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Introduction

In fast-changing world, Global Citizenship Education (GCE) is a modern notion,
supported by multi-disciplinary scientific literature. The need to analyze, define and
operationalyze the concept of GCE is linked to the opportunity to build a common global
consciousness and to connect national, international and transnational dimensions. GCE can
be identified as the possibility to prepare students to live and act in contexts of change,
interdependence and diversity. In this framework, open classroom climate and positive verbal
interactions between teachers and students is crucial.

The study “Global Citizenship Education in the classroom. An exploratory study on
teachers’ views” aims at describing teachers’ views on possible goals and practices on GCE
in two different contexts: Central Italy (2017-2018) and Queensland (2019), Australia. To
this end, the research analyses teaching strategies devoted to promoting dialogue among
students and between teachers and students. The research specifically focuses on how
secondary schools’ teachers promote the development of knowledge and skills related to
GCE, in their verbal and nonverbal interactions.

The study follows a qualitative methodology, adopting classroom observations in
secondary schools and interviews to teachers focused on GCE aims and learning activities. In
addition, in Italy a set of video-analysis was carried out in order to retrieve data for the
documentation and representation of verbal and non-verbal interactions between teachers and
students.

Finding could indicate opportunities and challenges teachers face in dealing with topics
related to global citizenship. The data referring to Italian context were collected in 2018. In
Australia data were collected throughout 2019. On the short term, this explorative study
intends to provide insights on GCE teaching practices and relative constructs possible
operativization; and to support teachers’ professional development through critical reflection.
On the medium-long term, the study could have an impact in: building or reinforcing
networks between schools and Higher Education institutions, both at a national and at an
international level; promoting in Italy educational change and disseminate innovative
teaching knowledge and practices; outlining possible pathways to improve GCE teaching
practices both in Australia and in Italy.



1. Global Citizenship Education: definitions, practical
recommendations and implications for classroom practices

1.1. Introduction

The concept of Global Citizen Education (GCE) is a modern notion, and as such, is
supported by multi-disciplinary scientific literature. This concept should not only be defined
and reconsidered, but also operationalyzed. Although supporting literature has not yet
completely consolidated the framework, the available theoretical framework is comprised of
United Nations Educational Scientific and Cultural Organization (UNESCO)’s perceptions
regarding Global Citizenship Education, the Organization for Economic Cooperation and
Development (OECD)’s operational definition of Global Education and the International
Civic and Citizenship Education Study (ICCS) carried out by the International Association
for the Evaluation of Educational Achievement (IEA). The surveys conducted so far concern
the construct of Citizenship Education. The application and transferability of this data to the
construct of Global Citizenship Education, has yet to be verified.

The need to analyse the concept of GCE is linked to the opportunity to build a common
global consciousness; connecting national, international and transnational dimensions,
starting from education centres where the foundations of society are laid. Education must first
of all, train people and citizens to become aware and responsible for the common good and,
in general, for a profound global change, primarily a cultural one. In order to educate citizens
who are not only connected, but critically informed and trained to have the capacity for
critical thinking, it is necessary to give value back to the centrality of the educational and
training processes.

The fragility of the concept of “Education for Global Citizenship” is linked to the need to
place the right to global citizenship education within a society that, despite territorial
localisms, conflicts, asymmetries and inequalities, is global and cosmopolitan. Considering
the epistemological aspects of the question becomes even more significant in an uncertain
historical phase of change, linked to a global crisis in which, schools and universities no
longer act as a driving force in the era of globalization, unstable economies and large
migratory flows. Placing people and subjectivity at the centre of a civil society and of a
public sphere, both local and global, requires the analysis of multiple indicators and variables.

1.2. A definition of global citizenship education: a brief overview

An increasing globalised world has raised questions about what represent meaningful
citizenship, even considering its supranational dimensions. Growing interest in global
citizenship has resulted in expanded attention to a global perspective in citizenship education,
and its possible implications for policy, curricula, teaching and learning. Global citizenship
generally refers to a sense of belonging to a wide community and shared humanity. It
accentuates political, economic, social and cultural interdependency and interconnectedness
between the local, the national and the global level.



Global Citizenship Education, a topic of interest for various European organizations,
research institutions such as the IEA and the school policies of individual countries, is part of
the vast field of research on citizenship education, whose concept has passed from the
national sphere to the global one as one of the effects of the process of globalization.
Citizenship education set in a global context forms “citizens of the world” even before
citizens of their own country, beyond differences in nationality, class or social belonging,
faithful in the first place to the human community (Nussbaum, 1999).

The GCE was born in the United States and Great Britain by the impetus of studies born in
the seventies in order to train students to understand the principles of justice and equality
within new contexts of cultural diversity and global change (Osler & Starkey, 2006).

Different organizations working to implement GCE produced different definitions of
global citizenship. Despite the lack of a common definition of global citizenship education at
the international level, literature shows three predominant dimensions: social responsibility,
global competence, and global civic engagement (Andrzejewski & Alessio, 1999; Braskamp,
2008; Braskamp, Braskamp, & Merrill, 2008; Morais & Ogden, 2010; Parekh, 2003;
Westheimer & Kahne, 2004). Social responsibility concerns interdependence and social care
about the others, the society and the environment; global competence is related to cultural
norms to interact with the others for communicating and working in different environments;
global civic engagement refers to the involvement in a global community through actions
such as volunteerism, political activism, and community participation (Morais & Ogden,
2010).

In the academic world there is no unambiguous and shared definition for the GCE, which
is due to the interest of different research sectors that have dealt with it in the last twenty
years, giving rise to an abundant variety of theoretical and methodological approaches. The
conceptual bases of the GCE, therefore, must be traced back to the intersection of the topics
that characterize the different research sectors (Parmenter, 2011), such as, for example,
global education and citizenship education for the educational field (Davies, Evans & Reid,
2005). According to Wintersteiner et al (2015), GCE is “a concept that is located at the
interface between civic education, global education and peace education, as well as education
for sustainable development and intercultural learning”. Ultimately, GCE is a
multidimensional concept, which originates and develops in multidisciplinary contexts,
characterized from time to time by the focus on one or more predominant themes.

In the literature (Oxley&Morris, 2013) two meanings of global citizenship emerge.

The first meaning is characterized by cosmopolitan elements that transform the concept of
citizenship from a series of well-defined rights (Marshall, 1950) to a “status, a feeling and a
practice at all levels, from local to global” (Osler, 2011, p. 2). Critical to this implication is
that a form of global citizenship so implicit, aimed at the birth of a world state or a
cosmopolitan democracy, requires the existence of a global governance body (for instance,
supranational organizations such as the United Nations) which, on the basis of cooperative
purposes and global social justice, provides an intrinsic universalist perspective and the
typically western idea that all men can share the same fundamental values. Cosmopolitan
theories have influenced the discourse on the GCE both because the meaning of “global
citizenship" presupposes the concept of “cCitizen of the world” that is to say the commonality
and equality of all human beings. The cosmopolitan ideal today is considered one of the most
effective keys for interpreting the globalized world (Damiani, 2016).



The second meaning, of a more relativistic nature, is characterized by the concept of
advocacy, which is defined as a complex of actions by collective entities (such as
associations for the protection and promotion of rights), for the benefit of third parties.
Within this meaning there is a critical conception of global citizenship that aims to promote a
global counter-hegemony that dissects global oppressive structures, generating social
transformations. For Damiani (2016), “it is important to underline the near impossibility (to
date, given the wide debate on the subject) of applying rigid theoretical models to a
phenomenon that is extremely varied in terms of its theories, political, economic and socio-
cultural contexts of reference” (p.75).

The principal fragility of the GCE, as present in the academic field, appears to be linked
above all to the predominantly western contexts in which it was elaborated. Research on
English language academic production related to the ECJ (Parmenter, 2011) confirmed this
trend, noting that all the articles found in the WorldCat database (199 articles) published over
a twelve-year period (1997-2009) concern a developed segment of the globe, which involves
conceptualizations conditioned by Western schemes, with few open to different “global
perspectives” (p. 370). This risks prolonging, consciously or unconsciously, past colonial
models. These critical issues, although not always clearly recognizable in the different
approaches, must be considered when talking about GCE.

1.2.1. Implications of global perspective on education

The definition of the most operational GCE identifies as its main purpose “to prepare
students to live and act in contexts of world change, interdependence and diversity, thus
conditioning the evolution of the globalization process” (Damiani, 2016, p. 89) and calls into
question certain elements: knowledge of global problems, actions to bring about change and
values (Figure 1, p.3) (Damiani, 2006, p. 92).

Figure 1. Framework for exploring global issues (Richardson, 1976 cit. in Hicks, 2003, p.266)
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I
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In this perspective, GCE is a key to progress for the challenges of the twenty-first century.
The preliminary focus of GCE is to identify the effect of education in finding feasible
solutions to global issues in their social, political, cultural, economic and environmental
dimensions. It also means acknowledging the role of education to build knowledge and skills
and, consequently, influencing learners’ values, social and emotional skills and attitudes, in
order to facilitate international cooperation and promote social transformation.

GCE, according to UNESCO (2017), aims at empowering learners to assume active roles
to clear up global challenges and to become proactive citizens in a more peaceful and



inclusive world, and it is relevant in order to accomplish goals linked to sustainable
development education. It promotes three aims: developing respect for all, building a sense of
belonging to a common humanity and helping learners in becoming responsible and active
global citizens. GCE involves three core conceptual dimensions (UNESCO, 2015), which are
interrelated and common to various interpretations (Table 2).

Table 1. Core conceptual dimensions of GCE (UNESCO 2015, p.15)

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.

Behavioural To act effectively and responsibly at local, national and global levels for a more peaceful

and sustainable world.

As shown in the table 2, GCE has three sub-categories, related to the three learning

domains:

a. Cognitive, i.e. knowledge and thinking skills necessary to better understand the world
and its complexities.

b. Socio-emotional, i.e. values, attitudes and social skills that enable learners to develop
affectively, psychosocially, and physically and to enable them to live together with
others respectfully and peacefully.

c. Behavioural, i.e. conduct, performance, practical application and engagement.

1.2.1.1. Acquire knowledge, understanding and critical thinking

In the past, citizenship with specific reference to civic identity has been associated with a
restricted and exclusive area or territory (Mackenzie, 1978), but recently, this idea of
citizenship was not useful to deal with processes such as globalisation, large-scale migration,
and the expansion of dual citizenship.

In contrast with an individual analysis of the context, a global approach should stimulate
change into a spaces where learners are free to analyse and experiment with other forms of
seeing, thinking, and being and relating to one another. Clearly, the change is not realised by
telling learners what they should think or do. The emphasis is on the historical and cultural
production of knowledge and influences in order to empower learners to make informed
choices, never imposing, ever recognised and respected (Andreotti, 2006).

Global Citizenship Education shows citizenship in a global perspective and provides
information, knowledge and skills necessary for life in the current globalized interconnected
world. It should be designed principally to supporting future citizens to understand the
distinctive phenomena in a world that connect different communities, nations and cultures.

In a document written in cooperation with UNESCO (Wintersteiner et al, 2015), the
“education for global citizenship” is defined an “umbrella term” (p. 9) including themes such
as conflict resolution and peace, education for tolerance of diversity, humanitarian action,
human rights and humanitarian law, as well as civic responsibilities, as these themes relate to
local, national and international levels. Themes within the field of education for global
citizenship: values and life skills; peace; human rights (critical thinking, empathy, avoiding



stereotyping and exclusion, responsibilities); citizenship or civic education (p. 9). Education
for citizenship is not limited to the preparation of citizens who will be successful on the
labour market: knowledge has to be intended as an instrument for change, policy
transformation, reduced of domination or nature protection.

In order to support new ways of learning, educational institutions should review their
policies, curricula and educational approaches and teach students to be responsible for their
actions and for using their acquired knowledge (Mravcova, 2017).

1.2.1.2. Develop a sense of belonging to a common humanity

Global citizenship education supports young people to develop the essential competencies
for consent them to actively participate in the world, and help to make it a sustainable place.

Students should feel that they have not only their nationality and fit socially to the
particular country, but they all create one global community and they are also citizens of the
world. They also need to acquire new global skills to be able to live and interact anywhere in
the world (Bourn, 2014).

Gardner (2007) defines the respectful mind to talk about responsiveness and gratitude for
differences among human beings and human groups: “individuals without respects will be not
worthy of respect by others and will poison the workplace and the commons” (p.19). The
respectful mind observes, accepts and interacts constructively with different people and
cultures. It tries to understand different cultures and to work successfully with them. In the
classroom, for example, teachers can improve this mind through modelling respectful
behaviour, exposing students to materials from other others cultures and exploring what links
people to other people or cultures and places to learn from, and learn about, different people,
places and cultures. The author remarks that in a globalized and connected world, the
respectful mind is fundamental.

Education literature confirms the importance of the role of the teacher, which is an agent
of social change in multicultural societies and in promoting global competencies. Wyatt-
Smith (2018) underlines the caracteristics of the expert teachers, which know how to open
opportunities for students to present their voices, promoting further teaching and learning and
enabling young people to learn about the world. In other words, the role of the teacher is to
support learners to use existing knowledge and to produce new knowledge.

1.2.1.3. Act for a more peaceful and sustainable world

Gardner (2006) affirms that “We are responsible not only for what we do but for what we
don’t do” (p. 207). He successively (2007) specifies that being in the world implicates a
complex level of thinking, articulated from the so-called ethical mind. Ethical mind
interrogates everybody not in terms of own rights, but about what responsibilities everybody
has as a citizen, member of community, nation and wider world. The core questions are:
“What kind of a person do I want to be? What kind of a worker do I want to be? What kind of
a citizen do I want to be?” (Gardner, 2008, p. 14). Knowledge is not enough; it represents a
basis for taking action and responsibility.



The conceptualizations that develop the socio-emotional dimension of the GCE (Table 2)
are predominantly those that focus the discourse on the centrality of man and his ability to
affect society through an education based on participant observation, the enrichment of the
talents of each individual and on the relationship between the individual and society, an
education “capable of the future” (UNESCO, 2018, p.8). In this perspective, the purpose of
the school is to remove “the obstacles that prevent the development of people and their
effective active and responsible participation in the choices of society in today’s global world
[...], a school that opens minds” (De Mauro, T. in Nussbaum, 2010/2011, p.15). The
education forms citizens who are capable of imagining alternative futures and of being able to
effectively influence the fate of the planet through the exercise of their rights and duties in an
interrelated world in constant evolution.

