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Abstract
A global market of education development has grown since the 1990s. As the
circumstances and contexts of education change globally, there is both a need
for shared references in teacher education as well as good reasons for contesting
unitary efforts to implement policy goals. Specifically, shared global references
for teacher education that can be used by teacher education programs, NGOs and
civil society for responding to target 4c. of SDG 4.7 are needed. Accordingly, this
article proposes guiding principles and outlines a teacher education curriculum for
Global Citizenship Education (GCED) that can be adapted to low-income country
contexts as well as high-income contexts. Some of the challenges, possibilities and
limitations in the preparation of teachers with the skills needed for supporting the
development of the next generation of global citizens are described. The analysis
presented draws on data from the UNESCO Institute for Statistics, the OECD
teacher survey, indicators developed by the World Bank, and policy efforts to
develop a definition of global competence, among other sources. The concluding
discussion proposes that an important possibility presents itself in efforts to
involve teachers in the monitoring and evaluation of education development goals.

" Acknowledgement: The paper draws in part on research conducted during a two-month
consultancy in 2019 for the UNESCO Institute for Lifelong Learning (UIL).
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Introduction

The need for international efforts to support the training of qualified teachers,
notably in low income economies, is identified in the current UNESCO goals for
sustainable development (UNESCO, 2015, p.21, target 4c). To assist in efforts to
achieve target 4c, this article proposes a teacher education curriculum for Global
Citizenship Education (GCED). The context and rationale for the proposed teacher
education curriculum are outlined, first, by describing how a changing field of education
development has affected teacher education. Changes over the past thirty years have
accorded an increasingly important role to non-governmental organizations (NGOs)
and civil society in teacher education. This is one of the reasons why efforts to develop
shared references such as the proposed curriculum are needed. Second, recent efforts to
develop indicators for measuring GCED in terms of global competence are identified as
insufficient due to a weak recognition of the fact that GCED instruction needs to address
in an explicit manner questions that pertain to values, diversity, power and resources.
The Teaching and Learning International Survey (TALIS) 2018 data on teacher attitudes
indicate that many teachers are responsive to these themes and how these equity related
themes manifest in their local contexts; the potential of teachers to contribute to the
monitoring of development goals in local contexts should be recognized more clearly also
in teacher education policies and education development efforts.

The training of teachers as field experts capable of contributing to the assessment
and monitoring of education development goals is proposed as a necessary component
of education development efforts; notably in order to improve the relevance of education
to local contexts. The proposed GCED teacher education curriculum is, albeit limited,
an effort to attend to global needs by providing shared reference points and guiding
principles for a locally and culturally relevant GCED teacher education curriculum;
while recognizing that the finer details of GCED teacher education need to be defined
in collaboration with practitioners with experience in teacher education in specific local
contexts.

This article is structured as follows. First, the global context of teacher education
is discussed by describing how the field of education development actors has changed
in the past thirty years, what the GCED agenda is, and some of the challenges to equity
GCED teacher education are highlighted by global data on education, teachers and
key indicators (OECD, 2019b; UIS, 2020a, 2020b; World Bank, 2019b, 2020). The
policy efforts to establish global competence as an indicator of GCED are subsequently
commented on because such an OECD indicator de facto functions as a political guideline
for GCED teacher education curricula in a context where other globally shared references
for GCED teacher education are missing. Components for a global GCED teacher
education curriculum are proposed. The final discussion notes that teacher education can
contribute in important ways to strengthening a systemic capacity for quality assurance
of development goals (such as SDG 4.7, 4c) by enabling teachers to become field experts
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and contributors to the assessment and monitoring of education development goals. The
development of shared references and guidelines that can be used also by NGOs and civil
society—such as the GCED teacher education curriculum in this article—is an important
support to this end.

The Role of Non-Governmental Organizations in Education Development

The relationship of the United Nations (UN), national agencies and non-
governmental organizations (NGOs) has changed over the past century. After the Second
World War, investments in the development of institutions, United Nations agencies and
national agencies represented two urgent needs. One was the post-war reconstruction
of societies; the second was capacity-building in the form of national agencies that
were to support the development of education. Institutions that have supported the
development of international policy articulations and monitoring of progress through the
collection of education data are a legacy of this post-war period; these include the United
Nations Educational, Scientific and Cultural Organization (UNESCO), the International
Association for the Evaluation of Educational Achievement (IEA) and the Organisation
for Economic Cooperation and Development (OECD).

An important shift in global geopolitics and, as a consequence, the role of the United
Nations became evident by the 1990s. Many countries underwent governance shifts in
the 1980s and 1990s adopting liberal policies and opening markets to global trade and
finance. This coincided with technological developments that made an increasing amount
of global connections possible. The multi-dimensional globalization that followed altered
the circumstances in which education takes place (Appadurai, 1990). A global market
of education provision and development emerged, or as Dale termed it: a “knowledge
economy” (Dale, 2005).

Education shifted from having been primarily the domain of national agencies to
a global commodity that needed to respond to consumer demands (Dale, 2005, p. 118).
The very terminology by which governing was referred to in English changed. Governing
was prior to the 1980s the business of governments. With the implementation of a neo-
liberal agenda it became the business of outsourced consultants, experts, private sector
entities and civic associations, i.e., the domain of non-governmental-organizations (NGOs).
Hence, the governing of education development by national organizations bound by the
legal framework of a nation-state shifted to the governance of education development by a
broader set of actors that included civic associations from other countries and international
private enterprises based in various countries.

