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Tässä laadullisessa pro gradu -tutkielmassa pyritään ymmärtämään globaalikasvatuksen 

asiantuntijoiden näkökulmia liittyen globaalikasvatuksen haasteisiin, onnistumisiin ja 

toteutukseen suomalaisessa peruskoulutuksessa. Viime vuosina Suomessa on tehty 

globaalikasvatuksen alaan liittyvää tutkimusta, mutta aiemmissa tutkimuksissa on keskitytty 

enimmäkseen opettajien ja rehtoreiden näkökulmiin. Tästä syystä päätimme valita toisenla isen 

näkökulman ja keskittyä asiantuntijoiden näkemyksiin.   

  

Haastattelimme viittä suomalaista globaalikasvatuksen asiantuntijaa, jotka työskentelivät eri 

työtehtävissä globaalikasvatuksen kentällä. Haastattelut olivat puolistrukturoituja ja ne 

toteutettiin Zoomin välityksellä. Tutkimusaineiston analysoimisessa käytimme laadullis ta 

sisällönanalyysia. Tutkimustulosten perusteella globaalikasvatuksen tunnettavuus on 

lisääntynyt viimeisten 20 vuoden aikana. Tämä näkyy siinä, miten globaalikasvatus on 

sisällytetty perusopetuksen opetussuunnitelmaan, koulut ja kansalaisjärjestöt tekevät 

tavoitteellista yhteistyötä sekä globaalikasvatusmateriaalia on kehitetty runsain määrin.  

Saavutuksista huolimatta, on kuitenkin yhä tarpeellista järjestää opettajille 

täydennyskoulutuksia globaalikasvatuksen teemoihin liittyen. Globaalikasvatuksen 

järjestäminen ei myöskään ole niin strukturoitua kuin se voisi olla. Tutkimuslöydöksemme 

viittaavat siihen, että globaalikasvatuksen toteutus tukeutuu vahvasti opettajien mielenkiintoon 

opettaa kyseisiä aiheita.  

  

Toivomme, että tämä tutkimus nostaa esille onnistumisia, joita globaalikasvatuksen kentällä on 

tapahtunut Suomessa sekä valaisee sitä, kuinka laajasta ja moninaisesta lähestymistavas ta 

onkaan kyse. Tutkimustulostemme mukaan globaalikasvatuksen toteutusta voidaan parantaa 

usealla eri tavalla. Tämä antaa meille toivoa siitä, että globaalikasvatuksella tulee jonakin 

päivänä olemaan ansaitsemansa rooli suomalaisessa perusopetuksessa.   
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This qualitative master’s thesis attempts to understand the views of Global Education experts’ 

perspectives on the challenges, achievements, and implementation of Global Education in Finn-

ish primary education. During the last years there has been a growing amount of Finnish re-

search in the field of Global Education. However, prior research has focused mostly on teach-

ers’ and principal’s perspectives. Therefore, we decided to choose a different standpoint on our 

research.  

  

We interviewed five Finnish Global Education experts who worked in different positions in the 

field of Global Education. The interviews were semi-structured and conducted through Zoom. 

We used qualitative content analysis to analyze our data. Based on these research findings, the 

familiarity of Global Education has increased in the last 20 years. This can be seen in the way 

Global Education has been included in the Finnish National Core Curriculum, NGOs collabo-

rate with schools and have made plenty of material for schools related to the topic. Regardless 

of the achievements, there is a need to educate teachers more on the topic and the implementa-

tion of Global Education is not yet as structured as it could be. Our research findings signal that 

the implementation of Global Education varies greatly depending on teachers’ interests.   

  

We hope that this thesis highlights the achievements that have been accomplished in the field 

of Global Education in Finland and also sheds light on the magnitude and diversity of Global 

Education. Our findings suggest that there are multiple ways to develop the implementation of 

Global Education in schools. This gives us hope that Global Education will one day achieve the 

significant position it deserves.   
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1 Introduction 

The topic we have chosen for our master’s thesis is Global Education and there are multip le 

factors that have guided us in this decision. The concept of Global Education has been a part of 

our teacher education studies, but the core meaning behind it has previously not been familiar 

to us. Our interest towards the topic sparked as we started gaining work experience in the field 

of Global Education which made the concept more concrete. This experience was achieved 

through a practice where Global Education was the main focus and through working in a non-

governmental organization that specializes in Global Education. After these experiences and 

conversations with each other and our supervisor, we realized the potential and significance of 

Global Education and decided that we would like to dive deeper into the topic. 

 

Besides our own interest in Global Education, we also think that it is a significant part of edu-

cation and gaining knowledge on it will be beneficial for us in our future careers in education. 

Kirkwood (2001) sheds light on the need for Global Education and addresses that the global 

age we live in now requires Global Education. There are multiple issues arising from globali-

zation that young adults will have to deal with in the future, such as serious health problems, 

overpopulation, and environmental problems (Kirkwood, 2001). Young adults will also be in 

contact on a daily basis with multiple people from different ethnic backgrounds who speak 

different languages and have different socioeconomic statuses (Kirkwood, 2001). Nowadays 

teachers in the 21st century are living in even more challenging times in a controversial world 

with many issues and questions to be resolved (Council of Europe, 2019). Students need skills 

and knowledge to deal with these issues and to act as responsible, tolerant, and respectful citi-

zens of a globalized world (Kirkwood, 2001). Global Education provides a new tool for educa-

tors to tackle topical questions and to help pupils to understand world issues while empowering 

them with awareness, critical understanding, skills, and values that will equip them to face 

global problems (Council of Europe, 2019). As we are writing this thesis, there are significant 

global issues going on. The Covid-19 pandemic, the war in Ukraine, and climate change are 

affecting our daily lives around the world. All of the previously mentioned issues emphasize 

the importance and desperate need for Global Education, perhaps more than ever. 
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Defining Global Education is not straightforward as there are multiple opinions about the ter-

minology that should be used. This is something we became aware of during our research pro-

cess and interviews. There are multiple terms that are being used as synonyms for Global Edu-

cation, such as Global Citizenship Education and Peace Education. As we began understand ing 

the broadness of Global Education, we also understood the reason behind the variety of hypo-

nyms of the term as it is possible to approach Global Education from various angles. This issue 

will be continued on in the theoretical framework of our thesis, but for now, we will conclude 

that we have decided to use Global Education as an umbrella term. We have made this decision 

because it is the dominant term used in Finland. Despite having chosen Global Education as the 

preferred term in our thesis, we have also included research where other terms have been used.  

 

A publication by the Finnish Ministry of Education (2007), highlights the broadness of the term 

as it defines Global Education as activities that include various characteristics. First of all, 

Global Education guides individuals towards global responsibility on the individual and com-

munal scale which is based on fairness and human rights. Secondly, Global Education supports 

individuals in their development toward critical citizens that are able to take part in their own 

community and use media responsibly (Ministry of Education, 2007). Thirdly, Global Educa-

tion promotes interaction nationally and internationally as it helps us understand and appreciate 

our differences (Ministry of Education, 2007). Fourthly, Global Education makes visible the 

limited resources on our earth and teaches us to share those resources fairly (Ministry of Edu-

cation, 2007). Fifthly, Global Education gives us the skills and knowledge that we need to un-

derstand the fast-changing economy and its effects (Ministry of Education, 2007). Furthermore, 

Global Education strengthens individuals’ efforts to make a change for a better world and in-

cludes a variety of topics such as Intercultural Education, Peace Education, and Human Rights 

Education (Ministry of Education, 2007).  

 

In our thesis, we are especially interested in Global Education in the context of Finnish primary 

education. This means that the Finnish National Core Curriculum for Basic Education is an 

essential part of our research as it is legislative and has the most impact on basic education in 

Finland (Jääskeläinen, 2016). As Jääskeläinen (2016) has explained, Global Education has be-

come an increasingly influential part of the National Core Curriculum and in the theoretica l 

framework, we will continue to describe the role that Global Education has in the Curriculum.  

 



8 

 

We decided to interview Global Education experts since the topic has not been researched from 

their point of view in Finland. We are interested in the views of Global Education experts be-

cause they have a broad and topical understanding of the state of Global Education in Finland. 

The experts in this research consist of experienced teachers and NGO actors whose work aims 

at developing Global Education in Finland. We have  chosen to concentrate on the goals, chal-

lenges, and achievements of Global Education in Finnish primary education. Based on this, we 

have formulated three research questions: 

1. How do Global Education experts define Global Education? 

2. What perceptions do Global Education experts have on the challenges and achievements 

of global education in Finnish primary education? 

3. What perceptions do Global Education experts have on the implementation of Global 

Education in Finnish Primary education and how could the implementation be sup-

ported? 
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2 Theoretical Framework 

2.1 Historical Perspectives to Global Education 

Internationally, the history behind Global Education includes traditional school subjects such 

as geography and history, the World Wars, and the creation of international institutions like  

the UN and UNESCO (Bourn, 2020). Countries that were colonial powers had their own inter-

ests in promoting learning about the wider world but in addition to that, there was a will, be-

tween the wars, to encourage a sense of world citizenship to tackle fascism and threats to de-

mocracy (Bourn, 2020).  After the Second World War and the establishment of various inter-

national institutions, such as the UN and UNESCO, there was a motive among policymakers to 

advance a form of International Education that encouraged mutual learning around the world 

(Bourn, 2020).  

 

The Cold War created a hindrance to International Education but regardless of the setbacks, 

themes such as intercultural understanding, Human Rights Education, Peace Education, and 

promoting learning about other countries and cultures gained support, especially in Western 

Europe and North America (Bourn, 2020). This slowly led to the creation of Global Education 

in the 1970s (Bourn, 2020). Curricula were changed to include world-mindedness and a social 

studies curriculum was created (Bourn, 2020). It was considered important that Global Educa-

tion was not thought of as an individual subject, but its goal was to develop skills and values 

and thus it was relevant to all subjects (Bourn, 2020).  During this period, it became obvious 

that learning about the broader world brought it into engagement with other topical terms such 

as Peace Education, Intercultural Education, Environmental Education, and Human Rights Ed-

ucation (Bourn, 2020). 

 

Developmental Education has also influenced Global Education as we know it today (Bourn, 

2020). Developmental Education was interested in collecting funds and creating awareness for 

developmental assistance (O’Loughlin & Wegimont, 2009, as cited in Bourn, 2020). By the 

1990s, numerous, especially European, countries had established programs that were based on 

a pedagogical approach that aimed at making social change (Bourn, 2020). The result of this 

was that pupils were now taught the knowledge, skills, and values needed for social transfor-

mation (Bourn, 2020). These programs also sought to recognize and promote the voices of the 
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unprivileged (Bourn, 2020). This change from collecting funds and creating awareness to teach-

ing values and skills to create a feeling of international solidarity was impacted by governments 

that supported civil society organizations (Bourn, 2020). In the context of Europe, the European 

Commission had a major role in this as it gave funding to numerous projects that educated 

teachers with the skills they needed for global social change as well as creating solidar ity 

(Bourn, 2020).  

 

At a European level, a starting point for Global Education dates back to the North-South Centre 

of the Council of Europe through its Global Education Charter published in 1997 (Bourn, 2020). 

This led to the creation of the Global Education Network Europe (GENE) in 2001 and the Maas-

tricht Global Education Declaration (2002, p.2) which states: 

 

“Global Education is education that opens people’s eyes and minds to the realities of the world, 

and awakens them to bring about a world of greater justice, equity and human rights for all. 

Global Education is understood to encompass Development Education, Human Rights Educa-

tion, Education for Sustainability, Education for Peace and Conflict Prevention and Intercul-

tural Education; being the global dimensions of Education for Citizenship.” 

 

The Maastricht Congress gave new political impetus to improving and increasing Global Edu-

cation in Europe to 2015 (Jääskeläinen, 2016). The Declaration also significantly influenced 

the North-South Centre to promote Global Education as an interdisciplinary approach that is 

closely associated with themes such as human rights, democratic citizenship, and intercultura l 

dialogue but also an approach that is ever-changing according to cultural, political, social, eco-

nomic and environmental developments of the global society (Council of Europe, 2019). The 

Maastricht Congress was a significant turning point in the growth of Global Education (Jä-

äskeläinen, 2016). Many national strategies have been created based on the Maastricht Decla-

ration of 2002 but while a degree of commonality has been established, there is also a substan-

tial variation in terms of national government policies (Bourn, 2020).  The Global Education 

concept is dynamic and has evolved itself. Therefore, it is critical to ensure the concept is in 

line with increasing up-to-date challenges in our changing world (Council of Europe, 2019). 

 

In the recent past, international bodies such as the UN, UNESCO, and OECD (Organization for 

Economic Cooperation and Development) have increased their interest and participation in the 

field of Global Education in various ways (Braun, 2020). As the new Millennium has brought 
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new political, social, economic, and ecological transitions and challenges, Global Education 

has been given a significant role by being applied to the UN Sustainable Development Goals 

(SDGs) (Council of Europe, 2019). Global Education is most notable in sustainable develop-

ment goal 4.7. which states:  

 

“By 2030, ensure that all learners acquire the knowledge and skills needed to promote sustain-

able development, including, among others, through education for sustainable development and 

sustainable lifestyles, human rights, gender equality, promotion of a culture of peace and non-

violence, global citizenship and appreciation of cultural diversity and of culture’s contribution 

to sustainable development” 

 

Global educators emphasize that Global Education is not a trending teaching technique, rather 

a pedagogical approach that should not be parallelized with Peace Education, Human Rights 

Education, Development Education, and Environmental Education but rather be seen as a 

broader approach that consists of the four previously mentioned themes and other transversal 

subjects (Council of Europe, 2019). Global Education can be comprehended as both an educa-

tional field and a pedagogy of social justice (Bourn, 2020).  

