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Abstract  

With increasing globalization, the concepts of global citizens as well as Global Citizenship 

Education (GCE) have gained prominence in the international development discourse. While 

teacher education is instrumental for GCE, its actual implementation varies, depending on the 

country and educational context. 

This thesis explores GCE’s application in South Korea and Norway with regard to elementary 

school teacher education by examining the structure, teacher professionalism, and contents of 

GCE pre-service teacher education programs at the university level. A qualitative content 

analysis is adopted to code, analyze, and compare the curricula documents from two 

universities from South Korea and Norway, guided by three analytical frameworks that have 

been developed based on existing theories and suggestions by scholars such as Kerr (1999), 

Zeichner (1983), Oxley and Morris (2013), and so on. 

The study reveals that in South Korea, GCE contents are presented as pedagogical and 

contents knowledge under the domains ‘pedagogy’, ‘subject didactics’, ‘subject contents’, and 

‘liberal arts’ and relatively lesser subjects address GCE, treated in individual topics. 

Conversely, in Norway, aspects of leadership for practical problem-solving are apparent in the 

content and most subjects integrate GCE contents, mainly under ‘subject didactics’. Teacher 

professionalism in South Korea reflects the notion of technical teacher professionalism while 

teacher professionalism in Norway is understood as flexible professionalism. Regarding GCE 

as a whole in South Korea, moral GCE manifests itself relatively strongly, followed by 

cultural, competency, social and political GCE in South Korea. Norway, on the other hand, 

cultural, environmental, social, moral, critical, and spiritual GCE are emphasized in that order.  

On the basis of these findings, GCE in both countries are discussed within analytical 

frameworks and each social and educational context. A main argument made is that GCE 

teacher education requires critical attitudes through communication within real-world. In 

addition, when it comes to implementation of GCE, it needs flexibility as well as a critical 

debate between global and local values. 

Keywords: Global Citizenship Education (GCE), Global Citizen (GC), Pre-service teacher 

education, Curricula comparison, Curricula structure, Teacher professionalism 
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1 Introduction 

With increasing globalization, problems related to economic competition, climate change, 

disasters, and conflicts have spread rapidly and have had an immediate impact even far away 

in the form of, amongst others, environmental and economic problems. The immediacy of the 

media coverage make citizens “feel implicated in some way in the lives of those whose story 

is being told” (Osler & Starkey, 2005, p. 7). Global institutions and organizations have 

emphasized the need for education to help resolve these problems by teaching people about 

‘global citizenship’ (GC). 

GC is a concept that has gained prominence in the international development discourse in 

recent times. It was adopted as part of the United Nations (UN) Secretary-General’s Global 

Education First Initiative (GEFI) in 2012 (Tawil, 2013). The United Nations Educational, 

Scientific and Cultural Organization (UNESCO) has promoted Global Citizenship Education 

(GCE) that is forging just, peaceful, tolerant and inclusive societies, as one of its key 

education objectives for eight years (2014–2021) (UNESCO, 2014). GCE was also included 

as part of the Sustainable Development Goals (SDGs) at the 70th Session of the UN General 

Assembly in September 2015 (UN, 2015). 

Accordingly, many countries have begun adding curricular contents aimed at encouraging a 

global orientation among their students (Yemini, 2017, p. 9). Grouped under the title of GCE, 

its content manifests itself in many ways. It can be enacted through formal, state-wide policy, 

be introduced through various local programs, or be initiated by individual teachers (Yemini, 

2017, p. 9). In other words, it has been applied in different ways in different countries 

depending on their national context. Therefore, when examining the actual situation of GCE 

in a country, it is of utmost importance to consider these structural circumstances. 

One of the important prerequisites for countries to support the international education 

objectives is teachers who are prepared to teach in areas related to GC, along with textbooks 

with appropriate content. This is with the intention of preparing the next generation as early as 

possible. Hence, the role of teachers is central to the success of GCE (Bourn, 2016). 

Kirkwood-Tucker (1990, p. 111, as cited in Bourn, 2016, p. 63) asserted that “teachers were 

more influential than textbooks as the primary source of information for students about global 

education”. Especially, the elementary years are deemed to be a critical time for youth to 
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begin to learn civic habits throughout their lifetime (Hahn, 1998, as cited in Mitra & Serriere, 

2012).  

This means that elementary teachers should be well equipped to act as agents of GCE. 

Considering that teacher education is identified as a means of preparing teacher students for 

raising future citizens in a globalized world, it is important to examine existing curricula for 

teachers at a time when globalization and GCE is the norm. Such examination would help to 

frame future discussions of the significance of curricula for pre-service teachers as well as 

demonstrate how GCE is taught to teacher students at the university level.  

1.1 Purpose of the Research and Research 

Questions 

The purpose of this thesis is to explore how GCE applies to two different national contexts 

with regards elementary teacher education by examining the structure, teacher 

professionalism, and contents of GCE teacher education. In this study, GCE as presented in 

the curricula of teacher education in South Korea and Norway will be compared in order to 

examine what is considered to be the most important direction for GCE in the respective 

countries.  

Since being selected as a global agenda, South Korea has been shown governmental attention 

to GCE (Chung & Park, 2016), and, Norway has emphasized not only on citizenship 

education as a Nordic model (Antikainen, 2006) but also on international development and 

global education (GENE, 2009). Despite both having a high interest in GCE, South Korea and 

Norway are known to have differences in their application.  

Echoing the former South Korean UN Secretary-General, Ban Ki-Moon, the South Korean 

government decided to make GCE an important item on the agenda both in the preparations 

for the World Education Forum held in Incheon and the UN General Assembly in 2015 

(Chung & Park, 2016). Nevertheless, the government experienced strong critique regarding 

civic education (Jung, 2017) and what is regarded by some as a crude implementation of GCE 

(Lee, 2015b). Nevertheless, so far South Korea has made only small changes to content and 

implementation as opposed to undertaking what could be considered structural reforms. In 

contrast, Norway has undertaken reforms that reflect demands from globalization. It may 

therefore be assumed that the two countries use the teacher training program for elementary 
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education differently for GCE in terms of the actual plans as curricula and that they differ in 

their underlying philosophy in terms of how they understand teacher professionalism and the 

content to be taught. 

The comparison between the two countries will include several aspects. The first one is to 

examine GCE in terms of educational policy direction. As mentioned, GCE was suggested by 

international organizations (IO), in particular UNESCO, which encouraged member countries 

to adopt it at the national level. However, national implementation varies since neo-liberalism 

and competitiveness are mediated by local traditions of citizenship and educational 

governance. GCE can be addressed in a spectrum from competency-based GCE to morally-

based GCE. 

Secondly, the study explores the structure of teacher training curricula at the university level 

from the point of view of nurturing GC educators.  

Thirdly, the study examines the concept of teacher professionalism as GC educators. Teacher 

training curricula view teacher professionalism as an outcome of the program based on the 

goal of the national teacher education policy. This study analyzes how teacher 

professionalism is considered in the two countries. 

Lastly, the study investigates the concept of GCE in teacher training curricula of the two 

countries understood in their social, cultural, and historical contexts.  

The main research question is as follows: 

How is Global Citizenship Education conceived in elementary teacher education in South 

Korea and Norway? 

This will be examined through the following specific questions: 

1. What is the structure of the pre-service elementary teacher curriculum in South Korea 

and Norway?  

2. What kind of teacher professionalism is pursued in pre-service elementary teacher 

education in South Korea and Norway? 

3. How does the concept of Global Citizenship manifest itself in the content of pre-

service elementary teacher education in South Korea and Norway? 
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The main research question is explanatory while the three specified questions are analytical. 

The answer to the main question derives from the three specific questions which are each 

understood based on a particularly developed framework. The underlying assumption is that 

there will be differences between the two countries regarding the structure of the pre-service 

teacher curriculum, pursued teacher professionalism, and the conceived concept of GCE 

which can be explained by circumstances in the national contexts. 

1.2 Previous Research on GCE 

Previous research on GCE has focused both on conceptual aspects and on application in 

different countries. For example, Chung and Park (2016) developed an analytical framework 

of soft and critical GC. They have revised the typology of GC, including aspects such as 

competency-based, moral, and critical GCE, in order to compare Education for Sustainable 

Development (ESD) and GCE in terms of GC concepts. Symeonidis (2015) examined the 

discourse of IO and identified how GCE is addressed in Greece and Sweden. 

Other researchers have studied how teaching in specific ways has permitted teachers to apply 

GCE in the classroom or curriculum. For example, Larsen and Faden (2008) examined in/pre-

service teachers’ perceptions and practice of GCE by implementing a GCE teaching kit. They 

argue that it is critically important to provide teachers with sustainable support, such as 

curriculum aligned teaching materials and professional development opportunities. 

Furthermore, Atkins (2017) presented examples of how elementary school teachers integrate 

GCE into the curriculum. Langdon (2017) focused on how elementary school teachers teach 

GCE through a social justice and interdisciplinary lens. 

The perceptions of teachers and students with regards to GCE are important for successful 

implementation. Ersoy (2013) examined students and teachers’ perceptions and teachers’ 

practices related to GCE in social studies. This study revealed that teacher attitudes when 

teaching controversial issues such as international conflict and war, had an influence on the 

students’ knowledge, skills and attitudes concerning the subject. Goren and Yemini (2017) 

investigated how students’ socio-economic background shapes teacher perceptions of GCE. 

The study described three main dimensions of the GCE gap, which include factors related to 

the teachers’ perceptions of students’ background, school contextual factors, and teacher 

agency.  
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When it comes to teacher education for GCE, pre-service teaching and learning is important. 

Zollinger (2016) examined how teacher students’ mobility experiences contribute to 

enhancing of their GC characteristics of self-awareness, altruism, and empathy which are 

significant attributes for effective multicultural teachers. Their findings showed a positive 

relationship. An (2017) conducted action research on GC-oriented social studies methods 

courses for teacher candidates and discussed its possibilities and limitations. Appleyard and 

McLean (2011) studied pre-service professional development. Their findings suggest that 

practices for professional development in GCE include consistent use of particular pedagogies, 

such as experiential learning and explicit modeling, targeted instruction in specific intellectual, 

affective, and action domains of GCE, providing pre-service teachers with opportunities to 

practice and reflect on the implementation of GCE in classroom settings, and developing 

collaborative networks of support. Merryfield (2000) studied teacher educators’ competence 

regarding multicultural and global education and its relationship to their cultural background. 

The study illuminated relationships between the contexts of the lived experiences of teacher 

educators and the development of their conceptual and programmatic work. 

Finally, studies about ESD also forms part of the global education agendas in the UN SDGs. 

Boeve-de Pauw, Gerick, Olsson, and Berglund (2015) studied the effectiveness of ESD. 

Using data from 2,413 students in grades 6, 9, and 12 from 51 schools across Sweden, the 

study showed that ESD can indeed impact student learning outcomes in terms of their 

consciousness of sustainability. Andersson (2017) examined whether ESD in teacher 

education affects perceptions of how pre-service teachers teach students about Sustainable 

Development (SD). The results showed a short-term effect among the pre-service teachers 

towards actively getting pupils to discuss issues concerning the environment, but without 

influencing their opinions about it. Agirreazkuenaga (2019) studied the implementation of the 

education for sustainability programs from the perspective of secondary teachers. The study 

revealed that the involvement of the teaching staff, personal motivation, and good leadership 

are important for the ESD program, together with school authorities’ support.  

As can be seen, interest in GCE is high worldwide. There are studies on how teachers apply 

GCE in their classroom or curricula, studies on how to provide programs for educating 

teachers, and studies on teacher competence and awareness. However, studies about the 

curriculum of pre-service teachers or comparative studies of teacher education in general or in 

South Korea and Norway specifically have not yet been conducted.  
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1.3 Structure 

The study is presented in seven chapters. Following this introductory chapter, Chapter 2 

focuses on the national contexts of South Korea and Norway. This is done both in general 

terms and in terms of the education system and particularly the teacher education system. 

Chapter 3 presents the key concepts in the study, including globalization, GC, and GCE. This 

is based on an analysis of existing literature and clarifies which definitions will be applied in 

this study. Chapter 4 presents the analytical frameworks that will be used as lenses to analyze 

the data set from each pre-service teacher education curriculum in South Korea and Norway 

in response to each of the three specific research questions. Chapter 5 introduces the research 

design and the analytical tools for the study. This is followed in Chapter 6 by a presentation 

and discussion of the findings and their significance. The conclusion in Chapter 7 summarizes 

the findings in view of the research questions and the selected analytical lenses. It identifies 

its implications and potential areas for further research on the topic.   
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2 The Context for GCE in South Korea 

and Norway 

In this chapter, a brief overview of the demographic, political and cultural contexts in South 

Korea and Norway is provided in order to identify the key features which may help to explain 

possible differences in the adaptation of the internationally defined GCE concept in the 

respective national contexts. This includes a brief description of the key features of education 

in these two countries as background to understand the particular focus in GCE teacher 

training.  

2.1 The Context in South Korea 

South Korea is an East Asian country with a strong Confucian influence. It is located in the 

middle of Northeast Asia, flanked by China to the west and Japan to the east (Korea.net, n.d.-

b) (Figure 2.1). Over the last century, South Korea has witnessed significant accelerated 

change that has considerably altered the societal layout of the country (OECD, 2004). 

 

Figure 2.1 Map of South Korea 

Source: Operation World, 2019 

2.1.1 A Brief Review of Political and Economic Development 

Following the Japanese occupation of Korea at the beginning of the 20th century that lasted 36 

years (1910–1945) and after significant political upheaval, the Korean War (1950–1953) 
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broke out. Resultantly, the Korean peninsula was divided into two states— North Korea (the 

Democratic People’s Republic of Korea) and South Korea (the Republic of Korea)—

separated by a demilitarized zone at the 38th parallel. The constitution of the Republic of 

Korea, however, considers North Korea as a part of South Korea (Korea.net, n.d.-b).  

South Korea has changed politically, economically and socially over the recent decades 

following the Korean War. The first civilian government was elected in 1993 after more than 

30 years of military domination over national politics (Croissant, 2002). Despite the 

repressive military leadership, South Korea’s economy has grown significantly to be known 

as the “miracle on the Han River” (Encyclopæ dia Britannica, 2019b). The per capita income 

of country increased from 6% of the Organization for Economic Co-operation and 

Development (OECD) average in 1970 to 89% in 2017 (OECD, 2019c). Coupled with 

successful business groups known as chaebols, rapid development has led South Korea 

becoming the sixth largest exporter in the world (OECD, 2019c). 

This economic achievement is particularly spectacular considering that in the 1950s South 

Korea had an underdeveloped, agrarian economy that depended predominantly on foreign aid 

(Encyclopæ dia Britannica, 2019b). In the Economic Survey of South Korea released by 

OECD in 2018, South Korea is evaluated as a country that has accomplished a considerable 

shift from one of the world’s poorest countries to a major industrial power in half a century 

(OECD, 2019c). Despite experiencing economic difficulties in 1997 and 1998 similar to other 

Asian economies that slowed the momentum of its growth, South Korea soon recovered 

(OECD, 2004) and its economy has become the 11th largest in the world with a per capita 

income recently exceeding US$30,000 (IMF, 2019).  

South Korea is now a constitutional republic and a liberal democratic state with a presidential 

system in effect. The government contains three independent branches: a unicameral 

legislature, the executive, and the judiciary (OECD, 2004). The country is divided into 16 

administrative units, namely the metropolis of Seoul, 6 other metropolitan cities, and 9 

provinces (OECD, 2004). According to the census of 2019, South Korea has a population of 

51.2 million, with a population density of 511 people per square kilometer, thereby making it 

the 23rd highest densely populated in the world (World Population Review, 2019c). It has 

historically been a significantly homogeneous society in terms of its ethnic and linguistic 

make-up, with only a very small proportion of non-Koreans in its population (OECD, 2004). 

However, the rapidly increasing international marriage migrants from the mid-1990s (Lee, 
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2008) has resulted in multicultural challenges in South Korea in more recent times (Chang, 

2015).  