These developments manifested in the operational and formal relationships between
the United Nations, national agencies and NGOs in the 1995 UN Directives concerning
relations with NGOs (UNESCO, 1995, pp. 77-90). The directive established that NGOs
could have either formal (associate or consultant) or operational relationships with the
UN, i.e., either participate in the articulation of policies or ad hoc project implementation.
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The change in the relationship between the UN and NGOs shifted much of the planning
and implementation of development efforts and interventions—in line with a new public
management logic—from national and UN agencies to NGOs. The shift was not driven by
the UN but reflects the UNESCO's response to a shift in policies among member states. A
shift that represented the neoliberal policy agenda promoted by the Reagan and Thatcher
governments in the United States and the United Kingdom in the 1980s; an agenda that
subsequently was taken up in adapted forms in countries across the globe.

How Shifts in Development Agenda Have Impacted Teacher Education

The above developments impacted teacher education. Whereas teacher education
until the 1980s and 1990s was governed by national public curricula, interventions
by private enterprises such as the Gates foundation (Welner, 2017), the Agha Khan
Academies (Walji, 2020) and NGOs such as Teach for America (Darling-Hammond et al.,
2005)—to name just a few—have since proliferated and provide training alternatives for
those wishing to work as teachers. Following a model of flexible governance of multiple
actors in a market of teacher education providers, countries such as the United Kingdom
and the United States have long standing traditions in which professional associations and
bodies play an important role in the certification of teachers. Teacher certification has been
one way to ensure quality of teacher education in liberal markets.

Other historical models have included the placement of teacher education programs
at research universities, where the responsibility for quality has rested on teacher
education programs and the scientific community at universities. The latter is the case, for
example, in Finland and Japan (Wiksten, 2018; Wiksten & Green, 2020; Nuffic, 2015).
Teacher education programs for which research faculty at research universities contribute
to quality assurance have historically been common in the United States as well. However,
the provision of teacher education in the United States has diversified since policy changes
in the 1980s and includes today in addition to universities also NGOs such as Teach for
America.

The shift from governing to governance has in teacher education corresponded
with an outsourcing of teacher preparation from universities to NGOs, civil society and
private enterprises. Shortages in the number of qualified teachers resulted in part from
the adoption of a neo-liberal agenda as public education budgets were cut. Shortages
in qualified teachers are directly associated with increases in the number of unqualified
teachers. This is a need to which NGOs such as Teach for America have responded to.

The proliferation of a global market of education and the preparation of
teachers can be understood to have four effects. One is a form of democratization and
internationalization in the sense that the range of actors who participate in teacher
education and the development of education has increased since the 1980s and 1990s.
The second is internationalization in that teacher education is no longer the field of
only national actors. IEA studies and the OECD Programme for International Student

— 110 —



A Critically Informed Teacher Education Curriculum in Global Citizenship Education: Training Teachers as Field Experts and Contributors to Assessment and Monitoring of Goals

Assessment (PISA) study contribute further to internationalization by framing an
international competition in education by student scores (Mullis et al., 2016; OECD,
2016a). The third effect is a loss of political representation. NGOs may well represent
political pressure groups in society or internationally, but do not emerge from the context
nor operate solely under constraints of local laws, regulations and elected representation
in the same way as local organizations do. The latter undermines, from a local perspective,
the political legitimacy of NGOs in the development of education. The fourth effect of
the growth of a global teacher education market is a loss of confidence in the quality of
teachers. As the range of teacher education providers and teacher preparation programs
have increased, also the need for quality assurance, teacher evaluation and monitoring of
teacher performance have increased.

The Global Citizenship Education Agenda

The Global Citizenship Education (GCED) agenda of the UNESCO is an effort to
support a continued development of education internationally through the articulation of
shared references within the broader policy agenda of Sustainable Development Goals
(SDG 4.7). Notably, by supporting the development of cognitive learning, socio-emotional
learning and behavioural learning (UNESCO, 2020). The current GCED agenda builds on
the very first articulations for an international policy on education by UNESCO in 1948
(United Nations, 1948). Namely, the idea that governments of all countries should support
all children to participate in education, notwithstanding socio-economic-status, ethnic,
linguistic or other exclusion by social group or social category. The idea that education no
longer was a purely national interest was seeded in the establishment of UNESCO and in
these early articulations for an international policy for education; which was in the 1940s,
and which remains in the GCED agenda, an effort to support the promotion of peace and
human rights.

The growth of the role of NGOs calls for greater flexibility than traditional teacher
education programs. Whereas governments remain key actors in articulating education
policies that frame teacher education, there is increasingly a need for teacher education
resources for a broader field of actors that include notably the NGOs. The GCED teacher
education curricula proposed in this article is intended as one such resource and has been
designed with both traditional teacher education providers and NGOs in mind.

Data on Global Challenges for GCED Teacher Education

Challenges to GCED teacher education are context specific; however, the ‘big
picture’ of challenges for GCED teacher education coincides with overall challenges to
the development of education globally. A basic indicator for the availability of qualified
candidates for teacher education in a given context is the secondary completion rate
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(ISCED 3).” Secondary completion rates coincide with country income rankings.
The average of secondary completion rates in high-income countries globally is 80%
(UNESCO, 2019; OECD, 2019a). Completion rates in low-income countries are on
average close to 20%, whereas in lower-middle-income countries the average is over 40%
(UNESCO, 2019).