 

2.2 Terminology 

The terminology of Global Education is not simple. During our research process and interviews, 

we came across multiple variations of Global Education that eventually had the same meaning. 

The most frequent term besides Global Education was Global Citizenship Education which was 

also the preferred term of Oxley and Morris (2013). They used Global Citizenship Education 

as an umbrella term but also mentioned the vast terminology of the topic which includes De-

velopment Education, Education for Cosmopolitan Citizenship, and Human Rights Education 

(Oxley & Morris, 2013). Bourn (2020) elaborates that the reason for mentioning citizenship in 

the name was to draw attention to a component of active learning within globalization. 

 

Also, Standish (2014) mentions that there are multiple terms that are being used interchangea-

bly with Global Education. He extends the previous list of terms with International Education, 

Global Citizenship, and Global Learning (Standish, 2014).  
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In the context of Finland, Global Education is the dominant term (Jääskeläinen, 2016). Previ-

ously International Education was the used term in Finland, but the change from internationa l 

to global is seen as important as it implies that ‘’international cooperation is not enough; we 

need to learn to understand globalization and its consequences, even on the scale of the entire 

planet’’ (Jääskeläinen, 2016, p.107). Also, Standish (2014) agrees that the term global is im-

portant today as it is an inclusive term that includes education for sustainable development, 

internationalization, global citizenship, human rights, and other broad concepts. 

 

While examining the Finnish National Core Curriculum, we noticed that it states: “Basic edu-

cation lays the foundation for global citizenship that respects human rights and encourages the 

pupils to act for positive change” (Opetushallitus, 2016, p.25).  The term Global Citizenship is 

only mentioned once in the Finnish National Core Curriculum and is used in a cultural and 

social context. In turn, the term Global Education is mentioned twice in the Finnish National 

Core Curriculum and can be interpreted as an umbrella term for Global Citizenship. The Finnish 

National Core Curriculum mentions: “Global Education as part of basic education contributes 

to creating preconditions for fair and sustainable development in line with UN development 

goals” (Opetushallitus, 2016, p.30). The UN development goals, also known as the Sustainab le 

Development Goals (SDGs) are 17 integrated goals that were adopted by the United Nations in 

2015 as a universal call to action to protect people and the planet and guarantee social, eco-

nomic, and environmental sustainability (United Nations Development Programme, 2023).  

 

Since the UN developmental goals include all three dimensions; economic, environmental, and 

social, and the term Global Education is used in the Finnish National Core Curriculum in line 

with the UN development goals, we have decided to use the term Global Education as an um-

brella term that includes different educational topics such as Peace Education, Global Citizen-

ship Education, Human Rights Education, Intercultural Antiracist Education et cetera.  In addi-

tion, Global Education is  the most commonly used term in Finland (Jääskeläinen, 2016) and 

therefore we decided it would be logical to use the predominant term used in Finland and the 

Finnish National Core Curriculum and stick to one term as alternating between various terms 

could create unnecessary confusion. 
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2.3 Definitions of Global Education 

Global Education is future-oriented and is focused on making the world a better place (Pudas, 

2015). Some of the most popular Global Education definitions have emerged from the Maas-

tricht Global Education Declaration or have been created by OECD and Unesco.  

 

Henriksson (2017) defines Global Education as a viewpoint to education that offers students 

tools to encounter a global and ever-changing world. Henriksson (2017) sees sustainable de-

velopment as an important part of Global Education. There is a common international base for 

Global Education which includes the Maastricht Declaration, the 26. article of the UN’s dec-

laration of human rights and the UN’s Agenda 2030 (Henriksson, 2017). Nevertheless, the 

goals and content of Global Education are different in different countries as well as within 

countries (Henriksson, 2017). 

 

Akkari and Maleq (2020) define Global Education as an answer to issues related to peace, ine-

quality, and environmental sustainability that we face today. Global Education is thus aimed at 

preparing young people to become active, inclusive, and sustainable citizens in a global world 

(Akkari & Maleq, 2020). Veugelers (2011) divides Global Citizenship into three categories 

which then directs the type of education needed to prepare individuals for Global Citizenship. 

The three categories of Global Citizenship are an open, a moral, and social-political Global 

Citizenship. The first category recognizes the interdependency of the world, the second con-

centrates on moral issues such as human rights and equality, and the third aims at changing 

political relations into more equal and more appreciative of cultural diversity (Veugelers, 2011). 

These characteristics mean that individuals need to gain knowledge of cultures in order to col-

laborate with each other, they need to open themselves to new experiences, take responsibility 

for the world as a whole and work towards making it better for all humans, appreciate differ-

ences between people and understand the effects of social and political relations and try to make 

them more equal and take responsibility on the local and global scale (Veugelers, 2011).  

 

Eidoo et al. (2011) see Global Education as being an approach to teaching that is social justice -

orientated and deals with global issues. In Global Education, the goal is to learn about those 

issues in a way that does not only concentrate on the national perspectives of them (Eidoo et al. 

2011). Global Education strives for students to acquire a self-critical approach that enables them 

to think about how they themselves and their country are part of issues on a local and global 
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scale (Eidoo et al. 2011). On the practical level, students should ‘’use their political agency 

towards effecting change and promoting social and environmental justice’’ (Eidoo et al. 2011, 

Introduction section).  

 

2.4 Global Education in the Finnish National Core Curriculum 

In Finland, the National Core Curriculum has the most impact on general education (Jä-

äskeläinen, 2016). Municipalities and schools can have their own curricula that comply with 

the National Core Curriculum. The curricula are legislative and therefore teaching materia ls 

and teacher education are based on them (Jääskeläinen, 2016). Various international develop-

ments have shaped the content of the curricula including developments in international educa-

tion or Global Education as it is known now (Jääskeläinen, 2016). Jääskeläinen (2016) has 

identified four levels of international education in the curricula since the beginning of the 

1970s.  

 

The first level of international education was influenced by the reform in the Finnish school 

system as well as the UN’s Universal Declaration of Human Rights. Finland had previous ly 

had a parallel school system but in 1972 it was changed to a comprehensive school system that 

emphasized equality and had The Universal Declaration of Human Rights as its value base. 

This meant that international education became part of the curricula (Jääskeläinen, 2016).  

 

The second layer consisted of UNESCO’s Recommendation Concerning Education for Inter-

national Understanding which focused on ‘’1) Problems of the world and the role of the UN in 

solving them, 2) Human rights, 3) Other countries and cultures, and 4) Man and his environ-

ment’’. This Recommendation was mentioned in the national core curricula of 1985 and its key 

points were part of the general aims of the curricula (Jääskeläinen, 2016, p.99).  

 

The third layer and the 1994 National Core Curriculum were influenced by Finland joining the 

Council of Europe in 1989 and the European Union in 1995. One of the key changes was the 

expansion of the array of foreign languages and adding cultural awareness as a viewpoint to 

language studies. The value base for the 1994 National Core Curriculum included topics such 

as the promotion of sustainable development, developing cultural identity, internationalizat ion, 

and ‘’promoting membership in civil society (Jääskeläinen, 2016, p.101). As Finland joined the 
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European Union, various exchange programs became available which meant that internationa l 

cooperation became a common part of school life (Jääskeläinen, 2016). 

 

Global Education became a bigger part of the National Core Curriculum of  2003 and 2004 as 

it became part of the cross-curricular themes instead of just the value base as was the case in 

the previous curriculum. Currently, Global Education is included in various ways in the pre-

dominant 2014 National Core Curriculum. Global Education topics are included in chapters of 

the curricula about school culture, transversal competencies, the value base, different subjects 

as well as the obligations of education providers (Jääskeläinen, 2016).  

 

Although Global Educational practices, themes, and topics have increased and been incorpo-

rated diversly in the latest National Core Curriculum, it has drawn our attention that the actual 

term Global Education is only used twice. If teachers are not capable of making connections 

between various themes and Global Education or do not understand the Global Education ap-

proach and term correctly, it might have negative impacts on the implementation of Global 

Education and cause other challenges, which we will touch on thoroughly in our upcoming 

chapters. Next, we will introduce some of the laws and treaties that have affected the imple-

mentation of Global Education in the Finnish National Core Curriculum and introduce some 

Global Educational topics that have been mentioned in the National Core Curriculum.  

 

The Finnish National Core Curriculum is founded on the Government Decree of the National 

Objectives for Basic Education referred to as the Basic Education Act. Since Finland is com-

mitted to numerous human rights treaties, which include inter alia the Convention on the Rights 

of the Child,  the UN’s Universal Declaration of Human Rights, the International Covenant on 

Economic, Social and Cultural Rights, and the Convention on the Rights of Persons with Dis-

abilities, the  Finnish National Core Curriculum complies with the previously mentioned agree-

ments (Opetushallitus, 2016). 

 

The Government Decree of the National Objectives for Basic Education emphasizes the invio-

lability of human dignity and the need and importance of equity and equality in education to 

secure democratic values in Finnish society (Basic Education Act, 2 §).  These values are re-

flected in the Finnish National Core Curriculum and classified into four main themes, which 

are; 1. The uniqueness of each pupil and the right to a good education 2. Humanity, general 



16 

 

knowledge and ability, equality and democracy, 3. Cultural diversity as a richness and 4. Ne-

cessity as a sustainable way of living. 

 

The Finnish National Core Curriculum’s underlying values are intertwined with the topics and 

issues of Global Education.  Global Education as a term has also been utilized in the new core 

curriculum that was published in 2014 (Pudas, 2015). The Finnish National Core Curriculum 

acknowledges that Finnish schools have a predominant role in supporting pupils' growth as 

human beings and into ethically responsible members of society (Opetushallitus, 2016). Basic 

Education is built on respect for life and basic rights and therefore the promotion of equity, 

equality, and justice is essential (Opetushallitus, 2016).  Gender equality and diversity of gender 

are important values that should be promoted, and personal potential should be highlighted 

(Opetushallitus, 2016). Cultural diversity should be seen as a richness, cultural heritage should 

be appreciated, and flexible cultural competence should be promoted in schools, as it is seen as 

a social task of Basic Education in the Finnish National Core Curriculum (Opetushallitus, 

2016).   

 

Another issue that is highlighted in the Finnish National Core Curriculum is that pupils should 

understand the seriousness of climate change and strive for sustainability and the use of natural 

resources and acknowledge the responsibility they have to steer technology in a direction that 

protects the future of humans and the environment (Opetushallitus, 2016).  One important as-

pect of Global Education is to convert individuals' purchasing lifestyles to promote an account-

able global economic system so that people can impact companies to make beneficial shifts 

towards a sustainable future such as favoring fair trade, consumption of raw materials, respect 

for international labor standards and respect of the environment and a fairer share of profits 

(Council of Europe, 2019)  

 

2.5 Goals of Global Education 

Scheunpflug (2020) has divided the goals of Global Education into three categories that are 

knowledge, beliefs and skills, competencies, and the execution of actions. The first category 

simply means to gain knowledge and understanding of social justice in the context of globali-

zation, climate change, and sustainability in general (Scheunpflug, 2020). Besides knowledge, 
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this category also involves attitudes and values that determine one’s willingness to change per-

spective and become interested in life outside one’s own context (Schenpflug, 2020).  

 

The second category, competence, is about skills regarding Global Education (Scheunpflug, 

2020). Scheunpflug (2020) though continues that there are no mutually agreed competencies 

that could be listed as the desired goals for Global Education. As a proposition to what these 

Global Education skills could be, Standish (2014) divides them into ‘’learning skills’’ and ‘’per-

sonal, social and emotional skills’’ (p. 177). These categories are broad and the first involves 

skills such as ‘’problem-solving’’, ‘’critical thinking’’, ‘’creativity’’, and ‘’information and me-

dia skills’’ and the latter skills such as ‘’leadership’’, ‘’empathy’’, ‘’financial management’’, 

and ‘’communication’’ (p. 177). Standish (2014) notes that these global skills are very different 

from what skills used to previously mean. Global skills are soft skills that could also be de-

scribed as attitudes, behaviors, or competencies whereas traditionally skills have been seen as 

emerging from academic knowledge or hard work (Standish, 2014).  

 

The last of Scheunpflug’s (2020) categories, the execution of actions, also known as Bildung, 

refers to being able to self-reflect and develop one’s identity as a global citizen. This is an 

important category, as Global Education requires active reflection and the development of new 

ideas and viewpoints as a long-term process (Scheunpflug, 2020).  

 

In a school context, Hunt (2012) found that school staff members, teachers, and head teachers 

thought that the most important goals of Global Education were the development of respect, 

responsibilities, and values. Development of interest in other countries and cultures as well as 

broadening pupils’ horizons were also seen as important goals (Hunt, 2012). These answers 

show that it is considered important to respect others and become interested in the wider world, 

but they do not imply an understanding of issues of injustice or the political, social, and eco-

nomic context of other countries (Hunt, 2012). Based on the answers, Hunt (2012) proposes the 

question of whether these softer approaches are due to the young age of pupils and the topics 

will become more critical as they grow up or whether teachers are not comfortable with the 

more critical issues or do not have the skills to teach them.  

 

Zahabioun et al. (2013) continue by stating that the goal of Global Education should be more 

than just being aware of global issues. In line with Scheunpflug (2020), Zahabioun et al.  (2013) 

state that students should acquire values, attitudes, and skills. The goal of Global Education 
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should thus be comprehensive, and students should also be able to carry out practical tasks 

regarding Global Education. 

 

2.6 Implementation of Global Education 

In this section, we will discuss the implementation of Global Education. We have divided this 

part into three categories: approaches to Global Education, the role of NGOs, and implementa-

tion in schools. The first category discusses the various ways in which Global Education can 

be approached. The second category reviews the role that NGOs have in the implementa t ion 

and development of Global Education. The last category examines in a concrete way how 

Global Education is or should be implemented in schools and what topics teachers tend to focus 

on.  