2.1.2 Nationalism and Confucianism as Underlying Values 

Nationalism 

Due to its long history of being a homogeneous society, South Koreans are regarded as having 

a common national identity (Shin, 2006, as cited in Chang, 2015). This national identity is 

illustrated in the folktale, Dangun Shinhwa. As a story that narrates the origin of the Korean 

nation, Dangun Shinhwa (The myth of the Founding King Dangun) presents Dangun as the 

descendant of the Lord of Heaven (Chang, 2015). This kind of nationalism has influenced 

South Korean education historically (Kim, 2004). The South Korean national curriculum 

emphasized on Danil-Minjok (single-blooded ethnicity) in textbooks until 2007 when the term 

was removed from history textbooks (Chang, 2015). 

Confucianism 

Traditionally, all aspects of South Korean society are based on Confucianism (Chung, 2015; 

Shin & Koh, 2005). Confucianism emphasizes on hierarchical social structures and the 

acceptance of order, obedience, loyalty, and respect for elders and families as a virtue (OECD, 

2004). As per its pedagogic traditions, teachers and the learned are considerably respected by 

people and it has been the source of an elite academic model of education (OECD, 2004). 

Being predominantly an agricultural country, this has ensured continuity and stability in 

society (OECD, 2004).  

The teacher’s role is a crucial one within the Confucian tradition. The authority of the 

teachers was so powerful that they were considered as the ruler of schools. One proverb states 

that “the role of a king, a teacher, and a father is the same as a ruler of society” (Shin & Koh, 

2005, para. 7). This indicates that teachers are revered and respected as authority figures (Shin 

& Koh, 2005). They are generally regarded as dispensers of knowledge and molders of the 

character of pupils (Siu, 1992; Strom, Griswold, & Slaughter, 1981, as cited in Shin & Koh, 

2005).    
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2.1.3 Educational Context of South Korea 

The education system in South Korea consists of kindergarten (1 to 3 years), elementary 

school (6 years), middle school (3 years), high school (3 years), and university (Korea.net, 

n.d.-b). Junior colleges (2 or 3 years) and graduate schools (for masters and PhD degrees) are 

also a part of the education system (Korea.net, n.d.-a). Middle school education was made 

compulsory in 2004 and since then, all citizens are required to complete both elementary 

school and middle school education (Korea.net, n.d.-a).  

It can be argued that South Korea is an over-educated country. Its high attention to education 

is evident in its education level statistics when compared to other industrialized nations. In the 

process of industrialization, human resources were regarded as an important element 

complementing the scarcity of resources and capital (Korea.net, n.d.-a). Moreover, parental 

enthusiasm in providing their children education has create may well-educated people, which 

has subsequently helped the country achieve rapid economic growth (Korea.net, n.d.-a). Its 

proportion of 25–34 year-olds with tertiary education was approximately 70% in 2017, 

significantly exceeding the OECD average of 44% (OECD, 2018). South Korea also featured 

in OECD’s top performer in mathematics, reading, and science in Program for International 

Student Assessment (PISA) 2012 (OECD, 2016).  

South Korea’s financial investment in education is high compared to other OECD countries. 

According to OECD (2019b), its total public expenditure on elementary to tertiary education 

as a ratio of governmental expenditure was 12.93% in 2016, exceeding the OECD average of 

11%. The education system is managed by central and local authorities. The Ministry of 

Education and municipal and provincial offices are responsible for elementary to upper 

secondary education, while the Ministry of Education and councils are responsible for higher 

education (OECD, 2016). Autonomy over curriculum and assessment is higher than in any 

other OECD country (OECD, 2016). Contrarily, there is less autonomy over resource 

allocation in schools as well as in the hiring and disciplining of teachers (OECD, 2016). 

In the context of globalization, the concept of GCE was introduced in the national curriculum 

of South Korea after the 7th national curriculum in 1997 (J. Lee, 2015b). Despite South 

Korea’s efforts, there are still critiques of its civic education (Jung, 2017) and comments on 

the need to revise the content and direction of GCE in the national curriculum (J. Lee, 2015b). 

Assuming that civic education is closely related to GCE, it is noteworthy that in the 2009 
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International Civic and Citizenship Education Study (ICCS) conducted by the International 

Association for the Evaluation of Educational Achievement (IEA), South Korean students 

were observed to “have high civic knowledge, but low scores for attitudes, behavior and 

behavioral intentions” (Lee, 2015a, p. 15). At this point, the question emerges as to why South 

Korean students, though equipped with extensive civic knowledge, do not or cannot turn this 

knowledge into action. This inability may also reflect the extent of GCE in South Korea and 

the need to restructure GCE as well as civic education. Therefore, it is significant to examine 

teacher education as an instrumental factor in improving competency in GCE. 

2.1.4 Elementary Teacher Education in South Korea 

The qualification of South Korean teachers is based on Section 2 of Article 21 of the Act on 

Elementary and Secondary School Education. The academic faculty in the country is 

comprised of teachers (Grade I and Grade II), assistant teachers, professional counselors, 

librarians, training teachers, and nursing teachers (Grade I and Grade II) (Ministry of 

Education, n.d.). In order to become teachers, they are required to fulfill the particular 

qualification criteria mandated in each category and are authorized to teach by the Deputy 

Prime Minister and Minister of Education as regulated by Presidential Decree1 (Ministry of 

Education, n.d.).  

One of the predominant features of the South Korean teacher education system is that 

elementary and secondary teacher education institutions are isolated from each other (Im, 

Yoon, & Cha, 2016). The rational for this unique feature can be located in South Korea’s 

historical background. Following the Korean War, South Korean society had to ensure high-

quality elementary teachers since the number of school children rapidly increased (Im et al., 

2016). Since all teacher colleges were upgraded to four-year universities in 1984, most 

elementary school teachers are trained at 11 specialized universities (i.e., universities of 

education), including the Department of Elementary Education at the Korea National 

University of Education and Ewha Women’s University (Ministry of Education, n.d.). 

Secondary school teachers are trained through various methods, including training systems at 

teacher colleges and national universities of education and education majors at general 

universities, graduate schools of education, and so on (Ministry of Education, n.d.). Since 

                                                 
1 Enforcement Decree of the Elementary and Secondary Education Act Article 41 Qualifications for Teachers 

(Presidential Decree No. 234351) and Teacher Qualification Act (Presidential Decree No. 29860). 
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1990, all the candidates are required to undergo the screening process by city and provincial 

education offices (Ministry of Education, n.d.).  

Teaching in South Korea is a high status and well-paid job (NCEE, 2019). To become an 

elementary school teacher, students must pass a highly competitive admission process to enter 

the few elementary school teaching institutions and programs. Only those with impressive 

academic achievements can become teachers. Nevertheless, some OECD reports have also 

denounced the quality of South Korean teacher education institutions’ programs, citing the 

highly content heavy, overcrowded, and fragmentary curriculum (OECD, 2004) that has been 

designed. It is also argued that the teaching-learning approach relies significantly on lecture 

input and offers less room for student input (OECD, 2004). Moreover, the methodology of 

teaching individual subjects is criticized for being more influenced by university personnel 

who are rather associated with the academic discipline than the educational requirements of 

children (OECD, 2004). 

The GCE curriculum is curated in accordance with socio-cultural factors and the values of 

GCE. In this study, factors such as nationalism, Confucianism, and the division of Korea into 

North and South Korea are assumed to have influenced the contents of GCE in South Korea. 

The critique that the curriculum for teacher education (OECD, 2004) is based on university 

personnel’s demands rather than the actual educational needs of the country is also assumed 

to be true. 

2.2 The Context in Norway 

Norway is a Scandinavian country characterized as a social democratic welfare state (Esping-

Andersen, 2002) (Figure 2.2). It has 5.38 million inhabitants, with a little over 80% of the 

population living in or around major cities such as Oslo and Bergen (World Population 

Review, 2019b). The Norwegian population, 16 inhabitants per km2, is quite low compared to 

other countries in Europe (World Population Review, 2019b); Denmark, which has a similar 

population size, has 133 inhabitants per km2 (World Population Review, 2019a). Norway is 

demographically homogenous, and its official languages are two types of Norwegian 

languages, i.e., nynorsk and bokmål. The country is also home to the Sami minority group. 

The Sami population is around 30,000 to 40,000—they are the country’s first inhabitants—

and they have their own language and culture (Encyclopæ dia Britannica, 2019a).  
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Over the past few years, immigration to Norway has increased rapidly. According to Statistics 

Norway (SSB), the immigrant population in 2018 was just below 750,000, about 14.1% of the 

total population, and comprised people from more than 200 different countries and 

independent regions (SSB, 2018a).  

 

Figure 2.2 Map of Norway 

Source: Operation World, 2019 

2.2.1 A Brief Review of Economic and Political Development in 

Norway 

At the end of the Middle Ages, weakened by epidemics and economic deterioration, and 

dominated by neighboring Denmark and Sweden, Norway turned to fish and lumber trading 

(Encyclopæ dia Britannica, 2019a). Although Denmark ruled Norway for 400 years, the 

country was ceded to the Kingdom of Sweden when Napoleon was defeated in 1813 (Wiborg, 

2009). To counter this transfer of control, the Norwegian Constitution was adopted in 1814, 

based on the principles of sovereignty of the people, separation of powers, and human rights 

(Stortinget, 2019). 

After gaining independence in 1905, Norway became a major maritime transporter of goods 

from all over the world, as well as a global leader in shipbuilding (Encyclopæ dia Britannica, 

2019a). In the 1970s, the exploitation of offshore oil and natural gas emerged as a major 

marine industry, and in the 1990s Norway became a major petroleum exporter (Encyclopæ dia 

Britannica, 2019a). Furthermore, having the highest standards of living, Norway strengthened 
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its social welfare system, building on national consensus and peaceful labor relations 

(Encyclopæ dia Britannica, 2019a), supported by Norway’s long tradition of equity, local 

decision making, and democratic values (OECD, 2019a).  

Norway now has a parliamentary monarchy with numerous political parties. Power is divided 

into three branches: a legislative branch, the Storting (also responsible for appropriations); an 

executive branch, the Government; and a judicial branch, the courts (Government.no, n.d.). It 

is a unitary state subdivided into 19 counties and 431 municipalities (NSD, n.d.), with the 

electoral system based on proportional representation (OECD, 2011). Norway is characterized 

by a high level of education, a strong tradition of public policy participation, and the pursuit 

of equity, which are all considered to positively impact political culture and governance 

(Clark et al., 2009). Norway is not part of the European Union (EU), but has close ties with 

the EU through the European Economic Area (EEA) Agreement (Norway and the EU, n.d.). 

2.2.2 Christianity and Environment as the Underlying Values 

Christianity 

Christianity has been the dominant religion in Norway since it was introduced over a 

thousand years ago. From 16th century until 2012, Norway’s state church was belong to  the 

Evangelical Lutheran branch of the Christian church (Church of Norway, 2015b). According 

to SSB (2019), around 70% of the Norwegian population officially belongs to the Norwegian 

Church. However, less than half of baptized Church members consider themselves Christian 

(Anonymous, 2016; Staufenberg, 2016). According to a survey by Pew Research Center 

(2018), there are more than twice as many non-practicing Christians (who identify themselves 

as Christians, but attend church services no more than a few times per year) as church-

attending Christians (who go to religious services at least once a month). Even though an 

increasing number of people do not attend church services, most regard the Church as 

important during Christmas and for ceremonies such as baptism, confirmation, weddings, and 

funerals (Church of Norway, 2015a). Demerath (2000) call this kind of observance—which is 

on the rise in Norway—“cultural religion”, a style of religion that resides in the culture 

without compelling active belief or participation.  

 



 

15 

 

Environment 

Above all, Norway has made great efforts to preserve nature. Public opinion regarding 

environmental issues tends to be highly sensitive, and the government regularly promotes 

international cooperation on this issue (Sustainable Governance Indicators, 2019a). Norway’s 

environmental policies are considered among the best worldwide, with a strong focus on 

renewable energy production (Sustainable Governance Indicators, 2019a). Norway’s rate of 

renewable resource use is the highest in the world due to a low population density and high 

utilization of hydroelectric power (Sustainable Governance Indicators, 2019a). In 2019, Oslo, 

Norway’s capital, won the European Green Capital Award (European Commission, 2019). In 

the fight against climate change, Norway encourages the use of electric vehicles; Oslo has 

become the Electric Vehicle Capital of the World.  

However, as the world’s major oil and gas producer, Norway’s contribution to increased 

global CO2 emissions it cannot be denied (Sustainable Governance Indicators, 2019a). 

Furthermore, the country does not have a good waste management record and has been 

criticized internationally for its policy on whale hunting (Sustainable Governance Indicators, 

2019a). Nevertheless, its environmental policies and conservation efforts are high as 

compared to other countries, for example, South Korea. As the 7th largest emitter of CO2, 

South Korea’s environmental policy is among the lowest on international rankings 

(Sustainable Governance Indicators, 2019b).  

2.2.3 Educational Context of Norway 

The education system in Norway has been expanded since the Second World War (Jensen, 

1999, as cited in Larsen, 2015). Norwegian education was built on fundamental values within 

the Christian and Humanistic heritage and tradition (Norwegian Ministry of Education and 

Research, 2019), associated with the social democratic tradition and the social welfare state. 

Slogans such as “One school for all” and “Education for all” have guided the Norwegian 

education policy for decades (Norwegian Ministry of Education and Research, 2016a). 

Children and young adults must have an equal right to education, regardless of where they 

live, their gender, social and cultural background, or special needs. All public education in 

Norway is free of charge, except kindergartens, which have parental fees (Norwegian 

Ministry of Education and Research, 2007).  
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Norwegian educational system comprises kindergarten (1–5 years), elementary school (7 

years), lower secondary school (3 years), upper secondary school (3–4 years), post-secondary 

vocational education, and folk high schools (SSB, 2018b). Pupils attend 10 years of 

compulsory education, including elementary (grades 1–7) and lower secondary education 

(grades 8–10) (Norwegian Ministry of Education and Research, 1998). There are also three-

year bachelor’s degrees, two-year master’s degrees, and three-year doctoral programs for 

higher education (SSB, 2018b). Education (elementary to tertiary education) made up 12.35% 

of total government expenditure in 2016 exceeding the OECD average of 11% (OECD, 2019b) 

but slightly lower than South Korea’s 12.93%. 

The main responsibilities for compulsory education are decentralized (OECD, 2019a). The 

central government sets the goals and framework, and governance of the system is shared 

with local authorities (OECD, 2015). Municipalities run public elementary and lower 

secondary schools and must fulfil the right to a place in pre-school for all children from age 1 

(OECD, 2015); counties run the upper secondary schools (OECD, 2015). Decisions 

concerning lower secondary education are mostly taken at the local level (OECD, 2015). 

Tertiary institutions are mostly autonomous, even including decisions about allocating 

resources (OECD, 2015). Local authorities have autonomy in making decisions about the 

hiring, dismissal, and duties of school principals (OECD, 2019a). Decisions concerning 

teacher hiring are taken at the local level within a central framework; municipalities may 

delegate these responsibilities to the school (OECD, 2019a).  

In the 1990s, the central authorities focused on curriculum content, facilities, and programs 

offered (Hatch, 2013). However, two factors influenced the overall perception of the 

education system’s quality (OECD, 2019a): One, the first PISA results in 2000, described by 

stakeholders in Norway as the PISA shock, far from the best in the world (OECD, 2011, 

2019a). Two, a growing discourse on the importance of knowledge for future economic 

success (OECD, 2019a).  

Despite this, Norway’s students are internationally outstanding regarding citizenship and civic 

education. The results of the 2009 and 2016 ICCS show that Norwegian pupils scored high in 

terms of civic knowledge as well as engagement (Jang, 2018; Wolfram Schulz, Ainley, 

Fraillon, Kerr, & Losito, 2010; W. Schulz et al., 2017). 



 

17 

 

2.2.4 Elementary Teacher Education in Norway 

Norwegian teacher education has been part of its higher education system since 1975 

(Norwegian Ministry of Education and Research, 2016a). There are several teacher education 

programs leading to school teaching qualifications. In terms of elementary and secondary 

education, the following seven types of teacher education program are provided today 

(Norwegian Ministry of Education and Research, 2016a): 

1. Differentiated elementary and lower secondary teacher education for years 1–7 (5 years 

master level).  

2. Differentiated elementary and lower secondary teacher education for years 5–10 (5 years 

master level).  