Comparatively more young men than young women complete upper secondary
education in low-income and lower-middle-income countries (UNESCO, 2019).
Upper secondary completion rates higher than 50% coincide across world regions with
comparatively higher numbers of young women completing upper secondary education
(ibid.). A comparatively greater number of young women complete secondary education
in Latin America and the Caribbean, Europe and North America as well as Eastern and
South-Eastern Asia (UNESCO, 2019). In brief, the success of young women in upper
secondary education is more at risk in low-income countries whereas disadvantaged
young men are comparatively at greater risk in high-income countries.

Reasons for the observed differences include factors before, during and after
participation in secondary education. High income countries have reached close to
universal access to primary education (ISCED 1), which is a prerequisite for participation
in secondary programs (ISCED 2 -3). Low drop-out rates in secondary education are
another possible explanation. An important feature associated with wide access to
secondary education is also the availability of formally recognized adult learning and
education programs that allow students to participate in secondary education at a later
stage in life. The latter adds flexibility of participation in important ways in particular
for historically disadvantaged groups; notably, when supported by education policies
together with labour market policies that help to normalize and de-stigmatise alternative
pathways in education (Desjardins, 2017; Green et al., 2009; Esping-Andersen, 1990).
The normalization of alternative pathways benefits overall equity goals of education
systems. The reason for this is that lower socio-economic status groups and historically
marginalized groups in societies are disproportionately represented among students who
do not complete secondary education (Brey et al., 2019, p. 97; OECD, 2018a, p. 188).

The above circumstances pose challenges to GCED teacher education in terms of
the diversity and availability of candidates for taking on roles as GCED teachers. Adult
education alternatives in order to increase the flexibility of GCED teacher education
are for this reason proposed an important complement to formal and traditional teacher
education settings. Particular attention in low income countries should be given to
supporting the participation of young women in GCED teacher education programs;
whereas in high-income countries, in turn, particular attention should be given to
supporting the participation of disadvantaged young men in GCED teacher education
programs. As suggested in the teacher education curriculum detailed in section four of
this article, GCED teacher education programs should be designed to cater to diverse

? International Standard Classification of Education UIS, 2012
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participants in order to support the representation of diversity among students.

Globally, the UN’s human rights agenda (United Nations, 1948) as well as
contemporary value frameworks that align with postcolonial, postmodern and post-
structural stances (Abdi, 2015; Andreotti and Souza, 2012; Barrett, M., 2016; Sant et
al., 2018) propose that equitable participation and representation of societal groups in
education is important. Similarly, data from the TALIS confirms a global expectation
across education systems—in low income countries as well as high income countries—
that teachers as professionals contribute to mitigating societal inequities (UIS, 2020a;
OECD, 2019Db). The latter is reflected in teacher motivations to join the teaching force as
documented in TALIS survey data from 2018 (OECD, 2019b; Table 1).

Table 1. Motivation for entering teaching force in relation to benefitting the socially
disadvantaged. Teacher responses to “How important were the following for you to
become a teacher?”

Teaching allowed me to benefit the socially disadvantaged (TT3GO07F)
Education Of low or no Ofhigh or Total number of . H““?a“
. moderate Gini Capital
system importance at all . respondents
importance Index
Denmark 32% 68% 2547 28 77%
Japan 32% 68% 3292 32 84%
Turkey 8% 92% 3166 42 63%
ghited 16% 84% 2525 2 76%
tates

Source: Table constructed by author using data retrieved 08/2019 from the OECD Teaching and Learning
International Survey (TALIS) at http:/www.oecd.org/education/talis/. Gini and Human Capital Index
estimates retrieved 08/2019 from https://www.worldbank.org/en/publication/human-capital (World Bank,
2019b).

Table 1 presents a cross-tabulation of Gini, Human Capital Index and motivation to
benefit the socially disadvantaged as reported by more than 2500 teachers in Denmark,
Japan, Turkey and the United States. This comparison demonstrates that 96% of US
teachers reported that the idea that they would contribute to society mattered for their
decision to join the teaching force (OECD, 2019b). For 84% of US teachers, the idea that
they would benefit the socially disadvantaged was of importance for joining the teaching
force. Similarly, 98% of teachers in Turkey reported being motivated by the idea that
they would contribute to society and 92% by benefitting the socially disadvantaged. Both
of these percentages are much lower for Japan (81% society and 68% disadvantaged).
Teachers in Denmark responded by numbers that were similar and even lower compared
to teachers in Japan (77% society and 68% disadvantaged) (Table 1; OECD, 2019b).

In practice, these data demonstrate that the comparative frequency of teacher
motivation to contribute to society and to benefit the socially disadvantaged coincides
in high-income countries with comparatively higher inequality in income distribution,
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as measured by Gini estimates (OECD, 2019b; World Bank, 2019a). A higher Human
Capital Index ranking (Denmark, Japan) coincides in this comparison with lower overall
disparities in income distribution and fewer teachers reporting motivations to join the
teaching force in order to contribute to society and to benefit the socially disadvantaged
(Table 1; OECD, 2019b). These data indicate that teachers are responsive to societal
inequities and that teacher motivation to work for equity is influenced in part by what
teachers perceive as pressing societal needs. This observation reflects, on the one hand,
the proximity of teachers to local contexts in their role as practitioners.