2.6.1 Approaches to Global Education 

Soft and more critical viewpoints to Global Education were already mentioned when we dis-

cussed the goals of Global Education. Continuing on that topic, Andreotti (2006) has divided 

Global Education into soft and critical approaches and also argues for the need for more critical 

Global Education. These two approaches will now be elaborated on starting with soft Global 

Education. 

 

In soft Global Education, the underlying global issues are considered to be poverty and help-

lessness which are caused by the ‘’lack of ‘development’, education, resources, skills, culture, 

technology, etc.’’ (Andreotti, 2006, p. 46). The power relation between the north and the south 

is seen as being caused by education, harder work, and better use of technology and resources. 

The need to care for global issues comes from a ‘’responsibility for the other’’ which means 

‘’to teach the other’’ as well as from values such as common humanity and caring (Andreotti, 

2006, p. 47). Soft Global Education considers every individual to have a role in solving prob-

lems and changing structures but only considers some individuals to be a part of the problem. 

According to soft Global Education, the change needs to begin from the outside, and individua ls 

can join by campaigning and donating money and resources. As this soft approach sees every-

one as being interconnected and wanting the same thing, it also sees the outcome of change as 

a universal ‘’vision of how everyone should live what everyone should want or should be’’ 

(Andreotti, 2006, p. 48).  
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As the above-mentioned characteristics are the thoughts and ideas behind soft Global Educa-

tion, the goal of it is to empower individuals to act ‘’according to what has been defined for 

them as a good life or ideal world’’ and this goal can be achieved by increasing awareness and 

making campaigns on global issues (Andreotti, 2006, p. 48). The benefits that soft Global Ed-

ucation creates besides awareness of global issues are increasing motivation to help and positive 

feelings for doing something good for others (Andreotti, 2006).  

 

In critical Global Education, the global issues that it concentrates on are inequality and injust ice 

which are caused by complicated power relations, structures, and attitudes that produce exploi-

tation and disempowerment (Andreotti, 2006). It perceives that positions of privilege are cre-

ated by benefitting from violent structures (Andreotti, 2006). The reasons for caring for these 

global issues come from a need for justice and a ‘’responsibility towards the other’’ which 

means ‘’to learn with the other’’ (Andreotti, 2006, p. 47). In critical Global Education, the need 

for change comes from the need to address inequality, have more possibilities for equal dia-

logue, and for individuals to be able to have a say in their own development and life (Andreotti, 

2006). Every individual person is seen as a part of the problem but also as a part of the solution 

and individuals should be aware of their own context and position and ‘’participate in changing 

structures, assumptions, identities, attitudes and power relations in their contexts ‘’ (Andreotti, 

2006, p. 47). The change should happen from the inside and it should be based on dialogue and 

reflexivity (Andreotti, 2006).  

 

In critical Global Education, the goal is to make individuals take responsibility for their own 

actions and to critically reflect on their own context and culture (Andreotti, 2006). Critical 

Global Education can be implemented by ‘’promoting engagement with global issues and per-

spectives and an ethical relationship to difference, addressing complexity and power relations’’ 

(Andreotti, 2006, p. 48). In other words, critical Global Education aims at giving students the 

skills to holistically reflect on their assumptions and thoughts so that they understand how and 

why they think as they do and what implications these ways of thinking have locally and glob-

ally (Andreotti, 2006). Also, according to Eidoo et al. (2011), a critical approach to Global 

Education means that students acquire a self-critical but caring approach to global issues and 

are able to reflect on how they and their communities are influencing them. A critical approach 

also means that students have the ability to question global power structures and hierarchies 
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(Eidoo et al. 2011). The benefits of critical Global Education are thus increasing skills in criti-

cal, responsible and informed thinking and acting (Andreotti, 2006). Also, Eidoo et al. (2011) 

call for concrete actions as they state that one principle of critical Global Education is to utilize 

one’s opportunity to act as a citizen and also to enable others to do the same.  

 

As can be seen, there is a difference in how global issues and their causes are perceived in soft 

and critical approaches to Global Education. According to Andreotti (2006), a major difference 

between the two approaches is that the critical one is not interested in telling students what and 

how they should think or act, but it strives to create opportunities where students can safely 

explore other ways of thinking and being. Andreotti (2006) argues for the critical approach 

because soft Global Education can result in the reinforcement of issues that it is supposed to 

improve as the complex realities and roots behind the issues of inequality are not understood 

(Andreotti, 2006). However, soft Global Education can be used in some contexts and it is a step 

forward from not implementing Global Education at all (Andreotti, 2006). Teachers need to be 

critical of their own thoughts and assumptions as well or they could end up reproducing prac-

tices that are in fact harmful and have negative impacts on those they intend to support (Andre-

otti, 2006). 

 

Nieto (2018) has also researched different approaches to Global Education in schools and has 

divided those into five levels: ‘’Monocultural Education’’, ‘’Tolerance’’, ‘’Acceptance’’, ‘’Re-

spect’’, and ‘’Affirmation, Solidarity, and Critique’’ (pp.166-174). We will now look into the 

four latter levels because the in first one, there is no kind of Global Education being imple-

mented at all.  

 

Tolerating something connotates that it is being accepted or endured but not at all embraced. 

Nieto (2018) makes an important point when she states ‘’what is tolerated today can too easily 

be rejected tomorrow’’ (p.168). This means that basing a school’s Global Education on toler-

ance does not make it stable. Teachers in such schools can think that being sensitive toward 

their pupils is enough and they have not received any training on Global Education topics. The 

next level, ‘’Acceptance’’, brings forwards important changes. It means ‘’that differences are 

acknowledged and their importance is neither denied nor belittled’’ (Nieto, 2018, p. 170). In 

the example given for a school that practices Global Education that is based on acceptance, the 

variety of languages in the school was made visible, staff receive training on diversity, and 

changes have been made to the curricula so that they better fit the variety of pupils in the school. 
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There had also been a special day allocated to workshops about Global Education topics such 

as discrimination and sensitivity, and incidents of racism and discrimination were acted upon. 

Instead of being a melting pot for different languages and cultures, the school has called itself 

a ‘’salad bowl’’ where every pupil brings something important that does not need to be altered 

(Nieto, 2018, p.172).  

 

The next level, ‘’Respect’’, means that diversity is admired and valued. In such a school, staff 

members come from various backgrounds which reflects the student body of the school. Teach-

ers are encouraged to develop their knowledge and skills by attending university courses and 

reading literature and time has been allocated for these activities. Teachers have developed the 

curricula in cooperation with each other so that different departments have been able to plan 

together and come up with overarching themes that include Global Education topics. Topics 

are being talked about honestly and the curricula also now include topics that were previous ly 

deemed to be too sensitive. ‘’Affirmation, Solidarity, and Critique’’ is the last of these levels 

and is based on the idea that the differences represented by the pupils are ‘’legitimate vehicles 

for learning’’ (Nieto, 2018, p.174). On this level, conflict is not something to be avoided but 

rather a natural part of learning. This is the case especially when Global Education is based on 

equity and social justice and different groups of individuals often have opposed values. Culture 

is considered to be constantly changing and no group is superior to another. Critique is im-

portant because, without it, the risk is that cultures are solely romanticized or exoticized. Pupils 

need to have solidarity with each other which then gives them the possibility to reflect on their 

own and each other’s’ cultures. Regardless of the subject, pupils should be taught to be critical 

and even topics that may be considered difficult are discussed. Teachers are interested in the 

topics they teach and there are possibilities for training and cooperation with other teachers. 

Importantly, such a school also values pupil involvement, and pupils have the possibility to 

voice their opinions. (Nieto, 2018).  

 

These levels presented by Nieto (2018) have much in common with Andreotti’s (2006) and 

Eidoo et al.’s (2011) approaches with the latter levels representing similar ideas and values with 

critical approaches to Global Education. Nieto (2018) though also reminds us that every school 

exists in a society and the social and economic contexts of those societies influence schools. 

Creating schools with practices and values such as those presented on Nieto’s (2018) last level 

is difficult but it is vital in order to pupils acquire the skills they will need to live in a pluralist ic 

society.  
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2.6.2 The Role of Non-governmental Organizations 

An important aspect of the implementation of Global Education is the influence of non-govern-

mental organizations. Tarozzi (2020) has researched the role of NGOs in Global Education and 

claimed that the role can be divided into three levels: theory, practice, and policy. At the level 

of theory, NGOs have expanded the role that Global Education has in schools as they have 

made it a more discussed topic and contributed ‘’to spreading sensitivity’’ to the topic (Tarozzi, 

2020, p. 140). The important role of NGOs is especially evident at the level of practice. NGOs 

directly cooperate with schools, teachers, and students as they plan activities, provide materia ls, 

carry out award programs, and provide training for in-service teachers. At the policy level, 

NGOs have an important role in being the link between different actors in decision-making as 

NGOs’ bureaucracies are more flexible and adaptable than those of institutional bodies (Ta-

rozzi, 2020).  

 

These same levels are discussed by Henriksson (2017) who has studied the role of NGOs in the 

development and implementation of Global Education and states that Finnish NGOs have 

adopted the concept of Global Education and they influence the development of Global Educa-

tion on different levels. On the grassroots level, NGOs visit schools, cooperate with them, and 

offer teaching materials as well as training for teachers on needed topics (Henriksson, 2017). 

On a broader level, NGOs also influence schools via school politics (Henriksson, 2017). 

Lehtomäki and Rajala (2020) continue by stating that Finnish non-governmental organizat ions 

have actively been providing courses and materials on Global Education for teachers to use. 

They mention especially FINGO and UNICEF but continue that Global Education activities are 

though often project-based and brief (Lehtomäki & Rajala, 2020). Henriksson’s (2017) research 

shows that NGOs are pleased with the newest core curriculum for basic education because they 

had been involved in the process of creating it. The NGOs felt that their comments and ideas 

for improvement had been taken into consideration (Henriksson, 2017).  

 

2.6.3 Implementation in Schools 

Hunt and King (2015) argue that Global Education should naturally be a whole school approach 

since it is not confined to a specific subject but rather related to overarching themes. This means 
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that it is possible to deliver Global Education in diverse formal and informal settings and stake-

holders from inside and outside the school can be involved in the teaching (Hunt & King, 2015). 

Hunt (2020) adds that the implementation of Global Education should be strategic instead of 

just having singular events. Global Education topics should be included in all subjects across 

the curriculum and not just the obvious subjects such as Geography (Hunt, 2020). A whole 

school approach and including Global Education holistically into the curriculum were also sup-

ported by teachers in Cotton’s (2018) research. To have Global Education in the curriculum 

means that it is not just an add-on (Cotton, 2018). Including it holistically in the school culture 

so that everyone is involved in it was seen as important (Cotton, 2018). 

 

Global Education should also be supported by the chosen pedagogical approaches (Hunt, 2020). 

This means that pupils should be able to voice their opinions, self-reflect, and be critical as they 

come across various points of view and different opinions (Hunt, 2020). Global Education de-

velops students’ values and skills, and these can be linked to the school’s ethos and vision (Hunt 

& King, 2015). Global Education should be prominent in the school and this requires leadership 

and the integration of Global Education into already existing practices (Hunt & King, 2015). 

Hunt and King (2015) state that not only is a whole-school approach natural for Global Educa-

tion but it also makes it more effective because pupils will be more exposed to the topic.  

 

In her research, Pudas (2015) studied the implementation of Global Education in Finnish pri-

mary schools. The research showed that the aspects of Global Education that were thought of 

as most important by teachers were respecting diversity, ethics, and topics regarding sustainab le 

development, especially recycling. ‘’Global responsibility’’ and ‘’ever globalizing economy’’ 

were not seen as important by teachers which could be due to the young age of students in 

primary school (Pudas, 2015, p.143). 

 

A similar research was carried out by Kasa et al. (2022) in UNESCO schools in Finland. The 

Global Education topics that were most frequently discussed in the schools were equality in 

different forms, such as gender equality, sustainable development, learning and familiariz ing 

oneself with other countries and cultures, and democracy. The least discussed topics included 

‘’racialization, development, cooperation, and dialogue on religion and worldviews’’ (Kasa et 

al., 2022, The role of GCE section). On a whole school level, sustainable development and 

climate change were emphasized (Kasa et al., 2022). Hunt’s (2012) research conducted in Eng-

lish primary schools found that the most taught Global Education topic was learning about other 
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cultures and diversity (Hunt, 2012). The least common topics were Peace Education and inter-

national development (Hunt, 2012). 

 

When looking into how and when Global Education is included in school subjects, it is not 

surprising that as Hunt (2012) states, in primary schools, Global Education is most often in-

cluded in Geography. Other subjects that were mentioned were PSHE (personal, social, health 

and economics) and Citizenship (Hunt, 2012). Global Education was often not included in core 

subjects such as Maths, Science, and English (Hunt, 2012). Bourn (2014) notes that it would be 

possible to go through similar themes in for example Geography and Mathematics, but the 

learning processes would be different. In Mathematics, the topic of poverty could be studied by 

analyzing real-life data with the goal of learning mathematical skills and in Geography, the aim 

would be to gain knowledge on the topic (Bourn, 2014). 