Table 2. The socio-emotional dimension in some conceptualizations of Global Citizenship Education

OXFAM (2015a; 2015b) identifies encouragement as the basis of student education, drawing attention to the
importance of the climate and class relations for the development of its values and opinions while respecting
those of others.

In the conceptualizations of UNESCO (2014; 2015; 2016), which partly resemble those of OXFAM as far as
cognitive aspects, skills and values are concerned, there are some problematic issues regarding the respect of the
balance between universal vs. individual, between sense of common and collective identity vs. individual rights,
between global solidarity vs. competitiveness in the understanding of the global dimension of citizenship.
Building a sense of belonging to a wider community and shared humanity involves considering a socio-
emotional dimension as the basis of identity and social commitment oriented to solving global problems.
Building a more peaceful and inclusive world starts from empowering students to take active roles to address
global challenges and become proactive citizens (UNESCO, 2016).

The Center for Universal Education at the Brookings Institution, the United Nations Educational, Scientific,
and Cultural Organization (UNESCO), and the U.N. Secretary General's Education First Initiative Youth
Advocacy Group (GEFI-YAG) (2017) identified empathy and the ability to communicate and collaborate with
others in order to identify tools and procedures to measuring construct.

For the purpose of this study, GCE refers to any educational effort that aims to increase
individuals’ participation of young persons in their communities. In details, “Education for
Global Citizenship is one means to help young people develop the knowledge, skills,
behaviours, attitudes, and values to engage in effective individual and collective action at
their local levels, with an eye toward a long-term, better future at the global level” (Centre for
Universal Education at Brookings, UNESCO & GEFI-YAG, 2017, p. ix). The same study
identified eight prominent GCE competencies selected to underpin programs of global
citizenship education:

1. Empathy;

2. Critical thinking/problem solving;

3. Ability to communicate and collaborate with others;

4. Conflict resolution;

5. Sense and security of identity;

6. Shared universal values (human rights, peace, justice, and so forth);
7. Respect for diversity/intercultural understanding;

8. Recognition of global issues — interconnectedness (environmental, social, economic).
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Education for global citizenship supports young people in investigating the world around
them. It endorses learners to engage with critical thinking and actions in a fast-changing and
interdependent world. Therefore, besides a precise improvement of global understanding and
multiple perspectives, “an education for global citizenship should also include opportunities
for young people to develop their skills as agents of change and to reflect critically on this
role” (Oxfam, 2015).

UNESCO (2015) identifies three learner’s attributes in relation to global citizenship
education: being informed and critically literate; socially connected and respectful of
diversity; ethically responsible and engaged. “Socially connected and respectful of diversity”
is relevant for this work because of the of good relationships between individuals, groups,
societies and nation states for peaceful co-existence, personal and collective well-being.

1.3. Rethinking global citizenship education: literature review on definitions and
evidence in classroom

To define, reconsider and operationalize the concept of GCE, this study provides an
overview of current knowledge, identifying the most relevant conceptions (“definitions”) and
practical recommendations (“evidences”) in the existing research.

In detail, the literature review is organized into three sections, which correspond with
three phases:

1. Search for relevant literature on definitions of GCE and its evidence in classroom

(phase 1)
2. Practical screen (phase 2)
3. Findings: definitions and evidence of GCE in classroom (phase 3).

In the first phase, the keyword global citizenship education was identified to focus the
review. The search was conducted using the two major databases for education publications:
ERIC and SCOPUS.

The initial search on global citizenship education produced 3.374 results (1.983 on ERIC
and 1.391 on SCOPUS).

The second search on “global citizenship education” reduced the results to 440 results
(175 results on ERIC and 265 on SCOPUS).

In the second phase, according to the guidelines suggested by Fink (2014), inclusion and
exclusion criteria were applied to ensure that the most appropriate articles for the subject area
were included.

Inclusion and exclusion criteria set the characteristics of the literature review. They were
determined before the search was conducted.

The inclusion criteria selected for the analysis are four:
1. Studies in which the term “GCE” is in the author’s keywords and throughout the text
(inclusion criterion 1).

2. Peer-reviewed studies (inclusion criterion 2).

3. Studies published since 2010 (inclusion criterion 3).

4. Studies written in English and Italian (inclusion criterion 4).

The results are shown in figure 2.

11



Figure 2. Studies considered in the literature search according to the inclusion criteria
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Appendix A cointains the list of studies and research on the GCE topic in the last ten years
(2009-2019).

The defined exclusion criteria are five:

1. Studies in which the term “GCE” is not in the author’s keywords and throughout the
text (exclusion criterion 1).

2. Studies in which any engagement with GCE throughout the text was absent, even if
GCE was mentioned in their keywords (exclusion criterion 2).

3. Studies which substituted the term “GCE” with similar terms such as “citizenship
education, critical global education, democratic citizenship education, global
education, global and international education, and so forth” (exclusion criterion 3).

4. Studies not related to the school (exclusion criterion 4).

5. Studies not available (exclusion criterion 5).

The results are presented in figure 3.

Figure 3. Studies considered for analysis and interpretation
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Considering the 108 studies considered in the literature analysis, 24 studies reported the
GCE’ definition (“GCE is” or “GCE as”) and 58 reported evidence of GCE in classroom or
practical recommendations for the observation/application of GCE in classroom.

The figure 4 sums up the main finding of the literature review.

Figure 4. The three phases of literature review and its main finding

Literature research

3.374 results [1.983 on ERIC; 1.391 on

Keyword: Global citizenship education on ERIC and SCOPUS SCOPUS]

Keyword: "Global citizenship education" on ERIC and SCOPUS

440 results [175 in ERIC; 265 on SCOPUS]

A 4

Practical screen

Inclusion criteria 186 studies Exclusion criteria 108 studies

Findings

24 definitions 58 evidence of GCE in classroom

1.3.1. Findings: definitions

This paragraph reports the definitions of GCE (“GCE is” or “GCE as”) furnished by the
materials considered relevant to the topic explored.
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Table 3. References and definitions of Global citizenship education

Authors Year |GCE Definition. Global Citizenship education is/as ...
Bosio, E., & Torres,|2019 |1. GCE as one of the possible value- creating outcomes of internationalization (= “internationalization be defined as the process of encouraging integration of
C.A multicultural, multilingual and global dimensions within the education system, with the aim of instilling in learners a sense of global citizenship” Yemini 2016: 184). 2.

In many contexts, it is also a ruse to promote neoliberalism and entrepreneurship in the educational institution. 3. We ask a fundamental question which underpins our
contribution: is GCE an educational theory of the common good? We believe this query is one of fundamental importance given that GCE is a form of intervention in
searching for a theory and an agency of implementation because the world is becoming increasingly interdependent and diverse, and its borders more porous. There is a
de-territorializing of citizenship practices and identities, and of discourses about loyalty and allegiance (Torres, 2017). 4. GCE as a pillar of sustainable development is
one of the answers to the challenges affecting global peace, such as growing inequality; global poverty; neoliberal globalization; authoritarian education; and predatory|
cultures destroying the environment and the planet. In conclusion: the notion of GCE as a possible value-creating outcome of internationalization and democratic
cosmopolitanism not as a concept that “often has been appropriated by neoliberal sentiments to convey global market competence or even employment that involves|
numerous international flights” (Garson, 2016, p. 29).

Cho, H.S., & Mosselson,
J.

2018

Global citizenship education (GCE) is a progressive and transformative educational experience that addresses the challenges brought about by the colonial legacy and
the rapid spread of global capitalism and neoliberal economic, political, social and cultural structures (Andreotti 2006; Davies 2006; Gaudelli 2016; Shultz 2007).
Global citizenship education has emerged as a tool aimed at teaching children about social justice and to prepare learners for more equitable and active engagement
around challenges such as poverty, conflict, environmental damage and sustainable development on the global level. As a curriculum, GCE is designed to create a
paradigm shift away from nation-building to promoting a broader sense of belonging to a global community (Park 2013; UNESCO 2015). However, in practice, GCE
emerges instead as a curriculum aimed at global elites that reinforces hegemonic norms (Andreotti 2006; Dill 2013; Ellis 2016) [...] GCE as a curriculum for the
international education community (Kim et al. 2014). GCE has the capacity to be a curriculum with the complementary goals of social justice and providing learners
with opportunities and competencies to become active contributors in building a more inclusive and equitable world (Oxfam 2015; Tarozzi and Torres 2016;
UNESCO 2015).

Howard, A., Dickert, P.,
Owusu, G., & Riley, D.

2018

Global citizenship education serves as an educational framework to uphold Sankofa’s Pan-African mission by equipping students with the necessary skills,
competences and knowledge to be ‘in the service of Africa’ and ‘to offer innovative ideas and solutions to the plethora of challenges confronting Africa today.” The
school uses global citizenship practices to prepare students fully ‘for the best universities worldwide’ and ‘for putting their knowledge, skills, and resources into
developing their continent, Africa.” .. Sankofa uses global citizenship education as a means of preparing students to become leaders in the service of Africa and thus, an
educational framework for advancing its Pan-African mission. Conclusion. The ideas and practices of global citizenship education can become grounded in multiple
knowledges and inclusive of multiple wisdoms, philosophies, cultural practices, and relationships that strive for multi-civic virtues that transcend borders and cultural
boundaries (Torres, 2017). Through global citizenship education, Sankofa attempts to provide its students with such learning opportunities, but instead the meanings
and practices attached to these efforts are implicated in enduring colonizing forces (Andreotti and de Souza, 2012; Pashby, 2012) because they are guided by Pan-
African commitments and ideas. Thus, global citizenship education at Sankofa prepares students more to be in the service of the West than Africa by advocating a
“fixity of identity or cultural unity’ that limits the diversity and fluidity of identities and ‘the social, political, and popular consciousness of [peoples of Africa]’ (Kalua,
2009; p. 25; see also Fanon, 1963)...GCE at Sankofa reflect the soft version in GCE (Andreotti, 2006), which reproduces, perhaps indirectly and unintentionally,
existing unjust systems of beliefs and practices (Pashby, 2011).

Damiani, V.

2018

In this study GCE is not simply considered in relation to a ‘more informed local citizenship education’ or, using a minimalist interpretation, a generic ‘international
awareness’ (Davies, 2006 p.6), nor is it an ambiguous sense of belonging to a universal society. Global citizenship education is understood as knowledge of, and
willingness to influence decision-making processes throughout the world and their effects on the lives of individuals in pursuing common interests. Human rights
education (HRE) is intended as the starting point for addressing the social, economic, environmental and political aspects of the contemporary world, highlighting, once
more, the multiple theoretical intersections that constitute GCE.

Howard, A., & Maxwell,
C.

2018

Global citizenship education can be understood as a set of practices, curricula inputs and a re-articulation of the purpose of education driven by schools’ needs to
respond to the challenges of globalisation by providing students with opportunities to develop awareness and knowledge of differences, to establish and maintain
relationships across differences, to gain a sense of obligation toward others, and to accumulate valuable forms of human and cultural capital (Dill 2013; Yemini and
Maxwell 2018).

Palmer, N.

2018

For the purposes of clarity | have treated GCE as an overarching notion, simultaneously conclusive, interrogative and provocative (Davies and Pike, 2008).
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Wintersteiner, W.

2018

Global Citizenship (Education) as a new framework of thinking, a lens for analysing and criticising global developments as well as the development of globalization.
GCED as a form of thick cosmopolitanism is what distinguishes it from other approaches. GCED is a comprehensive and radical pedagogical answer to the new
challenges now faced by societies all over the world. GCED is challenging our own (Western) belief systems, including some basic assumptions about knowledge and
knowledge production. Global Citizenship Education is probably the first genuine global pedagogical approach with an explicit decolonizing claim, the first time that
decolonial education is becoming mainstream (or has a chance to become mainstream). In the framework of the 17 sustainable development goals (SDGs), education
plays an important role. In contrast to the Millennium Development Goals (MDGs, 2000-2015), these goals are intended not only for developing countries, but for all
countries and societies. GCED is a necessary and indispensable part of any education. GCED is a much needed and powerful approach for any citizenship education. It is
essential for alternative knowledge production, the indispensable substance of any critical thinking. (Nussbaum, Morin)

Gardner-McTaggart, A.,
&Palmer, N.

2018

GCE is yet another way to reveal being in the world, with a more generous educational remit than skills-based learning: educating for humanity. GCE is a powerful
tool to move from the conceptual to the affective domain. It is of value in identifying the individual as the agent of change; educating a critically responsible ‘global’
citizenry able to engage and not just conceive.

Noh, J.-E.

2018

This article suggests GCE as an umbrella term.

Yemini, M.

2018

GCE is not considered a choice made but rather a need, forced onto the school due to its pupils’ super-diverse composition. GCE’s advantages are perceived as
collectivist and not individual, almost disconnected from the pupils’ own resources. GCE as a form of capital. Contrary to elite private British schools where global
dimensions can be very prominent but at the same time hidden (Brooks & Waters, 2015), and unlike in traditional middle-class settings where GCE maybe pursued as a|
desired outcome (Weenink, 2008), here the integration of multicultural, multilingual, and global dimensions into education is managed through the careful balancing of
desired and undesired outcomes. The outcome of internationalization at the individual level is GCE, which is valued as desirable and even easy to achieve given the
school’s super-diverse composition.

Calle Diaz, L.

2017

gce is regarded as a vital goal in all educational settings nowadays. This notion has evolved throughout history and has been established as an umbrella concept to
embrace intentions to educate people to be able to interact with dynamic global issues related to environmental care and sustainable development, intercultural
relationships, identity, and peace building, among others.

Yeoh, M. P.

2017

Global citizenship education (GCE) is learning that provides knowledge, and involves students’ active participation in projects on global issues of a social,
political, economic, or
environmental nature.

Waldron, F., Ruane, B.,
Oberman, R., & Morris,
S

2016

Focusing on key issues pertaining to climate justice and climate action, this article examines the case for conceptualising CCE as a component of Global Citizenship,
Education (GCE). CCE and GCE: a context for action

Myers, J.P.