3. Integrated teacher education master’s degree for years 8–13 (5 years master level)  

4. Postgraduate programs in educational theory and practice for subject teachers 

(Qualification as a teacher is obtained in combination with an academic degree (in 

performing arts, academic subjects or with a vocational basis) from a higher education 

institution) (1 year) 

5. Subject teacher education in practical and aesthetic subjects (3 years bachelor level) 

6. Vocational teacher education (3 years bachelor level) 

7. Bachelor for bilingual teachers (3 years bachelor level) 

Teacher education is also provided in Sami language and Norwegian Sign Language as those 

are official languages in Norway (Norwegian Ministry of Education and Research, 2016a). 

Both Sami teacher education and teacher education for deaf pupils are variations of types 1–2 

listed above (Norwegian Ministry of Education and Research, 2016a).  

Types 1–2 for initial teacher education were reformed recently. In 2010, teacher education 

was separated for grades 1–7 and 5–10 (Norwegian Ministry of Education and Research, 

2010). Since the fall of 2017, both types of elementary school teacher education were 

extended to five years leading to a Master’s degree in order for teachers to have a more 

research-based knowledge, more professional depth and more practice before becoming 

teachers (Norwegian Ministry of Education and Research, 2016b). Types 1–6 follow models 

described in the national regulations, i.e. Framework Plans (Norwegian Ministry of Education 

and Research, 2016a). Except for type 4, all types are concurrent models integrating elements 

of teaching aspects, pedagogy and didactics. Type 4 is a consecutive model built on an 
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independent academic or vocational educational program (Norwegian Ministry of Education 

and Research, 2016a).  

In this thesis the main focus will be on type 1, the teacher education program for years 1–7 

which is considered to be the same level as elementary teacher education for years 1–6 in 

South Korea. The 5-year program is divided into two parts: years 1–3 and years 4–5. The first 

three years of the program comprise each of the school subjects, pedagogy and pupil-related 

skills, along with the subjects relevant for work in schools, profession-oriented pedagogy and 

special pedagogy (NRLU, 2016). The fourth and fifth years of the program include pedagogy 

and pupil-related skills and the master subject, which can be a teaching subject, profession-

oriented pedagogy or special pedagogy (NRLU, 2016). For teaching practice, common 

learning outcomes have been defined for the first three years of the program and for the fourth 

and fifth years of the program (NRLU, 2016).  

Having laid out the contextual backgrounds of the two countries in terms of political and 

economic development, their education systems and the particular ways of conducting teacher 

education, the next chapter focuses on conceptual and methodological issues which relate 

specifically to the analysis of GCE in the curriculum documents of the two countries that 

follows in Chapter 5. The key concepts in the study derive from a discussion in the wider 

literature.  
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3 Globalization, Global Citizenship 

and Global Citizenship Education 

This chapter identifies key concepts that are influential for GCE teacher education. Prior to 

explaining GCE, the concept of globalization, GC, and citizenship education will be clarified. 

The multiple meanings and perspectives on globalization, the concept of citizenship in the 

global era and GCE, as discussed by scholars and IOs, are discussed.  

3.1 Meanings of and Views on Globalization 

Globalization is a complex and multidimensional phenomenon. Its concepts and definitions 

vary and depend on both temporal and spatial contexts. In terms of the temporal context, the 

meaning of globalization depends on when globalization began. If we consider trade linkages 

between distant regions in the pre-modern period as its origin, globalization can be traced 

back to the Bronze Age (Mir, Hassan, & Qadri, 2014). The origin of globalization also lies in 

the work of intellectuals who recognized how modernity was integrating the world in the 19th 

and early 20th century (Held & McGrew, 2003). Nevertheless, it was not until the 1960s and 

early 1970s that the term globalization was actually used (Held & McGrew, 2003). A 

commonly agreed timeline for globalization is the post-Second World war or at least the post-

cold war era (Mir et al., 2014) which this thesis considers.  

In terms of spatial context, the definition of globalization depends on the space that people 

perceive as their realm. If people view globalization from an individualistic perspective, 

regardless of the nation-state to which they belong, they mostly focus on solving global 

problems, including even non-human issues beyond the borders of nation-states. Al-Rodhan 

and Stoudmann (2006, p. 5) state that “globalization is a process that encompasses the causes, 

course, and consequences of transnational and transcultural integration of human and non-

human activities”. They argue that it is important to include non-human activities which 

incorporate, but are not limited to, the spread of bacteria and non-human diseases such as bird 

flu, as well as natural disasters such as tornadoes, tsunamis, earthquakes, and hurricanes (Al-

Rodhan & Stoudmann, 2006) in the definition of globalization. 

On the other hand, if people consider their own nation-state as their territory, globalization 

can be recognized as changes due to increasing interdependence between countries. In this 
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perspective, globalization is seen as a phenomenon that brings economic and societal 

improvements to each country at an unprecedented pace by expanding international trade, 

foreign direct investment and other forms of cross-border exchange in national economies, 

and for most societies (Erixon, 2018). Luke and Luke (2000, p. 287) discussed the 

phenomenon as “a feature of late capitalism, or the condition of postmodernity, and, more 

important... the emergence of a world system driven in large part by a global capitalist 

economy”. This perception usually emphasizes competency and competitiveness.  

Globalization can be explained as an expanded field regarding the whole world as a single 

society, blurring the boundaries between countries. In other words, people feel that they 

belong to the whole world rather than their nation-state. This perspective is based on 

cosmopolitanism. Cosmopolitanism derives from Ancient Greek ideas of universality, where 

the cosmos (universe/world) is one’s city (living place/community) (Oxley & Morris, 2013). 

In the same vein, Albrow (1990, p. 9) states that globalization is “all those processes by which 

the people of the world are incorporated into a single world society”. Giddens (2003, p. 60) 

refers to globalization as “the intensification of worldwide social relations which link distant 

localities in such a way that local happenings are shaped by events occurring many miles 

away and vice versa”. This perception has significant pragmatic advantages in that the 

cosmopolitan position puts pressure on the oppressive regimes and gives hope to people who 

experience various forms of political persecution (Humes, 2008).  

Globalization can also be categorized views socio-politically by distinguishing amongst 

internationalism, globalism, and transformationalism (Held & McGrew, 2003). 

Internationalists point to the skeptical aspect of globalization. They argue that powerful 

nation-states still dominate global financial affairs, with destructive consequences for the less 

privileged nation-states. Globalists, on the other hand, argue the positive implications for 

modernization of services and policies, national economic development, and decrease of 

financial inequality (Friedman, 1999). From this perspective, the functions of the nation-state 

for economic coordination and policy development are reduced since it forces nation-states to 

transfer a significant portion of these to the free market and international agents (Griva & 

Chryssochoou, 2015). Transformationalists maintain that the role of the nation-state today is 

deeply transformed so that many functions have been transferred to other local and global 

levels of governance. In other words, nation-states have become more interdependent and 



 

21 

 

need to cooperate with local and global organizations to deal with global problems, such as 

crime and pollution (Griva & Chryssochoou, 2015; Held & McGrew, 2003).  

In conclusion, globalization is defined in various ways according to the spatial context, and 

the perspective on globalization can be classified by the socio-political viewpoint. From this 

meaning and view of globalization, the concept of citizenship can be defined. The next 

section will explore what the nature of citizenship is and how it is changing in a global era.  

3.2 Citizenship in the Global Era 

The nature of citizenship has changed over time, with different forms, rights and obligations, 

and community consciousness (Osler & Starkey, 2005). According to Marshall (1950), 

citizenship progressed over 250 years in England and three elements emerged: civil, political, 

and social. In the 18th century, citizens got the civil right namely the right to individual 

freedom, such as freedom of speech, thought and faith. In the 19th century, citizens won the 

political right such as the right to participate in politics. In the 20th century, citizens finally 

attained the social right which is associated with a whole range of human, namely, rights for 

living as a civilized being.  

The meanings and practices of citizenship has traditionally been restricted to the nation-state. 

The citizens has been offered a set of rights and obligations as citizens by virtue of their 

membership in their communities and ethics of participation and solidarity required to sustain 

them (Peters, 2010). Throughout the 20th century, however, the notion of citizenship has 

changed. This is due to the emergence of new rights, such as ecological, sexual and 

indigenous rights, blurring the boundaries between human rights and civil, political and social 

rights, and the articulation of rights by (and to) cities, regions and across states (Isin, 2009). 

Osler and Starkey (2005) who have expanded the theory of cosmopolitan citizenship 

presented three essential and complementary dimensions of citizenship: status, feeling, and 

practice (Osler & Starkey, 2005). According to them, citizenship as a status is the relationship 

of the individual to the state. Citizens get rights and duties while the state protects them 

through laws and policing and provides benefits such as security, a system of justice, 

education, health care, and transport infrastructure. On the other hand, citizenship can be 

understood as a feeling of belonging to a community of citizens. If this sense of belonging is 

missing so too is the sense of citizenship. However, this does not mean that all individuals 
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who have the status of citizen may have a feeling of being included. Individuals are likely to 

feel excluded if they do not access services or believe that they are not doing so on the basis 

of equality. Lastly, citizenship as practice is associated with democracy and human rights. 

Individuals can participate freely in society and can combine democracy and human rights 

with other political, social, cultural or economic purposes. Active citizenship does not depend 

on belonging to a particular nation-state, although it may be affected by membership of a state. 

Individuals can practice citizenship as a subject holding human rights.  

However, these dimensions may not be easily applied to the globalized context due to the 

collision between nationalism and cosmopolitanism. For example, when it comes to the status 

of citizen in the globalized world, the rights and duties of citizens in individual states can be 

easily threatened by the influx of immigrants and foreigners. In the same vein, xenophobic 

political groups reinforce and focus on a division between us and them and between citizens 

and foreigners by playing on nationalistic sentiments (Osler & Starkey, 2005). The discourses 

on nationalism are based on a claim that migrants should not have access to the status and 

privileges attached to national citizenship, such as rights with respect to housing, employment, 

and health (Osler & Starkey, 2005). In this way, some individuals can feel excluded and 

citizenship as a feeling can be threatened.  

On the other hand, Parekh (2003) maintains that nationalism and cosmopolitanism reinforce 

each other. Namely, internationalism mediates between the nationalism and cosmopolitanism, 

providing alternatives. In this regard, Parekh (2003, p. 12) introduced the globally oriented 

citizenship which means “a global or cosmopolitan citizen, one who claims to belong to the 

whole world, has no political home”. Globally oriented citizenship has three important 

components as follows: 

First, it involves constantly examining the policies of one’s country and ensuring that 

they do not damage and, within the limits of its resources, promote the interests of 

humankind at large… Secondly, globally oriented citizenship involves an active interest 

in the affairs of other countries, both because human well-being everywhere should be a 

matter of moral concern to us and because it directly or indirectly affects our own… 

Thirdly, globally oriented citizenship involves an active commitment to create a just 

world order, one in which different countries, working together under fair terms of 

cooperation, can attend to their common interests in a spirit of mutual concern (Parekh, 

2003, pp. 12–13). 
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When it comes to possible collisions, Banks (2001) argues for the necessity of multicultural 

citizenship and the need to balance diversity and unity. He argues that in the new century, 

people will perform as citizens in their ethnic and cultural communities and beyond their 

cultural boundaries, which requires knowledge, attitudes and skills. And he also emphasizes 

that it is important for citizens in the new century to take part in building of a moral and 

legitimate national civic culture pursuing democratic ideals and values. 

Isin (2009) asserts that a new citizenship should be more active than conventionally. He 

emphasizes that the new citizenship is apparent in the emergence of new sites (bodies, courts, 

streets, media, networks, borders), scales (urban, regional, national, transnational, 

international), and acts (voting, volunteering, blogging, protesting, resisting and organizing) 

through which actors claim to transform themselves (and others) from subjects into citizens 

as claimants of rights (civil, political, social, sexual, ecological, cultural). He also suggests a 

concept of activist citizenship which is “to make claims to justice: to break habitus and act in 

a way that disrupts already defined orders, practices and statuses” (p. 384).  

This exploration of what citizenship should be in the global era shows a potential clash of 

cultures and values, and between nationalism and cosmopolitanism. A predominant view is 

that citizens in the global era should be respectful of different values and be actively involved 

in the global and the domestic communities that influence it. Education has an important role 

to play to achieve this.  

3.3 Global Citizenship Education 

Traditional citizenship was about the lives of citizens acting in a given national space on the 

basis of institutional or otherwise agreed rights and responsibilities (Abdi, Shultz, & Pillay, 

2015). However, in order for citizens to respond proactively to their rights and responsibilities, 

they must understand not only their rights and responsibilities, but also the complexity of the 

contexts in which these claims and actions are negotiated (Abdi et al., 2015). In an 

educational perspective, this brings us to the importance of critical education beyond 

education of rights and responsibilities. Paulo Freire (2014 [1970]) emphasized that the 

educator must critically educate students in order to awaken them from oppressive contexts. 

He also emphasized the importance of education by communicating with them within the 

reality. In this regard, he strongly insisted on avoiding the banking education in which 
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educators fill the students with contents detached from reality. Instead, problem-posing 

education must be pursued in order to make people critical thinkers. The importance of 

critical, problem-posing education also applies when citizenship education extends to GCE. 

As discussed in the previous section, globalization has redefined what citizenship is which 

means that the form of citizenship education taught in the classroom also needs to be changed. 

Banks (2001) argues that the new conception of citizenship education is required as ethnic, 

cultural, radical, and religious diversity increases throughout the world. Citizenship education 

in a globalized world, or GCE, understands existing citizenship education in a global context. 

However, Tully (2014) argues that when the terms globalization and citizenship are combined, 

they not only bring with them their contested meanings, but also become a new complex 

concept and it is also associated to global governance and GC’s meaning as well as their 

relationship. 

While the traditional concept of citizenship education emphasized on learning citizens’ rights 

and obligations, GCE includes the capacity to live as global citizens as well. As a capacity to 

live as global citizens, GCE has two approaches with different goals. One is the global 

competencies approach which aims at providing students with the necessary skills to compete 

in the global society (Dill, 2013). The educational programs with this approach is mainly 

associated with neoliberalism with emphasis on the ability to compete in the global economy 

(Schattle, 2008). Therefore, GC initiatives in this educational arena aim at enhancing 

academic achievement, professional competence, and economic competitiveness (Schattle, 

2008).  

On the other hand, the global consciousness approach aims at providing students with a 

global orientation, empathy, and cultural sensitivity, based on humanistic values and 

assumptions (Dill, 2013). This can be seen in numerous educational programs and institutions 

which have a moral vision of GC converging elements of moral cosmopolitanism and liberal 

multiculturalism (Schattle, 2008). In this regard, GC initiatives in this field of education aim 

to promote moral visions for a more fair, just, peaceful, and sustainable planet (Schattle, 

2008). 

In addition to the discussions in the academic community, GCE is also actively promulgated 

through IOs, in particular UNESCO.  
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3.3.1 GCE in UNESCO   

Following the Education for All (EFA) and the Millennium Development Goals (MDGs), 

GCE became part of the global agenda on education through GEFI that was initiated in 2012 

by the UN Secretary-General Ban Ki-moon. UNESCO has made GCE one of its main 

educational goals for the years 2014–2021, as the Member States’ demand for supporting 

learners to become responsible global citizens increases (UNESCO, 2014).Through document 

‘Global Citizenship Education: Topics and Learning Objectives’, UNESCO provided policy 

and programmatic directions for helping local implementation (UNESCO, 2015) (Table 3.1). 

As the MDGs and EFA goals expired in 2015, the 2030 Agenda for Sustainable Development 

was adopted at the 70th Session of the UN General Assembly in September 2015 (UN, 2015). 

This new global development agenda is composed of 17 SDGs (Appendix 1), including SDG 

4 on education (Appendix 2). As the single universal education goal, SDG 4 commits 

countries to “ensure inclusive and equitable quality education and promote lifelong learning 

opportunities for all” (UNESCO, 2016, p. 6). Among others, it introduces education for GC in 

target 4.7 as follows: 

By 2030, ensure that all learners acquire the knowledge and skills needed to 

promote sustainable development, including, among others, through education for 

sustainable development and sustainable lifestyles, human rights, gender equality, 

promotion of a culture of peace and non-violence, global citizenship and 

appreciation of cultural diversity and of culture’s contribution to sustainable 

development. (UNESCO, 2019, para. 2, [emphasis added]).  

