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Abstract

We present the ways in which global competence development is articulated in
education strategies across four selected intergovernmental organizations and 12 countries.
Educational strategies on global competence education (GComEd) by policymakers might
seem to be a topic distant from the reality of teaching in a classroom, and a reader may
wonder why teacher education should be concerned with them. We suggest that in order to
critically evaluate, contribute to and influence educational strategies, and to know where to
look for support and funding for integrating global competence in their teaching, it is
fundamental for teachers who promote global competence to be aware of the international
and national policy framework and discourse related to GComEd. Having located the essence
of GComEd from an international perspective, we then discuss how GComEd has been
interpreted in national education policies across a selection of countries. Next, we analyze
points of comparison between the international and national strategies. We conclude by
proposing considerations related to GComEd implementation in the classroom for future

study, planning, or implementation.
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Educational strategies on global competence education (GComEd) by policymakers
might seem to be a topic distant from the reality of classroom teaching, and a reader may
wonder why teacher education should be concerned with these strategies. To the extent that
strategies and policies influence whether and how teachers frame GComEd within their
curricula and have access to tools to implement it, it is fundamental for teachers who promote
global competence to be aware of the international and national policy frameworks and
discourses related to GComEd. We suggest that to evaluate, contribute to and influence these
policies, and to know where to look for support and funding for integrating global
competence in their teaching, teachers must recognize the origins of the materials they are
using. In this chapter, we present how the ways in which global competence development is
articulated in education strategies across four selected intergovernmental organizations (10s)
and 12 countries. The findings are the result of an extensive review that was conducted as
part of the European Erasmus+ funded project ‘Global Competence in Teacher Education’
(GCTE). This project aims to develop cohorts of teachers who are globally competent and
have the skills to develop this in their students. Prior attempts to address policy and practice
related to global education have not addressed global competence specifically (e.g., Tye,
2014). Our work extends this by recognizing the work of international bodies in informing
education policy strategies within national contexts. By studying institutional documents, we
build on previous literature (e.g., Reimers & Chung, 2019; Grant & Portera, 2010) that
explores national strategies related to GComEd (and similar concepts) and their
implementation.

The notion of GComEd has grown in importance since 2005, not least because the

Organisation for Economic Co-operation and Development’s (OECD) developed a Global

1 https://www.globalcompetence4educators.org
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Competence Framework including monitoring tools for its Programme for International
Student Assessment (PISA) tests in 2018. However, the OECD Global Competence
Framework (2018) is not the only attempt to conceptualize and guide the provision of
educational programs fostering awareness of global issues and intercultural competence; the
United Nations Educational, Scientific and Cultural Organisation (UNESCO), the Council of
Europe (CoE) and the European Union (EU) also have frameworks which appear to inform
national-level strategies. Therefore, we begin this chapter by reviewing these 10s in the
context of how they define GComEd and related concepts (e.g., global citizenship education).
Having located the essence of GComEd from an international perspective, we then discuss
how GComEd has been interpreted in national education policies across a selection of 12
countries. Next, we analyze points of comparison between the international and national
strategies. We conclude by proposing considerations related to GComEd implementation in

the classroom for future study, planning or implementation.

Table 1

Relevant Terms and their Abbreviations

Term Abbreviation
Citizenship Education CE
Civil Society Organization CSO
Council of Europe CoE
Definition and Selection of Competencies DeSeCo
Education for Democratic Citizenship EDC
European Union EU
Global Citizenship Education GCitEd
Global Competence Education GComEd



Global Education GE

Human Rights Education HRE

International Organisation 10

Key Competences for Lifelong Learning EU Key Competences
Non-Governmental Organization NGO

Programme for International Student Assessment PISA

Reference Framework for Competences for Democratic Culture RFCDC
Sustainable Development Goals SDGs

United Nations Educational, Scientific and Cultural Organisation = UNESCO

International intergovernmental conceptions of global competence education

In order to situate common elements among the international definitions and to
foreground the subsequent section on national contexts, we explored how four major 10s,
OECD, UNESCO, CoE, and EU, articulate GComEd or similar concepts. All of them have
focused significantly on aspects related to GComEd in the last 20 years? .We reviewed their
key publications with regard to terms related to global competence development.

It is important to note that understandings of global competence may differ
significantly cross-culturally and are “often framed and interpreted differently by diverse
stakeholders” (Engel & Sizek, 2018, p. 27). These 1Os all have roots that lead back to post-
World War I (WWII) reconstruction and an underlying principle of social and economic
development. Moreover, they are representative of “Western” or “global North™ approaches
to global competence, which typically emphasize individual rather than social development,

and prioritize “Western” values over other value frameworks (Grotliischen, 2018). With this

2 A full comparative analysis of international strategies, while important, is not within the scope of this chapter
and can be found in other publications (see Auld & Morris, 2019; Vaccari & Gardinier, 2019; Cobb & Couch,
2018; Jooste & Heleta, 2017).



awareness having been now foregrounded, these 10s nevertheless each have a significant

presence in GComEd internationally and thus they were selected for inclusion in this study.

Organisation for Economic Co-operation and Development (OECD)

Grounded in aid and reconstruction, the OECD was born out of the (US) Marshall
Plan to scaffold the direction of American and Canadian aid in Europe following WWI|I
(Bainbridge, 2000). The then-called Organisation for European Economic Co-operation
shifted to a global focus in the early 1960s, when it was renamed and repositioned to “shape
policies that foster prosperity, equality, opportunity and well-being for all” (OECD, n.d.a,
para. 1). Within this new aim, OECD deemed it essential to support countries in shaping
education strategies, and in the late 1990s started the Definition and Selection of
Competencies (DeSeCo) project (Rychen & Salganik, 2003), which culminated in the launch
of PISA testing in 2000.

The OECD’s notion of global competence was developed for inclusion within 2018
PISA testing with the aim of assessing the presence and efficacy of GComEd in national
education systems (OECD, 2018). The resulting framework was based on a comprehensive
review of literature and research, and the integration of a definition of global competence that
had been developed by the Center for Global Education at the Asia Society (OECD & Asia
Society, 2017). It identifies four core elements of global competence as “the capacity to:

1. examine local, global and intercultural issues;

2. understand and appreciate the perspectives and worldviews of others;

3. engage in open, appropriate and effective interactions with people from different
cultures; and

4. act for collective well-being and sustainable development” (OECD, 2018, p. 7).

