person in the world: ”A global 

citizen should be able to recognise their own significance in this world and actively strive to 

make our shared world a better place.” [Broad15]. Thus, they seemed to feel that each person 

can make a difference in the world through their decisions. For example, one participant linked 

this with the power of everyday actions: ”I think I’m a global citizen, because all of us need to 

make the small decisions, for example, in being ecological. These decisions affect the whole 
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world and the welfare of everyone. Even small actions have an impact on the entire world, when 

everyone decides to work together.” [Art4] This participant also highlights working together to 

build smaller goals into larger entities, particularly through discussing sustainability.  

Furthermore, many participants linked actions to responsibility: “taking responsibility of your 

own actions. Understanding that your actions affect not only you, but also those around you.” 

[Ite6] Another participant also connected responsibility with understanding the consequences 

of choices that are being made daily: ”In my opinion, it is still important to educate children 

towards becoming responsible people, who understand the far-reaching consequences of their 

choices.” [Art4] Thus, these participants describe the importance of the students becoming 

conscious of their own responsibilities and how their actions affect the world. Similarly, for 

example Brunell (2013) and Dower (2008) highlight all people having moral responsibility to-

wards each other as members of the global community. One participant defined the contents of 

this responsibility by stating that ”each person is responsible for the environment, other people 

and building the future” [Tec2].  

Consequently, one participant also discussed their experiences of how people can feel power-

less linked to their own responsibilities in their world:   

”Sometimes it feels that if you speak up about these issues, you can be labelled as 

a hippie or an environmentalist wacko [ituhippi]. It provokes many feelings in 

people. In the middle of Western well-being, it’s not nice to think about how things 

are much worse somewhere around the world. This is probably linked with not 

knowing how to make things better yourself and thus only feeling anxious. Often 

I also wonder what right I’d have to comment the actions of others, as also I’m 

this spoiled white snob [valkoihoinen hemmoteltu kermaperse].” [Broad9] 

Thus, this participant discussed how some people do not feel comfortable with discussing their 

responsibilities in the world, linking it to possibly not being aware of how they could make a 

difference personally. Similarly, also another participant discussed the importance of learning 

how to take action to solve problems in the world: 

”It is extremely important that children learn about empathy, multiculturalism, 

development and how to solve global issues. This way young people will not give 

up and will understand that it is not too late to fix things that cause pain for so 

many people both in their own society and the world society.” [Ite1] 
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Therefore, in order to avoid ignorance, it seems important to find connections between respon-

sibility and action instead of only lecturing about responsibility. Specifically, learning what 

types of things can be done by individuals could possibly be seen to support the feeling of being 

involved in making a difference in the world. Brunell takes this further through highlighting the 

importance of empowering students to actually make a difference through engaging in commu-

nity service together as a class rather than hoping that the students would become active global 

citizens someday later on (2013, p. 19). This way, Brunell could direct the frustration and con-

cerns spanning from becoming aware of global issues into action and concrete experiences 

(2013, p. 19). 

Furthermore, some participants discussed their daily actions as a part of their own identity as 

global citizens:  

“For me, the core of global citizenship is having my own position in the world: I 

have my own culture, lifestyle, values, and my physical location, and I know how 

I can impact things within them. Meanwhile, I understand that these features can 

be different and still valuable.” [Broad1]  

Thus, they seem to connect action and making a difference within their own community to their 

own status as a global citizen. The same participant goes on to describe their thoughts of global 

citizenship through local actions:”I think I’m a global citizen even without travelling much or 

trying to ’save the world’. I also feel like a global citizen, when I develop my neighbourhood 

through my own actions.” [Broad1] Thus, this participant seems to have an understanding of 

what kinds of things they can do in their local environments and they link this awareness to 

feeling like a global citizen. Also Engel connects global citizenship education with seeing indi-

viduals as active participants in global processes, highlighting the importance of critically re-

flecting on one’s own position in the world (2014, p. 241-242). 

Some participants also discussed what kinds of changes they would wish to take place in the 

world as a result of their actions. For example, some referred to actively promoting social jus-

tice:  “Skills of identifying injustice and rather than overlooking it, actively working to remove 

it. Having the courage to do that.” [Ite7]. Another participant discussed ”aiming at securing 

equal opportunities for everyone and developing equality in all ways” [Broad6]. Several par-

ticipants also mentioned goals linked to sustainable development and protecting the environ-

ment. 
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6.3 Teacher Students’ Thoughts on Implementing Global Citizenship Education  

Some participants viewed global citizenship education as a vital tool for making a difference in 

the world. One participant elaborated that 

”I believe that if global citizenship was taught right and well in all the schools in 

the world, this world would be a very different place. Although this is, of course, 

just an idealistic thought, I still believe that global citizenship education is a sig-

nificant step towards the right direction and that little by little we will end up in 

a future where people understand and feel that they are one, because we really 

are.” [Ite1] 

Thus, this participant sees strong potential in using global citizenship education to create change 

through changing mindsets and fostering unity through the feeling of common humanity. Sim-

ilarly, another participant highlights making a difference as a global citizen through teaching: 

“Everyone does not have to go volunteer in Africa: instead, I think that especially teachers 

have many opportunities to impact attitudes through our work as educators.” [Broad9]  

Furthermore, some participants also defined their own status as a global citizen through being 

a teacher: ”I feel like a global citizen through my own lifestyle, values and profession: a 

teacher” [Ite4]. Similarly to Andreotti et al (2011) and Gaudelli (2016), one participant also 

highlighted that teachers should commit to the values of global citizenship and feel like global 

citizens themselves: ”In global citizenship education, it is important that teachers are qualified 

and feel like global citizens themselves. It is unfortunately not enough to just learn about global 

citizenship, it is also a feeling that comes to someone through their own values.”[Ite1]  How-

ever, not all were confident about their position as an educator of global citizenship education: 

”However, I often feel a bit helpless: do I know enough and can I be a credible educator of 

global citizens without being some radical environmentalist or hippie? Is it enough, if I teach 

children to recycle?” [Broad9].  

In the words of one participant,”Implementation is always the most challenging issue, even if 

you were certain of the validity of the values.” [Broad1] Thus, it is crucial to address how 

teacher students understand the implementation of global citizenship education. In this part, I 

aim to discuss how the participants approached implementing global citizenship education, first 

through their own experiences on teacher education in chapter 6.3.1, and then through their 

views and ideas of it in primary school as their future work in chapter 6.3.2.  
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6.3.1 Teacher Education 

This chapter discusses the teacher students’ experiences of global citizenship education in their 

own university studies, followed by their ideas for how to develop it in teacher education (see 

Appendix 3). In this chapter, I added either B (Bachelor) or M (Master) to the original code 

names of the participants to display if they were in their Bachelor or Master studies at the time 

of responding to the questions. For example, [Art4] was a Bachelor student, so in this chapter I 

added B to the end of the original abbreviation, making it [Art4_B].  

 

Teacher Students’ Experiences of Global Citizenship Education in Their Own Studies 

Some participants stated that they felt global citizenship education had been discussed enough 

during their studies. For example, one participant elaborated that 

”In my opinion, global citizenship has been discussed in various ways and from 

many different perspectives, approached from the specific angle of each course. 

For example, the sociology course included reflection on the meaning of culture, 

also in different cultures. All in all, the topic has been highlighted well on different 

courses, where we have discussed how it should be taken into consideration.”. 

[Art4_B] 

Thus, this participant described that global citizenship education had been discussed in many 

courses in many ways. Also a participant from the two-year Master programme in primary 

teacher education had experienced that global citizenship had been discussed enough within 

their courses: ”Considering the compact structure of my studies, global citizenship has been 

discussed reasonably.”[Ma2_M].  

In particular, some participants from the Intercultural Teacher Education Programme referred 

to the international emphasis throughout their specific study programme:  

 “In the ITE programme, global citizenship and global citizenship education 

 are present as themes throughout the studies. The same themes are discussed 

 from different perspectives on different courses. For example, the courses of 

 Global Development Education, Sustainable Development Education or Edu-
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 cational Policy and Leadership bring different perspectives that are often 

 discussed in the lectures.” [Ite1_M].  

Additionally, some students from the ITE programme also stated that the multicultural student 

body in their courses had affected their studies: ”Because I am in the ITE programme, I feel 

that issues linked with global citizenship have been discussed during our lessons pretty much 

already because our class is multicultural. There have also been exchange students from 

around the world in our lectures.” [Ite2_B]. 

Thus, some participants felt that global citizenship education had been discussed enough 

throughout their studies. One participant even felt that global citizenship education had been 

discussed too much, expressing their view of global citizenship education being just a small 

part of education: ”In my opinion, considering the other vastly significant dimensions of teach-

erhood, as a percentage, this particular topic has been discussed even too much.” [Art1_B].  

However, many participants felt that global citizenship education had not been present much in 

their studies or that it had not been discussed deeply enough. Some even stated that it had not 

been discussed at all: “I can't think of a single moment, when it would have been discussed.” 

[Broad2_B]. One participant stated that as the term global citizenship had not been used, in 

their view there had not been enough global citizenship education in their studies:”The term is 

quite unfamiliar to me, so at least this term has not been used much in my studies. In other 

words, global citizenship has not been discussed enough in our studies.” [Art3_M]. Some par-

ticipants were hoping to gain more information on global citizenship education in their courses 

in the future: ”So far, it has only been discussed a little. I wish there would be more about it in 

my minor subjects or other courses in the future.” [Broad3_B].  