 

Bourn (2014) has suggested some issues that teachers will need to consider in order to carry 

out teaching about Global Education. Teachers need to use good quality and versatile material 

so that pupils are introduced to various viewpoints, stereotypes are not reinforced, and their 

prejudice is challenged (Bourn, 2014). This of course also includes the teachers’ own prejudice 

which they need to be aware of (Bourn, 2014). Students need to learn that these issues are not 

irrelevant to them and teachers should demonstrate to students that they live in an intercon-

nected global society (Bourn, 2014). Emotions are a part of these issues, but it is important for 

teachers to ensure that the ‘’emotions are connected to knowledge and skills, and lead to reflec-

tion and debate’’ (Bourn, 2014, p.37). Davies (2006) argues that in order for students to learn 

about Global Education topics such as human rights and democracy, they should be able to 

experience these in their daily lives at school. It is not enough to teach students about human 

rights and democracy, students must be involved in decision-making as that will allow them to 

get first-hand experiences of democracy (Davies, 2006). 

 

2.7 Challenges in Global Education 

The challenges of Global Education that were defined in our interviews can be divided into 

power structures of society and schools, Global Education training for in-service teachers, the 

autonomy of teachers, the current world situation, and struggling with difficult topics.   
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The power structures of society and schools, and value questions can hinder the implementa t ion 

of Global Education. The values of society are reflected in schools and schools also priorit ize 

subjects in different ways. Participants expressed how the opinions and views of other teachers 

can discourage a teacher who is excited about implementing Global Education.  

 

In the teachers’ room, the reality hits you as some teachers think that there is no time for world 

improvement nonsense, and you will soon start to stay on point and only think about comma rules 

and such. 

 

This makes it evident that some subjects are considered more important than others and Global 

Education is not a priority. The values of society are visible in school life and they determine 

the amount of funding different educational projects will get. During the interviews, entrepre-

neurship education was mentioned as having more funding than Global Education which can 

be seen in the quality of the materials and services available. One participant stated that Global 

Education could benefit from being as well-funded and largely coordinated as entrepreneurship 

education programs such as Yrityskylä and Nuori Yrittäjyys.  

 

If we compare Global Education to Entrepreneurship Education programs such as Yrityskylä or 

Nuori Yrittäjyys, we do not have such a coordinated and well-known program. 

 

To get schools to acknowledge Global Education as a priority and a central topic for everyone 

would require a well-funded and organized initiative.  

 

Cotton’s (2018) research pointed out that the most significant factor that complicates the im-

plementation of Global Education is teachers’ lack of time that is caused by a full curriculum 

and testing. Teachers do not have enough spare time to get acquainted with Global Education 

and implement it in lessons since there is a need to focus on core subjects, which is time con-

suming enough for both teachers and pupils, without any additional burdens (Hunt, 2012). 

Our interview findings back Hunt’s and Cotton’s statements as all of our interviewees formu-

lated in their own words that power relations of the school world and society affect the imple-

mentation of Global Education, although they did not emphasize this as the most significant 
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factor. Even though there is no testing in Finnish schools, teachers’ workload is high and they 

feel pressure to focus on the “important” school subjects.  

 

A few of our interviewees agreed that there is competition between different themes in 

schools. This claim was supported by another participant who mentioned that Global Educa-

tion is usually not most teachers’ first priority. Another interviewee hinted at an order of im-

portance in school subjects and mentioned that since Global Education can be seen as a cross-

cutting theme that is integrated into the value basis of the Finnish National Core Curriculum, 

that can sometimes lead to schools putting emphasis into more simple and socially valued 

themes instead.   

 

Some of the top challenges that come to mind is that there can be a competition between different 

themes in the everyday life of the school that even though the curriculum creates a very good 

mandate for Global Education, the fact that it is a cross-cutting topic that is in the value bases of 

the curriculum, as it should be, but on a practical level, it can be difficult to implement. Therefore 

emphasis is placed on school-specific subjects and sometimes Global Education gets left behind. 

 

Teachers have also reported that other reasons causing the lack of implementation of Global 

Education are an absence of expertise and knowledge on the topic among teachers and chal-

lenges in motivating and getting other staff members to get involved in Global Education 

(Hunt, 2012). Our interviewees expressed their concern over the fact that the implementation 

of Global Education usually remains the responsibility of certain teachers, the ones’ who feel 

passionate about the topic, and is not shared among everybody. Some of our interviewees 

brought up the issue that not all teachers feel comfortable discussing and teaching Global Ed-

ucation since they have not received any training on the topic and therefore they feel like they 

are not qualified enough to use the approach and discuss Global Education related issues 

openly.  

 

Motivating the rest of the teaching staff to get interested in Global Education related topics can 

sometimes be challenging since everybody does not understand that these are really common 

issues that apply to everyone. There is probably a bit of the same polarization, that there are those 

schools that have chosen this as a major development area and then again, those schools where 

there is only a single teacher implementing Global Education. 

 



27 

 

It's a totally different thing to talk about something more clinical than a lot of these Global Edu-

cation related issues. 

 

Kasa et al.’s (2022) research found that teachers’ feelings of lack of competence hindered the 

implementation of Global Education. Yamashita (2006) stated that teachers do not like open 

discussions about topics they do not know much about.  

 

One of our participants reminded us that criticism towards Global Education has grown in our 

society and not everyone responds positively to Global Education being taught in schools and 

evidently some pupils’ parents might have contradicting values. Teachers might face backlash 

or receive questions about the content being taught in school.  

 

You usually receive bad feedback from people who oppose the message you have. 

There is mental resistance here and there regarding Global Education. 

 

Some of our participants expressed the need for Global Education material to be strongly 

based on the National Core Curriculum and everyone highlighted the importance of peer sup-

port, support from school management and NGOs and a support person or team who can help 

with the implementation of Global Education or be consulted with Global Education related 

questions. Hunt (2012) interviewed teachers and made findings that teachers feel like they 

need to know everything about the topic they are teaching to be able to answer all of the pos-

sible questions students ask. If the whole school committed to the implementation of Global 

Education and teachers received adequate training and peer support, it could make the imple-

mentation of Global Education much easier and help make teachers feel more comfortable.  

 

Our participants also mentioned that some teachers believe that they have successfully imple-

mented Global Education by organizing a Global Education theme day once or twice a year or 

by discussing recycling and global warming with their pupils. In addition to that, our partici-

pants brought up the fact that out of all the Global Educational themes, the main focus in 

schools is on environmental sustainability.   
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It is important to understand the broad scope of this theme. For example, in schools we should 

be talking about the four dimensions of sustainable development that are social, cultural, eco-

nomic and environmental. But the reality is that environmental sustainability is often emphasized, 

and the first images of Global Education are related to recycling and green values. That kind of 

overshadows the other dimensions that should be taught by everybody and not only teachers of 

certain subjects or someone who is in charge of recycling. 

 

Hunt (2012) concludes that the complicated and sensitive nature of some Global Education 

themes is a likely reason for not teaching all Global Education subjects equally. Hunt’s (2012) 

claim most probably plays a part in the fact that Global Education subjects are taught une-

qually but our interviewees also bring up the fact that Global Education is such a large ap-

proach, and everyone does not grasp all of the themes it includes. NGOs have also acknowl-

edged the complication of Global Education topics and they have stated that the implementa-

tion of Global Education requires such broad knowledge and therefore teachers need support 

and help in order to succeed (Henriksson, 2017). 

 

The topic of Global Education is value-laden which means that people have varying opinions 

about it. There can be a noticeable difference in the values a student is being taught at school 

and the values they encounter at home with their parents. Some parents might object to the 

teaching of Global Education topics to their child because the parent’s values differ from 

those of Global Education. A participant who has organized Global Education training for in-

service teachers stated that teachers’ different values have become evident during those train-

ing sessions as some teachers strongly oppose them and the message they promote. 

 

Continuing with the topic of in-service training, participants reported that Global Education 

training does not reach all teachers. It is difficult to get teachers to participate in these trainings 

and the teachers that do participate, are already interested and motivated in implementing 

Global Education in their teaching. This means that the teachers that would benefit the most 

from these trainings, do not participate in them. One participant stated that the state of training 

for in-service teachers in Finland is poor because it mostly just relies on teachers’ own initiat ive. 

It was suggested that involving the term Global Education in the name of these trainings can 

make them seem distant from the teachers’ viewpoint. The content and topic of the training 

should be close to the everyday life of the teachers and the schools.  
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If the training is voluntary, it is really challenging to get teachers to participate in training if it 

goes by the name of Global Education. The closer the name is related to the daily life of a teacher 

and the activities of that school, then the easier it is to get participants. 

 

The autonomy of schools, teachers, and universities can make the implementation of Global 

Education unequal between and within schools. Universities have different ways of acknowl-

edging Global Education which affects teacher students’ knowledge and skills of  those topics. 

The autonomy of teachers means that educators have the freedom to do things in their own 

preferred way. This means that the quality of Global Education in schools and classrooms is 

not equal. Autonomy was also seen as a strength in the Finnish school system, but it was con-

sidered important to ensure that all schools and universities have enough good quality infor-

mation on cross-cutting topics such as Global Education.  

 

The autonomy of each school might cause unequal teaching and learning of Global Education 

topics and from the viewpoint of students, the serious question is whether each students’ rights 

are realized and do they get enough information for example, on the rights of the child or is the 

SDG 4.7 goal is implemented in their case. 

 

The different economic situations of municipalities also create inequalities between schools and 

teachers. Some municipalities have resources to have a person whose job is to support schools 

in implementing Global Education and spread knowledge of Global Education materials. Mu-

nicipalities can receive funding from the Finnish National Agency for Education, but even in 

that case, there is a need for people who can allocate time to apply for the funding and run the 

Global Education themed project once the funding has been received. In those municipalit ies 

where this is not possible, teachers are left alone to deal with Global Education.  

 

All participants agreed that there is a large amount of Global Education material available for 

teachers to use. This is though not only positive as it can be confusing for teachers to navigate 

between the material and they need help in filtering the material. As one participant stated 

 

If I was to plan a Multidisciplinary Learning Entity on Peace-education and did a Google search 

I would collapse under the material. 
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It was also mentioned that there are a lot of organizations that make Global Education material, 

but the material does not all reach the same quality. Those participants whose work includes 

helping teachers in the implementation of Global Education mentioned that a big part of their 

job is to provide teachers with plans that are ready to be used.  

 

The participants considered it problematic that often the responsibility for Global Education 

falls on a single teacher. One participant explained that when they became known as someone 

who wants to ‘’heal the world’’, other teachers allocated all Finnish Red Cross or UN etc. re-

lated mail to them and expected them to take care of it. It is problematic if Global Education is 

seen as only being important for certain teachers.  

 

At the time of the interviews and while writing this thesis, the Covid-19 pandemic is ongoing 

and there is a war between Russia and Ukraine. These current global issues have an effect on 

Global Education. One participant explained that right now, talking about certain topics, such 

as dialogue skills or the interconnectedness of people, can seem naive and people might not be 

interested in it. The pandemic has had a negative effect on students’ mental health and teachers’ 

wellbeing. Thus, there is a need to find a way to implement Global Education without it feeling 

like an additional burden to students and teachers.  

 

Teachers can also find Global Education topics difficult to teach as the terms are often abstract 

and they do not know how to approach them in a concrete way that is understandable for stu-

dents. This could be due to the vast and confusing terminology of Global Education which 

means that teachers do not realize that they are actually implementing Global Education topics 

every day when they do concrete things like solve conflicts that happened over recess. 

 

The meaning of Global Education is still quite a big question to many, but if we ever come to a 

mutual agreement on a definition, things will be easier. 

 

The above-mentioned challenges are more from the teachers’ viewpoint, but they naturally also 

affect students. If looking at the challenges of Global Education just from the students’ per-

spective, participants stated that students can become frustrated if they only talk about global 

issues without any action.  
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It is frustrating if you as a student do not have a possibility to do something to the issues that you 

become aware of. 

 

Global Education topics are complex, and it is difficult to act on them at the individual level 

and when you are a minor. Therefore, it is important that educators remember to also discus s 

the topic in a positive matter and create hope for the future. 

2.8 How to Improve the Implementation of Global Education? 

When teachers have been asked about their view on how the implementation of Global Edu-

cation could be improved, certain factors recur in different studies. These can be divided into 

materials, cooperation, good leadership, and having more than one teacher responsible for the 

implementation of Global Education.  

 

First of all, the amount and quality of teaching materials are seen as important factors. In 

Pudas’ (2015) research, teachers considered it important to increase the amount and quality of 

Global Education teaching materials. It was seen as important that Global Education topics 

and good quality tasks were included in students’ textbooks as teachers use them to plan their 

lessons and students use them frequently during lessons. Also, Swidrowska and 

Tragarz (2017) found that as teachers feel that they already have too much work, they need 

Global Education materials that are easy to incorporate into teaching and do not require any 

extra time from the teacher (as cited in Kuleta-Hulboj, 2020). That means that there need to 

be materials that are made suitable for different age groups and they need to follow the re-

quirements of the curriculum (Swidrowska & Tragarz, 2017, as cited in Kuleta-Hulboj, 2020). 

 

Cooperation with various actors outside the school was also frequently mentioned. Teachers 

thought it was important to increase cooperation with individuals and organizations outside 

the school as well as also with other schools (Pudas, 2015). Similarily, teachers in Kasa et 

al.’s (2022) research conducted in Finnish UNESCO schools, wished to increase cooperation 

with companies, organizations, and other UNESCO schools. In Cotton’s (2018) research, 

teachers also recommended cooperating with other schools because it is a good way to share 

ideas and good practices. Hunt (2020) has named characteristics of Global Education schools 

and states that cooperation with external agents is important as they can work directly with 
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the pupils, offer help and training to teachers, or work with the whole school. Cooperation 

with actors outside the schools could be key in the wishes of teachers to gain more knowledge 

on how to teach Global Education suitably (Pudas, 2015) and to receive more training, espe-

cially on how to teach controversial topics to students (Kasa et al., 2022; Swidrowska & 

Tragarz, 2017, as cited in Kuleta-Hulboj, 2020). In Henriksson’s (2017) research, the skills 

and knowledge of NGOs were seen as important to help teachers in gaining the necessary 

skills to implement Global Education.  