These elements are supported by four additional elements:

1. knowledge about the world and other cultures;

2. skills to understand the world and take action;

3. attitudes of openness, respect for people from different cultural backgrounds; and
5



4. global-mindedness, valuing human dignity and diversity (OECD, 2018).
In 2018, OECD also launched the OECD Future of Education and Skills 2030

initiative (OECD, n.d.). This includes the OECD Learning Framework 2030 or “Learning
Compass” which identifies three transformative competencies: creating new value,
reconciling tensions and dilemmas, and taking responsibility (OECD, 2019). Taken together,
these competencies address the need for young people to be innovative, responsible, and
aware, and the latter two recall concepts expressed in the OECD’s definition of global
competence.
The United Nations Educational, Scientific and Cultural Organization (UNESCO)

UNESCO was established in 1945 with a primary aim of reconstructing education
systems to build peace. Today, this 1O is concerned with the development of “a genuine
culture of peace” (UNESCO, n.d., para. 8) globally to prevent future world wars. To
accomplish its peace-building goal, UNESCO identifies global citizenship education
(GCitEd) as a key strategy in its education efforts.

GCitEd is grounded in UNESCO’s mission and UN documents such as the
Framework for Action Towards Inclusive and Equitable Quality Education and Lifelong

Learning for All (UNESCO, 2015b) and Sustainable Development Goal (SDG) Target 4.7

(UN, 2018), among others. GCitEd, as defined by UNESCO, is based on three dimensions of

learning—cognitive, socio-emotional and behavioral—articulated thus:

Cognitive: To acquire knowledge, understanding and critical thinking about global,

regional, national and local issues and the interconnectedness and interdependency of

different countries and populations;
Socio-emotional: To have a sense of belonging to a common humanity, sharing
values and responsibilities, empathy, solidarity and respect for differences and

diversity;



Behavioral: To act effectively and responsibly at local, national and global levels for

a more peaceful and sustainable world. (UNESCO, 2015a, p. 15)

These three dimensions are interrelated and are intended to “be transformative,

building the knowledge, skills, values, and attitudes that learners need to be able to contribute

to a more inclusive, just and peaceful world” (UNESCO, 2015a, p. 15). They contain seven

discrete learning aims:

1.
2.
3.

multiple identities;

critical skills for civic literacy;

beliefs and values as they relate to political and social decision-making, social
justice, and civic engagement;

care and empathy and respect for diversity;

fairness and social justice in relation to inequalities; and

how to be engaged, responsible, and responsive global citizens (UNESCO,
2015a).

Council of Europe (CoE)

The CoE was established in 1949 to promote the principles that foster human rights

(Council of Europe [CoE], n.d.). Today, the CoE subscribes to two concepts that appear to

overlap with GComEd: global education (GE) and competencies for democratic culture. GE

is one of three key aims of the North-South Centre (NSC) created in 1989 by the CoE to

“spread the universal values upheld by the CoE—human rights democracy and the rule of

law—beyond the European Continent” (CoE, 2018a, p. 1). GE became a core focus in 1991

and is defined as 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 [and...] is

understood to encompass Development Education, Human Rights Education,

Education for Sustainability, Education for Peace and Conflict Prevention and



Intercultural Education; being the global dimensions of Education for Citizenship.

(CoE, 2002, p. 2)

The CoEs’s education department developed the Reference Framework for
Competences for Democratic Culture (RFCDC) between 2014 and 2017 (CoE, 2016b). The
RFCDC is based on the CoE work related to Human Rights Education (HRE), and Education
for Democratic Citizenship (EDC) and it promotes a set of competencies that enable students
“to become effective participatory citizens and live peacefully together with others as equals
in culturally diverse democratic societies” (CoE, 2016a, p. 15). These competencies are split
into 20 interconnected values, attitudes, skills, and sets of knowledge and critical
understanding. In this model, competence is defined as

the ability to mobilise and deploy relevant values (e.g., valuing cultural diversity),

attitudes (e.g., tolerance of ambiguity), skills (e.g., empathy), knowledge and/or

understanding (e.g., of the self) in order to respond appropriately and effectively to
the demands, challenges and opportunities that are presented by a given type of

context. (CoE, 20164, p. 23)

The RFCDC is meant to be implemented through a ‘whole-school” approach® (CoE, 2018b).

European Union (EU)
The EU springs from the European Economic Community (EEC) that was founded
soon after WWII. Education was introduced as a field of European-level cooperation in 1992

with the Maastricht Treaty (European Parliament, 2021). Thereafter, the aim of educating for

3 The whole school approach can be defined as a holistic approach in a school that has been strategically
constructed to improve student learning, behaviour and well-being, and provide conditions that support these.
The approach involves all members of the school community, including school management, school staff,
students, parents, and the broader community — working together to promote a sense of belonging and cohesion.
A ‘whole school approach’ implies cross-sectoral alliances and stronger cooperation with a wide range of
stakeholders beyond the educational field (e.g., social services, youth services, psychologists, health workers,
local authorities, NGOs, businesses, etc.) (EU, 20186, p, 28).



a European citizenship underpinned by common values, encompassing respect for
democracy, rule of law, equality, and fundamental rights emerged and has progressively
taken a prominent role in the EU’s education policies.

A milestone in EU education policy relative to GComEd was the adoption of the
Recommendation on Key Competences for Lifelong Learning (EU Key Competences) in
2006. Updated in 2018, the eight EU Key Competences are:

1. literacy competence;

2. multilingual competence;

3. mathematical competence and competence in science, technology and
engineering;

digital competence;

4
5. personal, social and learning to learn;
6. citizenship competence;

7

competence; and
8. cultural awareness and expression competence (EU, 2018, p. 7).

In the revised version of the framework, focus was put on citizenship education (CE),
reflecting the principles of the Paris Declaration on Promoting Citizenship and Common
Values that was adopted by EU education ministries in 2015 in response to terrorist attacks in
the region.

Each EU Key Competence is described with a set of knowledge, skills, and attitudes.
Although all eight competencies can be mapped across the OECD definition of global
competence, “citizenship competence” appears most closely aligned with GComEd.
Citizenship competence is defined as “the ability to act as responsible citizens and to fully
participate in civic and social life, based on understanding of social, economic, legal and
political concepts and structures, as well as global developments and sustainability” (EU,
2018, p. 10). The EU also references the CoE’s RFCDC as a tool to promote and assess

citizenship competence. Within the EU Key Competences, focus appears to be on promoting



political participation (knowledge and interest in socioeconomic and political developments

and participation in decision making) and a common European identity.