Underpinning themes for target 4.7 include “human rights, gender equality, climate change, 

sustainable livelihoods, sexual and reproductive rights, health and well-being, and responsible 

and engaged citizenship” (UNESCO, 2016, p. 288). This is considered to be key elements of 

education for each member states to implement at the national level. 
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Table 3.1 GCE: domains of learning, key learning outcomes, key learner attributes, topics, and learning 

objectives 

DOMAINS OF LEARNING 

   
KEY LEARNING OUTCOMES 

 
  

KEY LEARNER ATTRIBUTES 

   
TOPICS 

   
LEARNING OBJECTIVES BY AGE/LEVEL OF EDUCATION 

    
Source: UNESCO, 2015, p. 29 

3.4 Summary 

This chapter has examined what globalization is, how citizenship has changed over time due 

to globalization, and how citizenship education in the global age is addressed, based on 

influential academic work in the field. The review has shown diverse perspectives of the core 

COGNITIVE SOCIO-EMOTIONAL BEHAVIORAL 

Learners acquire knowledge and 

understanding of local, national 

and global issues and the 

interconnectedness and 

interdependency of different 

countries and populations 

Learners develop skills for 

critical thinking and analysis 

Learners experience a sense of 

belonging to a common 

humanity, sharing values and 

responsibilities, based on human 

rights 

Learners develop attitudes of 

empathy, solidarity and respect 

for differences and diversity 

Learners act effectively and 

responsibly at local, national and 

global levels for a more peaceful 

and sustainable world 

Learners develop motivation and 

willingness to take necessary 

actions 

Informed  

and critically literate 

Know about local, national and 

global issues, governance systems 

and structures  

Understand the interdependence 

and connections of global and 

local concerns 

Develop skills for critical 

inquiry and analysis. 

Socially connected 

and respectful of diversity 

Cultivate and manage identities, 

relationships and feeling of 

belongingness  

Share values and responsibilities 

based on human rights 

Develop attitudes to appreciate 

and respect differences and 

diversity 

Ethically responsible 

and engaged 

Enact appropriate skills, values, 

beliefs and attitudes  

Demonstrate personal and social 

responsibility for a peaceful and 

sustainable world 

Develop motivation and 

willingness to care for the 

common good 

1. Local, national and global 

systems and structures 

2. Issues affecting interaction and 

connectedness of communities at 

local, national and global levels 

3. Underlying assumptions and 

power dynamics 

4. Different levels of identity 

5. Different communities people 

belong to and how these are 

connected 

6. Difference and respect for 

diversity 

 

7. Actions that can be taken 

individually and collectively 

8. Ethically responsible behavior 

9. Getting engaged and taking 

action 

Pre-primary/lower 

primary 

(5-9 years) 

Upper primary 

(9-12 years) 

Lower secondary 

(12-15 years) 

Upper secondary 

(15-18+ years) 
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concepts for this study and that perspectives of globalization, citizenship, and GCE are 

intertwined. 

The review on globalization revealed three important perspectives: an individual centered; a 

nation state centered; and a cosmopolitan one. Each meaning of globalization relates to 

globalization as internationalism, globalism, and transformationalism respectively. 

Citizenship can be explained as having three dimensions: status; feeling; and practice. But in 

the context of globalization, it needs additional aspects such as activist citizenship for active 

involvement in global problems and respect for different values.  

The newly defined citizenship, namely GC, will be the basis of the analysis of the structure of 

teacher education and what teacher professionalism should be which are pursued in Chapter 4. 

Overall, the concept of GCE derives from the previous understandings of globalization and 

GC. There are two approaches: One is the global consciousness approach aiming at promoting 

a moral vision for a peaceful world based on cosmopolitanism. The other is the global 

competencies approach aiming at enhancing academic achievement for competitiveness in the 

global world. While the former is related with the individual and cosmopolitan perspectives, 

the latter relates to the nation-state centric perspective. These perspectives form the theoretical 

basis of the frameworks for analysis developed in Chapter 4. 
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4 Frameworks for Analysis of GCE 

In this study, three analytical lenses are used in order to respond to each of the three specific 

research questions: the first one serves to analyze the structure of the teacher training 

curriculum; the second one relates to the teacher professionalism; and the third one to the 

concept of GCE. Each of these is presented below with an emphasis on identifying the key 

concepts that will guide the analysis. 

4.1 Structure of the Teacher Training Curriculum for 

GCE 

In order to compare the teacher training programs in South Korea and Norway, three aspects 

have been selected, namely plan, philosophy, and content. The plan refers to the structure of 

the teacher education program which has two dimensions: the organization of the curriculum; 

and the contents that related to teaching GCE. 

4.1.1 Organization of the Teacher Education Curriculum 

The curriculum of teacher training programs is essential to teacher education. This is because 

the program help foster teacher students to become excellent teachers and guarantee the 

quality of education. Some features of elementary teacher education differ from other levels 

teacher education for higher levels. Ishler, Edens, and Berry (1996) describe those features as 

traditions of elementary teacher education which include, for example, teaching diverse 

students at many grade levels, covering all common subjects, and emphasizing apprenticeship 

by observation and participation. Because of this distinctiveness of elementary teacher 

education, there has been a debate on how elementary teachers should be educate, i.e., what 

kinds of knowledge are relevant and how this knowledge should be enhanced and promoted 

(Ishler et al., 1996). In this regard, there have been suggestions as to what teacher education 

programs should include (Ishler et al., 1996; Kang & Ju, 2000). 

The National Center for Research on Teacher Learning (NCRTL) (1991) proposes three 

models of knowledge as a framework for the teacher education curriculum: the liberal arts 

model; the scientific model; and the skill/craft model. Schaefer (1967) asserts that a teacher 

education reform should consider several significant elements: inquiring knowledge as a 
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scholar-teacher, the behavioral sciences, the art of teaching, and the capacity for meaningful 

manipulation of content. Kang and Ju (2000) suggest liberal-art needs, pedagogical needs, 

subject didactics needs, subject contents needs, teacher professionalism needs, and teaching 

activities in society, should all be considered for inclusion in any elementary teacher 

education program.  

Based on this, this thesis divides the structures of elementary teacher education into four 

elements: the liberal arts, subject contents, pedagogy, and subject didactics which are each 

explained in the following. 

Liberal arts 

Liberal arts education is an approach providing extensive educational experience as an 

opportunity to conduct in-depth study on specific, student-generated topics of interest (SAGE 

reference, 2013). As Horace Mann (1838, as cited in Ishler et al., 1996) emphasized teachers 

should know vastly more than what they teaches. Especially for elementary teachers, it is 

important to have a broad range of knowledge that can be used to enhance the teaching 

process (Ishler et al., 1996). Ishler et al. (1996) presented the perspective of liberal arts as 

follows: 

In particular, elementary school teachers should be more broadly and liberally 

educated than other college graduates because in addition to being responsible for 

teaching the entire elementary school curriculum, “other than a student’s parents, no 

other person has the opportunity to influence, to motivate, to inspire a child to value 

the intellectual life.” (Ishler, 1987, as cited in Ishler et al., 1996, p. 354)  

In the same vein, the liberal arts model suggested by NCRTL (1991) underlines that 

knowledge is enriching or liberating and involves exposure to the knowledge from different 

disciplines. It can, therefore, expand the individual’s intellectual powers.  

Subject content 

Subject content can also be called subject knowledge. Teaching the curriculum primarily 

means delivering the contents of the curriculum, which is derived from the academic basis to 

which the curriculum belongs, to the students (Kang & Ju, 2000). Therefore, in order to teach 

each subject well, it is necessary to understand the academic scheme of the subject and the 
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core contents in terms of its academic structure (Kang & Ju, 2000). In this way, the level of 

the fundamental content of the teacher training course is derived from the academic 

background on which the teaching is based, that is, the expertise in subject matter. 

Pedagogy  

Loughran (2008) defines pedagogy in teacher education as “knowledge of teaching about 

teaching and a knowledge of learning about teaching and how the two influence one another 

in the pedagogic episodes that teacher educators create to offer students of teaching 

experiences that might inform their developing views of practice” (p. 1180). NCRTL (1991) 

emphasizes pedagogy in the skill/craft model. As a craft or skill, knowledge of teaching is 

attained by experience or through guidance from peers. Schaefer (1967, p. 70) asserts that 

“considerable sophistication in the behavioral sciences, irrespective of individual teaching 

fields, would seem to be essential”. Kang and Ju (2000) underline that pedagogy should 

include a balanced range of disciplines for understanding educational phenomena, as well as 

the academic field of educational practice, and that it should focus on teaching and learning 

activities rather than focusing on academic discipline. 

Subject didactics  

If pedagogy deals with general educational matters in any subject, subject didactics of 

teaching is related to specific domains of content (Seel, 1999). Schaefer (1967) pointed out 

that “dramatic failures in teaching are often due to the discontinuity between content 

organized for the demands of collegiate specialization and content appropriate to the general 

education of younger pupils” (p. 73). In other words, translating the academic knowledge of 

upper-level college courses into appropriate terms for an elementary level requires 

considerable effort and skill. Therefore, the teacher education program needs to strengthen the 

capacity for meaningful manipulation of content (Schaefer, 1967).  

Subject didactics is easily recognized as a combination of pedagogy and the basis of the 

subject (Kang & Ju, 2000). Kang and Ju (2000), however, note that subject didactics is not a 

simple combination but an independent field of study. This is because the characteristics and 

structure of each subject matter and the nature of the subject content is different, so that each 

pedagogical system is applied differently. They also argued that knowledge of the 

characteristic and nature of each subject, as well as the structure of each subject, is essential to 
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subject didactics in teacher training programs and suggest that subject didactics consists of the 

nature of subject didactics, subject contents theory, subject methodology, and theory of 

subject evaluation. 

Under these domains, teacher education for GCE is presented including contents components 

in the following. 

4.1.2 Contents Components of Teacher Education for GCE 

GCE for teachers primarily concerns what to teach them. The present section proposes the 

components of the contents, based on the contents of citizenship education, multicultural 

teacher education, and civic education for teachers as suggested by several scholars.  

Kerr (1999) conceptualized three approaches to citizenship education: education about 

citizenship; education through citizenship; and education for citizenship. Education about 

citizenship involves providing pupils sufficient knowledge and understanding about civic 

knowledge. On the other hand, education through citizenship focuses on students’ learning 

through active and participative experiences. Education for citizenship encompasses aspects 

of education ‘about’ and ‘through’ citizenship as a set of tools. This enables pupils “to 

participate actively and sensibly in the roles and responsibilities they encounter in their adult 

lives” (Kerr, 1999, p. 14). 

In the same vein, Chang (2008) suggests a model for multicultural education. She proposes a 

curriculum design model, comprising includes three steps: knowledge acquisition step, 

attitude development step, and action involvement step. As the first step, the knowledge 

acquisition involves imparting knowledge, which is the basis of the next two steps, i.e., 

knowledge about culture, ethnics, religions, gender issues, etc. This can be explained by 

‘education about citizenship’ by Kerr’s (1999). As the second step, the attitude development 

step, teachers are taught about the importance of multicultural education and its value, which 

is associated to Kerr’s (1999) ‘education through citizenship’. The third step, the action 

involvement step, is related to teaching skills. This is akin to Kerr’s (1999) ‘education for 

citizenship’. 

On the other hand, Nogueira and Moreira (2012) divide the contents of civic education into 

seven elements by proposing a framework for civic education and teacher’s knowledge: 
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knowledge of content, knowledge of curriculum, knowledge of students’ and their 

understandings of citizenship, knowledge of the context, knowledge of resources, knowledge 

of pedagogical approaches, and citizenship education orientations.  

Based on these ideas, this thesis examines the three components of contents with regards GCE 

teacher education: (1) content knowledge about GC; (2) pedagogical knowledge for GCE; and 

(3) leadership for practical problem-solving.  

Content knowledge about GC  

Content knowledge about GC means learning content to be prepared for teachers as global 

citizens. In order for teachers to guide their pupils in the right direction, they must themselves 

be global citizens (Cushner, 2018). This is equivalent to education about global citizenship as 

suggested by Kerr (1999), and the ‘knowledge acquisition step’ as used by Chang (2008). As 

a learning objective, the content component is also related to ‘the topics and learning 

objectives of GCE’, promoted by UNESCO (Appendix 3.). As a generic theory of educational 

contents, Bloom (1956) suggested three main domains of learning: cognitive (i.e., thinking); 

affective (i.e., emotion and feeling); and psychomotor (i.e., psychomotor) as its components. 

Teacher students learn GC topics through these aspects. Regarding learning GCE topics, this 

is mainly presented under the liberal arts and subject content domains rather than pedagogy 

and subject-didactics. 

Pedagogical knowledge for GCE  

Pedagogical knowledge for GCE defines the principles and methods of instruction of GC, 

namely teaching skills. Nogueira and Moreira (2012) suggest ‘knowledge of pedagogical 

approaches’ and ‘knowledge of curriculum’ should be a part of civic education contents for 

teachers. In other words, this is not just about learning and teaching methods, but also about 

knowledge of the curriculum. As GCE teachers are required to integrate different kinds of 

knowledge in their lessons and activities, knowledge of the curriculum is instrumental, as 

argued in civic education (Nogueira & Moreira, 2012). Additionally, they also adopt 

Shulman’s (1987) pedagogic content knowledge, refering to an amalgam of content and 

pedagogy in order to understand how specific aspects of the subject contents are organized, 

adapted, and represented for teaching. To summarize, pedagogical knowledge for GCE 

includes: pedagogical knowledge; curriculum knowledge; and pedagogical content 
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knowledge. This is presented in the form of pedagogic subjects under the pedagogy and 

subject-didactic domains in teacher education. 

Leadership for practical problem-solving  

Leadership for practical problem-solving refers to helping pupils know how to actually act in 

real life situations. The ultimate goal of GCE is the pupils’ appropriate behavior in the real 

world, not the knowledge in class (Chang, 2008). In this sense, Serriere (2014) also asserts 

that the teacher’s role is very important when it comes to teaching young pupils how to act in 

real situations. Elementary school teachers have the important duty of taking care of the 

pupils’ daily life as well as teaching subject knowledge. Therefore, a teacher often takes the 

role as a leader to let pupils act as global citizens in their daily lives. In order for teachers to 

be able to lead, they are required to be taught several aspects such as, curriculum organization 

skill from life, understanding of student and context, and skills of action. Since education is 

intelligently taught on the basis of experience as asserted by Dewey (1938), teachers’ 

curriculum organization skills from life are instrumental. For a learner to acquire knowledge, 

the particular knowledge in question has to be within a situation or actual experience. 

Teachers need to know how to use the physical and social environment that exists to 

contribute to building valuable experiences (Dewey, 1938). Additonally, teachers need an 

understanding of students and their social context, i.e., pupils’ cultural and religious 

backgrounds. In this sense, Nogueira and Moreira (2012) also suggested ‘knowledge of the 

context’ as one of elements of civic education for teachers. They also argue that a teacher’s 

autonomy with regards to adapting the curriculum to the students’ characteristics and contexts 

requires “an even stronger knowledge not only of the subject matter and curriculum 

orientation, but also of the purpose underling them” (p. 1182). Lastly, teachers need skills of 

activism for applying GCE to the real world. In this regards, Serriere (2014) presents building 

skills of civic activism as one of the elements for promoting civic efficacy in classrooms, 

introducing an example of students’ activism in the real world. When it comes to promoting 

civic efficacy, teachers cannot only promote activism but also be activists in their own time, 

out of school (Serriere, 2014). Otherwise, the knowledge is separate from experience and it 

loses transferability (Serriere, 2014). 
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4.1.3 Summary  

So far, two dimensions that constitute the structure of teacher education for the GCE have 

been presented: the organization; and the content of teacher education for the GCE. As 

discussed previously, four areas have been selected as a framework of curriculum 

organization: liberal arts, subject contents, pedagogy, and subject didactics based on 

suggestions from NCRTL (1991), Schaefer (1967), Kang and Ju (2000). On the other hand, as 

a framework of teacher education contents three elements are proposed: content knowledge 

about GC, pedagogical knowledge for GCE, and leadership for practical problem-solving, 

which are on the basis of the models from Kerr (1999), and Chang (2008). From these two 

dimensions, the teacher education can be considered to be structured as displayed in Table 4.1.  