 

Training is considered important because besides gaining knowledge and skills, teachers can 

also develop their confidence through training which will help them in the implementation of 

the Global Education themes (Hunt, 2020).  Furthermore, teachers can also increase their mo-

tivation toward Global Education with the help of NGOs that are passionate about the topic 

(Henriksson, 2017). Tarozzi (2020) adds to this and states that NGOs have an innovative and 

value-based approach to Global Education which can not only help teachers teach about 

Global Education topics, but it can transform teachers’ own views and attitudes. Hunt (2020) 

resumes that teachers also need the space and time to reflect on their own beliefs and attitudes 

toward the issues relating to Global Education (Hunt, 2020). In order for Global Education to 

be implemented, teachers need to have a social justice approach (Hunt, 2020) which means 

having a developed and critical mindset where one is committed to equality, and it ‘’results in 

ethical action’’ (Simpson, 2016, p.3). 

 

Good leadership is another important aspect. In Hunt’s (2012) and Cotton’s (2018) studies, 

motivated and supportive head teachers were considered important in the implementation of 

Global Education. School leaders must ‘’understand the value in global learning and the bene-

fits this brings to pupils’ ability to navigate complex global issues and can use effective plan-

ning to embed a school vision, preparing pupils for a global world’’ (Hunt, 2020, p.344). 

Leaders also decide the amount of cooperation between the school and the above-mentioned 

external agents that provide Global Education and support teachers’ professional development 

(Hunt, 2020). Leaders also ensure that staff members attend training on Global Education so 

that the expertise is not only in the hands of a few teachers (Hunt, 2020).   

 

Motivated teachers are also needed in order to implement Global Education (Hunt, 2012). It is 

also crucial that there is more than one teacher who is responsible for Global Education activ-

ities. Hunt (2020) calls these teachers ‘’champions’’ and they are the driving force behind 
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Global Education activities and help other staff members with issues relating to the topic 

(Hunt, 2020). In an ideal situation, there are multiple champions instead of just one (Hunt, 

2020). If Global Education solely relies on one teacher, it can totally disappear from the 

school if the teacher moves on to another school (Hunt, 2020). As discussed previously, not 

having enough time was one of the reasons teachers did not implement Global Education in 

their teaching (Kasa et al., 2022; Hunt, 2012). Kasa et al.’s (2022) research also showed that 

teachers wished for more time reserved for Global Education in the curriculum. Having many 

teachers responsible for the implementation of Global Education could also reduce individual 

teachers’ workload as the responsibility would be divided among many teachers.  
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3 Research Approach 

This is a qualitative research. Qualitative research aims at holistically understanding individu-

als’ perceptions of experiences (Jackson II et al., 2007). This means that qualitative research is 

interested in the experiences, thoughts, and feelings that the research subjects have on the re-

search topic (Juuti & Puusa, 2020) and this requires comprehensive responses to open-ended 

questions (Jackson II et al., 2007). Qualitative research will provide big amounts of rich infor-

mation, but this information cannot be generalized as the number of research participants is 

quite small (Jackson II et al., 2007). Qualitative research is often inductive, which means that 

it aims at reaching conclusions based on the data (Juuti & Puusa, 2020). This becomes apparent 

when the words and concepts used in the research are actually words that the research subjects 

have used during the data-gathering phase (Juuti & Puusa, 2020).  

 

Qualitative research fits well with our aims for this study. We want to gather in-depth infor-

mation about Global Education. Our goal is not to provide data that can be generalized, but we 

would like to provide new knowledge and insights into the field of Global Education in Finland.  

In qualitative research, data can be gathered in various ways and the most common are inter-

views, observation, or through documents (Juuti & Puusa, 2020). The interviews can be group 

interviews or individual interviews and any of these methods can also be combined (Juuti & 

Puusa, 2020). In qualitative research, the interviews are usually semistructured or unstructured 

and informal (Jackson II et al., 2007). As the goal is to gather information on the experiences 

of the participant it is important to get them to discuss these experiences openly and for this to 

happen, the researcher has to be trustworthy and neutral (Juuti & Puusa, 2020). This is also 

important because qualitative research aims at gathering information from various viewpoints 

(Juuti & Puusa, 2020). The interviewer has to create possibilities for this to happen during the 

interviews (Juuti & Puusa, 2020).  

 

We decided to have interviews as our method of data gathering because we agreed that inter-

views are probably the most relaxed and easiest way for our participants to give their personal 

insight into why they find Global Education important, how they perceive the goals of Global 

Education, and what kind of challenges it involves et cetera. Puusa (2020) defines interviews 

in qualitative research as conversations that have a predetermined goal. The aim of the interview 

is to gather the information that makes it possible to make credible conclusions on the topic in 
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question (Puusa, 2020). It is important to note that interviews are also interactional situations 

where both or all participants will influence each other (Puusa, 2020).  

 

There are different types of interviews in qualitative research depending on how structured they 

are (Puusa, 2020). Our interviews were semistructured which means that we had formula ted 

questions beforehand and went through all of them during the interview, but we also gave the 

interviewee the freedom to answer as they wanted and add extra comments (Hyvärinen, 

Suoninen & Vuori, 2021). According to Puusa (2020), the advantage of a semistructured inter-

view is that the interviewer is able to get answers to all of the questions they want. We also 

chose to have individual interviews. The interview questions we used can be found in Appendix 

1.  
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4 Research Material 

We conducted five interviews via Zoom. Having our interviews through Zoom meant that it 

was possible to have interviewees from across Finland and the interviews did not require trav-

eling from us or the interviewees. The target group for our research was Global Education ex-

perts. Expert interviews are used to achieve information about a specific field (Döringer, 2020). 

Meuser and Nagel (2009) define experts as individuals who possess special informa tion about 

a topic and the goal of the expert interview is to discover this information. It is up to the re-

searcher to choose who they want to choose as experts in their research (Meuser & Nagel, 

2009).  

 

We define Global Education experts as people who have a long employment history in the field 

of Global Education. We chose to interview people from diverse educational backgrounds, ma-

joring for example in religion and worldview education, intercultural teacher education, and 

other educational sciences. The participants' work history is versatile, including experience in 

project management in an organization, freelance writing, teaching a class or different subjects 

in Finnish primary schools or at a higher level, working for the municipality as a senior advisor 

for Global Education, and much more. Due to the anonymity of the study, we cannot reveal any 

detailed or specific information about the interviewees’ work history or professional titles, as 

they might be recognized. All of the interviewees were Finnish adults and they live in different 

parts of Finland. The selection of the participants went smoothly as we got some recommenda-

tions on people who would be suitable for this study. The research participants themselves also 

recommended potential participants for our study and every potential interviewee we reached 

out to agreed to participate in the interview. We were very pleased with the interview process.  

 

The interviews were recorded so that we were able to transcribe them later. Puusa (2020) notes 

that interviewers must be recorded in order for the researcher to be able to make credible con-

clusions about them. We sent the interview questions to the participants about a week before 

the interview to give them time to reflect and prepare themselves and ensure more well-thought-

out answers. We also send them the necessary data privacy and consent notices and the partic-

ipants agreed to participate in the research before we started the actual interview. We were both 

present for the first four interviews and asked the questions together. The last interview was 

conducted by only one of us. The duration of the interviews varied between 45 minutes and 25 



37 

 

minutes.  This difference in time was only due to how much the participants wanted to speak 

as we went through the same questions with all of the interviewees.  

 

We decided to conduct the interviews for our research in Finnish since all of the participants 

spoke Finnish as their mother tongue. We did not want the language to be a restricting factor in 

the interviewees’ responses. Communicating in a foreign language might cause people to leave 

some things unsaid, make it difficult to express themselves properly, or might lead to misinte r-

pretation from both sides. On the other hand, we are aware that our translations might uninten-

tionally change some of the words and meanings. Some Finnish terms might not have a direct 

translation in English and vice versa and therefore special precision will be put into the trans-

lation. We believe that it is an advantage that there are two of us working on this research and 

hope that it will help narrow down the chance of misinterpretations or translation errors.  
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5 Method of Data Analysis 

Our chosen method of analysis is qualitative content analysis. We decided to choose this 

method of analysis as we felt that it would be the most straightforward method of analysis for 

our data. This method can be used for various types of data such as pictures, audio, or tran-

scribed interviews (Vuori, 2021). Schreier (2014) defines qualitative content analysis as having 

three key features: it ‘’reduces data, it is systematic, and it is flexible’’ (p. 170). Using this type 

of analysis will help us in reducing our data material as we will have to concentrate on infor-

mation that relates to our research questions (Schreier, 2014). In qualitative content analys is, 

data will be connected into overarching categories and thus made more abstract (Schreier, 

2014). This will result in losing some concrete information, but it will be helpful in seeing how 

different parts of the data material link to each other (Schreier, 2014). Qualitative content anal-

ysis is systematic as the data material will have to be examined thoroughly so that no important 

part is overlooked due to the researcher’s own beliefs and assumptions (Schreier, 2014). This 

method also requires coding, which is a systematic process, not only once but twice for at least 

some parts of the data (Schreier, 2014). Vuori (2021) also states that coding is the basis of 

qualitative content analysis and it needs to be systematic and requires that the text is analyzed 

several times. 

 

Coding is a technique that eases dealing with a large volume of data (Gibbs, 2018) and it is 

about organizing and categorizing the data so that the actual analysis can be done (Juhila, 

2021). In simplicity, coding means taking parts of the data, transcribed interviews in our case, 

and combining them according to some feature (Juhila, 2021). After the first round of coding, 

the codes are given subclasses and so on (Juhila, 2021). On one hand, coding simplifies the 

data and makes it more manageable, on the other hand, the coder also makes it more compli-

cated as they get new and even surprising viewpoints (Juhila, 2021). Qualitative data is very 

rich in information and it could be coded in various ways and from different viewpoints 

(Juhila, 2021). Therefore, it is important that the coding is guided by the research questions 

which will also develop during the coding (Juhila, 2021). The classes and subclasses that are 

developed during coding do not come directly from the data (Juhila, 2021). The coder comes 

up with them as they actively analyze the data (Juhila, 2021).  
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The outcome of the coding is not yet the actual analysis (Vuori, 2021). The next phase is to 

draw conclusions from it and find the interesting parts of it (Vuori, 2021). This can be done by 

asking questions such as 

-how do the different parts of the data differ from each other? 

-what similarities are there? 

-how to combine smaller details so that they will form an overall picture? (Vuori, 2021). At this 

stage, the research questions might need to be changed so that they fit the findings better (Vuori, 

2021).  

 

We decided to use open coding as our approach. That means that we did not start coding with 

a given list of codes, but instead, we aimed to code with an open mind (Gibbs, 2018). We started 

our analysis process by thoroughly reading through our data. We then highlighted the parts of 

it that we thought were most interesting and substantial for our research. As we did this together, 

we got to discuss the data together and thus we were able to get an even deeper understand ing 

of it. We then took all the highlighted quotes and came up with simplified expressions for them. 

Here is an example: 

Quote from our data Simplified ex-

pression 

Sitten siellä ehkä törmäsi semmosiin realiteetteihin, että siellä oli sitten ehkä 

opettajanhuoneessa kumminkin vastassa vähän sellaista, että no, ei tässä nyt 

ehdi mitää hörhöillä minkään maailmanparannuksen kanssa, että kyllä te siitä 

kohta niinkun alatte pysyä ruodussa ja miettiä vaan pilkkusääntöjä tai muuta. 

 

Translated version 

In the teachers’ room the reality hits you as some teachers think that there is no 

time for this world improvement nonsense, and you will soon start to stay on 

point and only think about comma rules and such 

Opetettavien ai-

heiden 

tärkeysjärjestys 

 

Translated ver-

sion 

 

The hierarchy of 

taught subjects 

Table 1.  Example of simplified expressions 

We then began combining these simplified expressions. To guide us in this process, we used 

our research questions to see what simplified expressions answered which research question. 

For example, we listed every simplified expression that talked about challenges in Global Ed-

ucation. If some simplified expression did not answer any of our research questions, we left it 
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out as irrelevant to our research. During this process, we were happy to see that our interview 

questions had produced answers that we could use to answer our research questions. 

 

As we had listed the simplified expressions, we clustered them into codes according to their 

similarities. In the example below, all the expressions listed under challenges in Global Educa-

tion are similar to each other and therefore we clustered them and came up with a code for them.  

 

Challenges in Global Education Code 

-The hierarchy of taught subjects 

-Global Education is not the first priority 

-The inequality of themes 

-The contradiction between Global Educa-

tion and Entrepreneurship Education and 

Consumer Education 

-Entrepreneurship education is thought of as 

more important than Global Education 

 

The power relationships of society and the 

school are visible in the implementation of 

Global Education 

Table 2. Example of clustering the results 
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6 Findings 

6.1 Definition of Global Education 

In order to acquire an idea of how our interviewees define Global Education, we asked them to 

name the topics that are included in Global Education. As could be expected, the list of themes 

was vast. The Global Education themes that can be identified from the interviews can be divided 

into roughly five themes: sustainability, human rights and equality, democracy skills, Peace 

Education, and emotional skills and values. There were also some topics mentioned outside of 

these themes which we considered important and will mention separately. 

 

Human Rights topics, topics regarding nature, sustainable development, and climate change.  

 

Respecting diversity, living in a diverse world, non-discrimination which is strongly linked to 

Human Rights Education. Global Education is Peace Education which means finding ways to act 

peacefully and non-violently in this world.  

 

Then I also think that Media Education is increasingly important. Inclusion, equality, the status 

of minorities, the economic competence of a world citizen, understanding one’s own and the 

world’s economy, and Entrepreneurship Education on a larger scale meaning that you will find 

your own way in this world.  