Discussion of Conceptions of Global Competence

The notion of serving a larger community is present in all the definitions of GComEd,
albeit in different manifestations. And, although we observe this area of significant overlap,
important differences appear to relate to the underlying interests and orientation of each 10.
For example, the OECD global competence definition, whilst located in the discourse of the
SDGs, is underpinned by its economic mission (Auld & Morris, 2019). UNESCO’s
conceptualization appears to be guided by “social justice and equality in the service of a
common humanity” (Vaccari & Gardinier, 2019, p. 72). Human rights education is strongly
present in UNESCO’s and the CoE’s work. Meanwhile, the notion of GE as used by the CoE
stems from its work on global interdependence, solidarity, and development education (CoE,
2002), with the CoE’s RFCDC grounded in their work on education for democratic
citizenship and HRE (CoE, 2016b). Finally, both the EU and CoE’s latest GComEd efforts
emphasize civic values and human rights in response to terrorist attacks and a wave of
radicalization that hit EU countries in 2014-2016.

We identified three additional points of interest. Firstly, three of four I0s (OECD,
UNESCO, and CoE) have provided competence frameworks and assessment tools intended to
guide interventions in practical implementation. Secondly, while implicit in the other
organizations’ definitions, the OECD and the CoE’s RFCDC explicitly emphasize values.
Thirdly, although the EU did not provide a framework specific to aspects of GComEd, it
includes GComEd concepts across its eight EU Key Competences, putting into practice the

notion of global competence as a transversal component of education.
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From inter-governmental strategies to practical implementation

In order to effect change, strategies must be applied. One way that 10s have

encouraged the implementation of GComEd strategies has been through the creation of

frameworks designed to guide educational interventions. Additional tactics for promoting and

operationalizing GComEd include funding programs, expert networks, educational tools, and

monitoring effort, examples of which can be seen in Table 1. In addition to governmental

actors (e.g., ministries), many implementation approaches foresee cooperation with partners

in the form of non-governmental organizations (NGOSs) or civil society organizations (CSOs)

(Wagner, 2012). In the context of this chapter, we refer to these stakeholders as CSOs.

Table 2

Examples of Additional International Organisation (10) Tactics

Organization Funding Expert Tools Initiatives Monitoring
programs networks
OECD The OECD PISA 2018
PISA Global
Competence
Framework
(2018).
UNESCO 2013 Clearinghouse  Associated Routine reporting
Learning on Global Schools on adherence to
Metrics Task  Citizenship Network 1974
Force (with Education Recommendation
UN and concerning
Brookings Education for
Institution) International
Understanding,
Co-operation and
Peace and
Education
relating to
Human Rights
and Fundamental
Freedoms
Council of Joint North South 2020 NSC Global  State of
Europe CoE/EU Centre (NSC) Compass Education Citizenship and
Democratic  Global Manual for Programme Human Rights
and Inclusive Human

11
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School
Culture in
Operation
(DISCO)
program

Youth and
Education
sector
budgets for
democratic
citizenship
and human
rights
education

Erasmus+
Programme

European
Union

Development
Education
and
Awareness
Raising
Programme
(DEAR)

Joint
CoE/EU
Democratic
and Inclusive
School
Culture in
Operation
(DISCO)
program

Education Rights

Network Education
NSC
Database of
Good
Practices on
Global
Education

DEAR 2021

Programme Compendium

online of Inspiring

exchange of Practices on

good Inclusive and

practices Citizenship
Education

2016-2020

Working

Group on

Common

Values and

Inclusive

Education

Global

Education

Network

Europe

(GENE)

European

Confederation

of Relief and

Development

NGOs

(CONCORD)

Democratic
School
Network

Education
needs of
teachers for
inclusive
education in
a context of
diversity
(INNO4DI1V)
research
project

Selected national conceptions of global competence education

Education in
Europe report

European
Commission
reports on
Citizenship
Education

Because the 1Os’ initiatives aim to impact national strategies, we now look at the

initiatives to promote GComEd nationally across 12 countries. Specifically, we have sought

to understand how global competence is articulated in national education strategies, and the
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implications of these strategies for classroom implementation and teacher education. We
reviewed strategies and, where available, relevant curricula and pedagogy directives. In
addition to the six countries where the project team were located: Belgium (Flanders),
Finland, Greece, Italy, the United Kingdom (UK), and the United States (US), we selected six
non-European countries to include more geographic diversity in our review and because of
the authors’ access to policy information for them: Brazil, Canada, Egypt, New Zealand,
Singapore, and South Korea. Canada and Singapore were selected because of their high
rankings in the OECD’s Global Competence Assessment (GCA) results of the 2018 PISA
(OECD, 2020). These twelve countries are not meant to be representative of the regions in
which they are located, but rather to highlight a diversity of national perspectives on
GComEd.

Regarding national strategies in the five European countries, information was partly
found in publications by intergovernmental institutions, and confirmed by the GCTE
Erasmus+ project partners located in those countries. For the non-European countries,
information was gleaned from a range of sources, including policy documents,
intergovernmental reports, and academic publications. Our analysis is not meant to provide a
comprehensive or unbiased picture of global competence strategy implementation worldwide.
Rather we aim to identify initial patterns and reflect on the relative success of international
and national educational strategies in fostering global competence.

Belgium (Flanders) 417 words

In Belgium, a rich diversity of learning on GComEd appears to be linked to support
from the Directorate General for Development (DGD) of the foreign affairs ministry and
“strong commitment from stakeholders at all levels” (GENE, 2017, p. 39). The DGD
supports CSOs and the Belgian development agency, Enabel, to run programs, especially in

schools. Organizations accredited by the government have access to multiyear co-financing

13



schemes to implement programs. For example, Enabel’s Annoncer la Couleur/Kruit
(“Speaking Out”) program supports training on world citizenship for young people. It helps
teachers and youth trainers gain understanding of globalization processes and global
development issues and includes a knowledge centre designed to bridge the CSO and
academic worlds on GComEd topics. The program is inspired by the pedagogical principles
of the Maastricht Declaration, which guides the CoE’s GE efforts. Although the program is
federal and addresses both the Flemish- and French-speaking communities in Belgium, the
website and activities are differentiated in order to match the respective education systems of
the two linguistic communities. The promotion of GCitEd comes with support to schools for
its assessment. Civic education has historically been the responsibility of religious education
teachers in Belgium (Franken, 2014). However, in Wallonia, philosophy and citizenship
became separate academic subjects within mainstream education in 2015, and in 2018 in
Flanders, GCitEd was incorporated into schools as a cross-curricular subject. Our focus here
is on the Flemish system.