There were also many participants who stated that global citizenship education had been dis-

cussed to some extent, but that it could be enhanced or developed in their studies somehow. For 

example, one participant stated that ”The topic has been touched upon lightly in the multidisci-

plinary studies and it was discussed a bit more in the course on intercultural education, but 

definitely not enough.”[Broad8_B]. Another participant felt that global citizenship had not been 

discussed deeply enough in the subject-specific courses: “In terms of the subjects we’ve studied, 

I feel that the thought of global citizenship has quite often been forgotten.”[Ite6_M]. One par-

ticipant also described that in teacher education global citizenship is seen to be fostered through 
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student exchange, but stated that it is not enough: ”Of course teacher training aims at develop-

ing internationalism and deeper understanding through student exchanges, but I think you are 

a global citizen even without travelling.” [Ite3_B]. 

Furthermore, many students felt that in their faculty it was possible to gain a good amount of 

knowledge on global citizenship education, but that often the courses or projects linked to it 

were optional: “Global citizenship has been discussed just a little on mandatory 

courses.”[Ite3_B]. Thus, some students discussed their experiences of discussing global citi-

zenship on some optional courses that they had picked, including “an optional course 'democ-

racy and human right education as a tool for teachers'” [Broad15_B], “a summer course on 

Global Citizenship” [Ite3_B] and “an optional course, the sociology of racism and multicul-

turalism” [Broad12_M]. One student also discussed global citizenship with reference to their 

Bachelor seminar group that included students from the ITE programme: ”In my case, the topic 

was brought up especially in my Bachelor's thesis seminars, because I was in a group with 

mostly ITE students. I think they have more of an emphasis on global citizenship.” [Broad9_M].  

However, one student expressed that although there would be more possibilities to engage in 

activities or project linked with global citizenship, they had not been interested enough to take 

part in them: “Of course there are visitors and researchers coming to the university from 

around the world, but usually I haven't been interested enough to participate in these projects.” 

[Broad2_B]. Another student stated that the students’ interests also affected how global citi-

zenship had been discussed in the mandatory courses: “It has been discussed every now and 

then on different courses, but mostly on optional courses, or then mandatory courses because 

of the students' own interests.”[Ite4_M]. Therefore, it seems to be possible for some students 

to go through teacher education without discussing global citizenship education much, if it is 

not a topic that interests them. It can, however, be argued if these students would be the ones 

who would need to learn about global citizenship education the most to be able to implement it 

in their future work. Consequently, one student reflected on how also the implementation of 

global citizenship education in future depends on the personal interests of teachers: “When 

working, it will be your own responsibility how you emphasise the topic (as many other things 

as well, but I think that we are capable of it, as we are guided to reflect and develop our own 

work).” [Broad9_M]. 



 

 

63 

 

Additionally, many students stated that global matters had been discussed during their studies, 

but not through the terminology of global citizenship education: “I feel like it has been dis-

cussed generally and not in the specific terms of global citizenship education” [Ite7_B].  An-

other student stated that “multiculturalism and internationalism is discussed, but the term 

'global citizen' has not been used much”[Broad10_B]. Some argued that it would be good to 

develop education towards using the term global citizenship education, whereas some ex-

pressed that they had gained a sufficient amount of information to teach it through other terms: 

“The topic has been discussed more through intercultural education, global issues and sustain-

able development. Thus, I feel that I have gained enough knowledge within this theme in order 

to be able to teach according to the national core curriculum.”[Broad15_B].  

All in all, students seem to understand discussing global citizenship education in various ways. 

While some connect it with the terminology of global citizenship and thus state that is has not 

been discussed if that term has not been used, some see it as a wider part of their studies. Thus, 

it is important to acknowledge that the differences in the students’ answers are connected to 

their conceptions and not just the differences in the ways global citizenship has been discussed 

in their courses. Also the students’ own interests and motivation affect how much they have 

focused on global citizenship education in their studies. Additionally, the students can have 

very different views on how much global citizenship education they need in their teacher edu-

cation studies in order to be able to include it in their teaching. The following chapter discusses 

the students’ ideas of how global citizenship education could be developed in teacher education. 

 

Teacher Students' Ideas for Developing Global Citizenship Education in Teacher Education 

The participants had several ideas for developing global citizenship education in teacher edu-

cation. In this chapter, I introduce and discuss these ideas through the main themes emerging 

from the data: more courses, more interaction with people from different backgrounds, more 

practical approach, and integration to other courses (see Appendix 3).  

As mentioned before, some of the students felt that global citizenship education had not been 

discussed enough in their studies, suggesting that more courses should be added related to it. 

One participant had begun their studies earlier and had apparently not had any courses related 

to it, as they state that “I think teacher education could include a separate course on multicul-

turalism and global citizenship, as nowadays teachers need to be able to encounter people from 
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different cultural backgrounds and be able to educate towards global citizenship.” 

[Broad6_M]. Another participant stated that they had completed an optional course on global 

citizenship education and that it would be a good addition for all the students: “I took this 

Global Citizenship course, offered as summer studies. It discussed exactly these themes, and I 

think that everyone would need one in their all-round education.”[Ite3_B]. Some participants 

also wrote that although global citizenship had been discussed to some extent, it would be ben-

eficial to go deeper: “It has been touched upon on some lectures, but you could also discuss the 

topic more thoroughly.”[Ma1_M]. 

Some participants saw the basis of developing global citizenship education in building connec-

tions, suggesting that during teacher education studies there should be more interaction with 

people from different backgrounds. One student described the importance of intercultural en-

counters: “In my opinion, global citizenship develops the most when students can study together 

with people representing other cultures, religions or nationalities.” [Ite4_M] Additionally, the 

same student suggested that having a more diverse group of teacher students could foster global 

citizenship education: ”In our faculty, teacher students are a very homogenous group, so this 

could be developed already through student election.” [Ite4_M]. Also another student stated 

that ”The discussion of global citizenship could be developed for example through being in 

contact with people from different countries during the studies.” [Art3_M] 

Some participants felt a need to gain more practical ideas for implementing global citizenship 

education than in their studies, hoping for a more practical approach. For example, some par-

ticipants stated that although global citizenship had been discussed, “in my opinion, we have 

not really discussed how you could discuss global citizenship with your students or educate 

them as global citizens”[Ite2_B] or “how teacher's actions and methods guide towards global 

citizenship” [Broad11_M]. Another participant suggested linking global citizenship education 

courses with practice in the classroom:  

“It would be fantastic if in addition to global citizenship education there would 

be an assignment where we could go to a multicultural class and teach a lesson 

on global citizenship. This way we could learn what to take into account, what 

things are challenging especially in a multicultural class, what works and what 

doesn't: what types of activities activate the children to think and what go against 

these themes.” [Ite1_M] 
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Thus, it seems that a few students feel that possibly they had not had enough chances to try to 

include global citizenship education in their school experiences or work practices. Alterna-

tively, it is possible that they were just willing to gain more ideas or that they had not had 

teaching practices yet. Through active participation, it would be possible to gain these experi-

ences in teaching practices: however, it seems that not all students have consciously practiced 

these skills when student teaching.  

Finally, some students expressed their ideas of discussing global citizenship education through 

integration to other courses. As an example, one student suggested that “global citizenship and 

multiculturalism could be present as themes on almost all courses, offering interesting perspec-

tives also to e.g. multidisciplinary studies” [Broad6_M]. Also another student was proposing a 

stronger presence of global citizenship education in all the courses: “I think as global citizen-

ship should be an overarching theme throughout all our studies instead of the main focus being 

just on one course.” [Ite6_M].  Therefore, clearly these students felt that right now global citi-

zenship had not been present as the educational philosophy behind all of their courses.  

As mentioned before, not all the students were familiar with the term global citizenship. Con-

sequently, one student suggested discussing global matters through the terminology of global 

citizenship education: “However, I would develop the contents of the courses in teacher edu-

cation more towards the direction that would familiarise the students with the term 'global 

citizenship' more, discussing its contents more as parts of global citizenship.” [Broad15_B]. 

However, it is possible that the thematic field of global citizenship has been present in issues 

discussed in several courses through different terminology. 

6.3.2 Global Citizenship Education in Primary School 

In general, most participants agreed that global citizenship education should occur at school. 

For example, one participant stated that ”In my opinion, educating global citizens is one of the 

most important missions of schools, as the skills of global citizens are important for everyone. 

Through understanding others and recognising how you can personally impact things, it is 

possible to avoid extremism - although it is a huge goal.” [Broad1] Another participant high-

lighted that global citizenship education belongs to school, as it does not occur in all families: 

”Important, because its importance is not realised in all homes: not all parents or guardians 

are capable of this educational task or don't approach it in a neutral and encouraging way.” 

[Broad10] However, unlike some other participants, the same participant immediately went on 
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to state ”But it's not the most important mission of school.” [Broad10]. Thus, while most par-

ticipants felt that global citizenship education should take place in school, their ideas of its role 

varied greatly. Similarly, they also had different understandings on its nature and how to im-

plement it in school. 

This chapter aims to discuss the ways participants understand global citizenship education in 

school, also presenting some of their own examples of how they would implement it in their 

future work. The chapter begins by discussing global citizenship education as a natural part of 

the everyday life of schools, then moving on to discuss integration into different subjects, and, 

finally, presenting more specific examples of the methods and ideas described by the partici-

pants. 