2016

GCE as transformative practice. | argue that GCE is a re-orientation of citizenship education...A better model for understanding GCE is a web of interconnected and
intersecting experiences as individuals become aware of the ways that political issues and actors shapes the local, familiar world around them. Thus, teaching youth to
understand how to engage with the world can hardly “stop at the border,” whether a real or imagined border at a local, regional or national scale.

Leek, J.

2016

Global citizenship education in Poland is another step towards opening Poland to the world, preparing young generations of Poles to be citizens in their own countryj
and active participants in the global community, after years of the country’s isolation from foreign influences...global citizenship education in Poland is designed to
develop skills, in particular perception and understanding of global interdependence, critical thinking to be able to make decisions, cooperation at the local, national and
international levels, followed by attitudes such as responsibility, respect, honesty, empathy, openness, accountability, personal commitment, readiness for lifelong
learning.

Palmer, N.

2016

Although ill defined, it can be argued that, in essence, GCE is any educational endeavour that seeks to explore issues or ideas globally and involves the learner adopting a
global consciousness. GCE, by its very nature, espouses a set of competencies for use globally and personally. Equally, GCE is considered a means of presenting global
justice and a sense of the common good. It stands to reason, then, that these ways of thinking and acting globally can differ enormously across culture.

Goren, H., & Yemini,
M.

2016

In Israel, GCE remains a fringe phenomenon and is strikingly absent from the formal curriculum.

Mravcova, A.

2016

global citizenship education’ (GCE) as an immovable part of the global education system

Reilly, J., & Niens, U.

2014

Global citizenship education could then be defined as education that aims to enable students to challenge power imbalances, to negotiate identities and, ultimately,
to achieve greater equality, justice, democracy and peace via individual and societal transformation (Nussbaum 1997).
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Pashby, K.

2011

I have been drawn to the concept of GCE, a term that describes a large body of theoretical literature and a wide range of global awareness initiatives, and for the purposes
of this paper, it will refer to literature that theorises citizenship education in a global orientation - that is, citizenship education that seeks to take up the global imperative.
[...] In investigating the theorisation of citizen-subjectivity in GCE, | have identified that global citizenship is often conceptualised as an expansion of national
citizenship. [...] GCE from a social-justice lens: | identify that from my perspective here in Toronto, Canada and within the wider context of the Global North and
particular pluralistic Western democracies (such as the USA, the UK, Australia, New Zealand), GCE is a significant attempt to expand a notion of liberal democratic
(national) citizenship to be more complex and to recognise and notice the complicity of nations in global problems so as to promote a sense of participation and
responsibility beyond the confines of national borders. Conclusion. Is GCE a matter of pruning the perennials, fixing up national citizenship education, or can it plant
‘new seeds’ for cultivating global citizens?

Parmenter, L.

2011

Global citizenship education has become a focus of study in a diverse range of academic fields over the past two decades. In each case, global citizenship education has
tended to emerge at the intersection of two or more existing topics of concern within the area, so that literature on the topic is rooted in existing research within the field,
while being linked to trans-disciplinary trends in knowledge production and societal change. For example, in the field of education, global citizenship education is rooted
in the two distinct fields of global education and citizenship education (e.g., Davies, Evans, and Reid 2005). Naturally, the fact that global citizenship education
discourse comes with this peculiar mix of disciplinedetermined ‘baggage’ means that it has given rise to a range of theoretical interpretations, contexts and
methodologies, which in turn has generated a rich multitude of conceptualisations and concerns. At the same time, as discussed in the next section, existing research is|
severely constrained by dominant global power patterns and structures of knowledge production and dissemination.

Eidoo, S., Ingram, L.,
MacDonald, A., Nabavi,
M., Pashby, K., & Stille,
S.

2011

While there is much debate and contestation around what is meant by GCE, we identify some consistent elements and define GCE as an agenda for a social justice-|
oriented approach to teaching and learning global issues in the classroom. In terms of an educational agenda, we understand GCE as pushing beyond an exclusively]
national perspective of world affairs, avoiding reducing civics and global studies to social studies topics, and breaking from tokenizing and exoticizing foreign places
and peoples. As an orientation to learning, GCE encourages students to understand globalization, to adopt a self-critical approach to how they and their nation are
implicated in local and global problems, to engage in intercultural perspectives and diversity (Pashby, 2008), and to recognize and use their political agency towards
effecting change and promoting social and environmental justice.

Dale, R.

2010

Three of the most influential trends in social studies teacher education are authentic pedagogy, global citizenship education, and multicultural education/culturally|
relevant pedagogy (CRP). Global citizenship education (GCE) is the trend that promotes a global dimension to education by seeking to balance unity and diversity of
peoples and cultures worldwide. Glossary. Global citizenship education: A field of study that seeks to balance unity and diversity of peoples and cultures worldwide; it
concentrates on the education of students to understand and appreciate different cultures, to think and address problems with global consciousness and compassion, and
to collaborate for the common good.

16



1.3.2. Findings: evidence of GCE in classroom

This paragraph reports the evidence of GCE in classroom, defined as any approach to teaching and learning (teaching methods; learning
outcomes such as projects, exams, assignments from classes; lesson plans; lesson contents, and so on) that is supported by research.
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Table 4. References and evidence of Global citizenship education in classroom

Authors

Year

Evidence or practical recommendations for the observation/application of GCE in classroom

Kishino, H. &
[Takahashi, T.

2019

1. Many students indicated that SUA (Soka University of America)’s regular academic courses have helped them examine global issues from different
perspectives and have offered an opportunity to discuss with classmates from various cultural and national backgrounds. Thus, students can not only acquire
knowledge of world issues but also engage in intercultural interactions in class. SUA’s regular academic courses serve as a platform in which students
practice and develop their global competence and social responsibility. Students also commented that they became aware of social problems and started
being concerned about them. [...] Student: "The discussion-based design of the classrooms has helped and continues to help me with broadening my
international perspective. With students from all around the globe providing their perspective and their experiences, as a domestic student, that dialogue
helped me “expand my horizons” if you will". 2. Participants indicated that they learn about different cultures and perspectives through interacting with
diverse peers inside and outside classes. 3. Interdisciplinary approaches to teaching contributed to developing GCE (Because SUA incorporates
interdisciplinary approaches in its curriculum, the present study added new knowledge to the research field by assessing the curriculum).

Skaras, M.,
Carsillo, T. &
Breidlid, A.

2019

Global competencies: in all lessons observed, except one, the teacher lectures and the students are only invited to ask questions at the end of the lesson, when

there is little time left. Thus, the teaching methods do not encourage active participation and critical thinking as stated in the new curriculum [...] Classroom
observations and teacher interviews reveal that critical thinking is not a universalist concept, but rather a foreign concept to the majority of the teachers [...]
In the rare instances when active student engagement was observed, the teachers terminated the discussion to avoid discussing sensitive and controversial
issues. Thus, teachers in South Sudan classrooms cannot freely discuss issues that relate to the ongoing civil war. [...] Teachers do not have the pedagogical
support or ideological space to talk about contentious issues. [...] Thirteen of the lessons observed were lecturing with no student cooperation. In the one
lesson that identifies group work, students are not allowed to add their own reflections on the topic but are told to adhere to a list copied from the blackboard
during the prior lesson. Thus, group work is not synonymous with active learning and independent reflection. Citizenship and the issue of decolonized

spaces: Central GCE concepts, such as critical thinking and perspective consciousness, are excluded from the classroom, meaning, as the observations show,
that teachers lecture (chalk and talk) due to a lack of textbooks, but also to avoid sensitive issues. Other central questions in CGCE — such as whose
lexperiences are being told in the classroom, and whose knowledges and ways of knowledge are at the centre of learning — are avoided.

Colak,
[Kabapinar,
Oztiirk, C.

K.,
Y. &

2019

1. According to the teachers, GCE deals with a wide range of global problems, intercultural learning and communication with people living in different nation
states and regions, and real knowledge and experience gained through interaction with other people was considered important by all partipant. (Theoretical
content: Global challenges, environmental awareness, recycling, savings; Democracy education, rights, responsibilities and freedoms; Like present content;
Documents on human rights; Concepts related to national citizenship after global; Discrimination (religion, language, race), not respecting others;
International political relations, recognition of other countries; Community awareness; Other: (Empathy, Solidarity, Common heritage, World History and
General Geography, Value concept and common values, Participation, Globalization, National value instead of Nationalist concepts, Foreign language) 2.
Students should be given opportunities to experience democracy in schools by participating in election and decision-making processes, not just healing,
while being educated as a global citizen (Davies, 2006).

De Poorter, J. &
IAguilar-Forero, N.

2019

1. To get their voices heard and avoid abuses, the citizenship standards expect students to be participatory citizens who [...], participate in [...] and critically|
analyse and debate current events, policy decisions and omissions, cases of discrimination and exclusion as well as the general human rights situation (an
indication of justice-oriented citizenship) [...] collectively question, reinterpret and propose alternatives and discuss (p.12). 2. One especially interesting
direction for future research, then, would be to attempt to open the ‘black box” between policy and practice through comparing and contrasting the analysis
provided in this paper with the actual, observed outcomes of GCED in the classroom.

Bosio, E. & Torres,
C.A.

2019

1. Soft skills are difficult to certify or measure but are important to build soft power. The cognitive aspects may be easy to evaluate and measure, but the
actual practice of commongood, the good life, or an ethics of citizenship and solidarity requires other strategies, away from the classroom. Yet a greaf

deal of this early socialization can and should be achieved in early age classrooms.
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Anderson, A. 2019 [Global competence and critical literacy are two innovative approaches to promoting GCED in inclusive childhood education that support individuals across
the lifespan. Critical literacy supports GCED through active and necessary engagement in the relationship between oneself and their local-global context and arises|
from social and political conditions of their community (Mulcahy, 2011; Stevens & Bean, 2007; Vasquez, 2014).

Goren, 2019 [1. Teachers have been shown to be central in shaping the way GCE and related concepts are taught to students (p.245). The way GCE manifests itself in the

H. iclassroom is not only dependent on the policy steer offered within national education policy, but also by the way teachers engage with it directly (p.246).

, Maxwell, C. &

[Yemini, M.

Sund, L. &2018 [Empirical examples: 1. In the first example, Travis, a social sciences teacher, emphasized the contextual-historical and political aspects, relating his teaching of

PashbyK. lglobal issues to the current migrant crises and the number of people coming from Africa south of the Sahara who are displaced because of economic and political

factors in their home countries. 2. In the second example, the students in Science teacher Carla’s classroom examined the global water crisis. They applied
scientific knowledge and discussed how the supplies of freshwater resources are inequitably available and unevenly distributed, which can lead to conflict and
iconcerns over water security. With reference to a documentary, a group of four female students discussed the fact that a multinational company had built a factory
in a village in India and depleted the locals’ supply of fresh water which they rely on to live and to farm, thus emphasizing political and affective aspects by
iconsidering power relations and highlighting different local perspectives.Carla chose this particular documentary because it raises the question of whether water
should be a human right or a tradable commodity. She also reflected on the fact that they moved between different subject areas and contributed knowledge off
iconflicts and societal aspects that were valuable for a deeper understanding of the issue. She also noticed how the students put problems into local and historical
icontext and emphasized that an objective of the course is that students critically examine and develop their own value systems and show an understanding of how
\values vary depending on cultures and time periods. 3. In the third example, in a Social Science course on international relations, a Social Science teacher,
Heather, and a Science teacher, Ashley, taught collaboratively in order to strengthen and deepen linkage of similar topics, concepts, or capabilities from the two,
subject areas. The students were instructed to use certain statistical variables and the GapminderWorld graph (available at www.gapminder.org/world) to compare
the situations of different countries and then reflect on the benefits and tensions of global development. The students had watched a popular TED talk, The Magic
\Washing Machine by Hans Rosling, the founder of Gapminder, in which Rosling uses data and statistics to dispel common myths about the developing world. "I
lguess that is the main purpose of education and schooling . . . not so much to give the students the right answers, but to teach them the ability to ask the right
lquestions”. Conclusion. in this small-scale study, we engaged directly with classrooms where teachers and students discussed micro-level ethical and political
ichallenges through teaching practices and student interactions. The examples of practice shared in this paper show not only how the teachers reflecte and directed
work in their classrooms, but also how their pedagogy challenged students to think of multiple perspectives on how a problem is framed and encouraged them to,
come up with alternative answers of these issues. Research has shown that considering values and ethics has been an ignored part in education. Critical
scholarship in GCE and ESE suggests this must include reflecting on how the lives we live in the Global North affect the lives of others far away and how
local/regional/national issues are also global issues. This small sample shows that such teaching enables students to begin to develop awareness about their own
\values and the values they live by, and to confront them with other values and reflect on the structures of which they are part. The findings of this study alert
teachers and educators to the importance of considering ethics in a way where we take up political ideas and consider alternative perspectives. This is exemplified
in discussions and reflections from the classroom snapshots where teachers and students critically engage with notions of complexity and complicity while also
being rooted in the daily life of classrooms. These include questions such as to what extent economic growth advances human development or if technological
ladvances are also ecologically and socially unsustainable and harmful, and whether water should be a human right or a tradable commodity.
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http://www.gapminder.org/world)

Damiani, V.