Since the liberal arts and subject contents deal with knowledge of GC, they may contain 

content knowledge about GC, while pedagogy and subject didactics associated with 

educational skills may contain pedagogical knowledge for GCE. On the other hand, since 

leadership can be taught not only as a subject but also as a form of educational skill in teacher 

education programs, it can manifest itself across the domains of subject knowledge, subject 

didactics, and pedagogical knowledge.  

Table 4.1 Organization and contents of teacher training curricula for GCE 

4.2 Teacher Professionalism for GCE 

In order to compare the philosophy of the teacher training programs in the two selected 

countries of this study, the kind of teacher expected from the programs will be investigated. In 

Liberal 
arts

Content 
knowledge 
about GC

Leadership 
for practical 

problem-
solving

Subject 
contents

Content 
knowledge 
about GC

Leadership 
for practical 

problem-
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other words, the philosophy of the teacher education program contains the ideal teacher’s 

features expressed as the expected teacher professionalism after having completed the 

program. Teacher professionalism is presented in the following from a multifaceted 

perspective after which teacher professionalism for GCE is explored.  

4.2.1 Teacher Professionalism in Multiple Perspectives 

The ultimate goal of teacher education is to ensure ‘professional’ teachers as required by 

society. Ultimately, the contents and methods of teacher education depend on what is 

regarded as professionalism. The term professionalism includes the multidimensional 

meaning of working behaviors and attitudes needed to perform to the highest standards and 

improve the quality (Demirkasımoğlu, 2010). Teacher professionalism is associated with the 

specific expertise, authority, and autonomy which determine working conditions and their 

effectiveness as teachers (Ornstein & Levine, 2007).  

Nevertheless, it is difficult to summarize teacher professionalism in a word due to the 

distinctive culture of teaching. Okano and Tsuchiya (1999, p. 172) states that the culture of 

teaching embodies “a set of shared norms, values, taken-for-granted assumptions and a sense 

of mission that frame the patterns of the members’ work activities”. Teacher professionalism 

entails teacher’s obligation to educate pupils as well as a recognition by others of the teachers’ 

right to decide their tasks in the classroom (Herbst, 1991). Ozga and Lawn (1981) assert that 

“the concept of professionalism is an extraordinarily complex one and its different meanings 

must be located within a specific historical context” (p. 2).  

Hargreaves (2000), defines the development of teacher professionalism in historical stages: 

the pre-professional age; the age of the autonomous professional; the age of the collegial 

profession, and the post-professional age. In the pre-professional stage, the teachers were 

only required to perform as knowledgeable superiors since the teaching was managerially 

demanding but technically simple. In the autonomous professional stage, autonomy was 

instrumental in teaching profession, therefore teachers gained considerable pedagogic 

freedom. The collegial profession stage highlights the efforts to foster collaboration cultures 

to promote common purposes, to deal with uncertainty and complexity, and to respond 

effectively to rapid changes and reforms. Lastly, the post-professional stage is defined by 

a clash between forces and groups that intend to de-professionalize the teaching work, and 
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other forces and groups that pursue to re-define teacher professionalism and professional 

learning in its flexible, wide-ranging and comprehensive in nature (Hargreaves, 2000). 

As such, the professionalism of the teacher is a multi-faceted concept that varies over time 

and takes on different meanings depending on one’s perspective. Based on this, some scholars 

have proposed the following types of teacher professionalism which will subsequently be the 

basis for the framework of teacher professionalism for GCE: 

Zeichner (1983) asserts that the kind of teacher professionalism which is pursued in teacher 

education can be related to four different paradigms, namely behavioristic teacher education, 

personalistic teacher education, traditional-craft teacher education, and inquiry-oriented 

teacher education. Behavioristic teacher education pursues the development of specific and 

observable skills of teaching, which are related pupils’ learning. Personalistic teacher 

education promote teachers’ psychological maturity as prospective profession. Traditional-

craft teacher education is based on a conception of teaching as a craft and of teachers as crafts 

persons, meaning it emphasizes transmitting the wisdom of experienced practitioners (Floden 

& Lanier, 1979, as cited in Zeichner, 1983). Inquiry-oriented teacher education focuses on the 

development of orientations and skills of critical inquiry.  

In contrast, Holye (1974) presents two orientations of teacher professionalism, namely 

restricted and extended professionality. Restricted professionality concerns primarily the day-

to-day aspects of teaching in an autonomous manner in the classroom, considering the 

delivery of subject content as a teachers’ desirable task. The extended orientation includes 

collaboration with other colleagues in joint decision making and in evaluating the teaching 

quality. 

Hargreaves and Goodson (1996) identify professionalism as classical, flexible, practical, 

extended, and complex, providing in-depth insights into teachers’ own view on their work and 

roles. Classical professionalism refers to use of models from the medical and legal professions 

to shape teaching as a profession. In other words, it associates professionalization with 

admission requirements, certification practices, and a national teacher qualifications. Flexible 

professionalism refers to the practical expertise of teachers that emerges from the day-to-day 

realities in their classrooms and communities as opposed to technical expertise grounded in 

scientific inquiry. Practical professionalism refers to teachers’ practical knowledge and the 

judgments they make about their work and roles. Extended professionalism emphasizes 
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teachers’ work as collaborators on whole-school policies, which is akin to Hoyle’s (1974) 

extended professionalism. Complex professionalism relates to the increasing degree of 

complexity of teacher tasks, such as teaching effectively in a globalized world.  

To sum up, a professional teacher can be classified based on Zeichner’s (1983) argument on 

teacher professionalism depending on four paradigms of teacher education, while Holye 

(1974) and Hargreaves and Goodson (1996) show that teacher professionalism has expanded 

from its traditional role. The approaches to teacher professionalism were classified according 

to the paradigm of teacher education, the autonomy of teachers, and the nature and substance 

of teacher competence. The standard classification is the understanding of education and the 

expected role of teachers. Based on these standards, this study suggests four approaches of 

teacher professionalism for GCE as discussed below. 

4.2.2 Four Approaches to Teacher Professionalism for GCE 

Teacher professionalism for GCE is based on the teacher professionalism presented by the 

above-mentioned scholars in the following four ways: academic professionalism; technical 

professionalism; flexible professionalism; and critical inquiry professionalism. 

Academic professionalism 

Academic professionalism refers to teachers’ academic competence. In GCE, this approach 

emphasizes intellectual excellence and the major subjects of GCE, such as social studies and 

moral education. The knowledge related to global issues required in the academic courses of 

the university curriculum is the basis of effective teaching, i.e. the content knowledge needed 

is emphasized. Like classical professionalism as understood by Hargreaves and Goodson 

(1996), it refers to teachers’ attempts to use models from the medical and legal professions to 

shape academic GCE educators as a profession.  

Technical professionalism 

Technical professionalism refers to teachers’ pedagogical skills. In order to teach GCE 

effectively, teachers have to have an appropriate teaching skill, strategies, and the ability to 

develop materials. This kind of professionalism emphasizes pedagogical knowledge and skills 

such as pedagogical knowledge, curriculum knowledge, and pedagogical content knowledge. 
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The approach is akin to the practical professionalism as understood by Hargreaves and 

Goodson (1996). In addition, it is included in the restricted professionality proposed by Holye 

(1974) in considering the delivery of subject matter as a teacher’s desirable task. This 

perspective, however, carries the risk that teachers are more likely to focus on the narrower 

aspects of their work, such as pedagogical strategies and technical skills, rather than larger 

issues such as curricula issues (Kubow & Fossum, 2007).  

Flexible professionalism 

Flexible professionalism refers to teachers’ competence for practical action. This approach 

emphasizes the specific actions required as global citizens and is presented as teacher 

leadership for GCE in the classroom. In teacher education, it is associated with GCE contents 

component of ‘leadership for practical problem-solving’ which includes curriculum 

organization, skills from life, understanding of the student, and context and skills for action. 

This is akin to flexible professionalism as understood by Hargreaves and Goodson (1996). 

This professionalism refers to the practical expertise of the teacher that emerges from the day-

to-day realities in their classrooms and communities as opposed to technical expertise 

grounded in scientific inquiry.  

Critical inquiry professionalism 

Critical inquiry professionalism emphasizes the critical inquiry of society and education and 

critical awareness of teachers’ social reform. As teachers have been described as “teacher 

innovators” (Joyce, 1972, as cited in Zeichner, 1983), “teacher scholars” (Stratemeyer, 1956, 

as cited in Zeichner, 1983), “teachers as inquirers” (Bagenstos, 1975, as cited in Zeichner, 

1983) and “self-monitoring teachers” (Elliot, 1976; 1977, as cited in Zeichner, 1983), teachers 

are expected to be critical GCE educators. In this approach, teachers have the role of 

reformers and scholars to critically grasp not only global social issues but also problems in the 

classroom. This is akin to Zeichner’s (1983) inquiry-oriented teacher education. It fosters 

development of orientations and skills of critical inquiry. Teachers should guide the social 

transformation through improvement of contradictions of the social structure as a guide and a 

leader of social reform and education. The world should be understood through critical 

consciousness of social problems and raising critical consciousness of individuals’ lives. The 

main task in this approach is to reflect on the meaning of teaching and critically examine the 
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educational situation. In the sense that the emphasis is on the teacher’s scholarly perspective, 

it may overlap with the aforementioned academic teacher professionalism. Critical inquiry 

teacher professionalism, however, differs in that it emphasizes more on critical inquiry as a 

researcher or reformer rather than on acquisition of knowledge. 

The framework for the third aspect investigated in this thesis, namely the concept of GCE, 

appears in the following section. 

4.3 Concept of GCE 

The future of schooling will not question whether or not to perform GCE, but rather what 

kind of GCE is performed (Dill, 2013). Investigating how GCE is taken into consideration in 

national curricula is the first step towards defining this. 

According to Dill (2013), there are two distinct features of GC: global consciousness; and 

global competencies. While “global consciousness” is a particular way of understanding one’s 

self and the world, “global competencies” are required for economic success in the 

cosmopolitan age. The former includes a perspective of oneself as a part of a global 

community and a vision of humanity as a whole. In this perspective, a moral conscience to act 

for the good of the world is important. The latter focuses on the skills and knowledge which 

are required to achieve prosperity in a competitive global marketplace.  

Another division can be found between cosmopolitanism and liberalism. Schattle (2008) 

identifies four ideologies emerging in educational initiatives for GC: moral cosmopolitanism; 

liberal multiculturalism; neoliberalism; and environmentalism. Except for environmentalism, 

they are commonly included in broad liberalism with its fundamental emphasis on individual 

rights and liberties (Schattle, 2008). Amongst others, neoliberal educational programs aim to 

increase one’s abilities to compete in the global economy. On the other hand, there are many 

education programs and institutions having moral visions of GC. They includes aspects of 

moral cosmopolitanism and liberal multiculturalism (Schattle, 2008). 

This study borrows the term “global consciousness” from Dill (2013). Many scholars have 

proposed concepts based on this ideology, amongst others the typology by Oxley and Morris 

(2013) who classified GC into two general forms: cosmopolitan-based and advocacy-based. 

Cosmopolitan concepts imply identification, global consciousness, and understanding of 
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global relations, while advocacy-based concepts focus more on global problem-solving 

(Yemini, 2017). The cosmopolitan-based approach includes political, moral, economic, and 

cultural GC, while advocacy-based GC includes social, critical, environmental and spiritual 

GC (Oxley & Morris, 2013).  

Based on these GC concepts, concepts of GCE are suggested. In this study, two types of GCE 

are considered for the analysis of GCE: consciousness and competency. Consciousness GCE 

includes cosmopolitanism-based GCE and advocacy-based GCE, each with four sub-concepts. 

Competency GCE, on the other hand, includes competency-based GCE (Table 4.2).  

Table 4.2 Typology of GCE 

 GCE as consciousness GCE as competency 

Cosmopolitanism-

based GCE 

Advocacy-based GCE 

Perspectives 

on GC 

- Moral 

cosmopolitanism 

- Liberal 

multiculturalism 

- Universalism 

- Humanist-liberalism 

- Environmentalism 

- Feminism 

- Communicative 

rationality 

- Critical theory 

- Post-colonialism 

- Neo-liberalism 

- Liberalism (in a broad 

sense) 

 

 

Purpose of 

education 

- To be aware of 

global 

issues/conflicts and 

take responsibilities  

- To respect different 

cultures  

- To engage in 

solutions 

- To recognize global 

issues/conflicts in 

terms of global 

structure/systems and 

power relations  

- To critically reflect 

on the conflicts  

- To transform 

structures 

- To be aware of global 

interdependency  

- To equip the learner 

with the knowledge and 

skills required in the 

competitive world 

Educational 

topic/theme 

- Cosmopolitan 

democracy 

International 

development 

- Global 

issues/problems  

- Human rights  

- Different cultures 

- Global civil society 

- Post-colonial agenda 

- Power 

relations/dynamics  

- Sustainable 

development agenda 

- Caring, loving, 

spiritual and 

emotional 

connections 

- Using tools 

interactively (technology 

and language skills) 

- Interacting in 

heterogeneous groups 

(cooperation, empathy) 

- Acting autonomously 

(realizing one’s identity, 

conducting life plans, 

defending and asserting 

rights) 

Source: Adapted from Chung and Park (2016, p. 29) 
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As such, the nine GCE concepts are based on perspectives on how to view global citizens, and 

the GCE concepts embedded in education determine the direction of the GCE. The analytical 

framework consisting of nine components functions as a lens for analysis of the concept of 

GCE in the curricula of the two countries in this study. 

4.3.1 Concept of Consciousness GCE 

Consciousness GCE emphasizes an awareness of the whole world as the larger area for 

actions. This approach includes a typology for GCE under this broad concept with two 

general forms of GCE based on GC concepts by Oxley and Morris (2013): cosmopolitan 

based; and advocacy based. Cosmopolitan based GCE includes political, ethical, economic, 

and cultural GCE, and advocacy based GCE includes social, critical, environmental and 

spiritual GCE. The eight conceptions emphasize distinct understandings of the nature and 

purposes of GCE (Oxley & Morris, 2013). These are displayed in overview form in Table 4.3. 

Based on GC conceptualized by Oxley and Morris (2013), each GCE concept can be 

explained as follows: 

Political GCE 

Political GCE is, amongst others, related to education of citizenship with political status 

(Oxley & Morris, 2013). This approach especially focuses on the relationship between 

individuals, states and other politics in the form of cosmopolitan democracy (Oxley & Morris, 

2013). Political GC emphasizes democratization and promotes a form of global governance 

that strengthens international institutions, such as the UN based on cosmopolitan democracy. 

The political GCE appears as learning democracy and global political structures.  

Moral GCE 

Moral GCE focuses on the ethical aspects of individuals as global citizens, mainly the idea of 

human rights is featured (Oxley & Morris, 2013). This assumes that “human beings belong to 

‘a single moral community’” (Peters, Blee, & Britton, 2008, p. 3). Moral cosmopolitanism 

manifests mostly itself in declarations of universal human rights, such as in UN conventions 

(Oxley & Morris, 2013). Therefore, the moral GCE focuses on human rights, responsibilities, 

obligations, and empathy, based on cosmopolitanism.  
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Table 4.3 Characteristics of cosmopolitan based and advocacy based consciousness GCE  

Cosmopolitan based 

Political 

GCE 

□ Relationships of the individual to the state and other polities 

○ Cosmopolitan democracy 

Moral 

GCE 

□ Ethical positioning of individuals and groups to each other 

○ Human rights and responsibilities 

Economic 

GCE 

□ Interplay between power, forms of capital, labor, resources and the human 

condition 

○ International development 

Cultural 

GCE 

□ Symbols that unite and divide members of societies, with particular 

emphasis on globalization of arts, media, languages, sciences and 

technologies 

○ Cultural globalization 

Advocacy based 

Social 

GCE 

□ Interconnections between individuals and groups and their advocacy of the 

‘people’s’ voice 

○ Global civil society 

Critical 

GCE 

□ Challenges arising from inequalities and oppression, using critique of 

social norms to advocate action to improve the lives of dispossessed/subaltern 

populations, particularly through a post-colonial agenda 

○ Power structures 

Environ-

mental 

GCE 

□ Advocating changes in the actions of humans in relation to the natural 

environment 

○ Sustainable development  

Spiritual 

GCE 

□ Non-scientific and immeasurable aspects of human relations, advocating 

commitment to axioms relating to caring, loving, spiritual and emotional 

connections 

○ Caring and social justice 

Source: Oxley and Morris, 2013 

□ Key concept ○Focus 

Economic GCE 

Economic GCE concerns about the interaction between power, forms of capital, labor, 

resources, and the human condition, which often presented as international development 

(Oxley & Morris, 2013). This position is related to “global imaginary” based on individualism 

and neo-liberalism which emphasize that despite superficial differences, individuals have the 

same fundamental needs, and ultimately benefit the planet by pursuing their own self-interests 

(Richardson, 2008). The neo-liberal idea emerges not only in this approach, but also in the 
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competency GC. The difference between the two is that economic GC focuses more on 

international development for the global community, while the competency concept focuses 

more on individual competences for competitiveness. In the economic GCE appears in the 

form of learning global structures. This overlaps with ‘political GCE’, but this approach 

focuses more on the economic perspective of international development idea. 