 

Global Citizenship Education as a Part of Everyday Life of Schools 

Most participants highlighted global citizenship education as a natural part of the everyday life 

in schools: “Education towards global citizenship takes place constantly in the everyday life of 

school.” [Ma1]. Specifically, one participant described that ”I'd try to make it as everyday as 

possible. I'd like to connect this thinking to every subject so that little by little, it would become 

a part of everyday life and thinking for children. For example, not so that children would im-

agine it [global citizenship] to only be connected with discussing world religions in religion 

lessons.” [Broad3] Thus, this participant seems to elaborate that by bringing global citizenship 

education into the everyday life at school, children would begin to see global citizenship as a 

way of thinking and an indistinguishable part of their lives. Also other participants emphasised 

including global citizenship education in all teaching: ”It would be important to include dis-

cussing the topic [global citizenship] as a part of everyday life, not just in thematic lessons or 

weeks. Teaching could include global citizenship education regardless of the subjects.” [Ma2] 

Similarly, for example Gaudelli highlights the importance of including global citizenship edu-

cation in the everyday life of schools as a way of thinking (2016, p. 50-51). 

Consequently, some participants discussed including feelings and attitudes in global citizenship 

education, using a “Holistic approach that acknowledges increasing knowledge, feelings, atti-

tudes, values, motivation and the willingness to act..”[Ite2]. The same participant also high-

lighted that it would be important to support the students in developing their own conceptions: 

“In my opinion, it's important that education towards global citizenship takes place in schools, 
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but it has to be of the kind that touches the students and provokes their own thoughts in them 

rather than just tells them what global citizenship is and that it would now be good to grow up 

to be like that.” [Ite2]. Thus, this participant states that it is important to reflect on how global 

citizenship education is taught, focusing on the personal thought processes and connections of 

the students.  

While most participants discussed taking an active role to include global citizenship education 

in their teaching, one participant stated that it is present even without specific attention: ”The 

topic is integrated into all subjects also unintentionally, and in my opinion, that is how it should 

naturally be. In my opinion, nowadays this particular topic has been separated too much from 

other things and been lifted on a slightly too high pedestal..” [Art1] Thus, it seems that this 

participant potentially sees that global citizenship education is included in teaching automati-

cally even without the teacher or students paying attention to it. It would be interesting to hear 

if this participant would see a need to reflect on what type of global citizenship education would 

be taking place in their classroom. In any case, also this participant finds global citizenship 

education necessary: ”In my opinion, every person should receive ingredients of global citizen-

ship throughout their lives, from all of their educational connections. ” [Art1]  

 

Integration into Different Subjects 

All in all, most participants discussed integration as a way to include global citizenship educa-

tion in school. However, there were some differences in emphasis linked to whether they dis-

cussed integrating it mainly through additional examples and perspectives, or as values through-

out all of their teaching.  

Some participants focused on integrating values of global citizenship education into their teach-

ing: “although it would not be directly taught as ’global citizenship’, its values can be inte-

grated into different subjects and lessons. Teacher can educate towards global citizenship al-

ready through their own example.”. [Ite4] Thus, this participant sees values more important 

than, for example, using the term global citizenship, and sees that global citizenship can be 

present in the daily actions of teachers. Some participants also highlighted values through in-

cluding global citizenship education as a theme behind all teaching: “I’d hope that my teaching 

would always include an emphasis on the skills and values of a global citizen. Like I said, it 

should be an overarching theme throughout the teaching and not just in some specific lessons.” 
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[Ite6] Also the following participant had similar ideas: “I would not talk about it as a separate 

subject, it would be interwoven into what we do - like a lense through which we look at the 

world and what we are learning.” [Ite7] Thus, these participants seem to highlight global citi-

zenship as a way of viewing the world rather than as a separate topic only linked to some sub-

jects. This view is strongly present also in the curriculum of the Intercultural Teacher Education 

programme.  

Most participants discussed integrating global citizenship education into their teaching through 

stating that they would integrate it into different subjects: ”I would probably integrate examples 

into daily teaching and emphasise the significance of global perspectives.” [Broad2].  More 

specifically, Table 3 presents which subjects the students linked with global citizenship educa-

tion in the multiple choice question of the questionnaire. Out of the 34 participants, many linked 

global citizenship education with all the school subjects. However, there was also some varia-

tion in their responses: only 18 students chose that global citizenship education could be in-

cluded in mathematics. Consequently, physical education was picked by 23 students, and crafts 

by 25 students. Therefore, it seems that while some participants stated that global citizenship 

education could take place in all subjects, there were also students who associated it with certain 

subjects more than others. 

Table 3. The Subjects Linked to Global Citizenship Education. 
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Overall, many participants discussed including global citizenship education through giving 

practical examples of how they would integrate it into different subjects. Specifically, one par-

ticipant stated that  

 “Global citizenship can be discussed in every subject, although artistic and 

 practical subjects, languages, history and environmental studies provide the 

 most opportunities. For example, in physical education, global citizenship 

 could be discussed by getting to know dance traditions of different countries; 

 in mathematics, through getting to know different mathematical ways of 

 thinking or  manipulatives.” [Broad6]  

Thus, while they thought that some subjects were more natural for discussing global citizenship, 

they also found ways to include global citizenship education in all subjects, including mathe-

matics. Similarly, another participant presented some of their ideas of including global citizen-

ship education, also choosing to describe an example from mathematics: “Gce can be imple-

mented and integrated all the subjects, for example in mathematics different kinds of verbal 

exercises or comparison what kinds of mathematics tasks are taught in different coun-

tries.”[Ite9] This shows that while some participants did not connect global citizenship educa-

tion to, for example, mathematics, there were also several participants who had ideas on how 

to link it with all subjects. The following chapter focuses on the range of practical examples 

presented by the participants. 

 

Methods and Ideas 

In addition to stating that global citizenship education should be a natural part of everyday life 

at school, many participants presented more specific examples of how they would implement 

global citizenship education in their future work. This section discusses some of these exam-

ples, discussed through the categories presented in Figure 2. Finally, most ideas have also been 

collected together in Figure 3, presented after discussing the main types of ideas. 
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Figure 2. The methods and ideas of implementing global citizenship education presented by the 

participants. 

 

Multidisciplinary Units and Projects 

Many participants suggested discussing global citizenship in multidisciplinary units of the new 

Finnish core curriculum of 2016: “Every subject can also be linked further from your own 

environment, especially when creating multidisciplinary units like in the new curriculum.” 

[Broad8]. Another participant elaborated this further:  

”Global citizenship can also well be used as a topic for a multidisciplinary unit, 

discussed through a project and integration into many subjects. Global citizen-

ship is such a wide-ranging phenomenon that it would be easy to discuss causal 

relations and connections between subjects. It enables very creative methods and 

deep conversation.” [Broad6] 

 Therefore, it seems that global citizenship is seen to be a good theme for projects, as it can be 
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creative methods in projects: ”it would be fruitful to have different multidisciplinary projects 

with artistic subjects, research, maybe also drama” [Broad12]. Some participants also con-

nected inquiry-based learning specifically to multidisciplinary units. 

 

Discussion and Collaboration 

Many participants highlighted discussion, working in groups and presentations in different 

ways.  For example, one participant described their ideas of discussing human rights: 

”Each student or pair could choose one human right decree, do research on it, 

and present it to the class. There could be discussion after each presentation. Do 

we have this human right in our school? Why? Is this human right fulfilled every-

where? How would it affect our life if we didn't have this right?”[Ite1] 

Thus, this participant combined collaborative working, inquiry-based learning, presentations 

and discussing with the entire class as a way to approach human rights in the classroom. They 

also made connections to the everyday life of the students. However, some participants high-

lighted the importance of learning interaction skills more than the subject areas as such: ”Group 

discussion with the goal of practicing conversational skills. Giving short speeches.” [Tec3]  

Some participants emphasised encouraging students to share their own experiences. Specifi-

cally, some participants linked their examples to multicultural classrooms: ”It would be ideal, 

if the class included students from different countries, who could also tell about the cultures 

they come from.” [Tec1] Also another participant stated that ”In a multicultural class, diversity 

and different countries could be celebrated. Students could tell about their own countries freely 

and the class could discuss the differences and similarities of different countries together.” 

[Ite1] Thus, these participants seem to expect their future students to have different kinds of 

backgrounds and view it as a strength for global citizenship education. 

Additionally, some participants discussed how they would teach children to treat each other 

respectfully: ”On a more general level, I would highlight how diversity is richness and a won-

derful thing. It is important to respect other people. These values and actions linked to them 

could be taught through traditional team building activities [ryhmäyttämisharjoitukset] and 

practicing good manners.” [Tec1] Thus, this participant acknowledges how global citizenship 
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education can be connected to many methods and ideologies that have been present in education 

for a long time. 

 

Literature, Writing and News 

Some participants described learning linked to literature, news and writing. For example, they 

discussed storytelling, reading, and discussing literature or films linked to different phenomena. 

Additionally, one participant shared their example of reflective writing linked to global citizen-

ship: “Especially older students could be made to write also reflective texts in mother tongue 

lessons. The primary goal would be deeper reflection of diversity from different perspectives: 

for example, ethics.” [Broad12] Thus, writing is seen as a way to promote deeper reflection on 

ethical issues linked to global citizenship. 

Some participants also mentioned following news: “in my opinion, a global citizen should also 

stay up to date with world events and take a stand on them, so it’s important to e.g. teach 

students to follow news“[Ite4]. Thus, this participant seems to highlight not just following news 

together but also encouraging students to be interested in following news on their own in their 

future. Another participant gave an example of how they could discuss news in their class-

room:“What is going on in the world? Why has this happened? Are these good or bad news? 

How could this have been prevented or fixed? The teacher needs to pick the news very carefully, 

taking into consideration the age of the children.” [Ite1] Therefore, this participant aims to 

evoke further discussion into the reasons and backgrounds of news rather than merely discuss-

ing what has happened. 