The data also indicates that teachers working in contexts that are characterized
by greater economic inequality are under comparatively greater pressure to articulate
a professional role that focuses on addressing societal inequities. Due to the political
nature of decisions that are needed in societies for addressing macro-level inequities it is
proposed that the expectation that teachers mitigate societal inequities is to some extent
unrealistic and places an unreasonable burden on teachers, thereby promoting teacher
burn-out. It is for this reason important that GCED teacher education curricula address
power and resource issues so that GCED teachers develop skills to reflect on their societal
role and the expectations placed on teachers, and for developing skills for modelling self-
reflection in terms of power and resource issues in their teaching. Supporting teacher
self-reflection in this vein is a common practice in many teacher education programs
internationally and has been promoted, e.g., by teacher educators in Finland as a means to
build professional integrity and confidence among teachers (Wiksten, 2018, p.100).

Global Competence

Current international efforts to articulate principles for GCED teacher education
consist primarily of policy articulations that do not perhaps in a very direct manner
impact practices in individual education systems. The strongest international influence
on curricula in the current context is set by international OECD surveys, in particular
the PISA study (see e.g. Kim, 2020; Kirwan, 2015; Nakayasu, 2016). The OECD's
effort to create a global competence measure for the 2018 PISA survey proposes thereby
guiding principles for a GCED teacher education curriculum in terms of expectations
to the kinds of results GCED teachers are expected to achieve. PISA is a tri-annual
survey of student skills at the age of 15 in high-income countries that participate in the
Organisation for Economic Cooperation and Development (OECD, 2016b). The 2018
PISA survey included a new measure of global competence promoted by the OECD as a
set of knowledge, skills and values necessary for harmonious co-existence in multicultural
communities (OECD, 2018b, p.4)

Global competence is the capacity to examine local, global and intercultural

issues, to understand and appreciate the perspectives and world views of

others, to engage in open, appropriate and effective interactions with people
from different cultures, and to act for collective well-being and sustainable
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development. (OECD, 2018b, p. 7)

The above definition was preceded by a similarly articulated Council of Europe
description of desired competences for democratic culture (Barrett, 2016). The
intercultural competence definition on which the above definition seems to build
underscores the idea that intercultural dialogue is “ [...] of central importance to
democratic processes within culturally diverse societies” (Barrett, 2016, p. 15). The
term intercultural was in antecedent policy efforts by the Council of Europe referred
to as diversity within societies, between societies and in a global context (Council of
Europe, 2008, pp. 10—11). An impetus for developing these new articulations has been
the perception that there was a need to move away from older “assimilationist” and
“multiculturalist” approaches to the management of cultural diversity in societies with
unprecedented and ever-growing diversity (Council of Europe, 2008, p. 9). These efforts
can be understood as a formalization of postmodern value frameworks in the Council
of Europe policy process, where new impetus has been given to respond to the needs of
increasingly diverse populations and to the recognition of diversity as something societies
politically need to govern rather than reject (see also Crenshaw, 1989).

The stance taken in this article is that the OECD's definition of global competence is
not sufficiently responsive to context specific differences and that it therefore inadvertently
risks promoting approaches that are not sensitive to diversity in GCED teacher education.
The GCED teacher education curriculum proposed in the following section of this article
complements and elaborates on the OECD definition with important critical insights in
order to improve relevancy. Many scholars, notably those who draw on postmodern and
post-structuralist value frameworks, underscore the importance of recognizing diversity
(age, race, gender, first-language, ethnicity, ability group) in education (see e.g. Andreotti
& Souza, 2012; Misiaszek, 2015; Torres, 2009; Bajaj & Bartlett, 2017; Sant et al., 2018;
Howard & Navarro, 2016). In contrast, some of the proponents for the measuring of
global competence represent more conventional modern and assimilationist frameworks
that do not emphasize the need to address diversity in education (e.g., Boix Mansilla,
V. & Chua, F., 2016). The latter explains in part why a number of OECD countries have
rejected the use of the global competence measure proposed by the OECD as insufficient
or not relevant (Fiore & Poliandri, 2020).

Components for a Teacher Education Curriculum in Global Citizenship Education

The proposed curriculum framework for training educators and teachers in Global
Citizenship Education (GCED) draws on prior international efforts to develop shared
references for teacher education (Lokhoff et al., 2010; Drudy et al., 2009; Gentles et
al., 2016) and global competences (OECD, 2018b; Barrett, 2016; ODIHR, 2012). The
curriculum incorporates critical insights from comparative and international education
(Stromquist, 2015; Misiaszek, 2015; Torres, 2009; Sant et al., 2018; Wiksten, 2018). The
latter contributes an important complement to the curriculum notably by addressing the
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political and value-based dimensions of education.’

The positive development of student capabilities and cognitive skills depends on
the recognition of social positionality (Sen, 2006; Stromquist, 2006). This is why the
proposed curriculum explicitly addresses power-resource issues, social categories, social
norms, values and ethical frameworks. The latter topics have been identified as necessary
curricular topics in comparative education scholarship and by teacher education experts
and sustainable development experts (Arnove et al., 2013; Drudy et al., 2009, p. 45;
Diemer & Marquat, 2014, p. 17—18; Bruno-Jofre & Johnston, 2014; Gentles et al., 2016).
The following are the proposed guidelines for a curriculum.