2018

The 10 lessons of the learning unit were focused on issues such as poverty, the UN and NGOs, globalisation, migration, human rights, land grabbing, fair-trade,
child labour, the global garment supply chain, and child marriage. The pedagogical approach underpinning the new course encompassed participatory teaching
and learning methodologies (role- plays, discussions, plenary sessions to analyse controversial issues in depth, research and group sessions). The sources used to|
develop the learning unit were mostly non- educational, including newspaper articles, YouTube videos, NGO and international agency reports on specific
icontemporary topics, documents (e.g., the Declaration of Human Rights) and speeches (e.g., Malala Yousafzai’s speech at the UN in July 2013). GCE IN
CLASSROOM PRACTICE: Among the activities carried out during the lessons, all students found doing role-plays, and watching videos and documentaries on
[YouTube to be interesting. In contrast, the activities that aroused less interest were focused on the reading of newspaper articles and on analysis of world maps.
Since GCE is generally intended as a transversal subject that tackles topics that may often not be included in formal curricula, an analysis of how students stand in
relation to the subject’s knowledge becomes far from trivial and represents a key aspect that must be carefully addressed. All students showed a deep interest in
matters that concerned other boys and girls of the same age living in poverty and slavery in different parts of the world. Reading the history of Igbal Masih,
\watching some videos on YouTube about children in a brick factory in Pakistan, students became emotionally involved and asked to learn more about those topics.
[The participatory activities underpinning these lessons (e.g., plenary comments and debates, group activities) and the use of non-educational sources (such as
newspaper articles and web-based materials) stimulated their curiosity and participation. Obtaining the emotional involvement of students, who have been
provided with a sound knowledge of the causes and consequences of a specific matter, can be considered the most promising takeaway from the present study on
GCE. Emotional involvement can develop empathy with other people throughout the world, thus fostering active engagement in society to change an existing
situation (Banks, 2008; Merryfield, 2008). Students also expressed interest in participatory teaching and learning activities...the possibility to interact, to play]
different roles in roleplays, to carry out research work, and to discuss freely with each other encouraged students’ curiosity and interest and motivated their
learning. The teaching resources selected: the use of non-educational sources (texts, videos, pictures, etc.) focused on real matters and events at the local and
global levels. The ability to use the multiplicity of web sources available in English is necessary not only in terms of a wider range of resources that can be
ladopted in class but also, and primarily, for teachers and students to be able to compare contrasting points of view and critically analyse multi-faceted matters, as
research showed (Tichnor-Wagner et al., 2016; Zhao, 2010). CRITICAL ASPECT: teachers who want to address GCE topics in class should be aware of the
existence of conflicting analyses of contemporary matters and, at the same time, should attempt to avoid allowing their personal opinions to influence the choice
of learning contents and subsequent interpretations. CONCLUSION. the importance of considering the basic knowledge students require before the instruction on
GCE, the potentiality of their emotional involvement in GCE-related subjects and of participatory pedagogies for effective learning. GCE, like other educational
programmes (education about sustainable development, for instance), shares this need for re-structuring schools’organisation and practice toward cross curricular
land whole-school approaches, and could therefore benefit from national initiatives, although not primarily focused on the topic. in order to foster understanding
land to engage students in actions for change, they should be urged to analyse and reflect on real contemporary events that take place at local and global levels.
GCE didactic resources, far from being preordained, should be developed from actual problems that affect a city, a region, and a nation with an impact on the
whole world, or vice versa. The connections and the tensions between the local and the global may, in this way, be objectively analysed. It is thus necessary that|
GCE is grounded on actual events, as a concrete chance to reflect on the single episode and on the general dimensions behind it. This is strongly linked with the
overall potentiality of GCE: the combination of a sound knowledge of contemporary world issues and the possibility to reflect critically upon the actual events as a
icommon basis for the development of global responsible attitudes and values.

Howard, A.
&
Maxwell, C.

2018

Community service activities and trips are important components of their global citizenship education. As part of the work, the research team and relevant
members of the school senior leadership team collaboratively developed a unit plan aimed at fostering students’ critical consciousness during a weeklong service
trip in Taiwanese aboriginal communities... This unit centred on a video project that provided students opportunities to document their experiences and learning
throughout the trip for the purpose of facilitating further reflection on their understandings of self and others, and exploration of questions related to privilege,
oppression, and class and cultural differences...their final projects and debriefing discussions revealed that through these learning experiences they developed a|
greater capacity to question their assumptions about themselves and others, to form relationships across differences, and to acknowledge the significant role that|

their advantages played in their lives, and critically, relate this to the disadvantages of others.
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O’Flaherty, J. &
Liddy M.

2018

DE/ESD/GCED stress the importance of active and participatory learning methodologies, yet the majority of the 44 papers included for review reported on work
icompleted in traditional learning environments such as lecture theatres and classrooms. (The exceptions are research based in an NGO setting of an overseas
volunteer programme, and an outdoor education setting.) The traditional, formal educational setting has been noted as being problematic for the use of active
imethodologies (McCormack and O’Flaherty 2010) and the dominance of traditional learning sites is contrary to the inclusion of active and participatory learning,
which is central to developing learners’ efficacy in relation to global issues. One positive note is the use of use of multimedia in both the design of educational
interventions, as well as its use as a tool for measurement of learning. Seven papers used online leaning forums; two papers employed online problem-based
learning simulations, while another employed a climate change negotiations simulation, supported by a variety of platforms (short story forum, Appropedia,
Blackboard). Many of these studies employed analysis of student interactions and conversation threads from these formats. The use of other forms of media was|
also noted, including audio-visual stories, fil and film-making, student drawings and concepts maps. This use of multimedia demonstrates innovation in both
pedagogical design and as a research tool, it may also support learner engagement and enhance participation.

Gardner-
McTaggart, A. &
Palmer, N.

2018

It is clear that communication, interaction, and dialogue are central to developing critical knowers who can work towards the equitable goals of GCE. (It is also
iClear that technology remains an unknown in this ‘connection’). It is unlikely that a narrow, instrumental educational agenda will allow learners to view|
relationship as central to development: as the cornerstone of the reflective self. Relationship and reflection are keys for students in overcoming individualism and|
personal bias.

\VanderDusse
n Toukan, E.

2018

[The UNESCO’s 2014 document proposes that teachers and schools adopt a ‘transformative pedagogy’ approach to teaching and learning, ‘which helps to increase
the relevance of education in and out of classrooms by engaging stakeholders of the wider community who are also part of the learning environment and process’
(p. 21). Characteristics of this pedagogy described in the document include ‘process-centered learning’, educators taking the role of ‘“enabler” or “facilitator”,
rather than a “doer’”, and practices that are learner centred, holistic, foster awareness of challenges and responsibilities, encourage dialogue and promote critical
thinking, resilience and an orientation towards solutions (p. 21).

Buchanan,

J.
, Burridge, N. &
Chodkiewicz, A.

2018

There is evidence that young people are interested in learning about local and global issues in Australian schools and do want to act to make a difference in the
world (Weirenga et al., 2008). Reference to recent studies: Geography Grade 12, Canada (Massey, 2014); Geography Grade 7-8 (DeNobile, Kleeman & Zarkos,
2014). Part of a teacher’s role is to facilitate critical thinking in the learning process. Providing students with strategies and approaches to connect with, engage
land evaluate the differing perspectives and complexities of global issues is arguably a fundamental one. Global Education Framework in Australian Schools.
Five key themes are to be addressed including: interdependence and globalization; identity and cultural diversity; social justice and human rights; peace building
land conflict resolution; and sustainable futures.

[Thier, M.,
&

Mason, D.P.

2018

Five steps in applying NGT: (1) Explaining: The facilitator (the study-abroad programme instructor) explained NGT procedures to participants. (2) Questioning
land reflecting: The facilitator asked, ‘What are the most important traits for a global citizen?” before allowing participants three minutes to reflect silently and
individually. Participants wrote down all the responses they could muster. (3) Generating Ideas, Round 1: In round-robin style, participants each listed a single
utterance (i.e.idea or concept of one or more words) in response. The facilitator noted utterances on chart paper before the group. In turn, participants responded
until they each exhausted their lists of unique utterances. At that point, they would say ‘Pass.” (4) Discussing Key Themes, Round 2 Leading a categorization
exercise, the facilitator asked participants to identify utterances from the chart paper that they believed to be redundant, asking for ways to combine utterances,
develop common language, or otherwise unite overlapping ideas. This process followed Perry and Linsley’s (2006) deletion by negotiation approach. In some
instances, participants added ideas for further consideration during this step (see Rubin et al. 2006). (5) Scoring: The facilitator prompted participants to score
icategories as a 5 (most important), 3, or 1 based on level of importance.

Bellino, M. J.

2018

IAlthough students debated whether they should exercise their privilege to leave Guatemala, there was consensus that the country needed economic development,
investments accessible to elites. Students’ self-conceptions and understandings of national and global civic obligation merged through imagined engagements with
the global market economy, so that students recognized their civic ties to Guatemala and the opportunity to exercise citizenship through the creation of jobs|
land leveraging of transnational business partnerships. Developing the country’s economy and increasing Guatemala’s global competitiveness, in their view,
forged a path toward peace, security, and poverty alleviation.
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Ferguson, T.
& Chevannes, P

2018

Restorative Justice Circles represent safe spaces in which all participants are equal, respected, and able to speak their truths freely without being subjected to
ridicule or judgment. Circles are being used in various ways in schools, to help teachers gain further insights into student activities outside of school and to hear
from students who would not feel free tospeak in the formal classroom setting. For example, in one school, on a Monday morning, teachers use a Circle toj
lencourage children to share their experiences over the weekend, as a guide to understanding issues that might impact behavior or attention in class during the week.

Goren, H.
&
[Yemini, M.

2017

At high-SES schools, teachers reported a strong focus on the development of concrete skills as part of their perceptions of GCE in practice. These skills
included presentations, research projects, debates, marketing techniques, and other initiatives. Teachers at such schools considered these involvements to be
iconcrete ways in which their schools prepare students to compete in global society.

Goren, H.
&
[Yemini, M.

2017

Many of the programs discussed require the use of technology (particularly internet connection or particular gaming consoles) as a prerequisite (e.g., Bickel et al.,
2013, Hull and Stornaiuolo, 2014, Lim, 2008). These programs included participation in online forums with students in other countries (Lim, 2008), assignments
Whereby students were supposed to study and represent foreign countries (e.g., Johnson, Boyer, & Brown, 2011), and the incorporation of global citizenship
materials as a school-wide cross-curricular theme (e.g., McNaughton, 2014).

Gaudelli, W.

2017

Multimodal forms of learning and resources are highlighted and participatory modalities are encouraged to harness connective technologies. Inviting students to
read and interpret other related sources, such as advocates of increased economic development, those who seek technological solutions to global warming that
would allow carbon consumption to increase exponentially, and climate change deniers, could provide an engaging point-counterpoint analysis of the assertions
lembedded in Francis’ text. Too, it would remind students that global learning requires an encounter with diverse and conflicting perspectives while nourishing the
skills to ascertain validity, trustworthiness, and reasonableness in public arguments. Lastly, GCE teachers should invite students to engage in the issues raised in
LS beyond time spent in class. Questions like: What civic organizations and non- governmental organizations are addressing global warming? What is being
done? How have policymakers responded in various governments around the world? What actions have been taken to address global warming and the
environment within our local community? What more can be done? Encouraging students to go beyond merely studying topics is fundamental to engaged
icitizenship. Questions like these can spark that type of work to begin, given a sound grasp of the interpretive dimensions within and connected to this global
text.

Banta
Rigobert
oD., Jr.

2017

In the International Organizations Hall, participants are immersed in a model United Nations peer-learning activity in which they take on the role of a specific
icountry and deliver that country’s position on a particular global issue. For instance, students might debate a resolution about food security while representing the|
diverse interests and agendas of countries like Bangladesh, Germany, the United States, and Sierra Leone. Students must adopt differen perspectives on global
issues, work together to identify a solution, and negotiate a consensus. A trained facilitator from APCEIU guides the group through the process, which concludes
Wwith a vote on a resolution (according to three domains of GCED: “THINK” for the cognitive domain, “SHARE” for the socio-emotional domain, and “ACT” for
the behavioral domain) + Hands-on and participatory activities.

Shultz, L.,
Pashby, K., &
Godwaldt, T.

2017

[Taylor (2011: 177) reminds us that an approach to GCE ‘of “bringing the world into our classrooms” forgets that our classrooms are always already in thig
world” and inherits geo-political power relations written through social categories and identities. Youth have important policy knowledge and understand that
they live in a globalized world that includes unacceptable inequalities and oppressions.

'Yeoh, M. P.

2017

"l use environmental issues for problem-based learning, PBL, in science"; "l advocate global issues, sustainable development, and environmental issues whenever|
possible in science classes"; "Use global economic problems for PBL to engage learner’s curiosity” (teachers).

Hancock, R.

2017

Properly identifying emotions and having a safe space to exhibit them is another way that children learn how to exist powerfully (during a small-group
conversation about a book). Communication and problem-solving are encouraged in the classroom daily. The teachers at Sunshine operate within a space that
lencourages their own agency.

Arshad-Ayaz,
A

IAndreotti, V., &

2017

Sutherland, A.

Discuss youths’ perspectives on and vision for GCE, using digital technologies (YouTube, Twitter, mobile phone voting, Google Docs, H.323 Video
Conferencing, discussion boards, blogs, etc.).
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Engel, L.
Fundalinski,
Gatalica,
Gibson,
Ireland, K.

H.,

C,
3
K.,
&

2017

As we consider the broader relationship between research and practice in global citizenship education, where there are often notable gaps, we consider it
important to share both the approach and results with others. Students learned to communicate with others, not only across international borders, but also
across borders within Washington, DC, which is segregated along racial and socioeconomic lines.

[Toh, S,
Cawagas, V.

&

2017

GCED-informed peace education should prompt children to consider how human actions have led to the multiple consequences of environmental destruction,
including pollution, loss of biodiversity, soil degradation, deforestation, and the complex chain of events that constitute climate change.In peer mediation
programs, children take on the responsibility of mediating conflicts between peers (e.g., peace tables, zones of peace in schools). Stories about people who
have dedicated their lives to the values and practice of active nonviolence (e.g., Mahatma Gandhi, Martin Luther King, Rigoberta Menchu, Wangari Mathai,
\Vandana Shiva, Thich Nhat Hanh, Malala Yousafzai, Kailash Satyarthi) will motivate children to transform the world through nonviolent means. In this
information age, GCED also promotes critical media literacy as well as digital citizenship skills to empower learners to evaluate and reject websites and
other digital media that promote a culture of violence and related unpeaceful attitudes (e.g., racism, extremism).

\Waldron,
Ruane,

Oberman, R.,

F.,
B.,
&

2016

IAcross the focus groups, teachers and student teachers doubted that ‘people” would do the individual actions necessary...This dialogue exemplifies student]
teachers’ thinking around the wider cultural and political barriers to a more sustainable lifestyle and the need for collective action and leadership to|
facilitate societal structures in support of environmentally friendly behaviour.

Wang, C.,

&

Hoffman, D. M.