 

Drama 

Many participants discussed using drama as a teaching method. In particular, most of them 

approached drama as a way to help the students to learn to empathise with other people and 

look at situations from other perspectives. One participant also introduced many types of drama 

exercises that they could use, for example “some students acting out a specific scene that ends 

in a conflict, and then stopping the scene and doing different exercises e.g. thought bubbles/hot 

seat; students come up, take the role of someone and explain what this character is thinking 

right now” [Ite6]. Thus, this participant described drama as a process with specific smaller 



 

 

73 

 

exercises that would provoke thoughts in the students in order to help them to look at situations 

from different perspectives. 

Some students also discussed role play: “I could use role play: scenarios, where students would 

represent some country or group.” [Ite3]. Another student had a similar idea: ”Starting a 

United Nations club where each student would represent one country.“ [Tec3]. Thus, the par-

ticipants saw potential in developing multiple perspectives and increasing understanding 

through drama both in the larger scale of countries and in the smaller scale of interaction be-

tween individuals. 

 

Action for a Better World 

Many participants discussed making a difference or ”good actions for the planet” [Broad4]. 

For example, one participant stated that they ”would hope to empower students to see that what 

one person does is important and change can start from small things. And even if they stay as 

small things, that’s important too!” [Ite6] Similarly, another participant expressed that they 

would like to ”guide the students to think of at least one global citizenship related action that 

they could implement in their daily life“ [Broad15]. Thus, similarly to Brunell (2013), these 

participants highlight activating the students to make positive changes in their own local envi-

ronments through their own actions (p. 19). This builds connections between local and global, 

possibly helping students understand how their actions affect the world.  

Furthermore, the participants discussed making a difference in many ways. For example, one 

participant highlighted impacting the world through art: ”Drama, visual arts and handicrafts 

provide children with tools to process even challenging themes and impact the world through 

the message of their own art.” [Broad11]. Another participant approached activating the stu-

dents to make a difference through creating more possibilities for all to participate in decision 

making in their own school:  “Starting from the first grade, everyone should be offered possi-

bilities to make a difference, even if you do not belong to the student council.” [Broad1] 
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International Connections 

Many participants discussed international connections in some way, such as through meeting 

people with different backgrounds, travelling, visitors, and international cooperation projects. 

For example, one participant stated that they would educate global citizens by “discussing, 

getting to know other cultures and their ways, getting the students to know people from different 

cultures” [Broad13].  

Consequently, some participants discussed cooperating with students from other countries: ”I'd 

like to try projects in cooperation with another ordinary class from somewhere in the world 

(this is exactly the type of project we were shown in our teaching practice)” [Tec2]. Also an-

other participant had similar ideas, wishing to use technology to facilitate these encounters: ”I'd 

want my students to have possibilities to cooperate with students from different countries. For 

example, teleconferences to another country could provide the basis for unforgettable learning 

experiences.” [Art3] Thus, these participants seem to highlight working together with students 

from other countries in a way that would make international cooperation a part of everyday life 

and show the students what types of things they have in common with others.   

Furthermore, one participant connected international communication with their own identity as 

a global citizen: “I'm a global citizen, because I live on this planet and communicate with peo-

ple around me despite my geographical location.” [Broad11] Thus, it could be considered 

whether building intercultural connections could connected with the feeling of being a global 

citizen, something that some of the participants in the study seemed to be missing or saw as a 

challenge.  
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7 Discussion 

This research has focused on teacher students’ perceptions of global citizenship and global 

citizenship education. Additionally, its goal was to see what types of ideas future teachers had 

for implementing global citizenship education in their work. The data was collected with an 

online questionnaire that was sent to all primary teacher students in the University of Oulu. 

Most of the questions were open-ended, allowing the participants to express themselves in their 

own words. This section concludes this thesis, discussing the main findings connected with 

theory in chapter 7.1, ethics and reliability in 7.2, along with final remarks and suggestions for 

future research in 7.3. 

7.1 Main Findings 

All in all, there was a wide range of conceptions linked with global citizenship present in the 

data. Some participants linked global citizenship to their everyday life, while some connected 

it merely with meeting people from other countries. Also the challenge of defining global citi-

zenship was present in many of the responses. As discussed in chapter 2.3, Oxley and Morris 

(2013) divide conceptions of global citizenship into political, moral, economic, cultural, social, 

critical, environmental and spiritual views. All of these conceptions were present also in my 

data in some ways, not only when discussing global citizenship but also linked to global citi-

zenship education and ideas for implementing it in school.  Thus, I begin this chapter by dis-

cussing the data from the perspective of the global citizenship typology by Oxley and Morris 

(2013). 

The cosmopolitan type of global citizenship was present in the data, particularly through cul-

tural and moral conceptions. Also political and economic views were present in some ways, 

while they were not as prevalent. Cultural global citizenship was present particularly through 

discussing multiculturalism, openness and respect. This was often approached through empha-

sising learning about different cultures and religions, and celebrating diversity. Moral global 

citizenship was highlighted through describing people as one global community with rights and 

responsibilities towards one another and the world. Also empathy and solidarity were discussed 

by many participants. Political global citizenship was present a little: especially one participant 

had a strong focus on the role of the United Nations and other organisations. Also economic 

global citizenship was present less, while some participants discussed global corporations and 
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increasing international cooperation. However, consumption was only discussed in reference to 

making ecological choices instead of focusing on economic growth. 

Also the advocacy types of global citizenship were present in the data. Especially social global 

citizenship was prevalent: many participants discussed humans as a global community, focusing 

on building relationships and connections between students from different countries. Some par-

ticipants also discussed action for social justice, some approaching it from the perspective of 

enhancing equality through including minorities. Also features linked to critical and environ-

mental conceptions were present in several answers, while spiritual views were discussed less. 

Critical global citizenship could be seen especially in how some students discussed the im-

portance of recognising one’s own values and reflecting on their status as a global citizen. For 

example, one student discussed the meaning of ‘normal’ and how it can be different in different 

settings, thus potentially criticising the notion of universal values presented in the cosmopolitan 

type. In general, many also highlighted critical thinking and media literacy. Environmental 

global citizenship was present in how some students discussed respecting and protecting the 

environment as such, not just as the habitat of humans. However, while environmental views 

seemed to be more common in the data than in many theories of global citizenship, all in all it 

was more common to discuss the environment in relation to sustainable development and hu-

mans. Spiritual global citizenship was not particularly prevalent in the data, but some connec-

tions could be made. For example, one participant mentioned how the core of global citizenship 

education is teaching to love and care. This approach is typical in spiritual global citizenship, 

values spanning from the teachings of world religions. Additionally, spiritual features were 

acknowledged by many participants through presenting the need to respect different religions 

and worldviews and learn more about them. 

Thus, it was possible to see features of each type of global citizenship even in this type of data 

that was collected from a fairly small group of people, all studying in the field of education. 

This shows the variety of understandings of global citizenship, not only present in research on 

global citizenship, but also in everyday conceptions of teachers and other people. Inevitably, 

these conceptions also have an effect on what global citizenship education is seen to include, 

which in turn affects how it is implemented in the everyday practices of schools. Thus, as shown 

below in Figure 3, there are strong connections between ideas of global citizenship, defining 

the contents of global citizenship education and how it is implemented. All these three dimen-

sions are interconnected and can affect one another in many ways. For example, if someone 
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sees global citizenship as a term that only refers to some people somewhere, it can affect how 

they see it as just as a specific set of skills or a small part of education, which would not need 

much attention in school and would perhaps only be addressed through a separate activity if 

there is some extra time. However, if someone sees global citizenship as an indistinguishable 

part of the daily life of all individuals, they would probably link a wide variety of skills, values 

and contents with it, and be likely to feel that it should be included in all the action of a school, 

potentially even forming the basis to all education.  

 

 

Figure 3. The Connections between Understanding Global Citizenship, Global Citizenship Ed-

ucation, and its Implementation. 

Therefore, as the conceptions of global citizenship were varied, also the understandings of the 

skills and contents of global citizenship education were seen in many different ways by the 

participants. When looking at the entire data as an entity, the participants described skills and 

contents linked to all three dimensions of global citizenship education presented in section 3: 

cognitive, socioemotional and behavioural dimensions (see Table 1, p. 12). However, while 

some participants only focused on one or two types of skills, some included all these dimensions 

in their responses. Thus, not all the participants understood global citizenship education as 

widely. 
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Dimensions of Global Citizenship Education 

 

Cognitive dimensions of global citizenship education were present in the data especially 

through critical thinking, self-reflection, and media literacy. Many participants also discussed 

learning about different cultures and worldviews. Some especially highlighted becoming aware 

of human rights and responsibilities. Furthermore, respect and understanding became a large 

subcategory under the skills discussed by the participants, connecting both cognitive and soci-

oemotional dimensions of global citizenship education. The participants approached this mostly 

either through respecting people, or respecting their culture and worldview. Some participants 

also included self-reflection on their own culture, finding the key to feeling respect towards 

others from first recognizing their own culture and respecting it.  

Socioemotional dimensions of global citizenship education were particularly prevalent through 

empathy, discussed by many participants. Empathy was typically understood as a way to put 

oneself into someone else’s position in order to increase understanding of what others might 

experience and need in their lives. Additionally, many participants discussed the importance of 

developing intercultural competence through learning interaction and cooperation skills. Some 

people connected global citizenship education especially to meeting and interacting with for-

eigners, while some saw that it was needed whenever encountering another human being. Fur-

thermore, many participants also discussed the importance of feeling like a global citizen, while 

not all shared this personally. Some also saw global citizenship education primarily as certain 

values, wishing to incorporate it into their teaching through underlying values. 

Behavioural dimensions of global citizenship were discussed particularly through action in or-

der to make a difference in the world. Some participants especially highlighted global respon-

sibility through learning how each individual’s daily decisions have an effect on others. Some 

also described how they would encourage students to think about how they can make a differ-

ence in their lives, beginning from small decisions. 
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Teacher Students’ Views on Implementing Global Citizenship Education 

Finally, the participants also introduced a wide range of creative and practical ideas on how to 

implement global citizenship education both through curricular and extracurricular activities. 