Cultural GCE 

Cultural GCE is education for “the symbols that unite and divide members of societies, with 

particular emphasis on globalization of arts, media, languages, sciences and technologies” 

(Oxley & Morris, 2013, p. 306). Some ideas of cultural GC are described as the pervasive 

globalization of media and languages as well as the dominance of English (Oxley & Morris, 

2013). In other words, the spread of Netflix, and the expanding availability of the internet 

provides people from across the world common cultures and significant exposure to English 

(Oxley & Morris, 2013). This is related to the idea of “genre-rich society” by De Ruyter and 

Spiecker (2008) which is associated with positive features of multiculturalism. The education 

for cultural GC appears in the forms of learning cultural diversity and multicultural education, 

etc. 

Social GCE 

Social GCE embraces both capitalist, institutional, cosmopolitan universalism and localized, 

grass-roots post-colonial relativism (Oxley & Morris, 2013). This concept is associated to 

global civil society since this position focuses on “the interconnections between individuals 

and groups and their advocacy of ‘the peoples’ voice” (Oxley & Morris, 2013, p. 306). 

Elements of social GCE reflect social issues such as gender, ethnicity, sexuality, disability, 

and class (Oxley & Morris, 2013), which is manifested generally through civil society 

organizations. This approach, however, overlaps with the cultural GCE of cosmopolitan 

concept since it can derive from shared areas, such as multiculturalism. The difference 

between them is that cultural GCE aims more at moral cosmopolitanism, such as human 

rights, while social GCE tends to be more relativist and includes individuals and organizations 

who pursue secretive, partisan, or rather violent goals (Oxley & Morris, 2013).  
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Critical GC 

In the concept of critical GCE, global structure from is perceived critically. It tends to 

promote a form of counter-hegemony, emphasizing the dissolution of oppressive structure of 

global society (Oxley & Morris, 2013). As a direct objection to the cosmopolitan forms of 

GCE, critical GCE specifically focuses on issues caused by inequality and oppression, using 

critique of social norms to advocate actions to improve the lives of underprivileged people 

through post-colonial agendas (Oxley & Morris, 2013). Critical GCE and social GCE overlap 

in dealing with critical social issues since critical GC can be considered as a more radical 

subset of social GC (Oxley & Morris, 2013). But social GCE differs from critical GCE in its 

tendency to take a more pragmatic approach often towards social justice goals (Oxley & 

Morris, 2013). 

Environmental GCE 

Environmental GCE is related to learning natural environmental issues, commonly referred to 

as the sustainable development agenda (Oxley & Morris, 2013). Environmental GC advocates 

changes people’s attitudes and behaviors for the natural environment (Oxley & Morris, 2013). 

The activities for environment can overlap with other GCE approaches, such as moral and 

social GCE (Oxley & Morris, 2013). For example, global justice and human rights within the 

sustainable development agenda show features of both moral and environmental GC (Oxley 

& Morris, 2013). Activities in Greenpeace shows both social and environmental GC since its 

activities are anarchic and tend to disregard institutional boundaries in favor of direct action 

(Oxley & Morris, 2013). However, environmental GCE emphasizes more on 

environmentalism as a main feature than others, which justifies its separate categorization 

(Oxley & Morris, 2013). 

Spiritual GCE 

Spiritual GCE focuses on “the non-scientific and immeasurable aspects of human relations, 

advocating commitment to axioms relating to caring, loving, spiritual and emotional 

connections” (Oxley & Morris, 2013, p. 306). This concept generally promotes a form of 

holism and “emphasizes humility, empathy and charity towards all humanity and focus on the 

pursuit of global social justice” (Oxley & Morris, 2013, p. 315). The concept of spiritual GC 

may encompass moral, cultural, social, and political concepts because it generally based on 
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holism concerning faith, mankind, and the world (Oxley & Morris, 2013). Education in the 

perspective of spiritual GC, however, focuses more on exploring the belief systems of 

religions, such as Christianity, Confucianism, Buddhism, and Islam or to teach universal 

values in the form of holism (Oxley & Morris, 2013).  

4.3.2 Concept of Competency GCE 

Competency GCE emphasizes the competencies, such as skills and knowledge, or human 

capital, to succeed in this new world of economic realities (Dill, 2013). If someone disagrees 

with the assumption that GCE is just an extended version of traditional civic education, the 

concept of competency GCE might be the evidence. As such, competency GCE is different 

from traditional citizenship education which emphasized mostly responsibility and rights 

because of globalization and neo-liberalism. Schattle (2008), who also proposes the concept 

of competency-based GCE, argues: 

The goal of helping young people eventually blossom as vibrant, actively engaged 

citizens who can think rigorously for themselves and act appropriately has long 

inspired efforts to strengthen civic education. Especially in much of conservative 

political thinking, the goal of civic competence is championed as a laudable moral 

vision in itself, and the realm of civic competence has expanded from the polity into 

the market (Schattle, 2008, p. 82).  

This is thoroughly reflected in the larger institutional ecology of GCE (Dill, 2013). Initiatives 

and programs for global skills and competencies have been developed by several important 

global-level institutions, policy/advocacy groups, and business and academic leaders. For 

example, the EFA movement committed “to strengthen linkages between education and 

economic development” so that “curricula respond to the new demands of the global market 

and knowledge economy, providing skills as communication, critical thinking, self-

confidence, science and technology education, environmental knowledge, and learning how to 

go on learning” (UNESCO-IBE, 2008, p. 6). Besides, UNESCO developed “Information and 

Communication Technology Competencies for Teachers” to emphasize the importance of 

teachers’ understanding of the skills students need for their success in the global economy 

(Dill, 2013).  
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The academic tests and data from PISA of the OECD have become influential in monitoring 

educational trends. OECD presented a framework of key competencies as a benchmark for 

measuring whether students “have acquired the knowledge and skills essential for full 

participation in society” (Rychen & Salganik, 2003, as cited in Dill, 2013, p. 55). According 

to the OECD, these key competencies are important “to not only generate prosperity, social 

cohesion and peace, but first and foremost to manage the challenges and tensions of an 

increasingly interdependent, changing and conflictual world” (OECD, 2003, as cited in Dill, 

2013, p. 55). In other words, they include personality traits and a certain philosophical 

anthropology of the free agent self (Dill, 2013). Thus, the global competencies include 

elements of global consciousness (Dill, 2013).  

The competencies that OECD identified are a mix of skills and knowledge that become 

“psychosocial resources” (Dill, 2013). There are three broad categories: using tools 

interactively (technology and language skills); interacting in heterogeneous groups 

(cooperation, empathy); and acting autonomously (realizing one’s identity, conducting life 

plans, defending and asserting rights) (Dill, 2013). The key concepts and focused aspect of 

competency GCE appear in Table 4.4. 

Table 4.4 Characteristics of competency GCE  

Competency 

GCE 

□ To equip the learner with the knowledge and skills required in the 

competitive world 

○ Using tools interactively (technology and language skills) 

○ Interacting in heterogeneous groups (cooperation, empathy) 

○ Acting autonomously (realizing one’s identity, conducting life 

plans, defending and asserting rights) 

Source: Dill, 2013  

□ Key concept ○Focus                                                                      

4.4 Summary 

In conclusion, the analytical framework applied in this study is made up of three components 

each one serving as a lens to investigate a particular research question in each of the two 

countries selected for analysis. The three elements are: the structure of teacher training 

curriculum for GCE; teacher professionalism for GCE; and the concept of GCE. These have 

been consolidated into Figure 4.1 based on the previous figures and tables in this chapter.   
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Figure 4.1 Framework of analysis used in this study 
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5 Research Design and Methodology 

In this chapter, the research design and methodology of the study are laid out. First, the 

research philosophy underpinning the study is laid out. This is followed by a presentation of 

the research strategy, including how data were collected and analyzed, and considerations, 

amongst others, on the reliability and validity of the data. 

5.1 Philosophical Underpinnings 

Epistemologically, this study belongs to interpretivism which “is predicated upon the view 

that a strategy is required that respects the differences between people and the objects of the 

natural sciences and therefore requires the social scientist to grasp the subjective meaning of 

social action” (Bryman, 2012, p. 30). Thus, when comparing and analyzing the differences of 

GCE in the teacher curricula of the two countries, the rational and subjective interpretations 

by the researcher based on the socio-cultural context of each country are considered. 

Ontologically, the study belongs to constructivism which means that reality is the product of 

one’s mind. In other words, “social phenomena and their meanings are continually being 

accomplished by social actors” (Bryman, 2012, p. 33). It implies that “social phenomena and 

categories are not only produced through social interaction but are in a constant state of 

revision” (Bryman, 2012, p. 33). For example, concepts such as globalization and GC are 

regarded as “artificial creations whose utility is based on their convenience as tools for 

describing, making sense of and negotiating the external world” (Burrell & Morgan, 1979, p. 

4).  

5.2 Research Strategy and Design  

The study adopts the comparative cross-cultural case study method which “embodies the logic 

of comparison, in that implies that we can understand social phenomena better when these are 

compared in relation to two or more meaningfully contrasting cases or situations” (Bryman, 

2012, p. 72). By comparing GCE teacher education in different contexts, the implementation 

of GCE at the local level can be better understood. 
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The prerequisite of comparative research is to decide the units of comparison. Bray and 

Thomas (1995) developed a three-dimensional cube to categorize various foci of comparative 

studies (as cited in Bray, Adamson, & Mason, 2007) (Figure 5.1). Seen in relation to the cube, 

this study is located at the meeting point of country (geographic/locational levels), elementary 

teacher students group (non-locational demographic groups) and curriculum (aspects of 

education and of society). While the scope of the study is the curriculum in teacher education 

in South Korea and Norway, this is understood in the context of global discussions and 

conceptualizations of GC and GCE (i.e. Level 1).  

 

Figure 5.1 Framework for comparative education analysis 
                             Source: Bray & Thomas, 1995, p. 475, as cited in Bray, Adamson, & Mason, 2007 

In the comparative design, “the data are collected from each unit, usually within a cross-

sectional design format” (Bryman, 2012, p. 72). According to Hantrais (1995, para. 5), such 

research occurs “when individuals or teams set out to examine particular issues or phenomena 

in two or more countries with the express intention of comparing their manifestations in 

different socio-cultural settings, using the same research instruments”. In this thesis, three 

analytical frameworks were used as lenses to compare the two countries, South Korea and 

Norway, in order to “seek explanations for similarities and differences or to gain a greater 

awareness and a deeper understanding of social reality in different national contexts” 

(Hantrais, 1995, para. 5).  
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As a case study, the ultimate purpose of this research is to understand the real world by 

detailed and intensive analysis of a contemporary phenomenon within its context, as 

suggested by Yin (2018). In other words, this research entails the detailed and intensive 

analysis of cases. Especially, as qualitative case study research, this study finds “good 

moments to reveal the unique complexity of the case” (Stake, 1995, p. 63). In this research, 

one teacher education program in each of the two countries is chosen as a case. The 

assumption is that the programs represent each country’s teacher education trend since these 

are based on national regulations. As a “representative or typical case” (as mentioned by Yin, 

2003, p. 41), the programs were chosen because “they epitomize a broader category of cases” 

and “they will provide a suitable context for certain research questions to be answered” 

(Bryman, 2012, p. 70).  

Given the strong connection between the teacher education curricula and their national 

contexts, as well as GCE, the research aims to generate an intensive, detailed examination of 

each case. Since this study takes the stance of epistemological interpretivism and ontological 

constructivism, it employs a qualitative approach. Interpretivists interpret the social world and 

constructivists view social reality as a constantly shifting emergent property of individuals’ 

creation as emphasized in qualitative research methods. According to Bryman (2012, p. 36), 

qualitative research is a research strategy that “usually emphasizes words rather than 

quantification in the collection and analysis of data”. This allows the research to explore the 

text in more depth and gives greater and more subtle meaning to the data collected. When 

comparing GCE in teacher education in two countries, it can be interpreted more deeply and 

subtly, considering the national contexts.  

5.3 Data Collection  

In order to collect data, two universities, Gyeongin National University of Education (GINUE) 

in South Korea, and Oslo Metropolitan University (OsloMet) in Norway were selected. Both 

of them are the biggest teacher training institution in their respective country. The data derive 

from the curricula of teacher training programs for teacher students, namely the Curriculum of 

Gyeongin National University of Education (GINUE, 2018) and Elementary School Teacher 

Education for Levels 1–7 (OsloMet, 2018c). The programs are considered to be representing 

the particular country. Each is accessible on the internet. The curriculum of GINUE is 86 
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pages. The curriculum of OsloMet is presented on their webpage, transformed into a 

document format it becomes 252 pages. 

5.4 Data Analysis  

This research was carried out using the content analysis method. Qualitative content analysis 

is the most common approach for qualitative analysis of documents (Bryman, 2012). Contents 

analysis is one of “the classical procedures for analyzing textual material” (Flick, 2009, p. 

323). This method uses “categories, which are often derived from theoretical models” (Flick, 

2009, p. 323) as a process by which the “many words of texts are classified into much fewer 

categories” (Weber, 1990, p. 15). 

In this thesis, documents of more than 300 pages in total are also categorized and reduced 

according to the content analysis method. It makes the meaning in the text simple and easy to 

grasp. In addition, the contents analysis method focuses on language and linguistic features, 

and meaning in context. These are systematically validated by explicit, transparent, and public 

rules of analysis, such as code and categories (Cohen, Manion, & Morrison, 2007, p. 476). 

Moreover, this method has the advantage of reanalysis and replication since the data are in a 

permanent form (texts) (Cohen et al., 2007). In other words, even after this research, it can be 

supplemented or modified in future research. 

Cohen et al. (2007) summarized the components of content analysis as coding, categorizing, 

comparing, and concluding (p. 476). In the coding process of this study, the unit used is 

mainly in the form of sentences and paragraphs. Each unit is labeled in accordance with 

themes and keywords using the framework in Figure 4.1. Coded references were subsequently 

counted and qualitatively analyzed. In the analysis presented here, quantitative results such as 

proportion of coded references under each sub-category will be provided only as tools for the 

qualitative analysis, since the counting process did not account for the relative importance of 

each unit. Proportions of coded references and its meanings are compared. Based on the 

results of the analysis, the theoretical conclusions are drawn from the text (Cohen et al., 2007). 

Prasad (2008, p. 12) mentions that “developing content categories lies at the heart of content 

analysis”. Since this thesis has three research questions, a thematic analysis will be performed 

based on three kinds of categories adapted from the structure of the teacher training 

curriculum for GCE, teacher professionalism, and the typology of GCE as discussed earlier. 



52 

 

Words, phrases, and sentences for analysis are adopted from inferences available in the texts 

themselves. The documents of curriculum samples were imported into NVivo for coding and 

analysis to make it easy to help categorize and classify the data. 

After the samples were uploaded, they were coded based on nodes that were assigned based 

on their correspondence with each analytical framework. Nodes are “a collection of references 

about a specific theme, place, person or other area of interest” (Bryman, 2012, p. 596).  

There are three sub-questions under the main research question how is global citizenship 

education conceived in teacher education in South Korea and Norway? For the first research 

question, what is the structure of the pre-service teacher curriculum in South Korea and 

Norway? the analytical framework of the structure of teacher training curriculum for GCE is 

used which consists of its components and organization (Table 5.1).  