2016

2

In the second curriculum, classroom activities include creating “three self portrait stencils,” including one that incorporated the poem students wrote in a
workshop entitled ‘My American Dream’”. According to the curriculum author, “these poems speak of the challenges they have faced in their lives, as well as
their hopes for the future”. For students and educators particularly in the US, this would be one way to create a space for critical reflection on the assumptions
labout self and other that, as we have suggested, may underlie some global education efforts. Anthropological case studies, readings, and research that focus on
the diverse ways human beings approach their problems and attempt to solve them, alongside work that considers global and transnational movements off
people and ideas can be made central to these efforts. Global citizenship education must give students deep knowledge of local cultural settings and the abilityj
to put self-critical practice at the core of their activist engagements.

Myers, J.P.

2016

Such an effort would require shifting attention in GCE to include teaching practices that foster global thinking and civic identity development in classrooms
that examine the ways that young people take up global citizenship and what they take away from classrooms about historical and contemporary global issues.

DiCicco, M.C.

2016

The narrative of educating for the global marketplace has dominated the initiative from the very beginning and is echoed in its stated goal: “to provide every
student in the high school with a relevant 21st century education steeped in real-world application that places special emphasis on the skills needed for future
success.” By appealing to parents’ concerns about their children’s future competitiveness in the labor market, rhetoric such as this serves to legitimize a limited
lapproach to global citizenship education—one that does not promote responsibility toward and critical engagement with global issues, but aims merely to
provide employers with workers who possess skills currently in demand in the global marketplace. Conclusion. (It is evident the) tension between the
technical-economic agenda for GCE (preparing students to be knowledge workers in the global economy) and GCE for social justice (preparing them to be
active participants in global civil society).

Leek, J.

2016

\What is interesting is that at the end of the social curriculum, recommendations are made on how participation can be developed at the school level. For
lexample, through participation in school debates, participation in school projects to solve problems in the local community, or participation in decision-making
at different schools in selected areas of school life. In the introduction to the social education curriculum, a set of aims are listed, one of which refers to
discussion about the meaning of citizenship in contemporary times, globalization today: the influence of globalization on culture, economy, politics, ecology,
communication, followed by recommendations for teachers to support pupils in the class room to present their own perspectives of fairness, or what it means
to be an ethically engaged global citizen. there is a recommendation for schools to ensure that students have access to various sources of information and
different points of view, participate in discussions and debates in school, in tasks and projects aiming to solve problems of their community.
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Blackmore, C.

2016

[The paper has started to illustrate some of the strategies that teachers might useacross a variety of subject areas in order to encourage critical thinking, dialogue,
reflection, and ultimately responsible being and action. The examples used here all involve a stimulus — a book, a film, or a talk — in order to explore issues of
difference, environment, and action. The kinds of strategies that teachers used included asking questions, creating a safe space for discussion where there are noj
‘right’ or ‘wrong’ answers, asking students to share their assumptions, encouraging dialogue, sharing their own opinions, and showing how individual choices
have an impact. It supports Schweisfurth’s (2006) findings in Ontario, Canada, that teachers who are motivated to make critical GCE a priority are able to find
icreative ways to do so within the curriculum. It also illustrates some of the challenges that teachers may face when fostering critical global citizenship education in
their classrooms. For example, supporting students to feel comfortable to share their thoughts and opinions, deciding when and whether to share their own
lopinions, and how to respond to unexpected questions or comments. These discomforts are perhaps an inevitable part of critical global citizenship education, yet
something that is important to understand in order to support teachers and students to explore and engage with them.What is interesting is that at the end of the
social curriculum, recommendations are made on how participation can be developed at the school level. For example, through participation in school debates,
participation in school projects to solve problems in the local community, or participation in decision-making at different schools in selected areas of school life.
In the introduction to the social education curriculum, a set of aims are listed, one of which refers to discussion about the meaning of citizenship in contemporaryj
times, globalization today: the influence of globalization on culture, economy, politics, ecology, communication, followed by recommendations for teachers to
support pupils in the class room to present their own perspectives of fairness, or what it means to be an ethically engaged global citizen. there is a recommendation
for schools to ensure that students have access to various sources of information and different points of view, participate in discussions and debates in school, in|
tasks and projects aiming to solve problems of their community.

Goren, H.,
&
[Yemini, M.

2016

[Teachers at academic schools ranked critical thinking as the most important value they impart upon their students through the civics curriculum.

Mravcova, A.

2016

IThe most appropriate is the incorporation of global issues into the existing curricula accompanied by interactive and participatory forms, based on co-operation.
Summary. Typical methods used in GCE and the teaching were various discussion techniques, simulation games, role play, work in groups, brainstorming, critical
lanalysis, case studies, interactive and co-operative learning, demonstration methods, integration methods, and overall assessment, which allow students to see the
taught issues from different perspectives. 1. Selected courses for implementation of GCE. A large variety of interactive and participatory educational methods
were used. Students had to participate and create their own attitudes to individual issues. Methods included: brainstorming, which was mostly used when they had
to offer their ideas on given questions; work in pairs or groups using various case studies, where students had to think about solutions to some global problems like
representatives of some organizations or states (also using dramatization and role games); panel discussions after students’ presentations, accompanied by the
question of how the global citizenship view can be visible in their topic; or group discussions about pictures presenting various national and international
problems. 2. Pilot course on development education and four optional courses. it required using a variety of teaching methods, such as role play and similar games,
critical reading, brainstorming, and working in groups, with every topic being delivered interactively. Teachers presented topics from various viewpoints and then
through interactive and participatory techniques left students to work with received information, for example, to think about possible solutions of migration crises
in Europe as leading political representatives; or find the position of individuals in each global issue. The aim was to support students’ critical engagement in the
issues and consider the role that they could play. It was the first real activity oriented to the teaching of such important global issues in one course... Both pilot
icourse and optional courses combine basic formal methods with more participatory and interactive ones. They consist of important global topics and are
necessarily connected with global citizenship.

Mikander, P.

2016

In the students’ everyday lives, they are not asked to question the origins of their clothes or other consumption items, and questions of global inequality are not
debated in the media on a regular basis. It is possible to live a life without encountering these questions, but in school they can be seen as controversial issues
that form a part of democratic education (Hess & Avery, 2008).
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Krutka, D. G., &
Carano, K. T.

2016

Small, interactive group activities hold particular promise. Social media in the social studies classroom has the potential to access to information and information
technology (Darling-Hammond, Zielezinski, & Goldman, 2014). Used wisely, videoconferencing can potentially mediate humanizing experiences with others and
help students move to a higher level along the GCE spectrum --> e.g. take students on a virtual field trip of Glacier National Park, an area greatly affected by
iclimate change. This activity could be supported through other activities like students studying past and present photos of the region along with other primary
land secondary sources. This analysis could dovetail class dialogues about practicing and encouraging sustainable patterns of living, consumption and production.

[Tichnor-Wagner,
IA.,  Parkhouse,
H.,Glazier, J., &
Cain,
). M.

2016

(1) Providing spaces for students to share global experiences. All 10 teachers used global examples. E.g. (a). To teach language arts objectives, middle school
teacher Kate. In a review lesson on idioms, small groups of students matched idioms from around the world with their countries of origin. Students then discussed
their reasoning along with the meaning of the idiom. Then, students independently created an idiom using the setting of their book from the book project. (b). In|
middle school science teacher Simone’s classroom. Small groups of students and debate. (c). Science lesson on seed. The teacher opened with a video on a seed
\vault in Norway that stored the seeds of fruits and vegetables from all over the world. (2) For example, in Simone’s science class, students synthesized the
knowledge they had learned about energy use around the world (described in the previous section) to write a letter to the President of the United States outlining
the steps he should take to solve the global energy crisis. For a semester, high school ELA teacher Alyssa worked on a video exchange between her classes and a
school in India. Elementary teacher Ally facilitated a weekly Friday Skype session between her first grade classroom and a school in Indonesia that had been built
after the tsunami. Community service and service-learning projects were another form of authentic learning that cut across disciplines and age groups. (3) They|
discussed these experiences with students informally, for example, answering questions students asked or hanging objects or photos from their

travels on the classroom walls as a way to elicit conversation.

Chong, E. K. M.

2015

(1) Adopting active citizenship. GCE in Hong Kong uses a multitude of active participatory teaching and learning approaches (CDC and HKEAA, 2007, 2010).
IThese methods are not unique to GCE but they help students to reflect on controversial and complex global issues and develop their knowledge, skills and values
las global citizens (Dower and Williams, 2002; Heater, 2004) (2) ... using a wide variety of sources and images to counter stereotypes, thereby developing skills to
lquestion and critique them (Centre forthe Study of Social and Global Justice (CSSGJ), 2006). (3) Dialogue and enquiry. Open Spaces for Dialogue and Enquiry is
la methodology for the introduction of global issues and perspectives in educational contexts, such as those of teachers, adults, and higher and secondary education
students (CSSGJ, 2006). It aims to develop critical literacy and independent thinking, which are transferable skills that help learners at school and beyond
(CSSGJ, 2006). In Hong Kong’s curriculum guidelines, questioning techniques are recommended in Social Studies (CDC, 1997, 1998), while interactions
between students and teachers, and debriefings are emphasized in Liberal Studies (CDC and HKEAA, 2007) and Life & Society (CDC and HKEAA, 2010).
(4)Experiential learning. Experiential learning (e.g. drama, interactive scenarios), out-of-classroom learning, collaboration with NGOs (e.g. citizenship projects),
overseas study tours that aim at forming new knowledge (Savicki, 2008), international linkages (e.g. school partnerships), and role plays or debates (e.g. model
United Nations simulations) are recommended for GCE (CDC, 1997, 1998; CDC and HKEAA, 2007, 2010) because experiential learning enables students to
examine the issues of inequality and injustice and taking action. (5) Project or issue inquiry. Project work is important in citizenship education because it presents
an opportunity for young people to take responsibility for their learning and is a form of active learning (Llewellin, 2010). Project or issue inquiry contributes to
students’ self-directed learning—eapacities (Evans et al., 1996). Project learning utilizes a wide evidence base for assessment judgement and it allows peer
lassessment. Teachers can provide feedback and feeding forward for students’ improvement (CDC and HKEAA, 2003, 2007, 2010). Meanwhile, issue inquiry|
lemphasizes depth instead of breath and it requires the development of conceptual understanding (CDC and HKEAA, 2007). Also, by collaborating with others,
students can develop their higher-order thinking and reflect on issues from different angles. This encourages them to choose practical solutions from among
alternatives and to take effective action (Evans et al., 1996). (6) Assessment practices of GCE Traditional views of assessment should be adjusted in light of global
ichanges in knowledge production and dissemination. The shift towards autonomous learning that integrates knowledge acquisition with creativity, values and
commitments presents a significant problem for undertaking traditional forms of assessment (Bates, 2012). Journal writing and reflection on learning (CDC and
HKEAA, 2007, 2010) facilitate reflection by students on their learning about global issues. Indeed, pupils should be encouraged to recognize, reflect and act upon
\values and dispositions underlying their attitudes and actions as individuals and as members of groups or communities (Crick, 1998).
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Truong-White,
H.,& McLean, L.

2015

IAlthough there is emerging scholarship on the innovative ways teachers are using digital technologies to advance the goals of global citizenship education (Barnatt,
\Winter, Norman, Baker, & Wieczorek, 2014; Gaudelli, 2006; Kirkwood, Shulsky, & Willis, 2014; Lee & Friedman, 2009; Merryfield, 2007), such practices have
yet to become mainstream in K—12 classrooms (Evans, 2006; VanFossen & Berson, 2008). Digital storytelling is evolving as a potentially powerful innovation to
support the aims of global citizenship education while meeting the demands of a digitally immersed student population. Creating digital narratives offers an
lopportunity for students to learn through technology (Buckingham, 2007) by producing digital media that can be shared both locally and globally. + three-phase
icollaborative, inquiry-based learning experience with a partner class in a different country. + One reflection question asked students to discuss why their class’s
icarbon footprint was larger/smaller than that of their partner class. + video production + online discussion forums. A third important finding of our study is that
teachers require professional development that explicitly models ways to engage students in discussing, debating, critiquing, and questioning global issues that
lare contentious in nature (Appleyard & McLean, 2011), especially where the written curriculum is lacking in those areas.

Gallingane,
& Han, H. S.

C.,

2015

Based on the observation of early childhood teachers’ strategies, Ahn (2005b) recommended that teachers use books and read-alouds with more intentionality to
better support children’s emotional learning and development.

McNaughton, M.
.

2014

The teachers cited a good deal of evidence to support their claim that, within the drama lessons, the learners were able to work collaboratively in ways that
lenhanced individual and group learning. They worked together to share their ideas and impressions about what had occurred, and to plan future actions or possible
responses (Huckle, 2002). Skills in communicating and collaborating, central to environmental citizenship, were practiced and developed.In each of the Global
Storylines topics, the participants, both teacher and learners, create the stories of communities of people, set in a specific place and time (often closely mirroring
lactual communities). The stories are centrally focused on the importance of that place, of the situated environment, of the community. In each case, the
community is faced with a problem, issue, or challenge. There is evidence that the drama afforded teachers strategies with which to create a positive classroom
iclimate (Massey, 2003). In each of the Global Storylines topics, the participants, both teacher and learners, create the stories of communities of people, set in a
specific place and time (often closely mirroring actual communities). The stories are centrally focused on the importance of that place, of the situated
environment, of the community. In each case, the community is faced with a problem, issue, or challenge. There is evidence that the drama afforded teachers
strategies with which to create a positive classroom climate (Massey, 2003).

Reilly,
Niens, U.

J, &

2014

The teachers we interviewed expressed much enthusiasm about teaching global issues. In line with previous research (Holden 2006), pupil survey results also
iclearly indicated enjoyment of and engagement with global issues, with 75% of pupils reporting that they enjoyed learning about it a bit or a lot and 80% stating
that they sometimes or often thought about how people live in other parts of the world. Where global citizenship education was connected to the global South, it
was almost always associated with fundraising, poverty and the desire to help and support those in need. As Andreotti (2006 Andreotti) argues, such
iconceptualisations highlight the potential for stereotypical thinking and perpetuation of Eurocentric assumptions, again reflected in the pupil survey findings,
which indicated some naivety and an element of blame in relation to causes of global poverty.