In Flanders, curricula are based on 16 educational objectives set by the Flemish
government in 2019; the EU Key Competences are embedded within them. Five of the
objectives address GComEd, including: civic competencies; competencies in sustainability;
social-relational competencies; competencies related to historical awareness; and cultural
awareness and expression. In Flemish schools, multiple actors support GComEd. For
instance, teachers are collectively responsible for deciding how to implement various broad
citizenship education (CE) curricular objectives. Local CSOs support schools with
international projects and the Flemish government’s Association for Development Co-
operation and Technical Assistance (VVVOB) runs projects such as School Links, “a

networking initiative between schools in the Global North and Global South” (GENE, 2017).

14



In Belgium, GComEd is rooted in the development sector, therefore the concepts of
the CoE’s GE and UNESCO’s GCitEd guide the national educational programs. In addition,
in Flanders, alignment with the EU Key Competences means emphasis on intercultural
communication; skills needed to live in diverse societies; and knowledge about cultures and
cultural heritage
Brazil 495 words

Federal education strategies in Brazil do not contain specific reference to GComEd.
However, the Brazilian national curriculum, the Base Nacional Comum Curicular (BNCC),
was developed between 2013 and 2017 around ten core competencies, some of which overlap
with elements of the OECD’s definition of global competence: life-long learning; critical
thinking; aesthetic sensibilities; communication skills; digital literacy; entrepreneurship; self-
care; empathy; citizenship; and ethics. BNCC competencies are “regarded as essential to
preparing the next generations for the challenges of the fourth industrial revolution” (Costin
& Pontual 2020, p. 61), and are also aligned to the OECD’s DeSeCo project (Rychen &
Salganik, 2003).

According to Costin and Pontual (2020), several factors complicate the adoption of
the BNCC in schools, even though the education ministry has provided a clear mandate for
incorporating it in the initial teacher training curriculum. Chief among these is the
organization of Brazil’s education system, which is premised on the principle of educational
autonomy. National education scholars at the university level (including those responsible for
teacher training) take the principle of autonomy seriously and there has been backlash from
scholars who believe the BNCC contravenes this. This makes it “very unlikely that they will
incorporate it in their curricula” (Costin & Pontual, 2020, p. 58), and that, consequently, its

reach into initial teacher training curricula may be limited.
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In terms of classroom-based implementation, the BNCC has come under criticism for
not clearly linking its core competencies to subject-specific information and skills, instead
“leaving cities and states with the responsibility of making the links themselves” (Costin &
Pontual, 2020, p. 61). Consequently, a number of CSO initiatives, such as Movimiento pela
Base, Nova Escola, and Inspirare Institute, have developed resources and materials for
supporting subject-specific integration of the competencies. Additionally, the National
Textbook Programme published a project-based textbook in 2019 to guide students through
the BNCC core competencies. However, this national resource is not aligned with state and
local curricula, meaning that this “leaves cities and states with additional materials that do not
consider the specificities of their curricula, which they may not have the capacity or means to
do” (Costin & Pontual, 2020, p. 58).

The BNCC has not yet been integrated into national methods of learning evaluation,
though provision for these changes came into force beginning 2020 with the first BNCC-
exclusive cohort graduating in 2032. Rather, the main focus of Brazilian schools’ current
concern is the Basic Education Development Index, or Ideb, which is premised on literacy
and numeracy evaluation: “extremely low learning levels [...] serve as strong deterrents from
focusing on [the BNCC] core competencies as school systems feel great pressure to focus on
the academic competencies to the exclusion of all else” (Costin & Pontual, 2020, p. 62). In
2019, the shift to a conservative government extended this focus on numeracy and literacy.
Although, to date, the BNCC still remains on the educational agenda, these developments
suggest that only schools that have reached their literacy and numeracy targets are likely to
teach BNCC competencies.

Canada 393 words
In 2017, the Council of Ministers of Education Canada (CMEC) elaborated a set of

six core global competencies, intended to “equip learners with the ability to meet the shifting
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and ongoing demands of life, work and learning; to be active and responsive in their
communities; to understand diverse perspectives; and to act on issues of global significance”
(CMEC, 2017, p. 3). These competencies closely parallel the OECD definition of global
competence and are expressly informed by SDG 4: inclusive, equitable, and life-long
learning, and the OECD’s Learning Compass and PISA 2018 assessment. Together, they
constitute “an overarching series of attitudes, skills, and knowledge that can be
interdependent, interdisciplinary, and leveraged both locally and globally” (CMEC, 2017, p.
3). The six competencies are:

. critical thinking and problem-solving;
innovation, creativity, and entrepreneurship;

learning to learn and be self-aware and self-directed,;

1
2
3
4. collaboration;
5. communication;
6

. and global citizenship and sustainability (CMEC, 2017).

Each competency includes a definition, a list of key attitudes and skills, and a further
set of student descriptors which clearly outline the outcomes desired. For example, under
global citizenship and sustainability, the descriptor reads “students learn from and with
diverse people, develop cross-cultural understanding, and understand the forces that affect
individuals, societies, and nations” (CMEC, 2017, p. 15).

The implementation of GComEd reforms has been further supported by the CMEC’s
development of the Pan-Canadian Systems Level Framework on Global Competencies
(CMEC, 2020). This non-prescriptive policy document “maps out broad directions for the
integration of global competencies” (CMEC, 2020, p. 2).

However, Canada does not have a national system of education, meaning GComEd
has been implemented through varied reforms at different stages of development across
thirteen jurisdictions (CMEC, 2020). Some already active strategies constitute explicit

variations on the core competencies identified above, such as Alberta which incorporates
17



these competences: critical thinking; problem-solving; communication; managing
information; collaboration; creativity and innovation; and cultural and global citizenship.

Other provinces and territories have aligned their competency curricula to fit the
regional or local context. In Nunavut, for example, the curriculum was developed in
consultation with Elders and other community members and revolves around eight key Inuit
Qaujimajatugangit principles which emphasize “doing” over “only knowing” with the overall
goal of “creating an able human being” (CMEC, 2020, p. 8). Still others, such as

Newfoundland and Labrador, are at the beginning stages of GComEd integration.