Table 5.1 Qualitative content analysis framework for the structure of teacher training curricula for GCE 

Domain Contents components  Key words and themes for analysis 

Liberal arts Content knowledge 

about GC 

Cognitive 

Affective 

Psychomotor 

Leadership for practical 

Problem-solving 

Curriculum organization skill from life 

Understanding of student and context 

Skills of activism 

Subject 

contents 

Content knowledge 

about GC 

Cognitive 

Affective 

Psychomotor 

Leadership for practical 

Problem-solving 

Curriculum organization skill from life 

Understanding of student and context 

Skills of activism 

Pedagogy Pedagogical knowledge 

for GCE 

Pedagogical knowledge 

Pedagogical knowledge 

Curriculum knowledge  

Pedagogical content knowledge 

Leadership for practical 

problem-solving 

Curriculum organization skill from life 

Understanding of student and context 

Skills of activism 

Subject-

didactics 

Pedagogical knowledge 

for GCE 

Pedagogical knowledge 

Curriculum knowledge 

Pedagogical content knowledge 

Leadership for practical 

problem-solving 

Curriculum organization skill from life 

Understanding of student and context 

Skills of activism 
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The total proportion of coded references and each proportion of the curricular areas are 

provided. This will show the quantity of GCE and the organization style of the GCE 

curriculum. This quantitative process is intended to help qualitatively interpret features. For 

the second one, what kind of teacher professionalism is pursued in pre-service teacher 

education in South Korea and Norway? the analytical framework of teacher professionalism 

is applied including four categories: academic; technical; flexible; and critical inquiry (Table 

5.2). The proportion of coded references is provided in order to qualitatively analyze features. 

Table 5.2 Qualitative content analysis framework for teacher professionalism 

Teacher professionalism Key word and themes for analysis 

Academic teacher professionalism Knowledge 

Contents  

Academic competence  

The major subject and intellectual excellence 

Technical teacher professionalism Pedagogy 

Technique 

Teaching skills 

Curriculum knowledge  

Pedagogical content knowledge 

Flexible teacher professionalism Action in reality 

Leadership  

Practical 

Mediator 

Critical inquiry teacher 

professionalism 

Critical inquiry 

Social change 

Social structure 

Researcher 

 

For the last research question, how does the concept of Global Citizenship manifest itself in 

the content of pre-service teacher education in South Korea and Norway? the analytical 

framework of the concept of GCE with its nine elements is used (Table 5.3) in which the key 

words and themes drawn from these categories appear. Percentages of coded references are 

provided to qualitatively analyze the characteristics of each curriculum by analyzing concepts 

that appear to be particularly strong or weak. 
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Table 5.3 Qualitative content analysis framework for the concept of GCE 

Concept of GCE Key words and themes for analysis 

Consciousness 

GCE 

Cosmopolitan type 

Political GCE Cosmopolitan 

Democracy 

Moral GCE Ethic 

Human rights 

Responsibility 

Economic GCE Power 

Capital 

International development 

Cultural GCE Multicultural 

Foreign language 

Advocacy type 

Social GCE Social activity 

Social movement 

Minority 

Critical GCE Power structure 

Critique 

Inequality 

Environmental GCE Environment 

Nature 

Sustainable development 

Spiritual GCE Religion 

Christianity 

Love 

Competency 

GCE 

Competency GCE Competition 

Technology 

Language skills 

5.5  Validity and Reliability 

Validity and reliability are pivotal to the quality of research. As a case study that relies on 

qualitative content analysis, the validity and reliability of the study is closely related to the 

systematic design in data sampling, collection and analysis. These are explained in the 

following.  

5.5.1 Validity  

When it comes to validity, the question that needs to be posed is how well the design and 

methods fit the research questions (Boréus & Bergström, 2017). In the case of this study, 
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since the two selected curricula are based on national regulations, they are viewed as 

appropriate measures of how GCE manifests itself in teacher education in South Korea and 

Norway. The programs were compared through the qualitative content analysis method and 

each is understood in the particular national context.  

Another question of validity is “whether a measure that is devised of a concept really does 

reflect the concept that it is supposed to be denoting” (Bryman, 2012, p. 47). This can be 

called construct validity which relates to “deducing hypotheses from a theory that is relevant 

to the concept” (Bryman, 2012, p. 172). In this research the theoretical construct is “GCE 

teacher education” and the data that are used to draw inference of the construct is the 

structures and contents of the curriculum documents. Three concepts are used to test the 

hypotheses: plan, philosophy, and content, which relate three measures: structure of the 

program, expected teacher professionalism, and the concept of GCE in the two countries.  

The question of “whether the results of a study can be generalized beyond the specific 

research context” concerns external validity (Bryman, 2012, p. 47). The sampling strategy is 

influential when it comes to generalization to a wider context. As a case study, cases were 

sampled following the purposive sampling method. In purposive sampling, cases are included 

in the sample based on how typical they are or the degree to which they possess the particular 

characteristics being sought (Cohen et al., 2007). In this research, two universities were 

picked as cases since each represents the country’s teacher education and is the biggest 

elementary teacher educating university in the each specific country. It is assumed that there 

are no significant differences in terms of structure, direction, and content compared to other 

universities since they all have to follow national regulations.  

The central issue of concern, however, is “the quality of the theoretical reasoning in which the 

case study researcher engages” (Bryman, 2012, p. 71). In other words, the crucial question is 

how well the researcher generates theory from findings (Bryman, 2012). This study is based 

on a theoretical hypothesis: there are considerable differences between the two countries 

regarding the structure of the pre-service teacher curriculum, pursued teacher professionalism, 

and the conceived concept of GCE in South Korea and Norway due to the different national 

contexts. This hypothesis and the theories behind it will be tested in the context of each 

country.  
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5.5.2 Reliability 

Reliability indicates the degree of consistency of research. External reliability represents “the 

degree to which a study can be replicated” (Bryman, 2012, p. 390). In qualitative research, 

however, reliability is considered “a fit between what researchers record as data and what 

actually occurs in the natural setting under the study, i.e. a degree of accuracy and 

comprehensiveness of coverage, rather than the literal consistency across different 

observation” (Bogdan & Biklen, 1992, p. 48). In this regard, on the basis of categories based 

on clear and consistent criteria, coding was conducted several times until results were stable.  

Moreover, there can be reliability problems ascribed to translation. Since the original data 

were written in Korean and Norwegian, data presented in the findings were translated and 

crosschecked to ensure that the content was presented correctly in English. As a document 

content analysis based on open sources, this study follows a very transparent research method. 

The coding scheme and the sampling procedures can be easily replicated by following the 

same design and method (Bryman, 2012). 

5.6 Ethical Considerations and Limitations 

As a “non-reactive method” (Bryman, 2012, p. 304), there are no research participants in the 

study. Since the curriculum documents can be accessed freely online, there are no particular 

data sensitive issues involved neither in the collection, nor in the transcription and analysis of 

the data.  

However, there were clear differences between the two documents, since the depth of 

information and styles are very different between them. The one from Norway is more 

detailed and longer while that of South Korea is relatively simple and short. Some of the 

information presented was sometimes difficult to comprehend.  

The need for translation into English from Korean and Norwegian is also a matter of concern. 

Despite the researcher’s ability of translation between the three languages, when Norwegian, 

the researcher’s second language, was translated into English, the researcher had help from 

native Norwegian speakers for crosschecking. However, the translation may have caused 

nuances of the text to be lost, and some original terms may have lost part of their meaning by 

being translated into English.  
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Since the researcher is a South Korean elementary school teacher who is familiar with Korean 

teacher education programs, possible personal biases had to be avoided particularly 

concerning pre-conceived assumptions about the content and quality of the two curricula 

documents. While this bias was avoided by applying the same methodology to collect, code 

and transcribe all the data, there was a risk that it remained in the interpretation of the data. 

This was not only because coding manuals are by definition subjective (Bryman, 2012), but 

because, being a South Korean, it was comparatively easier to disentangle the South Korean 

curriculum than the Norwegian curriculum. The possible bias was avoided by minimizing 

misunderstandings with the help of native Norwegian speakers in the process of translating 

and interpreting the Norwegian curriculum. In addition, in order not to miss the contextual 

factors, the researcher not only investigated the social, cultural, and historical backgrounds 

related to Norwegian education, but also read government documents as well as country 

reports related to the Norwegian curriculum to ensure that it exists in the overall context. 
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6 Teacher Education for GCE in South 

Korea and Norway 

This chapter presents the findings that emerged from the analysis of the collected data after 

coding several times. The data show how GCE manifests itself in the different national 

contexts of South Korea and Norway. As discussed previously, the research questions 

concerned the structure of the pre-service teacher curriculum for GCE; teacher 

professionalism for GCE in pre-service teacher education; and the concept of GCE as 

reflected in the content of pre-service teacher education. The analysis in the following is 

presented according to these three questions and is done comparatively for South Korea and 

Norway.   

The analysis was done using the frameworks outlined in Table 5.1, Table 5.2, and Table 5.3. 

It was based on the syllabuses for all subjects in the pre-service teacher curriculum in the two 

countries. However, the scope of GCE was based on the concept of GCE discussed in Chapter 

4 (Section 4.3) with some modifications. In particular, although special (inclusive) education 

belongs to the social concept of GCE, it has been excluded from the analysis because it is a 

larger, independent area in the curriculum of the two countries. On the other hand, gender is 

not treated as an independent domain but is included in the social concept of GCE. In the case 

of the competency concept of GCE, all subjects can be interpreted as cultivating citizens’ 

ability to live, work and compete in the future. However, in this study, this has been limited to 

the specific subjects that emphasize ‘competence for a globalized world’.  

6.1 Structure of the Teacher Training Curriculum for 

GCE 

Two curricula—GINUE in the case of South Korea and OsloMet in the case of Norway—

were analyzed, based on the framework developed in Figure 4.1. This section analyzes each 

curriculum to discuss which subjects are included in each curriculum as GCE, what 

comparative proportion of the subjects of GCE they represent, and their format: whether 

liberal arts, subject contents, pedagogy, or subject didactics. 
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6.1.1 Curriculum Structure for GCE in South Korea 

The teacher curriculum in GINUE is divided into four subject areas: Liberal Arts; Teaching 

Profession; Major Course; and Advanced Course (Appendix 4). Table 6.1 categorizes the 

subjects in terms of how they address GCE directly or indirectly in view of the four elements 

of the framework. 

Table 6.1 Structure of GCE in the curriculum of GINUE, by domain, contents component, themes, subject, 

credits, and % 

Domain Contents 

components 

of teacher 

education for 

GCE 

Key words and 

themes for 

analysis 

Subject Credits 
hours per 

week 
 

% of total 

courses’ 

credits* 

Each Total % 

Liberal arts Content 

knowledge 

about GC 

- Cognitive 

- Affective 

- Psychomotor 

- English Communication  

- Modern Society and Ethical Problems  

- Politics in the Global Era  

- Physical Geographies and Cultural 

Landscapes in the World  

- Understanding the World History  

- Issues of Multicultural Society and 

Citizenship Education  

- English Pronunciation Clinic 

- Introduction to Glocal Career Education  

- Interview English  

- Practice in Glocal Career Education  

- Humanities for Unification  

- Multicultural Society and Cultural 

Diversity Education  

- Seminar in Glocal Career Education  

- Human and Environment  

2 

3 

3 

3 

 

2 

2 

 

2 

2 

2 

2 

2 

2 

 

2 

2 

31 4.2 

Leadership 

for practical 

problem-

solving 

- Curriculum 

organization skill 

from life 

- Understanding of 

student and context 

- Skills of activism 

- Effective Communication for 

Classroom Teacher  

- Understanding Educational Alienation 

and Education for Disadvantaged 

Groups  

- Understanding Education of the 

Gyeonggi and Incheon  

2 

 

2 

 

 

2 

6 0.8 

Subject 

contents 
Content 

knowledge 

about GC 

- Cognitive 

- Affective 

- Psychomotor 

- Critical Thinking and Ethics  

- Unification Education and Humanities  

- Morality and Emotion  

- Journey towards Classic Texts in Ethics  

- Textual Exposition in Moral Education  

- A History of Ethics  

- The Comparison of Ethical Thought 

Between the East and the West  

- Information Ethics in Digital Era 

- Understanding of Civil Society and State  

- Understanding of Democratic Politics  

- Understanding World Regional 

Geography 

- Studies of Modern Society  

- Studies on the Theories of History   

- Introduction to Structure of English  

- Introduction to English Linguistics  

- British & American Culture and 

Literature for Children  

- Practical English Grammar  

3 

3 

3 

3 

3 

3 

3 

 

3 

3 

3 

3 

 

3 

3 

3 

3 

3 

 

3 

51 6.9 
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Pedagogy Pedagogical 

knowledge 

for GCE 

- Pedagogical 

knowledge 

- Curriculum 

knowledge 

- Pedagogical 

content knowledge 

 

- Education and Educational Psychology  

- Curriculum and Instruction  

- Philosophy of Education  

- History of Education  

- Educational Technology  

- Educational Evaluation  

- Understanding Early Childhood Education 

- Understanding Children with Special Needs 

- Guidance and Counseling  

- Education Service  

- Classroom Observation Practicum  

- Classroom Instruction Practicum  

- Classroom Instruction and School 

Administration Practicum  

- Methods of Teaching and Learning  

- Educational Research and Statistics  

- Educational Measurement and Evaluation  

- History of Elementary Education  

- Thoughts on Childhood Education  

- Educational Continuity between 

Kindergarten and Elementary School  

- Developmental Theories  

- Teaching Method for Young Children  

- Teaching Social Studies for Young Children 

- Parent Education  

2 

2 

2 

2 

2 

2 

2 

2 

2 

1 

1 

1 

2 

 

3 

3 

3 

3 

3 

3 

 

3 

3 

3 

3 

53 7.2 

Leadership 

for practical 

problem-

solving 

- Curriculum 

organization skill 

from life 

- Understanding of 

student and context 

- Skills of activism 

- Curriculum and Instruction  

- Sociology of Education  

- Guidance and Counseling  

- Classroom Instruction and School 

Administration Practicum  

- Practice of Educational Administration  

- Sociocultural Change and Education  

- Educational Administration: Theory 

into Practice  

- Issues in Elementary Education  

- Contemporary Thoughts of Education  

- Parent Education  

- Creative Experience Activities 

(2)** 

2 

(2) 

(2) 

 

2 

3 

3 

 

3 

3 

(3) 

1 

26 3.5 

Subject 

didactics 
Pedagogical 

knowledge 

for GCE 

- Pedagogical 

knowledge 

- Curriculum 

knowledge 

- Pedagogical 

content knowledge 

 

- Moral Education Ⅰ 

- Social Studies Education Ⅰ 

- English Education Ⅰ 

- Moral Education Ⅱ 

- Social Studies Education Ⅱ 

- English Education Ⅱ 

- Curriculum Integration  

- Teaching English in English  

- Quantitative and Qualitative Research 

Methods in Moral Education  

- Study on the Moral Subject Matter and 

Guidance Method  

- Theory and Practice of Character Education 

- Teaching Materials of Geography  

- Teaching Materials of History  

- Teaching Materials of Social Studies  

- Character Education  

- Content and Language Integrated 

Instruction  

- Theme-based English Education  

- Teaching English Listening and Speaking 

- Teaching English Usage  

- Teaching English Literacy 

- Teaching English Reading and Writing  

- Primary English Education and Evaluation  

- Primary English Education Practice  

2 

2 

2 

2 

3 

3 

1 

2 

3 

 

3 

 

3 

3 

3 

3 

3 

3 

 

3 

3 

3 

3 

3 

3 

3 

62 8.4 

Leadership 

for practical 

- Curriculum 

organization skill 

- Seminar in Social Studies  

- Practice of Social Studies Education  

3 

3 9 1.2 
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problem-

solving 

from life 

- Understanding of 

student and context 

- Skills of activism 

- Living and Environment  3 

 

Total 229 (31%) 

*Total credits of courses =739 

** ( ): Repeated subjects that have already appeared in the previous section and are excluded from the total credits  

Limited GCE Focus 

Although the issues of GC encompass all fields, the GINUE curriculum has only a few 

subjects that address GCE. From the analysis above, only 31% of the subjects actually reflect 

GCE. Most of them relate to social studies, ethics, English, and pedagogy. Direct treatment of 

globalization only appears in subjects related to sociology and ethics. In subject didactics 

courses, teacher students simply learn how to teach the subjects well, but not from a 

perspective of GCE. For example, the compulsory ‘Mathematics Education I’ course is 

introduced as follows: 

This course is the foundation of mathematics education theory II. It provides 

students with a broad understanding of the goals of elementary school mathematics 

education and various theories related to history, philosophy, psychology, guidance, 

and evaluation. … This course deals with the purpose of mathematics education, the 

history of mathematics education, philosophy of mathematics education, 

mathematics learning psychology, problem solving, mathematical thinking, 

mathematics (GINUE, 2018, p. 38). 