JAl-Maamari, S.

2014

The international curriculum initiatives implemented currently by some Omani schools require a paradigm shift away from pedagogies that favour acquisition of
discrete assessable learning outcomes towards a more holistic interpretive and inquiry-based approach. - Students require direct-experience in studying in order to
develop a sense of global citizenship. Teachers should be models for their students in the vocabulary they use to describe other people, races, religions. They
should provide students with opportunities to discover and discuss the global issues. Although the new educational reform in Oman stresses on employing
interactive teaching methods, the findings of some national studies showed that teacher-centered methods still to some extent dominate in Omani school.

Caruana, V.

2014

Research findings of a study exploring students’ journeys to andexperiences of higher education in the context of resilience and resilientthinking show that
cosmopolitanisation and resilience are symbiotic inthe life trajectories of culturally diverse students. Student stories revealhow the challenges of cultural dis-|
location and dissonance are counteredby harnessing resilient traits and support mechanisms to developresilient thinking in a myriad of ways that enable
ladaptation andtransformation, which reaches new frontiers of personal developmentand domains of stability.
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Harshman,

JR,,

IAugustine, T. A.

&

2013

Many teachers identified travel experience as being important to their development as globally minded individuals, but differed over how the purpose and
one's experiences during travel correspond with whether someone is developing global mindedness or should be considered a global citizen. Is every trip|
outside one's country a step towards developing global mindedness or becoming a global citizen? Using technology for global citizenship education. The
Internet has made integrating multiple perspectives from around the world into one's classroom exponentially easier. Although many teachers provided
lexamples of how they use the Internet for simple information-gathering exercises, a number of teachers shared activities that require students to interact]
with and learn from people in different places. Primary source texts and videos, communicating through video conferencing software, and a host of]
other resources were identified by teachers as ways they engage students in learning about the world.

Leduc, R.

2013

Active Participation in the Classroom. How do children become “actively connected” to a project, what kind of activity is required, and how can that]
connection and perhaps, more importantly, its impact, be determined? Teachers reported a variety of activities, such as writing letters to newspapers, schools,
demonstration activities such as worm composting, salmonids in the classroom, recycling, and water conservation; researching personal cultures and making
presentations; forming a mock United Nations council to problem-solve global issues; discussing the news each day; debates of issues; students forming and
designing their own NGO to address a global issue; and participation in “Me to We” activities, which is a movement sponsored by the NGO Free the
Children. Teachers were asked to list the types of resources they use to teach global citizenship, and they responded with a variety of resources, including
textbooks, Web sites, videos, the Internet, guest speakers, fiction and nonfiction books, and newspapers. Many teachers reported using resources produced
by NGOs. When teachers were asked if there were any resources they wish they had in their classroom to assist them in the instruction of global citizenship,
the predominant request was technology-related, indicating that the current state of technology in classrooms is not meeting student or teacher needs, or
lexpectations (such as more computers in the classroom; Smartboards; the ability to communicate with someone directly from another area, suggesting Skype
or similar software; and interactive games and activities focusing on geography and related social studies themes). It is clear that teachers require resources to
support global citizenship instruction, and technological equipment is essential to facilitate global connections.

Zahabioun
Y ousefy

S,
A,

'Yarmohammadian

M.H.,

&

Keshtiaray, N.

2013

Global citizenship education is a strategic manner to prepare them in twenty-first century. The global citizenship education has not only originated from
oreat philosophers’ thoughts, but the mission of great prophets has been to build a better world through educating the human kind and to establish a unique
and global nation. Turner stated: “I believe that world religions have been preliminary or initial versions of globalization” (2006, p 210). Therefore the
accent should be placed on a basic education for everyone to build a society of productive, involved and responsible citizens and this issue will not be
possible without an active, progressive, dynamic and productive approach in setting goals of the curriculum. The curriculum goals proposed for global
citizenship education must emphasize on: Developing citizens of the world in relation to culture, language and learning to live together. Fostering students’
recognition and development of universal human values. Equipping students with the skills to learn and acquire knowledge, individually or
collaboratively, and to apply these skills and knowledge accordingly across a broad range of areas.

de
JAndreotti,
Pashby, K.

Oliveira
V.,

&|

2013

IAn example of the potential for DD to work with a critical GCE approach is the #GlobalPOV project. It is a collaboration between Ananya Roy (professor of
city and regional planning at University of California—Berkely), Tara Graham (International and Area Studies lecturer and an expert in digital media), and
digital artist Abby Van Muijen. Together they have created two online videos that express the nuanced contexts of global poverty issues and the complex
interplay of social, economic, and political relations that together contribute to problems and frame various solutions (Blum Centre for Developing
Economies, 2013). The videos combine strong scholarship with digital artistry to offer a provocative and stimulating engagement with the issue of poverty.
Roy runs a live Twitter feed of responses to the videos and to the #GlobalPOV discussions on Twitter during her lectures (Ness, 2013). While we argue for|
an interrogation of the premise that DD necessarily mutually reinforces GCE, we see important possibilities arising when DD and GCE are combined

through a more critical lens, as the two examples illustrate.
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Niens,
Reilly, J.

U, &

2012

Pupils in this study were concerned about global inequality, and motivated actively to improve living conditions of others around the world. However, critical
lengagement was limited and discussions reflected what Roman termed the ‘intellectual tourists’ (2003, 270) discourse of brief forays into unfamiliar cultures and
lexperiences of the other. The conversations also resonated with Roman’s ‘democratic civilisers and nation builders’ (2003, 277) discourse, neglecting economic|
land political inequalities and structures. Perhaps due to a tradition of charity and missionary work, these views appeared to be particularly prevalent in Catholic
maintained schools, which may be considered ironic given the colonial associations of such work and that colonial interpretations of Northern Ireland’s history are
often regarded as particularly acceptable within the Catholic community (Tonge 2002). We suggest that teaching about the environment has the potential to be
used as an entry point for the development of a critical perspective within the broader global citizenship education.

[Takenaga, Y.

2012

\We now live in a global society. Therefore, the importance of global education is rapidly increasing. In this social context, using children’s literature provides manyj
benefits for global education. Using Children's Literature in Global Citizenship Education 1. Mirrors and Windows. Society is becoming increasingly multicultural
land global. What role can children's literature play in this social context? Leman (2007, 65) focused on Bishop's (1994) metaphoric conceptualization of children's
literature as mirrors and windows. She notes that his metaphoric use of children's literature as mirrors and windows is "illuminating” (Leman 2007, 65). When it
functions as a mirror, children's literature can enhance our understanding of our cultures and ourselves. When it functions as a window, it can deepen our
understanding of different people and their cultures. These two concepts are very important in global citizenship education. 2. Different perspectives. As stated
labove, children's literature can function as a window or door providing entry to many different worlds. For example, in Alice in Wonderland, Alice falls down a
rabbit hole and enters Wonderland. In The Lion, the Witch, and the Wardrobe, the Pevensie siblings pass through a wardrobe to enter Narnia. In the Harry Potter
series, on his first trip to Hogwarts, Harry Potter must pass through the walls of Platforms 9 and 10 to reach Platform 9%. From there, he catches a train bound for
Hogwarts. In these stories, the protagonists have many strange experiences that differ greatly from their familiar existences. To cite a typical example, in Alice in
\Wonderland, the Mock Turtle tells Alice the names of the subjects he studies in his school. He states that he studies "Reeling,” "Writhing," "Ambition,"
"Distraction," "Uglification," and "Derision." These subjects correspond respectively to the subjects Alice studies in her school: "Reading," "Writing," "Addition,"
["Subtraction," "Multiplication," and "Division." The names of the subjects the Mock Turtle studies sound humorous as well as ridiculous. However, they also
include some implicit criticism from a child's perspective of the standard educational system during that time in England. 3. Love and respect for small living
things. | will discuss haiku, a traditional literary genre in Japan. The haiku is the shortest form of Japanese poetry. haiku provide excellent material for enhancing
eople's love of the natural world, which is one of the objectives of global citizenship education.

McNaughton, M.[2012  [Many of the teachers’ comments chimed with the categories set out in McNaughton (2007 McNaughton). They recognised the educational importance of ‘holistic,

. integrated, active, participative, values-based, action competence orientated’ learning experiences (624). It was evident that the teachers had engaged with the
interrogation of their understanding of pedagogical principles of ESD/GCE and had employed many active, collaborative strategies and that their awareness of the
benefits of working in more open, learner-centred ways had developed. There was almost complete agreement that the pupils (and the teachers themselves)
benefited from working together in active ways: discussing; debating; drawing; making; sorting; observing; researching; preparing questions and presentations;
evaluating. The evidence from the teachers’ commentaries suggested a growing recognition that pupils are both willing and able, given appropriate teaching
strategies, to engage with the complex issues of values and perspectives.

Marshall, H. 2011 |Conclusion: prioritising a research agenda. No doubt the astute reader will recognise that this paper is itself lacking in empirical references and that there has been,
undoubtedly, a certain level of oversimplification.

Pashby, K. 2011  |An example of the tendency for GCE to equate advocacy for global issues with international visits and local community service is Tanner’s (2007) broad version
of what ‘counts’ as GCE in the UK context: Education for global citizenship offers many opportunities for community involvement at local, national and
international levels. Children and young people in school can participate in practical projects such as tree-planting or energy conservation; in intercultural
lexchange through school twinning or international visits; or through campaigning on global issues. (155)

Eidoo, S.[2011 [Based on our teaching experiences, our work with teachers, and our theoretical analyses for this paper, in this section of the paper, we share some common beliefs,

Ingram, L., lassumptions and assertions that emerged from our collaboration. 1. Learning is an interactive, practice-oriented, relational process. 2. Students need spaces to

MacDonald, A., critically engage with dominant views and perspectives (i.e., gender, race, religion, etc.). 3. Curriculum needs to teach complexity. 4. Teachers need time for|

Nabavi, self-reflection and peer-sharing. 5. Identities affect participation and perspectives. 6. National perspective needs to be de-centred. 7. Student participation in “the|

. global” needs to go beyond charity.

,Pashby, K., &

Stille, S.
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\Veugelers, W.

2011

Our review results in several more concrete educational outcomes. Open global citizenship (1) As a result of globalisation, people have become closer connected.
People therefore need to have knowledge of other cultures in order to work together (knowledge). (2) Global citizenship expresses that your orientation is towards
the global world as a whole and therefore that you open yourselves to new experiences (open attitude). Moral global citizenship (3) Global citizenship expresses
that you take responsibility for the global world as a whole and for humanity (taking responsibility). (4) Global citizenship expresses that you are prepared to
Wwork on increasing the opportunities of all people to enjoy a decent existence (increasing opportunities). (5) Global citizenship means that you appreciate
differences between people and groups (diversity). (6) Global citizenship has a global and a local component. At the local level as well, you need knowledge,
have to be open, take responsibility, increase opportunities and appreciate differences (local component). Social- political global citizenship (7) Global
icitizenship is aware of social and political relations and strives for more equal relations. [...] The teachers believe that their students should learn to form their own
opinions and that they should be free to criticise. [...] For pedagogical reasons, teachers usually opt for a moral global citizenship (no political because of theage of
their students and because politics is rather sensitive are in education). Formulating opinions, listening to the opinions of others, seeking knowledge about other
icountries and putting knowledge in perspective are very important for the teachers. Acquiring these critical thinking skills is important, because ultimately, it is
the students themselves who decide what choices to make. Presently, education offers much more space for discussion and debate than before. [...] projects in
Wwhich the students actually meet other young people and their cultures will remain valuable [...] connect global issues with the personal life of their students [...]
analyse the fashionable clothes that students wear, often produced with cheap labour in developing countries [... ] offer their students plenty of space to explore
problems and to form their own opinions [...] Having a dialogue with an open exchange, listening to each other, and searching for new ideas. [...] The pedagogical
land didactical approaches of teachers should even more than at present focus on dialogue; time and space must be devoted to conversations with students about
the global world that surrounds them, to jointly reflect on it, and to explore the bigger framework. [...]

Appleyard, N., &
McLean, L. R.

2011

1. GCE’s approach to professional learning reflects describe cognitive, affective, and active curriculum pedagogical components. 2. Resources with a heavy
emphasis on practical applications are promoted for bringing GCE into the classroom. 3. Pedagogies reflect the ideals and goals of global education: (i)
icooperative learning, interdisciplinary themes, critical thinking, problem-solving, experiential learning, and community-based learning (ii) teaching methods that
“bring about active learning and reflective practice, advocate and practice experiential learning” (iii) student-centred, interactive. 4. Being given opportunities to
engage in hands-on, experiential learning themselves; to discuss, critique, question, practice and express themselves; and to see and hear the experiences of other
teachers already involved in GCE were specifically identified as being relevant and motivating for pre- service teachers to participate in GCE PD opportunities.5.
Collaboration is recognized as essential in developing sustainable networks of support among teachers, administrators, educational policy-makers and community
members alike... Collegiality among professors is particularly important for the kind of interdisciplinary teaching methods. [...] Eighty per cent of pre-service
teachers who responded to the questionnaires identified significant barriers to effectively integrating GCE into their future classrooms, both personal (Feelings off
anxiety in dealing with sensitive or controversial issues, Lack of pedagogical skill, Lack of background knowledge, Choosing issues or topics to focus on,
IAvoiding “us vs. them” mentality in teaching about other cultures and countries) and environmental factors (Lack of time in an already demanding curriculum;
uncertainty as to how to make it fit in certain subjects and grades; Administrative or other staff members’ resistance; Dealing with cultural diversity or lack
thereof in classroom, school, and community; Parental resistance; Student apathy or creating a sense of doom among students). CURRICULAR AND
PEDAGOGICAL NEEDS OF A PROGRAM IN GCE FOR TEACHERS. Intellectual content: global issues, historical developments, root causes, influences on
people and the environment, and potential actions to avoid feelings of helplessness and doom. [...Affective content: Dealing with sensitive issues in classrooms
also highlights the importance of paying attention to the selection of resources and materials used in any PD program so that teachers are aware of their own
personal biases in choosing educational materials. Multiple perspectives and balanced viewpoints are critical in maintaining an open and critical dialogue among
teachers and students within wide social contexts (Schukar, 1993). Action content : belief in the efficacy of individual action by knowledge of individual action.
Methods of delivery: related to its extended curriculum content encompassing cognitive, affective, and action components, GCE requires training in certain
icurriculum pedagogies that support teachers and students in achieving their goals of social justice, peace, and sustainability. The success of our students, and
ultimately our teacher education programs, rests on the ability of our students to apply these theories to practice. Conclusion. The consistent use of best
pedagogical practices include: experiential learning and explicit modelling; targeted, specific instruction in each of the intellectual, affective, and action domains
of GCE; availing pre-service teachers with opportunities to practice and reflect on the implementation of GCE in a classroom setting; and developing collaborative
networks of support to address the nature of the innovation, delivery systems, and the environment into which the innovation is being introduced (Adey, 2004). 1.
[The teaching strategies that we’re being taught and being encouraged to use are much more diverse in the classroom so that children can work in small groups and
do problem solving and varieties of ways to learn and learn amongst each other. So | really see the teacher as a facilitator of that mode of teaching.. (teachers
focus group 1,). 2. | think for me, I’ve just been to so many over this past year, that | have so much information, so what I’'m looking for is really how to use that|
information. Because a lot of them are giving out lesson plans and booklets and that sort of thing. So now I’d really like to hear how to integrate that into the

lesson, into what you’re doing (focus group 2).