Egypt 393 words

Egypt was characterized by political instability during the 2011 Revolution and its
aftermath, which has subsequentlyhad a significant effect on the ability to be consistent in
educational policy (Ewiss et al., 2019). Furthermore, the social context is one of high
population density leading to classroom overcrowding, poverty, increasing economic
inequality, high illiteracy rates, and low school attendance rates (Egypt Strategic Plan for
University Education, 2014), This, coupled with low teacher salaries in public education and
comparatively low state education expenditure, meant that Egypt’s primary-school
educational quality was ranked 133 out of 137 countries by the 2017 World Economic Forum
Report on Global Competitiveness (Johnson, 2018). Policy efforts have therefore been
directed at providing holistic improvements to the country’s educational outlook, with a
special focus on information communications technology resourcing and competencies.

Although GComEd is not explicitly featured in national policy, concepts with values
comparable to some of the core values espoused in articulations of global competence and
citizenship are nonetheless evident in it. Egypt’s Strategic Plan for Pre-University Education

(2014-2030), a first attempt at educational reform after the Revolution, identifies a series of
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goals for education: “to build the Egyptian character, preserve the national identity,
consolidate the scientific method of thinking, develop talents and promote innovation,
establish cultural and spiritual values, and lay foundations of citizenship, tolerance and non-
discrimination” (MoE Egypt [MoEE], 2014, p. 11). The strategy also identifies the
development of national identity as being “inseparable from global approaches” (MoEE,
2014, p. 2) though does not elaborate on this further, and lists long-term goals for the sector
as fostering “the principles and values of citizenship, tolerance, renunciation of violence,
freedom and justice, taking in consideration related rights and obligations in addition to the
sense of responsibility towards nation and fellow citizens” (MoEE, 2014, p. 2).

In 2017, the government embarked on further reforms with support from the World
Bank, progressively introducing a new competency-based national curriculum, called
“Education 2.0,” to replace the rote-learning system. Modeled on the Japanese Tokkatsu
education system, it is in line with the UN’s Education 2030 Framework for Action Toward
Lifelong Learning (Oxford Business Group, 2019), which is centered around the
development of 14 core life skills. Of the targeted life skills, active citizenship and learning to
live together (the latter including respect for diversity, empathy, and participation) are most
closely aligned with GComEd .
Finland (403 words)

The Finnish National Agency for Education (EDUFI), which oversees curriculum
development and CSOs are the core stakeholders in GComEd provision in Finland
(CONCORD, 2018). Citizenship education (CE) is identified as a separate subject in the
Finnish curriculum (Eurydice, 2017). In addition, the National Core Curriculum for General
Upper Secondary Schools implemented in 2021 includes six transversal competencies, four

of which—interaction skills; civic skills; ethical and environmental competence; and global
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and cultural competence—appear to overlap with components in the OECD definition of
global competence.

According to the Finnish National Agency for Education (2020), Finland’s objective
in the development of global and cultural competence, is to deepen the knowledge and
understanding of the pupil’s own identity as well as the diversity of their school community
and society. Students are encouraged to strengthen their international competence and
multilingual skills by using culturally and linguistically diverse networks, media, and source
materials. Students identify and reflect on cultural heritage, values, people’s varied operating
environments, and other aspects on the basis of which cultural identities and lifestyles are
built in one’s daily life and in Finnish, European, and global societies. Finally, students
receive a wide range of opportunities to explore, practice, and increase the skills and ethics of
global citizenship according to the SDGs, and strengthen their knowledge and role in
promoting human rights, equality, justice, and ethics.

Clear learning outcomes are defined within each subject for these transversal
competencies. Additionally, all schools are required to implement multi-disciplinary learning
modules relevant to CE, with pupils taking an active part in planning the learning content and
process (Eurydice, 2017). In addition, the Finnish upper secondary education system is
structured in study units, rather than in school years, making it possible for individual
students to include international projects as well as studies abroad within their academic
careers (Eurydice National Reports, 2021a).

For GComEd carried out by CSOs in cooperation with EDUFI, whether inside or
outside of school, the ministry of foreign affairs is the main funder. For example, in 2013-
2015 the “Schools as Development Partners” project paired Finnish schools and schools in

the Global South (CONCORD, 2018).
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In addition to close alignment with the OECD definition of global competence, the six
transversal competencies include elements of the EU Key Competences and integrate aspects
present in UNESCO’s GCitEd as well as CoE’s GE definition, pointing more to analyzing
and acting on global issues, and using the SDGs as a reference.

Greece 185 words

In Greece, GComEd falls within CE and “development education” initiatives in
schools and is also promoted outside of school by CSOs active in the field of development
cooperation (CONCORD, 2018). The Cross-Thematic Curriculum Framework for
compulsory education foresees that issues related to GComEd in schools are embedded
across the curriculum within the subjects of social and citizenship education; social and
political education; environmental studies; and environment and sustainable education,
school and social life (GENE, 2018). Two or three teaching periods per week are devoted to
interdisciplinary project-based activities related to CE, including media literacy, gender
equality, intercultural communication and interaction, and environmental sustainability
(Eurydice, 2017).

In addition, the education ministry approved the introduction of CSO-led programs,
such as Action Aid and Fair Trade Hellas, in schools between 2011 and 2017 (CONCORD,
2018). In the context of the 2007-2008 Greek economic crisis, as well as a large influx of
refugees and newly-arrived migrants in the country since 2015, multiple public and civil
society stakeholders have initiated activities related to EDC and HRE (CoE, 2017).
Accordingly, in Greece, GComEd seems most closely aligned with the CoE’s work.

Italy 352 words

In Italy, ministries, regional authorities, development cooperation agencies, and CSOs

are the main stakeholders that promote GComEd. The National Program for Competencies

and Learning Environments for 2014-2020 opened an opportunity for GComEd to be
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included within Italy’s formal education sector, by foreseeing interventions aimed at
developing transversal competences, social and civic competences. Regional authorities have
then played an especially prominent role. In 2016, the Conference of Regions and
Autonomous Provinces approved a policy document which urged Italian educators to
integrate a systemic/transversal approach to addressing the different topics dealing with
GCitEd at school (Conferenza delle Regioni e delle Province Autonome, 2016, p.3). As a
follow up, a GCitEd multi-stakeholder working group developed a national strategy
document, which was approved in 2018.

In 2019, a new law on citizenship education (CE) mandated its inclusion in primary
and secondary schools beginning in 2020. It prescribed interventions “aimed at developing
transversal competencies and social and civic competencies that are included in the broader
concept of promoting global citizenship” (CICS, 2018, p. 9).

Currently, the Italian focus on CE is based on adherence to the principles of rule of
law, knowledge of the national and European institutions and the SDGs, basic knowledge of
national law, promotion of active citizenship (including digital citizenship), volunteering,
sustainable development and protection of cultural heritage, and the right to wellbeing.