Principles Promoted by The Curriculum

The proposed curriculum aims at responding to student needs in terms of GCED and
sustainable development education. This means in practice that the curriculum deploys
the overall UN framework of peace and sustainability promotion in a manner that is
relevant to local issues. In order for the curriculum to motivate and engage diverse groups
of students, individual program adaptations need to engage issues that are relevant and
meaningful for each student group. The curriculum is, for this reason, flexible and relies
on GCED teacher instructors to adjust teaching and learning activities to correspond to the
needs of diverse groups of students.

Three basic principles of the curriculum are: (1) To prepare teachers, educators
and facilitators with competence to respond to student GCED learning needs in locally
meaningful ways. This requires the development of teacher, educator and facilitator
abilities to respond to student needs in terms of subject matter content, ability to reason
about and reflect on pedagogical decisions, and ability to adjust teaching-learning
activities to the needs of diverse groups of students (in terms of social, emotional, cultural,
cognitive development specific, age specific and faith associated needs); (2) to work with
existing resources; (3) to provide youth and adults opportunities to engage, ask questions
and be heard.

The curriculum underscores that GCED educators need to know about: education
theories; GCED content specific knowledge; models for facilitating student discussions;
models for student evaluation and assessment; varieties of values and ethical frameworks;
and different practical approaches to teaching and learning. GCED educators also need
experience with planning, organizing and communicating. Generic and subject specific

* The curriculum is articulated in a flexible manner in order to accommodate local adaptation both
for future teachers, teacher students and others, this is done in order to recognize and accommodate
shared references that are relevant across the spectrum of lifelong learning and education. In brief,
these guidelines are intended for teacher education programs and future teachers but can also serve
as guidelines for instruction by those who have not yet obtained formal teacher qualifications;
recognizing also that education as a discipline does not prepare only teachers. Studies in education
can serve a good knowledge background also for community leaders, NGOs, for those working
with the planning of education or in other roles.
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competences are detailed in the form of a diagram in Appendix 1.

The GCED teacher education curriculum introduces students to sociological
concepts such as norms, social, categories, positionality, intersectionality, equity and
equality. The curriculum problematizes social norms, power and resource questions
in structured and explicit ways, leaving room also for student discussions and student
efforts to articulate questions that students perceive as relevant in terms of positionality,
intersectionality, influence in local societies and how local issues relate to regional and
global issues.

Only existing resources should be necessary for program completion; GCED
educators need to be sensitive to, and strive to, avoiding unnecessary economic burdens
on participating students (in the form of study materials, technology requirements, or by
other means).

Desired characteristics of participants in GCED teacher education include persons
with communication skills, empathy, analytical skills, ability to learn and ability to assume
responsibility for tasks. Self-motivated participation in GCED teacher or facilitator
programs is preferred and can be supported by organizing GCED educator programs as
elective specializations or components of teacher education. GCED teacher education is in
the proposed curriculum in a broad and flexible sense for adaptation to local needs and is
for this reason proposed within a lifelong learning as suitable both for younger and older
learners as a program or program component for existing teacher education programs,
adult learning alternatives or as a course for youth in secondary education (ISCED 2 -3).
Competences acquired by participants:

(1) Ability to articulate and communicate the purpose and goals of GCED teaching and
learning activities clearly and effectively to diverse groups of students.

(2) Ability to respond to student learning needs (linguistic, physical, cognitive
development related, social, emotional, cultural and faith related).

(3) Ability to adjust GCED curricula and teaching-learning materials for local context,
to plan lessons, to evaluate students, to reflect on pedagogical choices and to develop
a teaching portfolio.

(4) Ability to work together with other teachers for developing teaching materials,
addressing student needs and contributing to the development of a fair, supporting
and positive learning environment for all.

(5) Ability to pursue continued learning opportunities of relevance for continued
professional development as GCED teachers and educators.

Methods of Instruction and Instructor Profiles
The method of GCED teacher preparation proposed in this curriculum framework is
student centred. Teaching-learning activities are structured so that active and autonomous

participation of students is encouraged. Teaching-learning activities are structured so that
students are provided multiple opportunities to practice articulating their understanding
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of locally relevant GCED topics through different media and using different technologies:
orally, in written and by creating visual representations. Students are supported to practice
the use of a variety of ways to express themselves and develop their understanding of
topics, including through inquiry and research, through presentations, through group work
and individual assignments as well as through discussions in smaller and larger groups.

Methods of training aim at using a variety of teaching-learning practices, in order
to model a variety of teaching-learning practices that students can use in their practice as
GCED teachers. The variety of models provided can consist of a combination of lectures,
group discussions, presentations, assignments, opportunities to practice and carry out
instruction as well as opportunities to provide and receive peer feedback. The program can
be structured with regularly occurring low-stakes or informal discussions in small groups
(3-5 students). An important function of small group discussions is to lower the threshold
of social perceptions pertaining to who may speak in class and to accustom and encourage
students to express their perspective and understanding. The proposed curriculum includes
a review of key concepts, histories and different approaches to GCED instruction as well
as a review of theoretical and ethical frameworks for GCED instruction.

Instructors in GCED teacher preparation programs or courses should meet locally
defined requirements in the jurisdiction where the GCED teacher preparation program
will be offered. Where appropriate, instructors in GCED teacher education programs can
be holders of a graduate degree in education (ISCED 7) or hold a postgraduate certificate
in education. Instructors need to have knowledge of education theories and practices,
and be familiar with the community life of participants and the communities in which
GCED teacher students will work. The instructor should be fluent in the first language of
participants.