Many participants approached global citizenship education as something that they would like 

to incorporate into the everyday life of their school and classroom. Some participants particu-

larly discussed integrating it into different subjects and creating multidisciplinary units con-

necting different subjects to global citizenship education. As Figure 4 shows, there were many 

kinds of ideas, among all including drama, international projects, collaboration, discussions, 

literature, and action. Also technology was used in many of the ideas to increase possibilities 

for communicating with people from other countries. 

 

Figure 4. A collection of the ideas for implementing global citizenship education. 

With regard to critical pedagogy, as presented in chapter 4.3, some of the participants ap-

proached implementing global citizenship education in a way that is similar to critical peda-

gogy. For example, many participants highlighted the role of active individuals collaborating 

to make a difference in the world, and expressed their concerns for how a change is needed in 

the world.  One participant also highlighted the importance of allowing students to develop their 

own conceptions instead of merely being told what a global citizen is and how they should act. 
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Critical pedagogy researchers Smith and McLaren have stated that education is still often based 

on the teacher transmitting knowledge to students, without much emphasis on the students’ 

views or actions (2010, p. 333-334). However, in my data, many students introduced ideas and 

methods that were active, child-centred, and reflective, for example, through collaborative pro-

jects. Thus, there is a possibility that this might be changing already and especially in the future 

when this generation goes on to teach in schools. However, not many participants addressed 

issues typical to critical pedagogy, such as challenging power relations, neoliberal values or 

capitalism in the world and school. 

Furthermore, the participants also had different kinds of experiences of discussing global citi-

zenship education in their teacher education studies: while some were content with the amount 

and way global citizenship had been present, some had plenty of ideas for improvement and 

some even felt that it had not been present at all.  Again, this variety was probably also present 

because of the different ways to conceptualise global citizenship: for example, whether it can 

also be discussed through other terms and be present in underlying values, or if it is only dis-

cussed when using the same term. 

 

Teacher Students as Global Citizens 

In the data, many participants discussed their own status as a global citizen, some stating that 

in order to be able to teach global citizenship education, it is necessary for the teacher to feel 

like a global citizen. This view is also present in many theories of global citizenship, for exam-

ple, discussed by Gaudelli (2016) and Andreotti et al (2011). However, many participants stated 

that they did not think they were global citizens, justifying this either through their national 

identity or their feeling that they did not have all the required skills. This could be linked to 

understanding global citizenship as something that is based on a set of skills to be learned, rather 

than a status or values. Thus, if a teacher thinks that someone is a global citizen only after 

achieving certain values, it is possible for them to set very high standards for who can be a 

global citizen, also excluding themselves and leading to feeling distant from the topic. 

However, in my data it seemed that some of the teachers who did not identify themselves as 

global citizens, had included plenty of self-reflection and in fact, seemed to not only master 

many of the skills they linked with global citizenship but also actively promote its values in 

their local environments. Thus, it seems that they would definitely have plenty of potential in 
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teaching global citizenship education: in order to teach it, should they have taken the final step 

of also feeling like a global citizen or could this be enough? One solution would be to approach 

global citizenship from a broader perspective, beginning from the status of living on the globe. 

In this type of view, everyone would be seen as global citizens, and global citizenship education 

would serve the purpose of becoming aware of this status and becoming motivated to begin to 

develop different kinds of skills linked to it. Global citizens could thus include people from all 

walks of life, all imperfect and each in their own way developing and reflecting on their global 

citizenship as global learners in a constant, never-ending process. This way, also the ones who 

have realised how much they still need to learn could be included in feeling a connection to-

wards other people in the world through the identity layer of global citizenship. 

Furthermore, some of the participants who stated that they do not feel like they are global citi-

zens also seemed to struggle to see the connections between local and global phenomena. Many 

participants highlighted the importance of action, but while some described local actions as a 

crucial part of global citizenship, some stated that they only affect their local environments and 

thus are not ‘global enough’ to be global citizens. Thus, there were many ways to understand 

what types of actions are linked to global citizenship, ranging from impacting the world through 

everyday discussions to so large goals that they can be difficult to be accomplished. In order to 

see how meaningful even smallest actions could be even on a global scale, it could be useful to 

reflect on how big changes could take place if more and more individuals around the world 

would begin to reflect on their actions through global citizenship. This could lead to changes in 

viewing other people both in their immediate environments and on a wider scale, acknowledg-

ing how their actions can have an impact on others.  

Another interesting feature was how many participants highlighted learning other languages as 

an important part of global citizenship. This could be considered to be a local or national per-

spective to global citizenship, as it is not particularly strongly present in international research 

written in English. Language skills were also present in Finnish national frameworks and doc-

uments on global citizenship education. In the context of Finland, Finnish is a small language 

rarely known outside Finland: thus, only knowing Finnish would certainly limit the depth of 

interaction with people who speak other languages. Additionally, only studying Finnish news, 

literature or websites could also limit perspectives, while knowing other languages could also 

help to find information from a wider range of sources. Probably explained by the current status 
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of English as a lingua franca, many participants also seemed to view English as the most im-

portant foreign language with regard to global citizenship. 

Many participants also linked global citizenship with meeting foreigners and travelling. Over-

all, meeting people from different kinds of backgrounds certainly is an important feature of 

global citizenship education, with potential to develop a feeling of connection to others and 

strengthen intercultural competence. However, it is important to acknowledge that it is just one 

part of global citizenship education, and that there is potential for intercultural encounters also 

inside each country and even classroom, no matter how homogenous it might seem on the sur-

face. Thus, skills learned through global citizenship education could be seen to be needed when-

ever two people meet, as they never share entirely same values, opinions, hobbies, characters, 

backgrounds, or so on. Additionally, it can be argued that everyone in the world needs global 

citizenship education even if they never leave their home country, as the world is so connected 

that their decisions still affect others beyond national borders. If global citizenship is seen as 

broadly as in this description, there is no doubt whether it should be, and in some ways already 

is, present in all classrooms. 

Furthermore, while many participants discussed their will to include global citizenship educa-

tion in their teaching, it is important to reflect on how it would be present. Thus, for an educator, 

making the decision to include global citizenship education in school is more than just choosing 

to implement activities linked to global issues every now and then. Whereas this could be a 

good starting point, global citizenship education has the potential to become a view or educa-

tional philosophy that affects and guides all the learning and teaching going on in a classroom.  

For example, the choice and use of teaching materials, everyday conversations with students 

and dealing with conflict situations could be affected by the values of global citizenship educa-

tion. All this can contribute towards making the students aware of the connections between 

issues that are taking place both close to them and farther away from them. Thus, it is essential 

to understand that also in school, global citizenship education can be seen in many ways, not 

just in the contents of the curriculum, but, for example, also in the ways students treat one 

another and view the world. 

If global citizenship education is most of all present in school as underlying values or an over-

arching theme, it is valid to note that even if the term ‘global citizenship’ is new to some edu-

cators, it does not mean that it has not been present in education before. Not everything has to 

change, and many methods, for example, traditional games enhancing group spirit could be 
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used just like before, only seen with also a wider purpose. However, it is valid to constantly 

reflect on what type of global citizenship is promoted and how this is done, while being pre-

pared to develop these approaches. For example, if global citizenship is discussed in a way that 

does not give space to the own thoughts of students or aims to indoctrinate them to adapt a 

particular way of thinking without their own reflection, it can even go against the core ideals of 

global citizenship. 

7.2 Ethics and Reliability 

According to Lichtman, to keep research ethical, among all it is vital to ensure that the research 

does not harm participants and that the privacy and anonymity of the participants is protected 

(2013, p. 52-53). As I collected my data through an anonymous open-ended questionnaire, pro-

tecting the privacy of my participants was not a major issue in this research. Additionally, as 

the questionnaire was completed online and the email was sent to a large group of people, even 

I do not know my own participants: thus, their identity or my understandings of them cannot 

affect my analysis either. Also the contents of the answers were not particularly sensitive, 

mainly focusing on opinions and thoughts instead of personal details that the participants could 

be identified through. Furthermore, Lichtman highlights that participants should receive infor-

mation on the study and be given the choice to either participate or not to participate (2013, p. 

53-54). Also in my research, participation was voluntary and as the questionnaire was sent by 

email, it can be expected that the participants did not feel much pressure to respond to the 

questionnaire.   

However, as such, using a questionnaire can introduce challenges to the reliability of the work: 

for example, although in my email about the questionnaire and in the questions I stressed the 

importance of expressing what the participants really think, it is impossible to know if they 

really wrote that or something that they had just googled or imagined that they would be ex-

pected to write. I tried to address this by also adding more personal questions, such as “Do you 

feel like a global citizen?”. It can also be questioned how deep insights it is possible to get from 

a questionnaire, acknowledging also the fact that I had made the questions and that although I 

tried my best to form them so that they would not steer participants to any particular direction, 

they still affect the way they responded. 
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It is crucial to acknowledge that when using a questionnaire as a tool for collecting data, it is 

first of all assumed that it is possible to access beliefs and understandings through self-reporting 

(Marshall & Rossman, 2006, p. 125; Cohen, Manion & Morrison, 2000, p. 256). Thus, as a 

researcher, to some extent I have made the decision to rely on the ability of the participants to 

acknowledge and honestly express their personal views in their own words through responding 

to the open-ended questions in the questionnaire. I acknowledge that it is impossible to com-

pletely understand exactly what the participants had meant originally, especially with this type 

of written and indirectly collected data but even with other types of data. It is also possible that 

not all the participants were fully acquainted with their own views or decided not to share all 

of them. However, for me it was an important step to decide to rely on my data and focus my 

research on what was visible there. Anyhow, I acknowledge that probably there are many as-

pects related to the assumptions of my participants that this study does not grasp or discuss 

deeply enough: therefore, it would also be valid to research this topic from other perspectives 

as well in the future.  