Italy’s GCitEd national strategy appears to be based on UNESCO’s GCitEd definition
and positions CSOs that are active in the field of development cooperation in the forefront,
focusing particularly on acting for collective well-being and sustainable development. Cross-
curricular CE, on the other hand, appears to be linked to the citizenship competence of the EU
Key Competences, with the inclusion of additional aspects particularly relevant in Italy, such
as labor law and raising awareness of the rule of law against mafia, and the promotion of
cultural heritage, and focusing on digital competencies linked to active citizenship. Notably,
however, HRE and intercultural diversity are not mentioned. Both the national strategy for

GCitEd (2018) and the law requiring the teaching of CE (2019), foresee ongoing professional
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development for teachers, although there is no mention of any incorporation of the topic in

initial teacher education (Gazzette Ufficiale, 2019).

New Zealand 320 words

The New Zealand Ministry of Education (NZME) has incorporated the language of
global competence within its 2018-30 International Education Strategy (NZME, 2018), which
was developed by the government in consultation with education providers, international and
domestic students, and community groups. The vision for the strategy is to “produce global
citizens who are well equipped for the world in which they will be living and working.
However, global citizenship must be based on knowing who we are, what we stand for and
where we sit in the world” (NZME, 2018, p. 22). The strategy further provides goals and
actions for global competence development. Under the heading “developing global citizens”,
the plan defines success as ensuring that “all students gain the knowledge, skills, and
capabilities needed to live, work and learn globally,” international education helps New
Zealand to foster global connections and partnerships, and all New Zealanders “understand
and embrace the benefits of international education” (NZME, 2018, p. 21).

Helping “students to develop global competencies through the delivery of the national
curriculum” (NZME, 2018, p. 21) falls under the remit of the NZME directly. The
curriculum, in turn, maps out five key competencies or “capabilities for living and lifelong
learning,” adapted from the OECD’s DeSeCo project: thinking; using language, symbols and
text; managing self; relating to others; and participating and contributing (Te Kete Ipurangi,
2021).

Although global competence is not explicitly mentioned as a standalone competence,

the government provides suggestions and curriculum resources for how to foster global
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competence and international citizenship?, including mapping how the above five key
competencies might be applied in “intercultural and international contexts” (NZME, 2014, p.
9), and providing materials for lesson design (Te Kete Ipurangi, 2014).

Singapore 255 words

The Singaporean government adopted competency-based curricula in CE beginning in
1997 (Lee, 2013; Tan et al., 2017) when it introduced the Thinking Schools, Learning Nation
policy, aimed at preparing students to meet challenges in the knowledge economy in a new
global era, which set the educational agenda for the 21% century. This, in turn, prompted
changes such as the introduction of social studies as a compulsory subject in upper secondary
schools in 2001, emphasizing the core values of being rooted and living global; promoting
“reflective inquiry, thinking, and criticality” (Tan et al., 2017, p. 251); building interethnic
understanding and appreciation of cultures; and balancing global and national values.

In 2010, the Ministry of Education introduced the Character and Citizenship
Education Framework. This framework was a “pivotal 21% century curriculum policy thrust”
(Tan et al., 2017, p. 429) that articulated a plan for the introduction of Curriculum 2015.
Curriculum 2015 aimed at developing core competencies underpinned by five key values—
respect; responsibility; integrity; care; resilience; and harmony, which “shape the beliefs,
attitudes, and actions of a person” (Lee, 2013, p. 253). Taken together, the values aim to help
learners develop socio-emotional competencies: self-awareness; self-management; social
awareness; relationship management; and responsible decision-making. The values are also
the foundation for four skills: information and communication skills; civic literacy; global
awareness and cross-cultural skills; and critical and inventive thinking. Finally, these skills

aim to produce the following attributes: a confident person; a self-directed learner; an active

4 Both terms are used in the same strategy document, however “international citizenship” seems to be the

broader framework under which global competencies sit.
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contributor; and a concerned citizen. Although not expressly articulated as such, these socio-
emotional and behavioral competencies share multiple aspects with the UNESCO GCitEd

concepts.

South Korea 399 words

Several successive iterations of the South Korean national curriculum have promoted
GComEd or related ideas, notably GCitEd (Jungwoo et al., 2015). The concept of global
citizenship was first introduced in the 1997 curriculum, and was primarily emphasized in the
social studies curriculum, notably “the history and activities of our people [...] including
ethnic identity as a Korean and values as well as attitudes as a global citizen” (Jungwoo et al.,
p. 34). The 2009 curriculum also incorporated reference to global citizenship and GComEd-
aligned ideas, stating that students should be a person who can:

e develop his/her own individuality and career as a whole person;

e show creativity with new ideas and challenges based on his/her abilities;

¢ pursue a fulfilling life with an understanding of diverse cultures and values; and
e make a commitment to the development of a community by understanding and

sharing with others while communicating globally. (Jungwoo et al., 2015)

The 2009 social studies curriculum explicitly addressed globalization, international
cooperation, and sustainable development, emphasizing the development of respectful
attitudes toward other cultures and an “attitude to actively participate in settling problems”
(Jungwoo et al., 2015, p. 35). These three elements align with the UNESCO articulation of
GCitEd.

The revised national curriculum effective from 2018 espouses an explicit

competency-based framework, premised on the foundational principle of Hongik Ingan:
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“contributing to the overall benefit of humankind” (Kim & Eom, 2017, p. 1)°. To achieve
this, school students aim to develop six competencies: self-management;
knowledge/information processing; creative thinking; aesthetic-emotional [regulation];
communication; and civic [engagement]. Civic competencies appear most closely aligned
with the idea of GComEd, being defined as “the ability to actively participate in community
development with values and attitudes required for being a member of local, national, and
global communities” (Kim & Eom, 2017, p. 2). This is enhanced through a focus on creative
experiential learning (CEL), a combination of “discretionary activities and extracurricular
activities” focused on “learning through doing,” and centered around themes that include
character education, career education, education for democratic citizenship, human rights
education, multicultural education, unification education, and education for sustainable
development. These aim to foster creative, well-rounded people who will “cultivate their
talent and potential, . . . and develop a sense of community . . . necessary for being a global
citizen” (Kim & Eom, 2017, p. 2).
United Kingdom 326 words

In the UK, citizenship is not compulsory in primary/elementary schools, but is
compulsory for secondary schools for students ages 11 to 16 (Eurydice National Reports,
2019b). Citizenship includes global dimensions, especially related to political systems,
human rights, and international law and relations.