29



Appleyard, N., &
McLean, L. R.

2011

1. GCE’s approach to professional learning reflects describe cognitive, affective, and active curriculum pedagogical components. 2. Resources with a heavy
lemphasis on practical applications are promoted for bringing GCE into the classroom. 3. Pedagogies reflect the ideals and goals of global education: (i)
icooperative learning, interdisciplinary themes, critical thinking, problem-solving, experiential learning, and community-based learning (ii) teaching methods that
“bring about active learning and reflective practice, advocate and practice experiential learning” (iii) student-centred, interactive. 4. Being given opportunities to
engage in hands-on, experiential learning themselves; to discuss, critique, question, practice and express themselves; and to see and hear the experiences of other
teachers already involved in GCE were specifically identified as being relevant and motivating for pre- service teachers to participate in GCE PD opportunities.5.
Collaboration is recognized as essential in developing sustainable networks of support among teachers, administrators, educational policy-makers and community
members alike... Collegiality among professors is particularly important for the kind of interdisciplinary teaching methods. [...] Eighty per cent of pre-service
teachers who responded to the questionnaires identified significant barriers to effectively integrating GCE into their future classrooms, both personal (Feelings off
anxiety in dealing with sensitive or controversial issues, Lack of pedagogical skill, Lack of background knowledge, Choosing issues or topics to focus on,
IAvoiding “us vs. them” mentality in teaching about other cultures and countries) and environmental factors (Lack of time in an already demanding curriculum;
uncertainty as to how to make it fit in certain subjects and grades; Administrative or other staff members’ resistance; Dealing with cultural diversity or lack thereof
in classroom, school, and community; Parental resistance; Student apathy or creating a sense of doom among students). CURRICULAR AND PEDAGOGICAL
NEEDS OF A PROGRAM IN GCE FOR TEACHERS. Intellectual content: global issues, historical developments, root causes, influences on people and the
environment, and potential actions to avoid feelings of helplessness and doom. Pre-service teachers need not only to increase their understanding of development
land global issues, but they must also enhance their understanding of specific curriculum pedagogies related to GCE and the theoretical research that informs these
lapproaches in order to bring these issues into their classrooms. Affective content: Dealing with sensitive issues in classrooms also highlights the importance off
paying attention to the selection of resources and materials used in any PD program so that teachers are aware of their own personal biases in choosing educational
materials. Multiple perspectives and balanced viewpoints are critical in maintaining an open and critical dialogue among teachers and students within wide social
icontexts (Schukar, 1993). Action content: belief in the efficacy of individual action by knowledge of individual action. Methods of delivery: related to its|
extended curriculum content encompassing cognitive, affective, and action components, GCE requires training in certain curriculum pedagogies that support
teachers and students in achieving their goals of social justice, peace, and sustainability. The success of our students, and ultimately our teacher education
programs, rests on the ability of our students to apply these theories to practice. Conclusion. The consistent use of best pedagogical practices include: experiential
learning and explicit modelling; targeted, specific instruction in each of the intellectual, affective, and action domains of GCE; availing pre-service teachers with
lopportunities to practice and reflect on the implementation of GCE in a classroom setting; and developing collaborative networks of support to address the nature
of the innovation, delivery systems, and the environment into which the innovation is being introduced (Adey, 2004).1. The teaching strategies that we’re being
taught and being encouraged to use are much more diverse in the classroom so that children can work in small groups and do problem solving and varieties of]
ways to learn and learn amongst each other. So | really see the teacher as a facilitator of that mode of teaching.. (teachers focus group 1,). 2. | think for me, I've
just been to so many over this past year, that | have so much information, so what I’'m looking for is really how to use that information. Because a lot of them are|
giving out lesson plans and booklets and that sort of thing. So now I'd really like to hear how to integrate that into the lesson, into what you’re doing (focus group
2).

McNaughton, M.
.

2010

[The analysis of the data revealed that the children’s participation in educational drama developed learning related to ESD. It also allowed all of the participants
(teacher and pupils) to take part in positive, engaging, pedagogical experiences. The evidence suggested that the systematic planning of the learning aims and
outcomes, and the use of a wide repertoire of democratic, participative and sympathetic teaching and learning strategies within the drama lessons, were
instrumental in allowing the children to develop knowledgeand concepts, skills and positive attitudes linked to ESD (McNaughton 2004, 2006). [...] Evidence: (1)
ladoption of holistic whole-school approaches to GCE (2) consider real issues and problems (3) using body language and non-verbal communication (4) examining
la range of perspectives on and responses to environmental and sustainability concerns (4) considering students as active particpants and co-creators of the
learning experiences (5) an open, learner-centred teaching style supports the learners in their efforts and allows

lenvironmental learning to take place in holistic, multifaced, engaging and meaningful ways.
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Rapoport, A.

2010

\What happens in the classroom when practitioners teach about global citizenship? Teachers in Hong Kong and Shanghai support GCE but experience pressure]
from the exam- oriented curriculum, lack of training, and also inadequate support from the school administration and government officials (Lee and Leung, 2006).
IAfter examining how individual teachers in Ontario schools prioritized global citizenship issues in their teaching, Schweisfurth (2006: 49) concluded that the
teachers had to and were able to ‘interpret the prescribed curriculum imaginatively’ to justify their own aims in teaching about global citizenship. Despite the
global citizenship education-friendly Civics curriculum and standards in Ontario, the general encompassing message to teachers was about curricular
standardization. Although teachers who were interested in introducing global perspectives in their classrooms were taught through the system of professional
development how to look at the curriculum guidelines from a global citizenship education angle, they found themselves

at the periphery of the concerns of the profession as a whole.
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1.4. The definition of global citizenship education in the study

Considering the literature review, this study elaborates the following definition of GCE:

“In the field of didactics, Global Citizenship Education is the teaching/learning process,
which aims to increase students’ global awareness in an interconnected world. It requires the
teachers to plan learning objective that define the expected goal (or goals) of an educational
activitity, establishing: what to be taught (contents), how to teach (resourses, materials and
methodologies), when to teach (lesson timetable), and the type(s) of assessment (evalution
procedure). Lesson plan includes not only the content, but also real and relevant learning
activities, and the creation of a positive classroom climate. Learning activities are real and
relevant because, instead of undertaking artificial activities that merely carry meaning in the
classroom setting, they considers global issues in all its wholeness, and concerns people in
the world. The positive classroom climate promotes interpersonal relationships in the
classroom, which have a significative impact on student behaviour and achievement. In that
definition, global citizenship education requires teaching methods and strategies that help
students to analyse global issues, which affect the global community and environment (such
as environmental issues, political and economic crisis, global movement of people and
products, poverty and inequality), and to inspire them to act, contributing to their solution.”
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2. Global Citizenship Education in the Australian Curriculum:
analysis for teachers and policy questions

2.1. Introduction

In recent years, many scholars (Goren & Yemini, 2017a, 2017b; 2018; Yemini &
Furstenburg, 2018; Toh & Cawagas, 2017; Sim, 2016) and supranational organization
(UNESCO, 2019; 2018a; 2018b; 2017; 2016; 2015; Oxfam, 2015a; 2015b) conceptualize
Global Citizenship Education (GCE) as the multidisciplinary construct designed to talk about
changing schools, influenced by social, cultural and economic shift and policy agendas. It
represents a central component of 21% century learning in today’s world, characterized by
global thinking and international perspectives (OECD, 2015), as well as by global mobility
and the cultural, political and economic interconnectivity (DEECD, 2009).

Recent developments in the field of GCE have led to a renewed interest in the curriculum,
with the aim of promoting a global orientation among students and rethinking the school
vision in the contemporary world (Goren & Yemini, 2017a). According to the Office for
Standards in Education, Children’s Services and Skills* (OFSTED, 2019), citizens education,
implemented in classroom practice?, is directly related to a curriculum being knowledge-rich.
Previous studies (Davies, 2008) have reported the importance to examine curricula and
programs of study for global citizenship and to integrate global citizenship into a “highly
valuable” curriculum area (p.21).

At supranational level, UNESCO (1995) has emphasised the importance to improve
“curricula, the content of textbooks, and other education materials including new
technologies with a view to educating caring and responsible citizens [...] nationally and
internationally” (p.5). In recent times UNESCO (2019) has elaborated the contemporary
global education goal to improve GCE at all levels in national education policies, curricula,
teacher education and student assessment (Goal 43, Target 4.7/4.7.1%).

According to these requests, in the past decade the Australian education system® has
recognized the need to develop a 21% century school curriculum (Council for the Australian

! OFSTED inspects services that provide education (e.g. school, academies, and educational institutions and
programmes) and publishes the findings to improve the quality of education.

2 The document specifies that learning process must not be reduced to memorising facts, glossaries or lists of
uncoordinated facts. It remarks the importance of the school and classroom climate: “an open school and
classroom climate, in which there are opportunities for debate and discussion, matter as much as formal teaching
of particular values or political knowledge” (p.32).

% Goal 4: “Ensure inclusive and equitable quality education and promote lifelong learning opportunities for all”
(http://uis.unesco.org/sites/default/files/documents/meeting-commitments-are-countries-on-track-achieve-
sdg4.pdf).

4 Target 4.7.1: “Extent to which (i) global citizenship education and (ii) education for sustainable development,
including gender equality and human rights, are mainstreamed at all levels in: (a) national education policies; (b)

curricula; (c) teacher education; and (d) student assessment”
(http://uis.unesco.org/sites/default/files/documents/meeting-commitments-are-countries-on-track-achieve-
sdg4.pdf),

5> The organisation of education in Australia is carried out by both Federal and State/Territory governments.
State governments deliver school education in Australia with schools operated by government and non-
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Federation, 2007; CSCNEPA, 2007). A trends for global citizenship education has emerged.
At supranation level, different documents have been published on the Australian global
schools, aimed at encouraging a global perspective across the curriculum”
(https://www.globaleducation.edu.au/teaching-and-learning/australian-curriculum.html). The
purpose is to prepare the Australian students for active global citizenship (DETE, 2014;
DEECD, 2009; CSCNEPA, 2007; Curriculum Corporation, 2002).

In the literature on GCE in Australia, Cole (2007; 2008) has treated this matter in much
detail. He remarks the importance to include global perspectives within the Australian
curriculum in response to “a society that is becoming increasingly global in nature and
diverse in composition and outlook™ (Cole, 2008, p.5). Conforming to Marks, Mcmillan and
Ainley (2004), GCE could constitute a component of the Australian Curriculum, a curriculum
selector, orienting the debate about future policy to the global perspective. However, most
studies have reported the negative effects of these rapid changes on the Australian
Curriculum. According to Savage and Lingard (2019), the devolpment of a national
curriculum became one of the main endeavors within the Australian Government in the first
decades of the twenty-first century, eliciting the “rescaling of schooling policies to the
national level” (p.70). As reported by the Professional Teachers’ Council (PTC NSW,
2016), this curriculum shift resulted in less financial governmental support for global
education initiatives. For Buchanan et al (2018), the nationalisation and the principle of the
“Australian first policies” reflected a change in the curriculum, the pedagogy and the
evaluation, assumed the standardisation as part of the regular curriculum (p.52). In line with
the authors, a more critical questioning of education for global citizenship in the Australian
curriculum requests a clarification of what has been done, and what should do.

This chapter analyses the Australian Curriculum (henceforth, AC) to discuss Global
Citizenship Education (GCE) in the context of Australian education policy issues.

The curriculum is intended as one of the most important policy document in which “state,
territory and non-government education authorities inform schools, teachers, parents,
students, and the community with a clear understanding of what students should learn, [...] as
well of classroom practices and resources that complement teaching of the Australian
curriculum” (https://www.education.gov.au/australian-curriculum-0).

Despite the AC is globally oriented, aimed at preparing students to become informed and
active global and local citizens (MCEETYA, 2008)°, as shown previously, teaching about
global citizenship “remains a critical challenge for schools and communities, especially in a
developed country like Australia [...] there is an urgent need to help maintain support for
global citizenship education” (Buchanan et al, 2018, p.51).

government education authorities. The Australian Government coordinates national policy priorities for school
education and invest in action to ensure “nationally-agreed policy priorities” (DOE, 2014, p.77). At the national
level, ACARA has been assumed the development of the Australian Curriculum, while Education Services
Australia (ESA) the implementation of it, assuming a key role to supporting state and territories authorities.

6 The “Melbourne Declaration on Educational Goals for Young Australians” constitutes the policy framework
for the Australian Curriculum. All Australian and state and territory ministers elaborated it in 2008, involved in
developing a national curriculum in accordance to the challenges towards Australian education, such as: “the
global integration and international mobility; the need to be Asia-literate given the rising prominence of India
and other Asian nations; globalisation and technological change; complex environmental, social and economic
pressure such as climate change, and rapid advances in information and communication technologies” (DOE,
2014, p.63).
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The chapter investigate the following questions:

1) How the Australian Curriculum includes a global perspective?

2) Conforming to the Australian Curriculum, how can teacher implement a curriculum
GCE-oriented in the school?