Key competences for instructors are notably the ability to communicate clearly
and coherently about learning goals and the purpose of the program. Important are also
skills in responding to student needs (social, emotional, cognitive development related,
cultural etc.) An example of responsive presence and ability to respond to students’
needs is demonstrated, for example, by the instructor’s ability to adjust communication
style in order to meet learning needs of participants. Openness and respect to cultural
otherness and to other beliefs, world views and practices is a key competence of
instructors in GCED teacher training. Instructors also need to have competences in
presenting information in a variety of ways (orally, visually and through interaction with
participants). Instructors need to be competent in planning, time management and in
structuring teaching-learning activities; also, in using a variety of information sources.
Instructors need to have skills in collective inquiry and be able to step aside in order to
allow room for participant contributions. Instructors need to show professional integrity
and be competent in applying ethical frameworks to social interaction. Instructors should
also be willing to keep up-to-date and continue developing their expertise in GCED and as
instructors of GCED teachers.
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Locations for the Training

GCED teacher training can be provided at universities or at other locations
where teacher preparation is provided. Training can be provided by NGOs or private
organizations by qualified personnel to the extent that this is permitted within the
regulatory frameworks for the jurisdiction in which teachers are trained and in line with
national and regional qualifications frameworks where such exist. The training can
be provided as a full-time course over one semester or quarter, or as a specialization
consisting of several courses. GCED educator training can be provided at institutions
and units that provide adult learning, evening classes and other formally recognized or
alternative education programs. The latter would help to meet the need of NGO employees
and the general public to gain qualifications and develop knowledge and skills as GCED
educators.

Providing GCED teacher students with access to internet allows students to
access publicly available documents and develop skills in discerning among sources of
information. However, training can be provided in a way that does not require access to
internet. Technology for the development of written articulations of student understanding
may range from paper and pen to computer access. The level of material resources or
infrastructure should not stand in the way of organizing GCED teacher education. It is
important that locally relevant teaching and learning materials are used in the program.
Whether students have access to a well-equipped library, to textbooks, or whether students
are primarily using print-outs compiled by the instructor, materials should help the student
to form an understanding of some of the ways that environmental issues and global
citizenship issues are meaningful for the local community and the country in which the
student lives, and what are some of the connections to broader regional and global issues.
The instruction materials accordingly would benefit from including references to, and
excerpts from, international agreements, local education policy articulations and concrete
examples of the impact of environmental issues and global citizenship issues on local,
national, regional and global levels.

Discussion and Conclusion

Responding to the need for international efforts to support the training of qualified
teachers—as identified in policy target 4c (UNESCO, 2015, p.21)—calls for the
development of shared references and guidelines for a variety of education development
actors that include established teacher education programs but also civil society and
NGOs. The fact that teacher education has become part of a global education market
has multiple consequences that underscore the need for further development of shared
international references for teacher education.

The shared references for a GCED teacher education curriculum proposed in
this paper draw in part on previous efforts to create shared international references
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for curricula such as the TUNING project in Europe in which several universities
collaborated in setting shared guidelines for education programs (Drudy et al., 2009;
Lokhoff et al., 2010). As the proposed curriculum is not specific to a region or a country”
it can be compared with international education policy agenda—with the difference that
the curriculum is more explicitly oriented to guiding teacher education practices. This is
why a discussion on the OECD definition of global competence (OECD, 2018b, p. 7) has
been included as the definition similarly represents an effort to propose a measurement
which—considering the powerful position of the OECD—is perhaps the closest that
currently exists in terms of a shared definition for an international guideline for what kinds
of skills and knowledges GCED teachers might need to be prepared to foster—thereby
inadvertently serving as a curriculum guideline. However, as noted by Fiore and Poliandri
(2020), this recent OECD definition has received a vote of dissent from OECD countries
that do not agree with the measure.

The curriculum proposed in this article addresses what is here understood as
dimensions lacking from the OECD definition of global competence; namely, an explicit
recognition of values, diversity and the need for culturally relevant and locally relevant
education practices. Specifically, this paper underscores the important role teachers
as practitioners can contribute with the assessment of progress towards education
development goals, through sensitivity and understanding of specific local contexts that
teachers develop as practitioners in the field.

International studies such as the TALIS survey and the PISA survey provide data
that can help us to understand how teachers and students fair internationally. However,
influential international surveys are not only neutral observations of how students and
teachers are doing but are vehicles for proposing policy agenda through the setting of
international measurement criteria such as the global competence definition by the OECD
(2018b, p. 7). Policy definitions by organizations such as the OECD are powerful and
highly influential in setting international common-sense definitions for the education
policy context in which teacher education takes place, in particular as the global market
of education is not controlled by any individual nation state or education system. It is for
this reason that the GCED teacher education curriculum in this article has been developed
as a response to (1) a need identified by UNESCO and (2) the lacking critical dimensions
and sensitivity to the need for culturally and locally relevant articulations of GCED in
the OECD PISA articulation of global competence. This article proposes that efforts to
develop measures for global citizenship or global competence and associated efforts to

* Meanwhile, it can be good to note that I have firsthand experience of comparative research
primarily of education systems in Finland, Sweden, Denmark, Canada, France and the United
States—this contributes to my positionality and informs in part my research. As a comparative
and international education researcher I continuously seek ways to counter possible biases that are
associated with my own social positionality in terms of gender, race, age, nationality and languages
(Finnish, Swedish, Danish, French and English). The primary strategy that I use for continuously
developing a better judgement in this sense is to collaborate with colleagues from different
backgrounds in a variety of research and authorship projects.
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prepare teachers who can gauge such measures require complementing the GCED teacher
education curriculum with critical insights pertaining to values, social positionality (first
language, race, gender, age, etc.), resources and power.