The main GComEd initiative in the UK has been the Global Learning School
Programme (GLSP) (CONCORD, 2018). The program was launched in 2013 to coordinate
GComeEd in schools and integrate aspects of global learning in school life and learning,

following the whole-school approach. The GLSP provides tools such as the Whole School

® Hongik Ingan is a foundational philosophical principle of South Korea incorporated in multiple state policies

including education.
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Framework (WSF) which supports schools in embedding global learning in pupil
achievement, in teachers’ practice, behavior, and relationships, and in leadership and the
community. The WSF is linked with the evaluation framework set by the UK’s government
department responsible for school inspection, which thus provides support for systemic
integration of GComEd aspects within education. Additionally, in Wales, school inspections
ensure that Education for Sustainable Development (ESD) and GCitEd content is embedded
in everyday classroom life and as a cross-cutting theme in the curriculum (CONCORD,
2018). And, since 1997, Oxfam’s Curriculum for Global Citizenship is implemented in
England, Scotland, and Wales (UNESCO, 2014).

In England, Northern Ireland, and Wales, students taking their General Certificate of
Secondary Education (GCSE) must complete an active citizenship profile, recording their
participation in citizenship activities in school settings or within the wider community. These
actions taken locally could also take into account global issues. (Eurydice, 2017, p. 123).

In Scotland, the Curriculum for Excellence applies to students aged 3-18 and global
citizenship is embedded across the curriculum, bringing together education for citizenship,
international education, and ESD (Eurydice National Reports, 2019c).

GComkEd programs in the UK appear aligned with the OECD’s definition of global
competence and UNESCO’s GCitEd. Notably, UK programs emphasize the ability to analyze
global issues and act accordingly. Intercultural communication and interaction, which are
present in the CoE’s RFCDC and EU Key Competences, are less prominent.

United States 386 words

The U.S. Department of Education’s (USDoE) 2018 international strategy argues for
the inclusion of global competence from early learning to post-secondary education through
its first objective: “Increase global and cultural competence of all U.S. students” (USDOE,

n.d., headline). The USDoE defines people who are globally and culturally competent as:
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proficient in at least two languages; aware of the differences that exist between

cultures; critical and creative thinkers, who can understand diverse perspectives; and

able to operate at a professional level in intercultural and international contexts. These
competencies are not isolated skills, but rather interrelated skills and areas of
knowledge that are used together to enable individuals to understand the world and

take action. (USDoE, n.d., para. 2)

The USDoE definition aligns most closely with the OECD global competence
definition. It also incorporates an earlier framework (USDoE, 2017), called the Framework
for Developing Global and Cultural Competencies to Enhance Equity, Excellence and
Economic Competitiveness (FDGC). The FDGC is the product of a working group with
representatives from across the USDoE and discussions with the education community. The
framework is designed to help educators consider how global and cultural competencies are
developed over time and at various stages of education. The framework highlights four key
areas of development: collaboration and communication; world and heritage languages;
diverse perspectives; and civic and global engagement (USDoE, 2017).

It should be noted, however, that school curricula are developed at a state, rather than
federal/national, level in the US (Engel & Sizcek, 2018). This means the USDoE’s strategy
and framework are not directly binding on state curricula but rather are intended to act as a
guide. Accordingly, uptake in state policy and practice has been patchy and partial. Over 50%
of U.S. state departments of education have embedded global education into their policies,
curricula, and activities in some form, though in a number of cases (e.g., California, North
Carolina, Washington) these preceded the publication of the USDoE’s international strategy
(California Department of Education [CDoE] 2016; see also Tichnor-Wagner 2016; Global
Washington 2015). As an example, the Kentucky Department of Education (KDoE) primarily

premises GComEd offerings on its 21st Century Skills framework, which it has incorporated
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into its Academic Standards, but as of 2020 also draws explicitly on the USDoE’s 2018
definition of global competence and the FDGC (Kentucky Department of Education [KDoE],
2020).

Comparing national strategies

Our aim here was not to conduct an exhaustive comparative analysis of national
GComeEd strategies. Instead, we looked at GComEd implementation across 12 countries from
the lens of policy approaches to the concept and to implementation practices, key actors, and
teacher preparation. In doing so, we identified points of commonality and interest across
national strategies — and in relation to international GComEd conceptions.

Approaches

In all countries analyzed n this study, with the exception of Egypt, global competence
— or elements of it — are considered transversal competencies to be embedded across the
curriculum and subjects. Additionally, in Greece, Finland, Italy, and the UK, GComEd is
linked specifically to CE, with the aim of promoting civic identity and responsibility, while in
Singapore and South Korea — countries that adopted competence-based curricula early on and
have promoted GComEd concepts since 1997 — the latest GComEd strategy emphasizes
values such as responsibility, respectfulness, and caring.

We also observe European vs non-European phenomena. While all EU countries® are
moving to align the curriculum with the EU Key Competences, each EU country focuses on
different aspects of global competence. For example, Greece focuses primarily on HRE,
especially in the context of immigration, while Finland and Belgium focus on the SDGs and
GCitEd. Outside of the EU, although they vary by country, national strategies appear more

focused on the development of so-called 21st century skills. Non-EU strategies appear

& Due to Brexit, it is unclear whether the UK will follow the EU Key Competences pathway.
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generally aligned with the varied 10 approaches to GComEd: Brazil, Canada, New Zealand,
and the US seem to follow the OECD’s notion of global competence; Singapore and South
Korea can be said to subscribe to UNESCO’s GCitEd framework. And, while we did not
profile the UN’s overall policy towards education improvement here, that direction appears
also to guide policy in Egypt.

Despite a commitment to GComE at a high level in many countries, corresponding
curricular reform has lagged. In several countries, reforms to include aspects of global
competence across the curriculum have only been recently adopted (in 2021 in Finland,
Belgium-Flanders, and Italy, in 2018 in Canada, New Zealand, and US), therefore data on
implementation is limited. In Egypt, the new curriculum is to be fully implemented by 2030.
From the analysis of Brazil and Egypt, both with low levels of attainment in school and high
poverty, the focus of educational reforms is on improving numeracy and literacy and the
overall educational outlook, rather than specifically on transversal and global competencies.