3) How does the Austrlian Curriculum include objectives, contents and
teaching/learning methods and strategies oriented to GCE?

2.2. The Australian Curriculum analysis

The AC analysis investigates teachers’ views on possible goals and practice on GCE,
focused on the teaching strategies to promote it.

Considering that the theoretical framework on “GCE” is “controversial, highly debatable
and extremely complex” (Zahabioun et al, 2012, p.197), as well as that on “policy”, not
unequivocally defined in literature (Tarozzi & Inguaggiato, 2018), the analysis assigns a
meaning to both of concepts based on literature, chosen for their suitability for the school and
classroom context.

As esemplified in the first chapter, Global Citizenship Education in classroom is a
teaching-learning process, which concerns:

e Teachers and students (subjects);

e Global, current, contemporary issues about problems of the local community or the

wider national or international context (object);

e Interactive methodologies, based on strategies that encourage the processes of
communication, analysis, investigation and reflection on a current issue or problem
(methodology);

e The classroom context, open to the wider local context, influenced by global
economic, geopolitical and socio-cultural factors (context);

e The purpose to develop the critical thinking about global interconnections and the
influences of local/regional/national issues on global issues and vice versa, as well as
to promote a sense of global citizenship that contributes to the development of a
responsible global attitudes and brings human value to all sectors of society, including
the economic one (values).

Although an univocal meaning could be reductive in the academic field, in which there is
no unambiguous and shared conceptualization for this broad topic, the definition was
elaborated through a literature review reported in the first chapter’. It also includes the three
dimensions of GCE - cognitive, socio-emotional and behavioural — as elaborated by
UNESCO (2015).

" The review analysed 186 peer-reviewed educational researches available on SCOPUS and ERIC since 2010,
written in English and Italian language, to state the theoretical framework for the wider research of the author,
“considering the wide variety of terms and their respective semantic meanings and particularities” (Goren &
Yemini, 2017, p.180). All search results were logged into an Excel template, and after duplicates were removed.
This process reduced the articles to 24 that contain, clearly (“GCE is...” or “GCE as...”), a definition of GCE
and to 54 articles that contain evidences, categorized in 510 evidences.
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The term policy includes “a wide range of political processes of implementation of ideas
into practices, encompassing plans, programmes and guidelines, that have an impact on the
integration of global citizenship education in formal primary education system” (Tarozzi &
Inguaggiato, 2018, p.24). Tedesco, Opertti and Amadio (2013) specifies the intended
curriculum as an educational policy instrument that defines, through objectives, contents and
expected outcomes, the learning that is relevant to society and individuals, representing for
the education system what a constitution is for a democracy.

In consonance with these conceptualizations, a curriculum for global citizenship is a
document relevant to GCE, which produce an effect on the action of teachers, implementing
the global citizenship education approach in the school and rethinking the school practices in
response to changes in the macro environment.

2.3. Methods

The analysis was prepared according to the categorization used by Davies (2006) to
explore wheter the notion of global citizenship can be valuable in driving curriculum policy.
It proposes a new methodology to investigate how the Australian curriculum (Year 8)
includes GCE in its theoretical framework.

The methodology consists of three phases:

1. Keywords research (phase 1);

2. Classification and categorization (phase 2);

3. Interpreting analysing (phase 3).

The first operation is to search in the AC text the keywords: “global citizenship
education”, “global citizenship”, “global education”, “global”, “citizenship”, and
“education”. These keyword constitute the “GCE indicators” used to identify the most
relevant parts of the text related to GCE.

In the second phase, the results are assigned to four categories, based on the four
permutations of global citizenship education highlighted by Davies (2006), and correspond to
four different orientations implicit in the curriculum. The table 1 shows the four categories,
the code to assign the category-specific attributes and the interpretation.

Table 1. Categories, code and interpretation for the AC analysis

Category

Code

Interpretation

Global

Citizenship

(GC) + Education (E)

The curriculum contains more reference to the
keyword of “global citizenship” than “global
citizenship  education”, or contains the
keyword of “global citizenship” instead of
“global citizenship education”

The category refers to a school
curriculum that defines the ‘global
citizen’, indicating the framework
to provide or promote this.

Global

G +

Citizenship Education

(CE)

The curriculum contains more reference to the
keywords of “citizenship education” and,
separately, “global” than “global citizenship
education”, or contains the keywords of
“citizenship education” and, separately,
“global” instead of “global citizenship
education”

The category refers to a school
curriculum that is focused on
citizenship education within (or
without) an international and
global context: “think global, act
local” (Davies, 2006, p.14).

Global Education (GE)
+ Citizenship (C)

The curriculum contains more reference to the
keywords of “global education” and,

The category refers to a school
curriculum with the aim of
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separately,  “citizenship” than  “global | increasing an international
citizenship  education”, or contains the | awareness and the civic and
keywords of “citizenship education” and, | citizenship engagement.
separately, “citizenship” instead of “global
citizenship education”

Education (E)  + | The curriculum contains more reference to the | The category refers to a school
Citizenship  (C) + | keywords of “global citizenship education” | curriculum that includes the
Global (G) than “global citizenship” or “global education” | dimensions of global citizenship
education, identified as a strategic
manner to prepare the students in
21% century or as a cross-curricular
theme intertwined with the
curriculum subjects at all levels.

The third phase consists of making general observations about the results and identifying
patterns, trends and possibilities for GCE in the AC. The typology elaborated by Oxley and
Morris (2013) was used to understand and describe the main features of the AC designed to
promote GCE.

In sum, the analysis identifies six key words (“global citizenship education”, “global
citizenship”, “global education”, “global”, “citizenship”, and “education”), searching them
within the corpus of the full text of the AC to report all instances of the word or phrase. Each
time each key word is found, the context is analysed to identify themes and patterns. This
technique is not new. Ryan and Bernard
(http://www.analytictech.com/mb870/Readings/ryan-
bernard_techniques_to_identify themes_in.htm), for instance, illustrate “Key-words-in-
context” (KWIC) technique to identify themes in qualitative data, based on the observation.
However, the innovative element is its use for analysing the curriculum as a “text” to start
with, and then revealing insight and implications that a quantitative analysis is too macro-
oriented to explain.

2.4. Results

The AC is available on ACARA website (https://www.australiancurriculum.edu.au/f-10-
curriculum/learning-areas/), in which it is possible to download a PDF document choosing
the content of each area and the year level of interest.

The word version of document, downloaded selecting, within F-10 Curriculum, all
Learning Areas®, all Subjects®, all Curriculum elements'® and, specifically, the Year 8, has
1,329 pages; 17,092 paragraphs; 56,648 lines and 377,401 words, included textboxes,
footnotes and endnotes.

The text comprises 37 chapters:

8 Humanities and Social Sciences, The Arts, Technologies, Languages, English, Mathematics, Science, Health
and Physical Education, and Work Studies.

® HASS, History, Geography, Civics and Citizenship, Economics and Business, Dance, Drama, Media Arts,
Music, Visual Arts, Design and Technologies, Digital Technologies, Arabic, Auslan, Chinese, Framework for
Aboriginal Languages and Torres Strait Islander Languages, Framework for Classical Languages, French,
German, Hindi, Indonesian, Italian, Japanese, Korean, Modern Greek, Spanish, Turkish, Vietnamese, English,
Mathematics, Science, Health and Physical Education, Work Studies.

10 Cover page, Table of contents, How the Learning Area/Subject works, Year level / band descriptions, Content
descriptions, Content elaborations, Achievement standards, and Glossary.
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http://www.analytictech.com/mb870/Readings/ryan-bernard_techniques_to_identify_themes_in.htm
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https://www.australiancurriculum.edu.au/f-10-curriculum/learning-areas/
https://www.australiancurriculum.edu.au/f-10-curriculum/learning-areas/

e 4 chapters contain the content of four learning areas (Humanities and Social Sciences,
The Arts, Technologies, Languages), organized in a paragraph, which explains “How
the Learning Area works” and three sections: Introduction, Key ideas and Structure,
plus a Glossary!!. The “Languages” learning area, in addition, includes five more
sections than the other: Rationale, Aims, Student diversity, General capabilities, and
Cross-curriculum priorities.

e 33 chapters contain the content of each subject'?, organized into two paragraphs,
which explain: “How the Subject works” (grouped in three sections — Rationale, Aims
and Structure) and “Curriculum F-10” (grouped in two sections — Year 8 and
Glossary). The “Languages” subjects present a different structure for each of the 16
Second Languages (see Table of contents, p.5-9)*2.

The keyword tool revealed four elements.

The AC contains the keyword “global citizenship” (GC). The search typing “global
citizenship” within the document was positive: “one match was found”. The keyword is
contained in the learning area of Languages. The AC contains the keyword “education” (E).
The search typing “education” within the document was positive: “117 match was found”.
The keyword is contained in the following Learning Areas (and Subjects): Humanities and
Social Sciences (HASS; Geography; Economic and Business); The Arts (Visual Arts);
Languages [Arabic; Auslan; Chinese; Framework for Aboriginal Languages and Torres
Straits Languages; Framework for Classical Languages (Classical Greek; Latin); French;
German; Hindi; Indonesian; Japanese; Korean; Modern Greek; Spanish; Vietnamese;
English] and Work Studies.

The AC doesn’t contain the keyword “citizenship education” (CE). The search typing
“citizenship education” within the document was negative: “no matches were found”. The
AC contains the keyword “global” (G). The search typing “global” (G) within the document
was positive: “78 matches were found”. The keyword is contained in the following Learning
Areas (and Subjects): Humanities and Social Sciences (HASS; Civics and Citizenship;
History; Geography; Economic and Business); The Arts (Dance; Media Arts, Music; Visual
Arts); Technologies (Design and Technologies; Digital Technologies); Languages (French;
German; Hindi; Italian; Korean; Modern Greek; Spanish; Turkish; English); Science; Health
and Physical Education and Work Studies.

The AC doesn’t contain the keyword “global education” (GE). The search typing “global
education” within the document was negative: “no matches were found”. The AC contains
the keyword “citizenship”. The search typing “citizenship” within the document was positive:
“59 matches were found”. The keyword is contained in the following Learning Areas (and
Subjects): Humanities and Social Sciences (HASS; Civics and Citizenship; History); The
Arts (Media Arts); Technologies and Framework for Classical Languages (Classical Greek).

11 Except for Humanities and Social Sciences learning area.

12 HASS, History, Geography, Civics and Citizenship, Economics and Business, Dance, Drama, Media Avrts,
Music, Visual Arts, Design and Technologies, Digital Technologies, English, Mathematics, Science, Health and
Physical Education, Work Studies.

13 Arabic, Auslan, Chinese, Framework for Aboriginal Languages and Torres Strait Islander Languages,
Framework for Classical Languages, French, German, Hindi, Indonesian, Italian, Japanese, Korean, Modern
Greek, Spanish, Turkish, Vietnamese.
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The AC doesn’t contain the keyword “global citizenship education”. The search typing
“global citizenship education” within the document was negative: “no matches were found”.

The 255 search results were inserted in a database, and, after each result was added,
duplicated were removed®*. The 163 results were inserted in a database and subdivided into
eight sections: Year Level, Keyword, tool search results number, Learning Area, Subjects,
Paragraph, Sentence and Page numbers. The criterion to include the sentences was to include
the complete clauses containing the keyword. In addition, the analysis considered the
sentences as mutually exclusive, that it means that they cannot associate with two or more
keywords. Therefore, considering the order of the keyword search, the sentence will not be
repeated. For example, considering the sentence: “The development of intercultural
understanding is a central aim of learning languages, as it is integral to communicating in the
context of diversity, the development of global citizenship and lifelong learning” (ACARA,
2011, p.333), highlighted by three different keyword search (global citizenship, global, and
citizenship), the analysis have considered it once, referred to the first research and to the
meaning of the term in the sentence.

Table 2 shows the learning areas and the subjects identified by searching “Global
citizenship education” for keywords in the Australian Curriculum (grade 8) in the short
version. Appendix B consitutes the Table 2 in the longer version; it also cointains the
sentences of the text.

14 60 words were excluded: 11 “global” [global citizens (10); global citizenship (1)], 30 “citizenship” [civic and
citizenship subject (20); repetition (8); global citizenship (1); title (1)], 19 “education” [title (14); repetition (3);
physical education (2)]. 32 words were included in 24 definitions with more than one term [for example, this
part contains more than one words: “The concept of scale is about the way that geographical phenomena and
problems can be examined at different spatial levels: 1 Generalisations made, and relationships found at one
level of scale may be different at a higher or lower level. For example, in studies of vegetation, climate is the
main factor at the global scale, but soil and drainage may be the main factors at the local scale. 2 Cause-and-
effect relationships cross scales from the local to the global and from the global to the local. For example, local
events can have global outcomes, such as the effects of local vegetation removal on global climate” (ACARA,
2011, p.137-138)].
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Table2.Learning areas and subjects idediddtiieadndyf cre ak eyhy
the Australian Curriculum (grade 8) (short version)

Keyword PDF search Learning areas Subjects
results number

Global citizenship education | No matches

Global education No matches

Citizenship education No matches

Global citizenship 1 Languages

Global citizen/s 8 Humanities and Social Sciences HASS

Civics and Citizenship
Geography

Economic and Business
The Arts Visual Arts
Technologies Digital Technologies

Global 78 Humanities and Social Sciences HASS

Civics and Citizenship
History

Geography

Economic and Business
The Arts Dance

Media Arts

Visual Arts

Music

Technologies Design and Technologies
Digital Technologies
Languages French

German

Hindi

Italian

Korean

Modern Greek

Spanish

Turkish

English

Science Science

Health and Physical Education
Work Studies Work Studies

Citizenship 59 Humanities and Social Sciences HASS

Civics and Citizenship
History

The Arts Media Arts
Technologies
Framework for Classical Languages | Classical Greek

Education 117 Humanities and Social Sciences HASS

Geography

Economic and Business

The Arts Visual Arts

Languages How

the Learning Area works
Arabic

Auslan

Chinese

Framework for Aboriginal and
Torres Strait Islander Languages
Framework for Classical Languages
Classical Greek

Latin

French

German

Hindi

Indonesian

Japanese

Korean

Modern Greek

Spanish

Vietnamese

English

Work Studies Work Studies
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