It is also important to acknowledge that if some views are missing, it does not necessarily mean 

that the student does not acknowledge them at all or think in this way: instead, it is also possible 

that they were simply trying to fill in the questionnaire quickly or that it just did not come to 

their mind when they were doing it, or that it was not the key element that they wanted to bring 

up. With data like this, you can never be entirely sure what else the participants think in addition 

to the stuff they chose to write.  

Furthermore, it is possible that the data represents just a small part of all teacher students, and 

that potentially only the students who were interested in global citizenship education in some 

way took the time to participate and actually finish the questionnaire. Even some of the students 

who completed the questionnaire expressed their uncertainty on what global citizenship means 

and how it was difficult to answer in their own words: thus, it is possible that some students 

who did not know much about the topic did not finish the questionnaire.  

7.3 Final Remarks  

This research focused on the understandings of global citizenship and global citizenship edu-

cation shared by teacher students in the University of Oulu. Additionally, it also presented their 

ideas for implementing global citizenship education in their future work as teachers. The goal 
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of this research was to map what types of understandings exist and find perspectives to the 

future of global citizenship education in Finnish schools.  

All in all, in light of this data, the future of global citizenship education in Finnish primary 

schools seems to be rather bright: many participants were interested in implementing global 

citizenship education, presented plenty of creative and active ideas, and saw it as an important 

part of the everyday life of schools. Unlike most teachers in Pudas’ (2015) research on global 

education, many participants highlighted including global citizenship education into their teach-

ing on a daily basis instead of only approaching it through separate activities and theme days. 

This could indicate that the role of global citizenship education is changing in Finnish schools, 

as awareness of the need for wider perspectives is growing and new generations of teachers are 

joining schools. These teachers can also have a role in enhancing discussion about global citi-

zenship and thus transform schools also beyond their own classrooms. 

However, there was a wide range of conceptions present in the data, and some participants only 

seemed to connect global citizenship education with, for example, meeting foreigners. Addi-

tionally, it is valid to acknowledge how the participants of this study do not represent all teacher 

students: as they were determined through being offered to voluntarily participate in the ques-

tionnaire, it is possible that the most critical or uninterested students made the decision to not 

participate.  

All in all, as a qualitative study, the purpose of my research was not to produce a model appli-

cable to all situations but instead to describe multiple ways of understanding and approaching 

the topic (Lichtman, 2013, p. 13-15). Thus, I do not claim that the data or my analysis represents 

all the views present among teacher students in Oulu or larger communities: instead, my goal 

was to study the variety that was present in this data. Thus, each individual response was valu-

able in terms of this research. 

Furthermore, it can be argued to what extent the future of global citizenship education can be 

studied through the current ideas of teacher students. As conceptions can change, it is possible 

for the students to actually implement it in different ways than they imagine now. Specifically, 

it is also different to imagine how they would like to act as teacher and to actually be working 

in a school. However, as the time in teacher education can be said to have a strong effect on the 

teacher identity of future teachers, probably many of the views that they have processed during 

their studies also have an impact on their teaching. 
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In future, it would be interesting to go deeper into how individuals truly understand global 

citizenship, also reflecting on the reasons behind the different conceptions. One possibility 

would also be to reflect on the different study programmes in teacher education, and their mean-

ing for developing an identity as a global citizenship educator. Through interviews, it would be 

possible to gain some deeper insights of the understandings and experiences of individuals. 

As many of the participants expressed a need for support in understanding the concept of global 

citizenship and implementing it in school, another opportunity for future research would be to 

develop a methodological guide for teachers. The guide could include clarified definitions of 

global citizenship education as an overarching educational philosophy, along with a selection 

of practical ideas for implementing it in the everyday life of schools. Thus, it could support 

teachers in discovering new perspectives and acknowledging which practices already support 

global citizenship in their daily actions. It could also inspire teachers to see the potential of 

global citizenship education in making a difference in the world and their own important role 

in this process.  

Finally, this research seems to give hope for the future of global citizenship education. While 

global citizenship can sometimes feel overwhelming, in its very core it could be seen as a con-

tinuous journey of learning and self-reflection. Educators have a vital role in encouraging learn-

ers to become aware of their global citizenship and supporting them in the process of growing 

as global citizens.  
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Appendix 1 

Emails for the participants  

Dear teacher student, 

I'm an ITE student currently working on my Master's thesis on teacher students' understand-

ings and perceptions of global citizenship education.  

According to the Finnish national core curriculum, ”basic education leads the foundation for 

global citizenship that respects human rights and encourages the pupils to act for positive 

change” (Finnish National Board of Education, 2014, p. 16). My research focus is on how 

teacher students see global citizenship. 

I'm collecting my data with a questionnaire and would be really grateful if you took the time 

to fill in my questionnaire on how you see global citizenship. 

Here's the link to the questionnaire: https://www.webropolsur-

veys.com/S/55717DE518526A02.par 

The questionnaire will take about 20-40 minutes and I'd be really happy to hear your thoughts 

on the topic by the 31th of January. 

Thank you so much for your help! 

Kind regards, 

Anni Rantakokko 

______________________________ 

Hei luokanopettajaopiskelija! (Please scroll down for English) 

Vuoden 2016 opetussuunnitelman mukaan ”perusopetus antaa perustan ihmisoikeuksia kunni-

oittavaan maailmankansalaisuuteen ja rohkaisee toimimaan myönteisten muutosten puolesta” 

(Opetushallitus, 2014, s. 16). 

Tutkin pro gradu –työssäni luokanopettajaopiskelijoiden käsityksiä ja ajatuksia maailmankan-

salaisuuteen kasvattamisesta. 

Tavoitteena on tutkia juuri sinun käsityksiäsi, ajatuksiasi ja kokemuksiasi; kyselyyn ei siis ole 

olemassa oikeita tai vääriä vastauksia, eikä haittaa, jos et tiedä aiheesta paljon etukäteen. 

Kyselyn löydät tästä linkistä: https://www.webropolsurveys.com/S/F000CC3E4ED4A34B.par 

Kyselyyn vastaamiseen menee n. 20–40 minuuttia. Toivoisin, että vastaat 31.1. mennessä. 

Kiitos paljon jo etukäteen! 

Anni Rantakokko 
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Appendix 2  

Questionnaire in English and Finnish 
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Appendix 3 

Analysis Summary Tables  

Teacher Students’ Understandings of Global Citizenship (see 6.1) 

Theme Subtheme/cate-

gory 

Examples 

Worldview rather 

than a topic 

Natural part of eve-

ryday life 

”Maailmankansalaisuus ei ole vain sitä, että 

on asunut tai matkustanut muissa maissa. Sitä 

voisi kuvailla enemmän maailmankatso-

mukseksi.”  

 

”Minulle maailmankansalaisuus merkitsee yti-

messään sitä, että minulla on oma paikka maa-

ilmassa (oma kulttuuri, omat elintavat, arvot ja 

toki fyysinen paikka) ja tiedän, miten niiden 

puitteissa voin vaikuttaa asioihin sekä että ym-

märrän, että muilla ihmisillä nämä tavat voi-

vat olla erilaisia ja silti arvokkaita. Koen ole-

vani maailmankansalainen ilman sitäkin, että 

matkustaisin paljon tai koettaisin "pelastaa 

maailmaa".” 

 

”Koen olevani maailmankansalainen kaikessa 

arjen kanssakäymisissä, niin kotimaissani kuin 

vieraammissakin ympäristöissä. Esimerkiksi 

siihen, lähestynkö ihmistä vai en, ei liity ihon-

väri tai uskonto. Lisäksi olen erittäin utelias 

oppimaan uutta ja laajentamaan omia näke-

myksiäni maailmasta ja ihmisistä.” 
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”Our Shared World” Taking care of the 

world, common 

goals, protecting the 

environment 

 

 

 

 

 

 

 

”Maapallon näkeminen siinä mielessä yhtei-

senä, että on meidän kaikkien velvollisuus suo-

jella ja pitää siitä huolta.” 

 

”Kaikilla meillä pitäisi olla yhteiset tavoitteet 

esimerkiksi sotien ja nälänhädän lopetta-

miseksi sekä ilmastonmuutoksen ehkäise-

miseksi.” 

 

“En ole siinä mielessä maailmankansalainen, 

että olisin kiertänyt paljon maailmaa ja puhui-

sin useita eri kieliä, mutta siinä mielessä olen, 

että minua kalvaa huoli siitä, onnistummeko 

me kaikki maailman ihmiset huolehtimaan yh-

dessä tästä maailmasta ja ympäristön ja tule-

vien sukupolvien hyvinvoinnista.” 

National and Global 

Citizenship 

Tension seen be-

tween national and 

global citizenship: 

national identity 

more important 

”Käsite kuulostaa niin isolta. Siitä tulee mie-

leen ikäänkuin maailmankansalaisella ei olisi 

yhtä kotimaata tms. Koen enemmänkin olevani 

suomalainen, joka on kiinnostunut eri kulttuu-

reista ja maista, ja haluaa oppia ymmärtä-

mään niitä.” 

 

“Voin rehellisesti myöntää, että en ole tar-

peeksi suvaitsevainen, jotta voisin luokitella it-

seni täydelliseksi maailmankansalaiseksi. 

Olen hyvin isänmaallinen, vaikka olenkin to-

della kiinnostunut muista kulttuureista ja ta-

voista ajatella.” 