Furthermore, implementation of GComEd strategies “on the ground” is significantly
varied. In part, this is due to the organization of the education systems. In the three largest
countries analyzed (Brazil, Canada, and US), each federated or regional authority has a
degree of autonomy in the provision of school education. Therefore, the national level
authorities can only provide nonbinding recommendations. However, if the national level
authority provides clear guidelines and educational tools, in some places these are adopted (or
adapted) at a state or regional level (e.g., US and Canada). At a school level, GComEd
interventions and assessment also vary widely, ranging from the promotion of a whole-school
approach where school inspectors evaluate GComEd integration (e.g., Wales), to embedding
global competence in specific subject-based learning outcomes (e.g., Finland), to including
citizenship education as a separate subject taught cross-curricularly (e.g., Italy), to special

GComEd-focused projects conducted during school hours (e.g., Greece).
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Key actors

In all of the European countries analyzed, several ministries—education, development
cooperation, and foreign affairs—initiated strategies to promote global competence
development, yet cooperation among these is not always guaranteed (except in ltaly where
cooperation in ensured by institutional bodies and in Finland where there are established
practices of cooperation between ministries on this topic). Outside of Europe, GComEd is
primarily promoted by education ministries through initiatives concerning the curriculum.
Interestingly, in multiple countries, CSOs are the primary stakeholders in the provision of
GComEd. For example, in Finland and Belgium, CSOs receive state funding for this purpose,
and in other countries they inform some aspects of GComEd or related approaches as a
complementary resource to aid implementation in schools (e.g., Greece, UK, and Brazil).

Alongside their role as education providers, CSOs appear to influence GComEd
strategies in some countries (e.g., Canada, Brazil, Egypt, EU-countries,). For instance, we
observed that in European countries, CSOs belonging to the development cooperation sector,
such as Oxfam and Caritas, have successfully developed widely implemented programs and
educational resources (e.g., Oxfam’s Curriculum for Global Citizenship), and European 10s
support networks of CSO experts in GComEd (CONCORD, GENE). From our analysis, we
observed that CSOs cooperate with schools for GComEd provision and advocate for better
inclusion of GComEd in curricula. However, most CSO interventions happen outside the
remit of policy and on an ad hoc basis. Belgium is the only country in our review that
systematically and explicitly integrates CSO interventions to support GComEd goals in the
curriculum.
Teacher preparation

Somewhat surprisingly, explicit mention of teacher preparation in national GComEd

strategies is mixed. In some countries (e.g., Italy and Scotland), training happens primarily in
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the context of ongoing professional development for in-service teachers. Others, such as New
Zealand and Scotland, have set up networks to link teachers and their schools internationally
as a means of support. Yet other countries make no explicit references to GComEd teacher

training in their education strategy documents (e.g., US national level).

Considerations for successfully embedding global competence in school education

Our goal in this research was to discover how global competence development is
articulated in education strategies across four 10s and 12 countries respectively, and how the
strategies of the former are evident in the latter. In reflecting on this process, we have
identified three categories of considerations that we suggest be further explored.
Stakeholder alignment

First, if strategy and practice are to match, adoption and implementation of GComEd
initiatives at school require close cooperation between all school and GComEd stakeholders,
from the decision makers to CSOs to classroom teachers. This is particularly relevant in
countries where school education is a decentralized responsibility and regional and local
authorities are the main decision makers and implementers: the latter should be included in
the national level discussion shaping GComEd strategies, to ensure both their provision of
expertise, and their ownership of the strategy which they will then adapt to the local context.
Holistic approach

Next, in considering GComEd within school curricula, we contend that global
competence and related concepts are multidimensional and must be addressed holistically,
taking into account that different 10s and disciplines address elements of GComEd using a
variety of terms. Our review suggests that if strategies are to be integrated into practice, they
must be integrated in curricula in a systematic manner, across a variety of subject disciplines
using a whole school approach. To aid in both efforts—fostering stakeholder participation
and true integration of GComEd within school systems and curricula—the global
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competence-related frameworks, funding, resources and other tactics offered by 10s may be
useful nationally or locally and should be leveraged.
Professional development for teachers and teacher trainees

Lastly, beyond stakeholder cooperation and curriculum adjustments, international and
national strategies give little if any attention to the provision of GComEd in initial or ongoing
teacher training. We assert, and the literature supports (OECD, 2020), that facilitating
GComEd opportunities for teachers before and during their classroom tenure is a crucial, if
overlooked, area for global competence development to be successfully implemented at any
level. Educators themselves have acknowledged the need to improve their own global
competence and learn how to embed this in their teaching (OECD, 2020 by linking it both to
subject teaching and within a larger whole-school approach. To this end, a growing body of
international and national educational resources are available (see Table 1 for a few
example). However, existence does not equate to accessibility or implementation. Therefore,
we suggest that teachers and teacher trainees can benefit additionally from training on how to
identify and use these educational resources, as well as the promotion of effective GComEd
resource hubs by 10s. Finally, as suggested in both international and national strategies, in
addition to formal education stakeholders, other parties (including CSOs, parents, community
members, and learners themselves) can help educators enhance their global competence and
learn to facilitate this in their students.
Summary

This review demonstrates that multiple GComEd linkages can be found between the
education directives of 10s and those of national education authorities. In analyzing the
education strategies of 11 countries, we observed a clear resonance of IO GComEd
conceptualizations and strategies within most national strategies. We suggest that [Os’
GComEd and related definitions and frameworks aim to influence the national strategies of
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their constituent members. At the same time, we acknowledge that national concepts
inevitably inform international efforts, creating a continual tension and evolution between the
local and the global realms.

At the international level, in addition to the core act of asserting a definition of
GComEd, we have identified five tactics for promoting the implementation of GComEd
strategies: enacting competency frameworks, funding programs, developing and
disseminating educational tools, encouraging assessments, and monitoring efforts. However,
we observed major differences in how the strategies and tactics have been implemented at
national levels and within countries. This dissonance is seemingly related to the multitude of
ministries and other stakeholders dealing with different aspects related to global competence
and, in the case of Brazil, Canada, and the US, the decentralization of national education
strategies.

Additionally, in three of the countries profiled, GComEd educational interventions
appear disjointed. Our research suggests this is related to at least three phenomena. In some
cases (e.g., Greece), GComEd appears to be promoted in strategy through specific occasional
projects rather than broadly and on an ongoing basis. In other cases (e.g., Brazil and New
Zealand), although nominally present in education strategies, GComEd may not be
considered a top priority in practice. Thirdly, strategies are sometimes written broadly enough
to give educators wide discretion in incorporating GComEd (e.g., New Zealand, US).

Finally, we identify three areas of considerations for researchers, policymakers, and
practitioners to encourage meaningful adoption of GComEd: greater stakeholder cooperation,
embedding GComEd as a transversal competence in the curriculum, and providing focused

professional development for pre- and in-service teachers.
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