 

According to the participants, sustainability includes education for sustainable development, 

the rights of nature, planetary boundaries, and social sustainability. Human rights and equality 

consist of becoming more aware of life outside of the Northern countries, the structures of co-

lonialism and its impact on the world and people today, anti-discrimination, and learning about 

Human Rights, equality, and social justice. Also, immigration and refugee issues can be in-

cluded in this topic. Democracy skills were defined as dialogue and conciliation skills. Peace 

Education was defined by one participant as ‘’finding ways to act in a peaceful and non-violent 

way in this world’’. Emotional skills and values include empathy, dialogue skills, and values 

education. Additionally, to these themes, culture education, media education, entrepreneurship 

education, and economic competence were mentioned as themes of Global Education. One in-

terviewee mentioned the SDG 4.7 as covering the wide-ranging nature of Global Education: 
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By 2030, ensure that all learners acquire the knowledge and skills needed to promote sustainable 

development, including, among others, through education for sustainable development and sus-

tainable lifestyles, human rights, gender equality, promotion of a culture of peace and non-vio-

lence, global citizenship and appreciation of cultural diversity and of culture’s contribution to 

sustainable development (United Nations).  

 

Henriksson (2017) stated that the definition of Global Education and what it includes will vary 

between countries as well as within a country. The topics mentioned by our participants are 

though very similar to those mentioned by Henriksson (2017), Akkari and Maleq (2020) and 

Veugelers (2011).  

 

6.2 Goals 

The goals of Global Education that emerged in our data can be categorized into two themes: 

becoming an active and responsible citizen, and providing students with enough versatile in-

formation and skills. These themes are quite broad and partly overlapping. The responses made 

it evident that, as one interviewee stated, the goal of Global Education is not just about learning 

about languages and cultures. Furthermore, it was considered important to note that Global 

Education is not just about skills or knowledge, but also about attitudes and motivation. 

 

First of all, one goal of Global Education was described as becoming an active and responsible 

citizen. 

 

An active citizen whose aim is to be globally responsible is perhaps what we want to produce 

through Global Education.  

 

People have certain responsibilities towards each other, living organisms, and the planet so to 

understand what our roles as human beings are on this planet.  

 

The goal is to develop a value basis that is based on a humane approach and the respect for 

Human Rights.  
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Being an active and responsible citizen includes understanding the responsibility we have to-

ward each other and toward our planet. We should ensure that everyone, human beings, and 

animals, can live in this world. These goals can be linked to Scheunpflug’s (2020) first category 

of Global Education goals which includes awareness and knowledge of topics such as social 

justice, climate change, and sustainability. These answers by our participants are also in line 

with Hunt’s (2020) research where teachers considered the most important goals of Global Ed-

ucation to be the development of respect, responsibilities, and values.  

 

Secondly, our participants considered it important to provide students with enough versatile 

information and skills that enable them to grow comprehensively. Students should become 

aware of the importance of understanding and developing their own values. Teachers should 

enable students to develop a versatile worldview.  

 

It is not only about the knowledge or skill aspects of learning but it also includes attitudes and 

perhaps motivation.  

 

Our participants followed in the footsteps of Scheunpflug (2020), Standish (2014) and Zahabi-

oun et al.  (2013). Also, Scheunpflug (2020) and Zahabioun et al.  (2013) considered the goals 

of Global Education to be versatile and to include values, attitudes, and skills. Standish (2014) 

continued to state that the skills of Global Education are soft skills that could also be called 

attitudes.  

6.3 Challenges 

The challenges of Global Education that were defined in our interviews can be divided into 

power structures of society and schools, Global Education training for in-service teachers, the 

autonomy of teachers, the current world situation, and struggling with difficult topics.   

 

The power structures of society and schools, and value questions can hinder Global Education. 

The values of society are reflected in schools and schools also prioritize subjects in different 

ways. Participants expressed how the opinions and views of other teachers can discourage a 

teacher who is excited about implementing Global Education.  
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In the teachers’ room, the reality hits you as some teachers think that there is no time for this 

world improvement nonsense, and you will soon start to stay on point and only think about comma 

rules and such. 

 

This makes it evident that some subjects are considered more important than others and Global 

Education is not a priority. The values of society are visible in school life and they determine 

the amount of funding different educational projects will get. During the interviews, entrepre-

neurship education was mentioned as having more funding than Global Education which can 

be seen in the quality of the materials and services available. One participant stated that Global 

Education could benefit from being as well-funded and largely coordinated as entrepreneurship 

education programs such as Yrityskylä and Nuori Yrittäjyys.  

 

If we compare Global Education to Entrepreneurship Education programs such as Yrityskylä or 

Nuori Yrittäjyys, we do not have such a coordinated and well-known program. 

 

To get schools to acknowledge Global Education as a priority and a central topic for everyone 

would require a well-funded and organized initiative.  

 

Cotton’s (2018) research pointed out that the most significant factor that complicates the im-

plementation of Global Education is teachers’ lack of time that is caused by a full curriculum 

and testing. Teachers do not have enough spare time to get acquainted with Global Education 

and implement it in lessons since there is a need to focus on core subjects, which is time con-

suming enough for both teachers and pupils, without any additional burdens (Hunt, 2012). 

Our interview findings back Hunt’s and Cotton’s statements as all of our interviewees formu-

lated in their own words that power relations of the school world and society affect the imple-

mentation of Global Education, although they did not emphasize this as the most significant 

factor. Even though there is no testing in Finnish schools, teachers’ workload is high, and they 

feel pressure to focus on the “important” school subjects.  

 

A few of our interviewees agreed that there is competition between different themes in 

schools and someone mentioned that since Global Education can be seen as a cross-cutting 

theme that is integrated into the Finnish National Core Curriculum’s value basis, that can 
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sometimes lead to schools putting emphasis into more simple and socially valued themes in-

stead.  

 

Some of the top challenges that come to mind is that there can be a competition between different 

themes in the everyday life of the school that even though the curriculum creates a very good 

mandate for Global Education, the fact that it a cross-cutting topic and in the value bases of the 

curriculum, as it should be, but on a practical level, it can be difficult to implement. Therefore, 

emphasis is placed on school-specific subjects and sometimes Global Education gets left behind. 

 

 This claim was supported by another participant who mentioned that Global Education is 

usually not schools’ and teachers’ first priority while another interviewee hinted at an order of 

importance in school subjects. Someone brought up the inequality between different themes 

in school settings and another participant mentioned that they believe that other topics, for ex-

ample entrepreneurship education, are considered more important than Global Education and 

contradict it.  

 

If you compare nationally well-known concepts such as Yrityskylä (Enterprise Village) or Nuori 

Yrittäjyys that are functions of entrepreneurial education, to Global Education, it seems Global 

Educations lacks somehow such coordinated and widely known type of organization. Perhaps in 

Global Education there could also be a competence center or a similar gathering body . 

 

Council of Europe (2019) acknowledges that: “in today’s reality citizens are often seen as 

consumers –” but they also believe that consumers have the power to influence companies' 

sustainable choices (p.35). Global Education is an educational approach and a dynamic con-

cept that can be used to view different phenomena (Council of Europe, 2019) and therefore if 

the approach is implemented well, transversal competences can be supported and connections 

can be made between various topics, such as entrepreneurship education, and Global Educa-

tion. 

 

Teachers have also reported that other reasons causing the lack of implementation of Global 

Education are an absence of expertise and knowledge on the topic among teachers and chal-

lenges in motivating and getting other staff members to get involved in Global Education 

(Hunt, 2012). Our interviewees expressed their concern over the fact that the implementation 

of Global Education usually remains the responsibility of certain teachers, the ones’ who feel 
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passionate about the topic, and is not shared among everybody. Some of our interviewees 

brought up the issue that not all teachers feel comfortable discussing and teaching Global Ed-

ucation since they have not received any training on the topic and therefore they feel like they 

are not qualified enough to use the approach and discuss Global Education related issues 

openly.  

 

Motivating the rest of the teaching staff to get interested in Global Education related topics 

can sometimes be challenging since everybody does not understand that these are really com-

mon issues that apply to everyone. There is probably a bit of the same polarization, that there 

are those schools that have chosen this as a major development area and then again those 

where there is only a single teacher implementing Global Education. 

 

It's a totally different thing to talk about something more clinical than a lot of these Global 

Education related issues. 

 

Kasa et al.’s (2022) research found that teachers’ feelings of lack of competence hindered the 

implementation of Global Education. Yamashita (2006) stated that teachers do not like open 

discussions about topics they do not know much about.  

 

One of our participants reminded us that criticism towards Global Education has grown in our 

society and not everyone responds positively to Global Education being taught in schools and 

evidently some pupils’ parents might have contradicting values. Teachers might face backlash 

or receive questions about the content being taught in school.  

 

You usually receive bad feedback from people who oppose the message you have. 

There is mental resistance here and there regarding Global Education. 

 

Some of our participants expressed the need for Global Education material to be strongly 

based on the National Core Curriculum and everyone highlighted the importance of peer sup-

port, support from school management and NGOs and a support person or team who can help 

with the implementation of Global Education or be consulted with Global Education related 

questions. Hunt (2012) interviewed teachers and made findings that teachers feel like they 

need to know everything about the topic they are teaching to be able to answer all of the pos-

sible questions students ask. If the whole school committed to the implementation of Global 
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Education and teachers received adequate training and peer support, it could make the imple-

mentation of Global Education much easier and help make teachers feel more comfortable.  

 

Our participants also mentioned that some teachers believe that they have successfully imple-

mented Global Education by organizing a Global Education theme day once or twice a year or 

by discussing recycling and global warming with their pupils. In addition to that, our partici-

pants brought up the fact that out of all the Global Educational themes, the main focus in 

schools is on environmental sustainability.  

  

It is important to understand the broad scope of this theme. For example, in schools we 

should be talking about the four dimensions of sustainable development that are social, cul-

tural, economic and environmental. But the reality is that environmental sustainability is of-

ten emphasized and the first images of global education are related to recycling and green 

values. That kind of overshadows the other dimensions that should be taught by everybody 

and not only teachers of certain subjects or someone who is in charge of recycling. 

 

Hunt (2012) concludes that the complicated and sensitive nature of some Global Education 

themes is a likely reason for not teaching all Global Education subjects equally. Hunt’s (2012) 

claim most probably plays a part in the fact that Global Education subjects are taught une-

qually but our interviewees also bring up the fact that Global Education is such a large ap-

proach, and everyone does not grasp all of the themes it includes. NGOs have also acknowl-

edged the complication of Global Education topics and they have stated that the implementa-

tion of Global Education requires such broad knowledge and therefore teachers need support 

and help in order to succeed (Henriksson, 2017). 
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The topic of Global Education is value-laden which means that people have varying opinions 

about it. There can be a noticeable difference in the values a student is being taught at school 

and the values they encounter at home with their parents. Some parents might object the teach-

ing of Global Education topics to their child because the parent’s values differ from those of 

Global Education. A participant who has organized Global Education training for in-service 

teachers stated that teachers’ different values have become evident during those training ses-

sions as some teachers strongly oppose them and the message they promote. 

 

Continuing with the topic of in-service training, participants reported that Global Education 

training does not reach all teachers. It is difficult to get teachers to participate in these trainings 

and the teachers that do participate, are already interested and motivated in implementing 

Global Education in their teaching. This means that the teachers that would benefit the most 

from these trainings, do not participate in them. One participant stated that the state of training 

for in-service teachers in Finland is poor because it mostly just relies on teachers’ own initiat ive. 

It was suggested that involving the term Global Education in the name of these trainings can 

make them seem distant from the teachers’ viewpoint. The content and topic of the training 

should be close to the everyday life of the teachers and the schools.  

 

If the training is voluntary, it is really challenging to get teachers to participate in training if it 

goes by the name of Global Education. The closer the name is related to the daily life of a 

teacher and the activities of that school, then the easier it is to get participants. 

 

The autonomy of schools, teachers, and universities can make the implementation of Global 

Education unequal between and within schools. Universities have different ways of acknowl-

edging Global Education which affects teacher students’ knowledge and skills of  those topics. 

The autonomy of teachers means that educators have the freedom to do things in their own 

preferred way. This means that the quality of Global Education in schools and classrooms is 

not equal. Autonomy was also seen as a strength in the Finnish school system, but it was con-

sidered important to ensure that all schools and universities have enough good quality infor-

mation on cross-cutting topics such as Global Education.  

 

The different economic situations of municipalities also create inequalities between schools and 

teachers. Some municipalities have resources to have a person whose job is to support schools 
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in implementing Global Education and spread knowledge of Global Education materials. Mu-

nicipalities can receive funding from the Finnish National Agency for Education, but even in 

that case, there is a need for people who can allocate time to apply for the funding and run the 

Global Education themed project once the funding has been received. In those municipalit ies 

where this is not possible, teachers are left alone to deal with Global Education.  

 

All participants agreed that there is a large amount of Global Education materials available for 

teachers to use. This is though not only positive as it can be confusing for teachers to navigate 

between the materials and they need help in filtering the material. As one participant stated 

 

If I was to plan a Multidisciplinary Learning Entity on Peace-education and did a Google 

search I would collapse under the material 

 

It was also mentioned that there are a lot of organizations that make Global Education material, 

but these materials do not all reach the same quality. Those participants whose work includes 

helping teachers in the implementation of Global Education mentioned that a big part of their 

job is to provide teachers with plans that are ready to be used.  

 

The participants considered it problematic that often the responsibility for Global Education 

falls on a single teacher. One participant explained that when they became known as someone 

who wants to ‘’heal the world’’, other teachers allocated all Finnish Red Cross or UN etc. re-

lated mail to them and expected them to take care of it. It is problematic if Global Education is 

seen as only being important for certain teachers. For example, the teaching of sustainability 

can become too one-sided if it is only considered important for the Biology teacher or the 

teacher responsible for recycling in the school.  