More than access to education is needed following teaching and learning approaches
that draw on postmodern value frameworks. The reason for this is that education serves
as a site for reproducing inequity in societies. A concrete example is that formal education
contributes to the reproduction of gender roles even when girls have gained access to
education (Shah, 2015; Stromquist, 2015). Stromquist observes that it is necessary to
address social categories and social norms in the curriculum, in order for education to
empower historically disadvantaged groups in societies (Stromquist, 2015; Stromquist,
2006). The reason for this is that stereotypes and biases in everyday practices are
normalized if not explicitly discussed. In this perspective, it is important that the GCED
teacher curriculum introduces GCED teachers to basic social theory that provides
conceptual tools, practical examples and models, for how teachers can discuss social
categories, social norms, ethical and values frameworks with diverse groups of students.

Flexible study alternatives, for example in the form of formally recognized evening
classes or distance learning, are one practical approach by which the participation of
disadvantaged populations can be supported. This article suggests that NGOs and civic
associations, which already play an important role in the development of education, can
play an important role in meeting these global needs. However, in order to meet concerns
of quality and equity, it is important that publicly available shared references, resources
and guiding documents are used and further developed for guiding the development of
teacher education.

With the growth of the influence of private and civic actors in the field of education
development a number of possibilities and challenges have emerged. The possible
inclusion of a broader range of perspectives and entities specialising in competing
in field implementation of policy goals can be understood as a kind of market-based
democratization of education development. This can be understood as a positive
development in the sense that a more prominent role in education development is
accorded to actors trying to figure out pragmatic solutions in the field (Easterly, 2006,
pp. 13—15). In this vein, the professionalization of teachers can be developed to support
education systems to shift assessment and evaluation of education to teachers. As
demonstrated by the TALIS 2018 teacher survey, teachers respond to the context in which
they work (Table 1). Teachers are the field operators with immediate access to observing
whether interventions seem to work or do not. The curriculum proposed in this article
emphasizes, for this reason, the development of self-evaluation skills and the development
of competence for pedagogical decision making among teachers as an important part of
teacher education and professionalization. An important feature of the proposed GCED
curriculum, accordingly, is to support the development of teachers who are empowered
to evaluate and adjust teaching practices in collaboration with colleagues, for example, in
ways that are promoted in the Japanese lesson study tradition (Elliott, 2019).
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As public responsibilities of governing education have shifted to governance
practices by civic and private entities and market logic, concerns for quality and
equity have been raised (Darling-Hammond, et al., 2005; Rose, 2006). Teacher
professionalization can play an important role in addressing both this concern and the
above noted concern that NGOs may not represent local interests or perspectives. Teacher
certification as a practice has been one way by which liberal education systems have
sought to guarantee the quality of teacher education practices in contexts with multiple
providers representing both private and public institutions.

This article has sought to respond to the need for the development of shared
references and standards that can help to increase and broaden participation by guiding the
participation of both established teacher education programs as well as civic associations
and NGOs in the preparation of GCED teachers, educators and facilitators. The suggested
curriculum is intended as a guideline that needs to be adapted by teacher educators to the
local context (Appendix 1).

Whereas postmodern and post-structural value frameworks emphasize the need to
incorporate critical perspectives to the development of education and to Global Citizenship
Education curricula in explicitly articulated ways, this is not the case for conventional
modern curricula that seek to assimilate students and promote conformity. As education
in practice depends on dispersed communities of practice, the field of education research
by necessity remains somewhat fragmented and a need for varieties of explanations in
the field of education remains (compare with Holland & Lave, 2019). Modern stances,
as well as tribal and ethnocentric interpretations of policy goals, will continue to remain
a part of the broader discourse as local communities, communities of practitioners, and
scholarly communities, interpret and make sense of policy goals in terms of SDGs and
specific targets such as target 4c. For this reason, it is important to distinguish between
the different value frameworks that are drawn upon, because the imposition of modern
value frameworks from a central position has historically been associated with ideological
education, forms of cultural violence and culturally untenable practices (Bourdieu and
Passeron, 1970; hooks, 1994; Hall, 2006; M’Bokolo, 2000).

The proposed curriculum as a support for target 4c as well as the broader GCED
and SDG agendas will remain of little relevance unless interpreted meaningfully into
specific regional and country contexts in collaboration with teacher educators familiar
with respective contexts. Existing teacher education programs as well as NGOs already
working with the development of education play an important role in building on these
efforts.
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Appendix 1.

Curriculum for GCED teachers, educators, organizers and facilitators

Purpose To enable teachers and facilitators (1) to respond to student GCED learning needs in locally
meaningful ways, (2) to work with existing resources, and (3) to be able to provide youth and
adults opportunities to engage, ask questions and be heard.

Characteristic | Flexible. This guideline for training teachers and educators for GCED education and learning
can be used as a guideline for full-time studies or part-time studies in non-formal, informal or
formal programs. The curriculum can be adapted for an introduction course, for a specialization
of several courses or as elective or required part of already existing teacher education
programmes.