 

”On omassa elämässä paljon helpompaa toi-

mia omassa lähiympäristössä ja pyrkiä toimi-

maan maailman kannalta oikein täältä käsin ja 
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tuoda esiin omalla käytöksellään tiettyjä maa-

ilmankansalaisen arvoja (kuten suvaitsevai-

suutta). En kuitenkaan ole riittävän globaali 

ihminen voidakseni sanoa olevani maailman-

kansalainen.” 

National and global 

dimensions linked 

“Nähdä erilaisuus luonnollisena osana ihmis-

ten elämää. Ymmärtää monikulttuurisuus 

myös kansallisen tason ilmiönä, esim. Suomes-

sakin erilaisissa perheissä on erilaisia arvoja 

ja elämäntapoja.” 

Describing a need to 

look beyond one 

country 

”Tunnen olevani maailmankansalainen, koska 

koen, että tämän päivän maailma on niin glo-

baali ja monet ongelmat niin monimutkaisia ja 

koko maailmaa koskevia, että on tärkeää pys-

tyä näkemään niitä ennen kaikkea koko maail-

man mieluummin kuin vain esimerkiksi Suo-

men näkökulmasta.”  

Global citizenship 

seen to surpass na-

tional identity 

”Maailmankansalaisuus on itselleni hyvin tär-

keä asia. En aina tunne että mikään maa tai 

paikka on minulle "koti", niin helpottaa kun 

tietää että on muita jotka myös tuntevat näin ja 

on paikka joka on minulle koti.” 

 

”Identifying oneself firstly as a global citizen 

and only after that as a citizen of one's own na-

tion.” 

Foreigners and Trav-

elling 

Linked to foreigners 

or travelling 

“Itse kohtelen kaikkia tasavertaisesti, mutta 

juurikaan en ole tekemisissä tällä hetkellä ul-

komaalaisten tai ulkomailta tulleiden kanssa.” 

Highlighted when in 

contact with for-

eigners or travelling 

”En koe olevani maailmankansalainen joka 

päivä, tosin en ajattele sitä joka päivä. Maail-

mankansalaisuus korostuu ulkomailla ollessa 

tai ulkomaalaisten kanssa toimiessa.” 
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” Niissä tilanteissa korostuu maailmankansa-

laisuus, kun on ulkomailla ja saa ystäviä ja ta-

juaa että kaikki ihmiset on tavalla taikka toi-

sella samanlaisia.” 

More than travelling “Most important in gce awakening people's 

awareness and encourage them to explore the 

world and realizing there is more than one's 

identifications relating to citizenship, culture, 

worldview. This doesn't require traveling but 

gce can be done in one's own country of resi-

dence.” 
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Teacher Students’ Ideas of Skills and Contents Linked to Global Citizenship Education 

(see 6.2) 

Theme Subtheme/category Examples 

Respect and Un-

derstanding 

Respecting people: 

human dignity 

 

“respecting all people despite their back-

grounds” 

understanding ’different’ 

people 

 

”kyky ymmärtää eri lähtökohdista ja eri aja-

tusmaailmoista tulevia ihmisiä” 

treating people res-

pectfully 

”Yksi tärkeimmistä asioista tässä maail-

massa on, miten me kohtelemme toisiamme. 

Toisen ihmisen kunnioittaminen, auttaminen 

ja ymmärtäminen on tärkeää tässä monikult-

tuurisessa maailmassa.” 

Respecting cultures and 

worldviews: 

 

 

 

respecting the views of 

’others’ 

“respecting the experiences, values and be-

liefs of others” 

respecting others through 

first acknowledging one’s 

own background 

“you see where you come from, appreciate 

your own culture but through this respect to-

wards your own experiences, you also re-

spect the culture of others” 

open-mindedness “Avoin asenne uusia ilmiöitä, ihmisiä ja kult-

tuureja kohtaan.” 

tolerance “Tärkein on ehdottomasti suvaitsevaisuus. 

On tärkeä ymmärtää, että ihmiset uskovat eri 

asioihin ja jotkut kulttuurin tavat voivat jopa 

kauhistuttaa, mutta se on vain rikkautta” 

Critical Thinking 

and Literacy 

Critical literacy “Ability of critical reading skills concerning 

different forms media.” 
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Self-reflection “getting to know/realizing to my own values, 

worldview and trying to constantly question 

my own attitudes and beliefs” 

Understanding reasons be-

hind actions and cultural 

differences 

”Ei siis tarvitse hyväksyä tekoa itsessään, 

mutta täytyy yrittää ymmärtää ne syyt, mitä 

siellä taustalla on” 

 

”kukaan ihminen ei ole parempi kuin toinen, 

vaan että ihmiset syntyvät ja elävät eri tilan-

teissa ja eri olosuhteissa jotka muotoilevat 

heidän maailmansa ja arvonsa” 

Empathy  Toisen asemaan asettumi-

nen, samaistuminen 

”kyky ottaa toisen ihmisen näkökulma huo-

mioon sekä asettua toisen asemaan” 

Multiple perspectives ”You don’t only think about things from your 

own perspective, but rather see and look for 

other points of view too.” 

Interaction and 

Cooperation 

Getting along with eve-

ryone 

”oppia ymmärtämään muita kulttuureja ja 

hyväksymään ja tulemaan kaikkien kanssa 

toimeen” 

Making friends, meaning-

ful encounters 

“Skill of making new friends, finding com-

monalities and being interested and curious 

of others rather than skeptical.” 

Interaction ”Kyky keskustella erilaisista aiheista kunni-

oittaen moninaisia tapoja nähdä meidän to-

dellisuus.” 

 

“Kyky ilmaista omia ajatuksia ja kuunnella 

toisia.” 

 

“Humility, understanding that one can learn 

from anyone, consultation and listening to 
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others and also sharing one's own under-

standing in a clear, but respectful manner 

and not sticking to it.” 

Conflict resolution skills ”Toisten huomioon ottaminen, empatiakyky, 

soveltaminen ja erilaisten kompromissien ja 

luovien ratkaisujen löytäminen.” 

 

“if you have an argument with someone and 

you, instead of making a compromise I think 

it would be important for you and the other 

party to try to understand each other, learn 

from each other and grow through the differ-

ences you have” 

Foreign languages “Maailmankansalainen osaa mielestäni mo-

nia kieliä. Vähintään englannin kielen hal-

linta olisi hyvää. Muut kielet on aina plus-

saa.” 

Cooperation skills need to 

be learned because of in-

ternational cooperation in 

the future 

”Maailma kansainvälistyy koko ajan. Opet-

tajan tulee työssään huomioida tämä ja antaa 

oppilaille eväitä tulevaan. Tulevaisuudessa 

emme pärjää enää yksin tekemällä ja puurta-

malla vaan yhteistyöllä.” 

 

”äärimmäisen tärkeää, jotta tulevaisuuden 

aikuisilla olisi paremmat edellytykset maail-

manlaajuiseen yhteistyöhön monien tärkei-

den asioiden puolesta” 
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Action and res-

ponsibility 

Significance of individuals ”Maailman kansalaisen tulisi pysty tunnista-

maan oma merkityksellisyytensä tässä maail-

massa ja pyrkiä aktiivisesti tekemään yhtei-

sestä maailmastamme parempaa.” 

 

”jokaisen meistä on tehtävä ne pienet pää-

tökset esimerkiksi ekologisuudessa, jotka vai-

kuttavat koko maailmaan ja kaikkien hyvin-

vointiin. Pienet teotkin vaikuttavat koko maa-

ilmaan kun kaikki päättävät tehdä yhdessä 

töitä.” 

Responsibility ”jokaisella ihmisellä on vastuu luonnosta, 

toisista ihmisistä, tulevaisuuden rakentami-

sesta” 

 

“Being responsible, and taking responsibility 

of your own actions. Understanding that your 

actions affect not only you, but also those 

around you.” 

 Promoting social justice ”Skills of identifying injustice and rather 

than overlooking it, actively working to re-

move it. Having the courage to do that.” 
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Teacher Students’ Experiences and Ideas of Global Citizenship Education in Teacher Ed-

ucation (see 6.3.1) 

Theme Subtheme Category/Quote 

Experiences of Global Cit-

izenship in Their Own 

Studies 

Discussed too much  ”Maailmankansalaiseksi kasvatta-

misen ulottuvuus on viime kädessä 

kuitenkin kohtuullisen pieni lohko 

kasvatustyön kokonaisuudesta, joten 

koen sitä käsitellyn riittävästi. [...] 

Mielestäni huomioonottaen kasvat-

tajuuden ja opettajuuden muut laa-

jalti merkittävät ulottuvuudet , on 

tätä kyseistä aihetta käsitelty prosen-

tuaalisena osuutena jopa liikaakin. ” 

Discussed enough "Maailmankansalaisuutta on käsi-

telty mielestäni monipuolisesti ja 

useista eri näkökulmista aina kunkin 

kurssin näkökulmasta. Esimerkiksi 

sosiologian kurssilla pohdittiin kult-

tuurisuuden merkitystä, myös eri 

kulttuureissa. Kaiken kaikkiaan ai-

hetta on korostettu hyvin eri kurs-

seilla ja pohdittu miten sitä tulisi ot-

taa huomioon." 

Discussed too little or not 

deeply enough 

" Ei ollenkaan riittävästi. Aihetta on 

kevyesti sivuttu monialaisissa ja vä-

hän enemmän sitä käsiteltiin inter-

kulttuurisen kasvatuksen kurssilla, 

muttei mielestäni ollenkaan riittä-

västi." 