 

At the time of the interviews and while writing this thesis, the Covid-19 pandemic is ongoing 

and there is a war between Russia and Ukraine. These current global issues have a effect on 

Global Education. One participant explained that right now, talking about certain topics, such 

as dialogue skills or the interconnectedness of people, can seem naive and people might not be 

interested in it. The pandemic has had a negative effect on students’ mental health and teachers’ 

wellbeing. Thus, there is a need to find a way to implement Global Education without it feeling 

like an additional burden to students and teachers.  
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Teachers can also find Global Education topics difficult to teach as the terms are often abstract 

and they do not know how to approach them in a concrete way that is understandable for stu-

dents. This could be due to the vast and confusing terminology of Global Education which 

means that teachers do not realize that they are actually implementing Global Education topics 

every day when they do concrete things like solve conflicts that happened over recess. 

 

The above-mentioned challenges are more from the teachers’ viewpoint, but they naturally also 

affect students. If looking at the challenges of Global Education just from the students’ per-

spective, participants stated that students can become frustrated if they only talk about global 

issues without any action.  

 

It is frustrating if you as a student do not have a possibility to do something to the issues that 

you become aware of 

 

Global Education topics are complex, and it is difficult to act on them at the individual level 

and when you are a minor. 

 

 

6.4 Achievements 

We asked the participants to give their opinion on the achievements of Global Education. By 

achievements, we mean what positive achievements have happened in the field of Global Edu-

cation. The achievements can be grouped into four categories which are the Finnish National 

Core Curriculum, Global Education materials, the position of Global Education, and students’ 

increased knowledge of Children’s Rights. In a summary, one participant stated that the overall 

position of Global Education has improved. 

 

I have graduated almost 20 years ago and in my opinion, Global Education has a stronger foot-

hold in schools than it did when I started working as a teacher. 

 

The achievement that was highlighted the most was the Finnish National Core Curriculum.  
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There is a lot of Global Education content in the Finnish National Core Curriculum for Basic  

Education. NGOs have been heard during the making of the curriculum.  

 

Our curricula are in favor of Global Education and they include many important Global Educa-

tion topics.  

 

The interviewees were pleased that Global Education themes were incorporated extensive ly 

throughout the Finnish National Core Curriculum. Jääskeläinen (2016) states that Global Edu-

cation is included in various chapters in the newest and predominant curriculum. Besides being 

included in the value-base of the curriculum, Global Education is included in transversal com-

petencies, different subjects, and the obligations of education providers (Jääskeläinen, 2016). 

This is important because the curriculum is legislative and therefore teachers are required to 

teach according to it (Jääskeläinen, 2016). The participants stated that when the latest curricu-

lum was crafted, the opinions and expertise of NGOs were taken into consideration. This was 

also noted by Henriksson (2017) whose research showed that NGOs had been an influentia l 

part of creating the curriculum and were thus pleased with the result.  

 

The participants also mentioned that the collaboration between different organizations, author-

ities, and publishers has been a great success in the field of Global Education. Having Global 

Education topics included in textbooks and workbooks is important because they are often used 

by teachers to plan their teaching (Pudas, 2015).  

 

For example, Global Education organizations and some publishers have worked in coordinated 

cooperation for years. 

 

Our experts have regularly given feedback on workbook manuscripts and have been able to in-

clude aspects of representation or post-colonial viewpoints in them.  

 

NGOs and publishers work together systematically, and NGOs have for example given feed-

back and ideas to publishers. Publishers have included Global Education topics in their work-

books which is considered important because many teachers rely on the books in their teaching. 
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Even though NGOs have their own aims and goals, they also cooperate with each other which 

is seen as a way to improve the quality of Global Education. 

 

The Fingo Global Education network has in my opinion been able to nicely put together different 

organizations and what they offer.  

 

As another achievement, the participants mentioned the big amount of Global Education mate-

rial that is available to teachers. 

 

Different stakeholders, ministries, and the Finnish National Agency for Education have given 

funds to the development of Global Education material. So I could say that we have plenty of 

material.  

 

They were pleased with the high quality of pedagogical materials and the NGOs' ability to 

renew themselves and develop Global Education in various ways. In this context, the Finnish 

National Agency for Education was praised for the funding it has granted which has led to 

increasing knowledge of Global Education as well as the development of Global Education 

materials. Besides the Finnish National Agency for Education, ministries and some foundations 

were also mentioned as having given funds to the production of Global Education materials.  

 

NGOs have succeeded in the making of good-quality projects and pedagogical products. They 

also have the ability to renew themselves and use different methods to bring Global Education 

forward.  

 

Being able to get training in Global Education topics as a teacher was considered important by 

Hunt (2020). Similarly, Henriksson (2017) states that NGOs are passionate about their topics 

and can thus motivate teachers through training. Our participants had different opinions on the 

topic of training for in-service teachers and the most popular answer was that there are not 

enough training opportunities for teachers. This aspect has been elaborated on above when 

challenges in Global Education were discussed. There was though one participant who argued 

that there are plenty of training possibilities for in-service teachers organized by cities or Re-

gional State Administrative Agencies.  
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One achievement is in-service training. I think there has been a good amount of training available 

for teachers nationally or locally organized by Regional State Administrative Agencies or cities.  

 

Our participants explained that schools are interested in gaining international experiences and 

networking with other schools abroad. Also, various development projects for schools include 

Global Education topics and teachers have been interested in them.  

 

I consider international experiences and the internationalization of schools as aspects of Global 

Education so I think it is an achievement that most schools are interested in international activi-

ties and want to network. That is made easier by our well-working Erasmus+, Nord+, and E-

twinning activities that are supported and structured well by the Finnish Ministry of Education.   

 

Teachers consider school development projects interesting and these projects have started to in-

clude Global Education topics. These projects are not mandatory so schools can join in them 

voluntarily.  

 

The Finnish National Agency for Education supports and structures these different networking 

projects, for example, E-Twinning and Erasmus+, and this genuine interest of schools to inter-

nationalize can be considered a win for Global Education and its targets. Also, various devel-

opment projects for schools include Global Education topics, and teachers have been interested 

in them.  

 

 A way of practicing internationalization in schools that requires fewer resources and has been 

well-received by teachers is internationalization at home.  

 

Different activities regarding internationalization at home have been received well and are con-

sidered an easy way to carry out internationalization and in that way also Global Education.   

 

Furthermore, the school-specific equality plans that are prescribed by law were considered an 

achievement as they include some Global Education topics and thus bring those topics to 

schools. One participant proposes that since these equality and equity plans have to be done 

anyway, why not implement them in an imaginative way.  
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School-specific equality and equity plans bring some Global Education topics to schools. These 

plans are mandatory so why not implement them in an imaginative way. 

 

From the students’ viewpoints, the participants mentioned that students have more knowledge  

of Children’s Rights which can be considered an achievement for Global Education. Students’ 

voices and opinions are also taken more into consideration and they have a more active role in 

choosing topics for discussion. 

 

If we think about the knowledge of Children’s Rights, studies have shown that it has increased 

among children and young people and that can definitely be considered an achievement of Global 

Education.  

 

The students’ wishes have been taken into consideration and in that way, students have been able 

to voice their opinions on for example what topics are discussed in school.  

 

6.5 Implementation 

The participants argued that the implementation of Global Education should be long-lasting and 

visible in the school’s culture, part of every subject, and it requires willingness from teachers 

and school leaders. 

 

The participants agreed that the implementation of Global Education should be long-lasting and 

visible in the school’s culture. There should be a holistic approach to Global Education where 

topics such as sustainability and equality are part of every subject instead of just an occasional 

lesson or theme day. 

 

I hope that more and more there will be a holistic point of view so that issues of sustainability 

and equality could be discussed in any subject so it would not just be an occasional theme day or 

lesson. 
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I would like to see for example problem-solving tasks in math books that have statistics on the 

inequality in the world instead of some nonsense texts that serve no other purpose than being a 

calculation exercise.  

 

Global Education is often seen as being part of only certain subjects but there should rather be 

a joint responsibility to teach them. To broaden the array of subjects where Global Education 

topics are handled, it was suggested that in Mathematics, problem-solving tasks could include 

real-life data about injustice in the world. This viewpoint has also been brought up by Bourn 

(2014) who also argues for having Global Education topics in Mathematics. The same topics 

can be discussed in different subjects, but the learning processes will differ (Bourn, 2014).  

 

To have it become part of the classroom’s, teachers’, and schools' culture without feeling like it 

is something extra. And the reason it feels like something extra is because it is often portrayed as 

theme days or events that are occasional or something extra that needs to be arranged.  

 

Global Education should not just be about doing individual exercises because it is a value-laden 

topic with a strong value basis. The big challenge is how to transmit that through those exercises.  

 

Having Global Education included in the everyday life of the school was considered important. 

If it is part of the school culture, it does not feel like an additional task. It was also argued that 

since Global Education is value-laden and has a strong set of values, it is not enough to have 

students complete individual exercises because that will not be enough to transmit those values. 

Instead, the implementation should be continuous. Theme days are also good ways to imple-

ment Global Education, but it should not be the only way but rather an addition to the Global 

Education that happens in classrooms every day. These views support those of Cotton (2018) 

who considered it important to have Global Education as a holistic part of the school culture so 

that every student and staff member is involved in it. Also, Hunt and King (2015) argued that 

Global Education is not confined to any specific subject and should thus be implemented as a 

whole school approach. Hunt and King (2015) also note that in order for Global Education to 

become part of school culture, there is a need for leadership that will work for this to happen.  
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The participants agreed that implementing Global Education requires that teachers reflect on 

their own values and the importance of Global Education topics. Hunt (2020) argues that teach-

ers need to have a social justice approach and a critical mindset. As was mentioned above, 

school leadership is also very important, and leaders must see the importance of Global Educa-

tion. This view is shared by one participant who saw the willingness of teachers and school 

leaders to implement Global Education as important.  

 

It all depends on the teachers' and school leaders' willingness to promote these issues. There are 

many opportunities and support available.  

 

It is also important to give students space to voice their opinions and thoughts. This opinion is 

shared by Hunt (2020) who considers it important that students are given chances to discuss 

their opinions and self-reflect.  

 

As a teacher, you of course have your own opinions as well but you should be able to handle the 

students’ different thoughts even if they differ from general, ethical, moral, and your own 

thoughts. So you have to balance but you will have to make it possible to have these conversa-

tions.  

 

As a teacher, you need to be able to deal with students’ thoughts and opinions even though they 

might be different from your own or what is generally considered moral or ethical. You should 

still be able to give students the space needed to discuss those topics and express their views. 

Additionally, a teacher should pay attention to the students’ needs to talk about topical issues 

and as a professional, they should be able to tie these discussions to the learning objectives of 

a subject or age group.  

 

If students have the need to talk about a certain topic, it can be brought up for discussion and as 

a professional, the teacher will know how to tie it together with the learning objectives of that 

grade.  

 

Teachers should also bear in mind that even though talking about some Global Education topics, 

such as climate change, can be depressing and stir feelings of hopelessness, it is important to 

also include positivity and hope in the discussions. According to Yamashita (2006), not wanting 
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to cause these negative feelings to students can hinder teachers from talking about some topics 

at all. 

 

Creativity, imagination, and the ability to imagine a positive future are important and there is too 

little of these regarding for example climate issues. There are many negative realities, but it is 

part of humanity to also have the ability to learn and develop and solve these problems together.  

 

One participant expressed that it is important for students to get the chance to do something 

good because it makes the idea that they can actually do something with the knowledge they 

have gained more concrete.  

 

Many schools have a sponsor student because it makes it possible to act on the global issue of 

inequality. I have considered these sponsor students important even though the effectiveness is 

not as broad as if a whole village or country was being helped. But it makes it more concrete for 

the student that they can actually do something with the knowledge they have.  

 

As a practical way of implementing Global Education, one participant mentioned that many 

schools become sponsors for students in another country. Even though the impact of having 

one student is not as great as sponsoring a community, it helps students see Global Education 

topics in a more practical way and gives them the possibility to act instead of just receiving 

information. 

 

6.6 Supporting the implementation of Global Education 

Our data suggests that the most significant ways to support teachers in improving the imple-

mentation of Global Education are cooperation and peer support. Besides support, quality ma-

terials and training were also considered important by our participants. 

 

Peer support is important because it enables professional development as well as the sharing of 

good practices. Global Education involves many topics and therefore it would also be beneficia l 

for teachers to communicate and share the extent of the topic together.  
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Informal groups for teachers are good and e-mailing lists are good ways to get compiled infor-

mation about some topics as you can quickly go through the titles and save what you need.   

 

Peer support and any kind of support for professional development, mentoring or sharing of good 

practices.  

 

Maybe official authorities, Regional State Administrative Agencies, or the Finnish National 

Agency for Education, could arrange some kind of sister school arrangement or some peer-sup-

port networks between teachers regarding these topics.  

 

It was suggested that the Finnish National Agency for Education or Regional State Administra-

tive Agencies could arrange some networks for peer support through for example partnership 

schools. Peer support can also happen through Social Media groups or teachers can join e-

mailing lists where they can get new inspiration, ideas, and material.  

 

There should be a team that deals with Global Education topics.  

 

Schools often have various teams of teachers that are responsible for different tasks or topics. 

It was suggested that there could one team that is responsible for the implementation of Global 

Education in the school. Schools or municipalities could also have a contact person for teachers 

who knows about Global Education as well as the reality of school life.  

 

Some kind of contact person. It could also be someone inside the school that is considered as a 

peer authority. They would have knowledge about the topic and understand the realities of school 

life.  