Education Student centred learning, including individual assignments and interactions in small and large
groups.

style
Instruction is structured so that active student participation is supported, encouraged and
student participation is provided time and space within the framework of instruction.

Instruction models a variety of teaching and learning practices. For example, students are
provided models for (1) how to facilitate and support thematic discussions in small and large
groups, (2) exercises for practicing articulation, narration, writing and discussion that connects
to lived experiences of students, (3) exercises that model individual as well as collaborative
learning and team learning.

The course/program provides students with opportunities to practice taking on the role of
teacher/educator/facilitator, for example, in the form of short teaching sessions followed by
peer feedback.

Knowledge Knowledge and understanding of principles and regulations that govern

Generic citizenship.

C t . . b
ompetences Knowledge and understanding of social positionality, culture, economy

and the environment locally, nationally, regionally and globally.

Knowledge about youth and adult learning theories and research in
youth and adult learning.

Knowledge about power-resource relationships, environmental and
societal change, locally, nationally, regionally and globally.

Knowledge about social categories, social norms and social positionality.
Knowledge and critical understanding of the self and the world.

Knowledge of varieties of teaching-learning and assessment strategies and
understanding of their theoretical bases.
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Generic
Competences

Skills

Communication skills: Linguistic skills. Ability to speak and write in the
first language of the students, ability to speak and write in at least one
additional language. Ability to communicate effectively to large and small
groups of students. Advanced skills in reading and writing. Ability to use
information technology.

Skills for autonomous and collaborative learning.

Skills in research and inquiry. Ability to discern among information
sources, ability to identify learning needs in diverse groups of learners,
skills in reflecting on the development of teaching practices. For example,
how to maintain a teaching journal and how to develop a teaching
portfolio.

Assessment. Skills in formative and summative evaluation.
Skills in creating an equal and fair climate. A micro context of learning

that is conducive for learning for all learners regardless of their socio-
cultural or economic background.

Teamwork. Capacity for working as part of a team of teachers and for
assuming responsibility for tasks.

Empathy, skills for relating to other people’s perspectives, beliefs and
experiences.

Attitudes

Openness and respect to cultural otherness and to other beliefs, world
views and practices.

Civic-mindedness. Belonging, caring and being aware of how one’s
actions impact a community of people that is larger than one's immediate
group of reference.

Responsibility in reflecting on one's own actions and holding oneself
accountable for the outcomes of one's own actions.

Self-efficacy, a positive belief in one's own ability to undertake the actions
that are required to achieve particular goals.

Tolerance of ambiguity, ability to evaluate positively and deal
constructively with situations which are uncertain and subject to multiple
conflicting interpretations.

— 128 —




A Critically Informed Teacher Education Curriculum in Global Citizenship Education: Training Teachers as Field Experts and Contributors to Assessment and Monitoring of Goals

Generic
Competences

Commitment to health, well-being and safety.
Values

Commitment to environmental stewardship.

Commitment to learn from students and to learn about locally relevant
ethical frameworks and locally relevant environmental and civic issues.

Belief in that the potential to know about civic and environmental issues
already exists in the local community and that the role of the educator is
to respect, nurture and support the development of students and the
development of a learning environment that is responsive to the learning
needs of all students.

Valuing human dignity, human rights and valuing diversity in societies
locally, nationally, regionally and globally.

Valuing democracy, justice, fairness, equality and the rule of law.

Subject Specific
Competences

Ability to reason about pedagogical decisions, choices of instruction method, structure of
assignments and approach to assessment used, by connecting to research-based theories of adult
and youth learning. Ability to adjust and develop a locally relevant curriculum that responds in
a flexible manner to the needs of diverse groups of learners.

Knowledge about Global Citizenship Education as a policy agenda and examples of how
it can be applied in education.

Familiarity with key regulatory documents and research in the field of Global Citizenship
Education and Sustainable Development, examples of GCED and sustainable development
promotion in the context in which the teacher or educator will work, different perspectives on
values and purposes pursued in GCED efforts and work on the SDG (global and local
perspectives, tribal, modern and postmodern perspectives).

Knowledge about and experience with student evaluation and peer review practices.
Experience with practices for incorporating student and peer feedback into a continued
development of teaching practices.

Lesson planning skills. Ability to communicate learning goals and purpose, ability to structure
instruction so that students are provided with opportunities to ask questions and contribute to
group discussions, ability to structure collective efforts to carry out inquires on GCED and
related themes and topics, ability to support students to develop skills in working as a team and
for assuming responsibility for tasks.
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Learning
Outcomes

Ability to articulate and communicate the purpose and goals of ALE GCED teaching and
learning activities clearly and effectively to diverse groups of students.

Ability to respond to student learning needs (linguistic, physical, cognitive development
related, social, emotional, cultural and faith related).

Ability to adjust ALE GCED curricula and teaching learning materials for local context, to
plan lessons, to evaluate students, to reflect on pedagogical choices and to develop a teaching
portfolio.

Ability to work together with other teachers for developing teaching materials, addressing
student learning needs and contributing to the development of a fair, supporting and positive
learning environment for all.

Ability to pursue continued learning opportunities of relevance for continued professional
development as ALE GCED teachers and educators.

Source: Table constructed by Wiksten, S. 2019.
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