" Mieleen ei ole jäänyt yhtäkään het-

keä, jolloin asiaa olisi käsitelty. Ke-

hitettävää paljon." 
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Discussed on optional 

courses or depending on 

the students' interests 

" Sitä on käsitelty aina vähän väliä 

eri kursseilla mutta lähinnä valin-

naisilla kursseilla tai sitten pakolli-

sella kurssilla omasta mielenkiin-

nosta." 

" Toki yliopistolla vierailee ihmi-

siä/tutkijoita jne ympäri maailmaa 

mutta projektiluontoisiin tapahtu-

miin ei yleensä riitä kiinnostusta 

osallistua." 

Discussed particularly in 

the Intercultural Teacher 

Education programme 

" ITE ohjelmassa Global Citizenship 

ja Global Citizenship Education ovat 

teemoja jotka ovat koko ajan mu-

kana opinnoissa, ja samoja teemoja 

käsitellään eri näkökulmista eri 

kursseilla  esim. Global Developent 

Education, Sustainable Develop-

ment Education tai vaikka Educati-

onal Policy and Leadership kurssit 

tuovat eri perspektiivejä, ja niitä 

usein käsitellään luennoilla. Oma 

luokkamme on myös monikulttuuri-

nen joten asiat ja teemat vaikuttavat 

suoraan meidän omiin kokemuk-

siin." 

Discussed through other 

terms 

"Koulutuksen puitteissa on mieles-

täni käsitelty maailmakansalaisuu-

den ideologiaan liittyviä teemoja, 

joskin itse termin 'maailmankansa-

lainen' kautta näihin asioihin ei olla 

päädytty.  Aihepiiriä ollaan käsitelty 
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enemmänkin interkulttuurisen kas-

vatuksen, globaaliuden ja kestävän 

kehityksen osa-alueilla." 

Ideas for Developing 

Global Citizenship Educa-

tion in Teacher Education 

More courses "Itse kävin sen Global Citizenship 

kurssin, jota tarjotaan kesäopin-

toina. Se käsitteli hyvin pitkälti juuri 

näitä teemoja, ja mielestäni jokainen 

tarvitsisi samanlaista yleissivistyk-

seensä." 

More interaction with peo-

ple from different back-

grounds 

"Mielestäni parhaiten maailman-

kansalaisuus kehittyy kun opiskelijat 

voivat opiskella yhdessä toisten kult-

tuurien/ 

uskontojen/kansallisuuksien edusta-

jien kanssa.[...] Opettajaopiskelijat 

ovat tiedekunnassamme hyvin ho-

mogeeninen ryhmä, joten sitä voisi 

kehittää jo opiskelijavalinnan 

kautta. 

More practical ideas " Mielestäni maailmankansalaisuus 

opetusta voisi olla enemmän ja tee-

moja voitaisiin yrittää käsitellä 

enemmän konkreettisesti koska ai-

heet ovat olleet hyvin teoreettisia tä-

hän asti . Olisi mahtavaa jos GCE 

rinnalla olisi joku harjoitus jossa 

päästäisiin monikulttuuriseen luo-

kaan ja joutusimme pitämään tunnin 

maailmankansalaisuudesta. Täten 

saisimme helpommin opittua mitä 

täytyy ottaa huomioon, mitkä ovat 

vaikeita/haastavia asioita varsinkin 

monikulttuurisessa luokassa, ja mikä 
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toimii ja mikä ei, millaiset opetuk-

set/leikit/harjoitukset jne. pistävät 

lapset miettimään ja mitkä taas me-

nevät näitä teemoja vastaan." 

Integration into all courses "Toisaalta maailmankansalaisuus ja 

monikulttuurisuus asiat voisivat olla 

yhtenä osa-alueena esillä lähes kai-

killa kursseilla, niiden näkökulma 

olisi mielenkiintoinen esimerkiksi 

monialaisissa opinnoissa. In-

tegroidaan yliopistossakin!" 

"I think as global citizenship should 

be an overarching theme throughout 

all our studies instead of the main fo-

cus being just on one course." 
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Teacher Students’ Thoughts on Implementing Global Citizenship Education in Primary 

School (see 6.3.2) 

Theme Subtheme Category/Quote 

Teacher’s identity as a 

global citizenship educator 

Teachers as global citizens “Maailmankansalaisuus kasvatta-

misessa on tärkeätä että opettajat 

ovat päteviä ja tuntevat itse olevan 

maailmankansalaisia. Ei valitetta-

vasti riitä että vain oppii maailman-

kansalaisuudesta, se on myös tunne 

joka tulee omien arvojen ja arvo-

maailman myötä ihmiselle.” 

 

”opettaja esimerkillään voi olla 

maailmankansalaisen esimerkki” 

”koen olevani maailmankansalai-

nen oman elämäntapani, ammattini 

(opettaja) ja arvomaailmani 

kautta.” 

Insecurity  ”Silti usein on vähän kädetön olo, 

että tiedänköhän tarpeeksi ja voinko 

olla uskottava maailmankansalais-

ten kasvattaja olematta joku ympä-

ristöradikaali tai hippi. Riittääkö se, 

jos opettaa lapsia kierrättämään?” 

Approaching global citi-

zenship (as a worldview?) 

Natural part of everyday 

life in school 

”Yrittäisin tehdä siitä niin arkipäi-

väistä kuin mahdollista. Haluaisin 

liittää ajattelun jokaiseen oppiai-

neeseen, jotta asia selkiytyisi lap-

sille pikkuhiljaa ja tulisi osaksi ar-

kea ja ajattelua. Ei niin, että lapset 

kuvittelevat sen liittyvän vain esim. 
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uskontoon kun käydään maailman-

uskontoja tms.” 

Feelings and attitudes in-

cluded 

”Kokonaisvaltainen lähestymistapa, 

joka ottaa huomioon tiedon kartutta-

misen, tunteet, asenteet, arvot, moti-

vaation ja toimintahalukkuuden.”   

Integration Integrated into different 

subjects 

“Maailmankansalaisuutta voidaan 

käsitellä jokaisessa oppiaineessa, 

joskin erityisesti sille mahdollisuuk-

sia antavat taito- ja taideaineet, kie-

let, historia ja ympäristötieto. Lii-

kunnassakin maailmankansalai-

suutta voi käsitellä esimerkiksi tu-

tustumalla eri maiden tanssiperin-

teeseen, matematiikassa erilaisiin 

tapoihin ajatella matemaattisesti tai 

oppimisvälineisiin.” 

Theme behind all teaching ”I’d hope that my teaching would al-

ways include an emphasis on the 

skills and values of a global citizen. 

Like I said, it should be an overarch-

ing theme throughout the teaching 

and not just in some specific les-

sons.” 

Methods and ideas 

 

 

 

 

 

 

 

Projects and multidiscipli-

nary units 

“Maailmankansalaisuus sopii myös 

todella hyvin monialaiseksi opinto-

kokonaisuudeksi, jota siten integ-

roida moniin aineisiin ja tehdä pro-

jektin. Maailmankansalaisuus on 

niin laaja-alainen ilmiö, että siitä 

saa vedettyä hyvin lankoja, syy-seu-

rauksia ja suhteita oppiaineiden vä-

lillä. Se mahdollistaa hyvin luovat 
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työtavat ja syvällisenkin keskuste-

lun.” 

Discussion, working in 

groups and presentations 

”Tykkään keskustella näistä ai-

heista. Siksi esim. elämänkatsomus-

tieto, uskonto, yhteiskuntaoppi esi-

merkiksi sopisi sellaiseen.” 

Following news together ”Vanhempien oppilaiden kanssa 

voitaisiin lukea uutisia yhdessä ja 

käsitellä niitä. Mitä maailmassa ta-

pahtuu? Miksi näin on käynyt? Onko 

tämä hyvä vai huono uutinen? Miten 

tämän olisi voinut estää tai kor-

jata?” 

Literature, writing and sto-

rytelling 

”Vähän vanhemmilla oppilailla var-

sinkin voisi teettää myös pohtivia 

tekstejä äidinkielessä. Tavoitteena 

pitäisin varmaan ensisijaisesti eri-

laisuuden syvällisempää pohtimista 

eri näkökulmista; etiikkaa esimer-

kiksi.” 

Drama  ”for example in drama I would ap-

ply e.g. looking at situations from 

other people’s perspectives. Some 

students acting out a specific scene 

that ends in a conflict, and then stop-

ping the scene and doing different 

exercises” 

Actions for a better world “Tavoitteeksi oppilaille voisin antaa 

omien tietojensa lisäämisen (alkuti-

lanne huomioiden) tästä maailmasta 

sekä ohjata heitä pohtimaan vähin-

tään yksi maailmankansalaisuuteen 



 

 

113 

 

liittyvä asia, jota he voivat itse to-

teuttaa arjessaan.” 

Vaikuttaminen/ Empower-

ing students to make a dif-

ference 

“Vaikuttamisen mahdollisuuksia tu-

lisi tarjota jo ensimmäiseltä luokalta 

lähtien muillekin kuin oppilaskun-

nan edustajille tms.” 

 

”Draama, kuvataito ja käsityö anta-

vat lapsille keinoja käsitellä haasta-

viakin teemoja ja vaikuttaa maail-

maan omien töiden sanoman 

kautta.” 

International connections 

and making friends 

”haluaisin kokeilla projekteja yh-

teistyössä jonkin toisen ihan tavalli-

sen luokan kanssa jossain päin maa-

ilmaa (juuri tällaista projektia 

meille esiteltiin harjoittelussa)” 

”Voisin myös tutustuttaa heitä eri-

laisiin kulttuureihin vaikka kirjeka-

veriluokan kautta ja viedä heidät 

paikkoihin, joissa tapaa erilaisia ih-

misiä.” 

 

 