 

The participants saw cooperation with NGOs as a great way to improve Global Education be-

cause NGOs have the required expertise and it is usually completely cost-free for schools to 

utilize their resources. 
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NGOs probably have the best expertise regarding these topics and it is mostly completely cost-

free for schools to utilize their resources.  

 

Having regular and recurring cooperation with some organizations so that there is no need to 

start from scratch every time.  

 

A basic plan that can be updated and altered annually. 

 

The annual plan can have a noble goal which will then oblige to do various tasks during the year. 

 

This cooperation can be implemented in different ways. NGOs can visit schools or students can 

go on excursions outside the school. Cooperation would be most fruitful if it is ongoing and 

recurring so that you do not have to start from scratch every time.  

 

Also having a basic plan for the implementation of Global Education would be beneficial. The 

plan can be developed and altered annually but it would not need to be remade every year. 

Setting a goal for the plan was also considered important because it obliges teachers and school 

leaders to work towards the goal during the school year. Various previous studies also consider 

cooperation with NGOs as well as other schools important. In Cotton’s (2018) study, teachers 

recommended cooperation with other schools as it makes it possible to share ideas and prac-

tices. Hunt (2020) has discussed the various ways in which the expertise of NGOs can be uti-

lized as they can come to the school and carry out lessons, and work with the teachers or the 

whole school.  

 

According to our participants, good quality materials that are easy to use and have been cus-

tomized to the needs of the school also have an important role in the implementation of Global 

Education. The importance of good materials has also been noted by Swidrowska and 

Tragarz  (2017) as they note that teachers already have so much work that they need to have 

materials that are easy to use and do not require additional time from the teacher (as cited in 

Kuleta-Hulboj, 2020).  
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There is plenty of material, but somebody needs to go through them and weed them out. If you 

start googling you will find a great amount of material so it would be helpf ul to have someone 

that filters them.  

 

Material that is compatible with the curricula, easy to use, and suits the framework of the school 

such as the duration of lessons. 

 

The needs of the school refer to for example the duration of lessons. As was mentioned earlier, 

there is a lot of Global Education material and teachers can find it difficult to know which ones 

would be good to use. Therefore, it was suggested that the material should be weeded out by 

someone other than the teacher. Also, websites such as Maailmankoulu and Fingo were men-

tioned as having good search machines where the material can be filtered depending on the 

topic.  

 

The Maailmankoulu project and Fingo websites have search machines where you can find mate-

rials and not just link lists but materials that are specifically divided into topics and with intro 

texts. 

 

Our participants considered training important, and mandatory training for all teachers of a 

school was regarded as a good way of securing that Global Education knowledge reaches every 

teacher. The importance of training has also been noted by Hunt (2020) who considers it im-

portant because besides learning knowledge and skills, training can also help build confidence. 

This view is supported by Henriksson (2017) who argues that training can also influence teach-

ers’ motivation toward Global Education topics. As was discussed above, teaching Global Ed-

ucation requires that teachers reflect on their own thoughts and views. Tarozzi (2020) continues 

that training can give teachers possibilities to transform their views and opinions.  

 

One participant expressed that in their opinion the most important training events are those 

where some of the participants have been forced to be there. Instead of just having participants 

who have come because they are already interested in the topic. The training for in-service 

teachers in Finland received negative comments because it is based on the teacher’s own inter-

ests and initiative.  
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The training events I consider most important are those where some participants have been forced 

to be there instead of just those who already are like-minded. I am happy to organize training for 

all teachers of a school instead of those who are interested in the topic. 

 

In Finland, the training system for in-service teachers is a mess because it is basically based on 

the teacher’s own initiative which is quite shocking.  

  

One participant suggested a solution for some of the issues regarding in-service training.  

 

We who provide and coordinate these training events should also find ways to cooperate and in 

that way, we could reach those that might not exactly run to training about Children’s rights.  

 

There are multiple providers that provide training on different topics. It would be beneficial if 

the providers of these training also cooperated and made connections between these topics.  

 



62 

 

7 Reliability and Ethical Considerations 

The reliability of qualitative research can be evaluated with three factors: ethics, reliability, and 

credibility (Juuti & Puusa, 2020). We will now consider these factors from the viewpoint of our 

research process. 

 

Juuti and Puusa (2020) have concluded that research is ethical if the researcher has followed 

ethical principles throughout the whole research process. This means that the chosen research 

methods and methods of analysis could be applied to any other qualitative research as well. The 

research should not in any way disturb the research participant but on the contrary, it should 

have positive effects on them (Juuti & Puusa, 2020). Our interviews were conducted in a way 

that took as little time as possible out of the interviewees' day and some expressed that it was 

nice to get a chance to talk about Global Education in a profound way as it often is not possible. 

We also went through our data multiple times and discussed it thoroughly to ensure that we are 

not accidentally changing the words of our interviewees. We believe that this issue has been 

easier to tackle because there have been two of us and we have been able to discuss and share  

opinions about the data.  

 

Tiittula and Ruusuvuori (2005) continue that there are various ethical considerations that should 

be noted when having interviews as the method of data gathering. The relationship between the 

interviewer and interviewee has to be based on trust (Tiittula & Ruusuvuori, 2005). This means 

that the interviewee knows the aim of the research and the interviewer has to treat the interview 

data in a confidential way that also protects the anonymity of the interviewee (Tiittula & Ruusu-

vuori, 2005). Gibbs (2018) continues and states that it is important that research participants 

have given informed consent to participate in the study and that they know what will happen 

with the data once the research is done.  This information should be given to the research sub-

jects before the research is conducted (Gibbs, 2018). Before each of our interviews, we were in 

contact with our interviewees through e-mail and explained to them the aim of our research as 

well as provided them with the necessary consent forms and data privacy notices in accordance 

with the University of Oulu guidelines. The participants expressed willingness to participate in 

the research before we had asked any interview questions.  

 

Tiittula and Ruusuvuori (2005) state that it is important to keep the identity of the interviewees 

anonymous. This is also important if the participants are being interviewed as representing their 
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profession (Tiittula & Ruusuvuori, 2005). We were highly aware that qualitative data is often 

very personal and subjective and therefore the identification of individuals had to be protected 

(Gibbs, 2018). We carefully considered how we would ensure our participant's confidentiality. 

In our research, we used anonymization so that nobody would be able to recognize our partici-

pants. In our case, the professions of the interviewees were significant as we wanted to inter-

view individuals whose work is related to Global Education. In order to keep the interviews 

anonymous, we have not gone into detail about the participants’ professions but only given a 

brief overview of what fields they work in. We have also presented the findings so that they 

will not cause any harm to the participants. 

 

Reliability means that the researcher can assure the reader that they have chosen and utilized 

well-justified and fitting research methods and approaches in order to carry out the research 

(Juuti & Puusa, 2020). For this to happen, the researcher must portray the research process in a 

truthful way (Juuti & Puusa, 2020). We believe that the research methods chosen for this thesis 

have been well-justified as we have discussed them together as well as received much-appreci-

ated assistance from others who have had a good viewpoint into the aims of our research. Dur-

ing this research process, we have familiarized ourselves thoroughly with different aspects of 

Global Education and we feel that our expertise in Global Education has grown. Credibility 

stands for how much the research participants as well as people who read the research believe 

in its results and that the data has been gathered and analyzed in a suitable and thorough way. 

Our data has been gathered through interviews which have then been transcribed. We have gone 

through our data numerous times to ensure that we are not missing any important information 

or that we are not misinterpreting it. We are aware that since we carried out the interviews in 

Finnish, we have had to translate them into English. We have done this in a thorough way and 

discussed word choices together to keep the original message clear.  
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8 Discussion 

The aim of this research was to explore the views of Global Education experts on the achieve-

ments, challenges, and implementation of Global Education in Finnish primary education. The 

first of our three research questions was ‘’How do Global Education experts define Global Ed-

ucation?’’. We wanted to know what topics our participants consider as part of Global Educa-

tion. The answers were broad but were similar to what we had expected based on previous 

studies. The topics included sustainability issues, equality, Human rights, and children’s rights. 

The most surprising answers to this question were economic competence as well as Entrepre-

neurship Education. These answers were interesting because it can be argued that there is per-

haps a contradiction between them and other Global Education topics.  

 

Our second research question was ‘’What perceptions do Global Education experts have on the 

challenges and achievements of Global Education in Finnish primary education?’’. Here the 

answers regarding challenges were divided into power structures of society and schools, Global 

Education training, the autonomy of teachers, the current world situation, and teachers strug-

gling with difficult topics. Global Education is a broad and versatile topic with various synon-

ymous terms and different definitions. This can be confusing for many people and make under-

standing the topic even more difficult. 

 

Our participants explained that Global Education has a better position than it did 20 years ago. 

As the most praised achievement of Global Education, our participants were pleased about the 

significant role that Global Education has in the Finnish National Core Curriculum for Basic 

Education. Additionally, also the equality plans that are required by law were seen as important. 

Various NGOs have also been part of making the curriculum which means that their expertise 

and opinions have been taken into consideration. There has also been great cooperation with 

publishers and NGOs. This has resulted in workbooks witch Global Education topics. Partici-

pants also mentioned the great amounts of Global Education material that is available for teach-

ers. This could also be seen as a challenge as it can be difficult for teachers to find good and 

fitting materials that do not require additional preparation time from the teacher. Participants 

considered it an achievement that schools to be interested in various international programs 

such as Erasmus+ and eTwinning. These programs are also well-funded by The Finnish Na-

tional Agency for Education. From the students’ perspective, it was mentioned that students 

have more knowledge on Children’s’ rights.  
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Our final research question was ‘’What perceptions do Global Education experts have on the 

implementation of Global Education in Finnish Primary education and how could the imple-

mentation be supported?’’. Regarding implementation in schools, the participants agreed that it 

should be continuous, and part of every subject and the school culture. These answers were not 

surprising as we had expected this based on our background reading. Nevertheless, it is inter-

esting, because as we begin our working life and familiarize ourselves with different schools, 

we can observe the implementation of this objective. Implementing Global Education also re-

quires teachers to reflect on their own ideas, thoughts, and values. Teachers should give space 

for students to discuss topics that interest them and also allow students to reflect. One partici-

pant also brought up that even though Global Education topics can be depressing or feel hope-

less, it is important that teachers also talk about hope and are optimistic about the future. 

 

The participants agreed that the implementation of Global Education could be supported by 

offering teachers possibilities for peer-support and cooperation with other schools and NGOs. 

Teachers should have access to a person they can contact when they need assistance with Global 

Education issues. As was mentioned, there are plenty of Global Education materials availab le. 

It would though be beneficial to have someone that has time to go through the materials and 

choose the ones that are good to use. Trainings were also mentioned. It was suggested that all 

staff members could take part in mandatory training so that the implementation of Global Edu-

cation did not just depend on a few interested teachers.  

 

One aspect that did not come up in our interviews were approaches to Global Education. An-

dreotti (2006) has defined the differences between critical and soft Global Education. Also 

Nieto (2018) has divided Global Education into five levels that could be defined with the help 

of Andreotti’s (2006) ideas as going from soft to critical Global Education. The goal of critical 

Global Education is that students have the ability to reflect on their thoughts and understand 

what implications these thoughts have on a local and global scale (Andreotti, 2006). Eidoo et 

al. (2011) adds that students are capable of questioning power structures and they should have 

a critical but caring mindset. Based on our data and research, we think that Global Education 

in Finnish primary education is aiming at a critical approach. However, the actual implementa-

tion will depend on all the various factors described in this research. It would be interesting to 

research this topic of soft and critical Global Education further and take a close look at how 

Global Education is implemented in Finnish schools.  
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We think that this research has been beneficial for ourselves and our futures. Global Education 

is a current topic and we are pleased that we have been able to develop our knowledge on it 

through this thesis. We also believe that this research is beneficial on a larger scale as it has 

highlighted the various positive aspects of Global Education in Finnish primary education but 

also shed light on the issues that need to be developed.  
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Appendix 1 Interview questions 

-Miten työsi liittyy Globaalikasvatukseen?  
How does your work relate to Global Education? 

 
-Miten sinusta tuli globaalikasvattaja? Miten kiinnostuit alueesta?  
How did you become a Global Educator? How did you become interested in the topic? 

 
-Miten olet toteuttanut Globaalikasvatusta käytännön tasolla? 

How have you implemented Global Education on a practical level? 
 
-Minkälaisia teemoja Globaalikasvatukseen liittyy sinun mielestäsi? 

In your opinion, what topics does Global Education include? 
 

-Mitkä ovat mielestäsi Globaalikasvatuksen tavoitteet? 
In your opinion, what are the goals of Global Education? 
 

-Mikä on tärkein tavoite? 
What is the most important goal? 

 
-Mitkä ovat Globaalikasvatuksen haasteita oppilaan, opettajan ja työsi näkökulmasta? 
What are the challenges of Global Education from the viewpoint of students, teachers and 

your work? 
 
-Onko vielä jotain muita haasteita, jotka eivät liity edellisiin näkökulmiin? 

Are there other challenges? 
 

-Mitkä asiat ovat onnistuneet hyvin Globaalikasvatuksen kentällä? 
What factors of Global Education have succeeded? 
 

-Miten Globaalikasvatusta/ siihen liittyvien aiheiden käsittelyä voitaisiin kehittää 

kouluissa? 

How could the implementation of Global Education topics in schools be improved? 
 
-Miten opettajia voisi auttaa Globaalikasvatuksen toteuttamisessa? 

How could teachers be helped in the implementation of Global Education? 
 

-Onko vielä jotain, mitä haluaisit kertoa aiheeseen liittyen? 
Is there anything else you would like to share regarding this topic? 
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