In this summary, the subject ‘Mathematics Education I’ focuses only on thematic knowledge 

of mathematics and mathematics education, without a global perspective. 

GCE curriculum organization and content components 

The contents of GCE is distributed across the domains of pedagogy, subject didactics, subject 

contents, and liberal arts (Figure 6.1). They appear as ‘pedagogical knowledge of GCE’ 

(48.3%) and ‘contents knowledge about GC’ (34.5%) but the ‘leadership for practical 

problem-solving’ is relatively weak (17.2%) (Figure 6.2). 
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GCE in Liberal arts 

One of the characteristics of the South Korean curriculum is that some courses are designated 

as liberal arts, the goal of which is described by the following:  

The goal of the Liberal Arts course is to cultivate the basic and instrumental skills 

necessary for learning and teaching in the university, and to provide the basics of 

academic inquiry for intellectuals. And it is to strengthen their capacities of 

creative problem-solving skills based on their personality as sound citizens and their 

educational philosophy as pre-service teachers. (GINUE, 2018, p. 1, [emphasis 

added]) 

As individual courses, some GCE contents appear in liberal arts courses. These are regarded 

as courses for teaching basics of academic inquiry for intellectuals and basic skills to pre-

service teacher students. For example, ‘Issues of Multicultural Society and Citizenship 

Education’ is introduced in the following way: 

The purpose of this course is to cultivate the multicultural capacity of citizens to 

adapt to the multicultural changes occurring in Korean society and to lead them in 

the desired direction… This course will analyze and explore various issues related 

to a multicultural society and seek ways to proactively respond to them (GINUE, 

2018, p. 29, [emphasis added]). 

Figure 6.1 GCE contents compositions at GINUE 

by domain (total credits and %) 
Figure 6.2 GCE contents compositions at GINUE 

by content component (total credits and %) 
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In this course, there is no indication that it is directly related to ‘teacher education’, but rather 

it is introduced as part of a general GCE course. GCE is, thus, regarded as an objective rather 

than a tool.  

GCE topics divided into individual subjects 

Each subject in GINUE has individual topics rather than integrated ones. This means that 

large subject areas are divided into smaller parts, each of which appears as a narrower and 

more contained subject. Each subject has a specific theme, such as ‘English Communication’, 

‘Modern Society and Ethical Problems’, etc. Therefore, the South Korean curriculum consists 

of individual and independent subjects, rather than integrated subjects, concerning GCE.  

6.1.2 Curriculum Structure for GCE in Norway 

The OsloMet curriculum consists of two tracks: Cycle 1, which spans the 1st to 3rd year, 

focuses on pedagogy and knowledge, while Cycle 2, spanning the 4th and 5th year, mainly 

focusing on research and writing a thesis (Appendix 5). Compared to the South Korean 

curriculum, courses are integrated, with fewer individual subjects. Table 6.2 shows subjects 

addressing GCE directly or indirectly according to the frameworks. 

Table 6.2 Structure of GCE in the curriculum of OsloMet, by domain, contents component, themes, 

subject, credits, and %  
Domain Contents 

components 

of teacher 

education for 

GCE 

Key words and 

themes for 

analysis 

Subject Credits 
ETCS 
 

% of total 

courses’ 

credits* 

Each Total % 

Liberal arts Content 

knowledge 

about GC 

- Cognitive 

- Affective 

- Psychomotor 
- - - - 

Leadership 

for practical 

problem-

solving 

- Curriculum 

organization skill 

from life 

- Understanding of 

student and context 

- Skills of activism 

- - - - 

Subject 

contents 
Content 

knowledge 

about GC 

- Cognitive 

- Affective 

- Psychomotor 

- M1GRL2100 KRLE 1, Topic 1  

- M1GRL2200 KRLE 2, Topic 2  

- M1GRL3100 KRLE 2, Topic 3  

- M1GEN2100 English 1, Topic 1  

- M1GEN2200 English 1, Topic 2  

- M1GEN3100 English 2, Topic 3  

- M1GSF2100 Social Studies 1, Topic 1  

- M1GSF2200 Social Studies 1, Topic 2  

- M1GSF3100 Social Studies 2, Topic 3  

15 

15 

30 

15 

15 

30 

15 

15 

30 

180 20.6 

Pedagogy Pedagogical 

knowledge 

- Pedagogical 

knowledge 

- M1GPE 1100 Pedagogy and Student 

Knowledge 1, Topic 1  

10 

 135 15.4 
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for GCE - Curriculum 

knowledge  

- Pedagogical 

content knowledge 

- M1GPE1200 Pedagogy and Student 

Knowledge 1, Topic 2  

- M1GPE2100 Pedagogy and Student 

Knowledge 1, Topic 3 

- M1GPE4100 Pedagogy and Student 

Knowledge 2, Topic 1 

- M1GPE5100 Pedagogy and Student 

Knowledge 2, Topic 2  

- MGPE3100 Pedagogy Specialization 1: 

Professional Education  

- MGVM4100 Science Theory and Method  

- MGMO5900 Thesis  

- M1GP1000 Practice, 1st Year  

- M1GP2000 Practice, 2nd Year  

- M1GP3000 Practice, 3rd Year 

10 

 

10 

 

15 

 

15 

 

30 

 

15 

30 

0 

0 

0 

Leadership 

for practical 

problem-

solving 

- Curriculum 

organization skill 

from life 

- Understanding of 

student and context 

- Skills of activism 

- M1GPE 1100 Pedagogy and Student 

Knowledge 1, Topic 1  

- M1GPE1200 Pedagogy and Student 

Knowledge 1, Topic 2  

- M1GPE2100 Pedagogy and Student 

Knowledge 1, Topic 3 

- M1GPE4100 Pedagogy and Student 

Knowledge 2, Topic 1 

- M1GPE5100 Pedagogy and Student 

Knowledge 2, Topic 2 

(10)** 

 

(10) 

 

(10) 

 

(15) 

 

(15) 

60 6.9 

Subject 

didactics 
Pedagogical 

knowledge 

for GCE 

- Pedagogical 

knowledge 

- Curriculum 

knowledge 

- Pedagogical 

content knowledge 

 

- M1GRL2100 KRLE 1, Topic 1  

- M1GRL2200 KRLE 2, Topic 2  

- M1GRL3100 KRLE 2, Topic 3  

- M1GEN2100 English 1, Topic 1 

- M1GEN2200 English 1, Topic 2 

- M1GEN3100 English 2, Topic 3 

- M1GSF2100 Social Studies 1, Topic 1 

- M1GSF2200 Social Studies 1, Topic 2 

- M1GSF3100 Social Studies 2, Topic 3  

(15) 

(15) 

(30) 

(15) 

(15) 

(30) 

(15) 

(15) 

(30) 

180 20.6 

Leadership 

for practical 

problem-

solving 

- Curriculum 

organization skill 

from life 

- Understanding of 

student and context 

- Skills of activism 

- M1GMT 1100 Mathematics 1, Topic 1  

- M1GMT1200 Mathematics 1, Topic 2 

- M1GMT3100 Mathematics 2, Topic 4 

- M1GNO1100 Norwegian 1, Topic 1 

- M1GNO1200 Norwegian 1, Topic 2 

- M1GNO2100 Norwegian 1, Topic 3 

- M1GNO3100 Norwegian 2, Topic 4 

- M1GNA2100 Science 1, Topic 1  

- M1GNA2200 Science 1, Topic 2 

- M1GNA3100 Science 2, Topic 3 

- M1GMU2100 Music 1, Topic 1  

- M1GMU2200 Music 1, Topic 2  

- M1GMU3100 Music 2, Topic 3  

- MGMH2100 Food and Health 1, Topic 1  

- MGKH2100 Arts and Crafts 1, Topic 1  

- M1GKP2100 Exercise 1, Topic 1  

- M1GRL2100 KRLE 1, Topic 1  

- M1GRL2200 KRLE 2, Topic 2 

- M1GRL3100 KRLE 2, Topic 3 

- M1GEN2100 English 1, Topic 1  

- M1GEN2200 English 1, Topic 2  

- M1GEN3100 English 2, Topic 3  

- M1GSF2100 Social Studies 1, Topic 1  

- M1GSF2200 Social Studies 1, Topic 2  

- M1GSF3100 Social Studies 2, Topic 3  

- M1GKP2100 Exercise 1, Topic 1  

- M1GKP3100 Exercise 2, Topic 2 

- MGKH2100 Arts and Crafts 1, Topic 1  

- MGKH3100 Arts and Crafts 2, Topic 2  

10 

10 

10 

10 

10 

10 

30 

15 

15 

30 

15 

15 

30 

30 

30 

30 

(15) 

(15) 

(30) 

(15) 

(15) 

(30) 

(15) 

(15) 

(30) 

30 

30 

30 

30 

600 68.6 

Total 735 (84%) 

* Total credits of courses =875 

** ( ): Repeated subjects that have already appeared in the previous section and are excluded from the total credits . 
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GCE in Most Courses 

As seen in Table 6.2, 84% of all courses at OsloMet include the GCE perspective. This is 

considerably higher than the 30% in South Korea. It also shows that liberal arts are not 

included in the curriculum. Although GCE is not taught as an independent subject, it is 

included in most major subjects. 

GCE curriculum organization and content components 

GCE at OsloMet mainly appears under the pedagogy domain (57.5%), and it does not appear 

in the liberal arts domain (Figure 6.3). The majority of GCE at OsloMet manifests itself in the 

form of ‘leadership for practical problem’ (57.1%), while ‘pedagogical knowledge of GCE’ 

(27.3%) and ‘contents knowledge about GC’ (15.6%) is comparatively weak (Figure 6.4). 

          

  

GCE in subject didactics 

One of the characteristics of the Norwegian curriculum is that GCE courses mainly appear in 

the domain of ‘subject didactics’. It implies that GCE is combined with the subject content 

and presented as a part of subject methodology and evaluation. 

Contents of Leadership for practical problem-solving 

In terms of the curriculum structure, one of the unique elements of the Norwegian curriculum 

is that ‘leadership for practical problem-solving’ is by far the largest component of GCE 

Figure 6.4 GCE contents compositions at  

OsloMet by content component  

(total credits and %) 

Figure 6.3 GCE contents compositions at 

OsloMet by domain (total credits and %) 
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contents. ‘Leadership for practical problem-solving’ contains ‘curriculum organization skill 

from life’, ‘understanding of student and context’, and ‘skills of activism’, and this is related 

to how GCE is expressed in each subject. In other words, when the GCE perspective is 

included in major courses, the focus is more likely on knowledge stemming from bringing the 

social context of real life into the classroom and learning about diversity to understand 

students and context. This is different from simply learning the theoretical aspects of GCE. 

The following examples address how ‘the leadership for practical problem-solving’ is 

included and the teacher’s expected role. 

Curriculum of Social Studies 1 (30 ECTS) and Social Studies 2 (30 ECTS): ... 

The diverse classroom: Students will know, experience and be able to discuss how 

the diverse classroom contains professional and didactics resources for social 

studies teachers. They will acquire skills to uncover marginalization processes in 

society and in school. This involves developing awareness of what can create 

differentiation between “us” and “them”, and how social studies in school can 

prevent stigma and stereotyping. Recognition of majority and minority views is key. 

During their education, students will analyze academic topics through various 

perspectives; the global, the regional and the local. In addition, students will gain 

experience with norm-critical perspectives related to gender, sexuality and gender 

equality (OsloMet, 2018b, para. 26, [emphasis added]). 

Curriculum Social Studies 1 (30 ECTS) and Social Studies 2 (30 ECTS): … Class 

leadership and the role of the teacher: Students will learn about and practice classroom 

leadership and the teacher role in the subject. Class leadership and the teacher role seen 

from the field of science are to lead the class in a way that promotes positive attitudes 

towards diversity, equality, democratic values and sustainable development. A key 

element of this is to create a good learning community, and students are trained to 

promote a good debate climate in the classroom, as well as to participate in the public 

debate. The students should enable their pupils to build and justify arguments. Class 

leadership in social studies also entails being able to organize school elections, 

participate in student councils and class councils, as well as to promote active student 

participation in both assessment processes, methodology and topics relevant to the 

students’ teaching (OsloMet, 2018b, para. 19, [emphasis added]). 
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As can be seen in these examples, pre-service teachers are trained to be able to understand 

pupils and their social contexts. Teacher students are taught how to use life experiences to 

create curricula by recognizing educational resources contained in the diverse classroom. 

Furthermore, teacher students are also expected to guide pupils towards appropriate attitudes 

on social issues. 

Integrated Major Courses in GCE Perspective 

The OsloMet curriculum has more integrated than individual and independent courses. For 

example, the teacher’s role, didactics, learning theories, and classroom context are integrated 

into one course of ‘Pedagogy and Student Knowledge 1’ as can be seen below (Table 6.3). 

This is different from South Korea, which tend to have several individual courses for the same 

topic. 

Especially Theme 4 in this course emphasizes the diverse classroom, and discusses central 

religions and philosophies of life in Norway, the history of Norwegian philosophies of life, 

and the pupil’s rights in a national and international perspective. In other words, the course of 

social studies focuses not just on social studies in general or didactics, but considers GCE 

perspectives. 

Table 6.3 Contents component of topic 1 in ‘M1GPE1100 Pedagogy and Student Knowledge 1’ 

Theme 1: Teacher’s role  

 

 Central duties of the teacher 

 Teacher identity  

 Observation in the classroom  

Theme 2: Didactics  

 

 The school’s mandate  

 Curriculum  

 Planning and implementation of teaching  

Theme 3: Learning  

 

 Learning theories  

 Language and learning  

 Basic skills  

Theme 4: The diverse classroom  

 

 Central religions and philosophies of life in 

Norway  

 History of Norwegian philosophy of life 

 The pupil’s rights in a national and 

international perspective 

Source: OsloMet, 2018a, para. 5 

Note: emphasis added 

Similarly, subject courses, such as social studies, contain international perspectives or focus 

on the global context: 
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Subject plan for M1GSF2100 Social Studies 1, Topic 1: The subject provides a 

basic introduction to the main areas of social studies (geography, history, social 

science) and social studies didactics. Students will learn about the long historical 

lines from the hunter-gatherer community to the post-industrial society, in a 

national as well as an international perspective. Furthermore, the subject provides 

insight into key concepts, subject didactics issues, and initial education in social 

studies (OsloMet, 2018c, [emphasis added]). 

Subject plan for M1GSF2200 Social Studies 1, Topic 2: The subject deals with 

key societal issues in the Norwegian society and puts them into a global context. 

The students gain insight into the interaction between the individual and society, 

and between people and nature (OsloMet, 2018c, [emphasis added]). 

6.2 Teacher Professionalism for GCE 

With respect to teacher professionalism, the following areas were compared between the two 

curricula: academic teacher professionalism (AP); technical teacher professionalism (TP); 

flexible teacher professionalism (FP); and critical inquiry teacher professionalism (CP). 

6.2.1 Teacher Professionalism for GCE in South Korea 

The understanding of teacher professionalism in South Korea appears from the goals of the 

curriculum (GINUE, 2018, pp. 1-2):  

 To increase the basic and professional skills necessary for university learning 

and teaching, based on the balance between the Subject and the Non-Subject 

Course, and to develop the personality and creative problem-solving skills of 

sound citizens (AP). 

 To build a foundation for lifelong learning and cultivate active career skills by 

teaching various courses that can respond to social changes such as unification 

education, multicultural education, and underprivileged education (CP). 

 To foster an active attitude and creative ability to respond to changes in the 

future society, and to have an attitude of striving for continuous self-

development and professional growth (CP). 
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 To lead the transformation of elementary education by fostering creative 

thinking, holistic culture and cultural literacy, self-directed problem-solving 

skills, leadership in serving and communication with the public, and a global 

mindset (FP).  

 The goal of the ‘Liberal Arts’ courses is to cultivate the basic and instrumental 

skills (AP, TP) necessary for learning at university level and for performance of 

teacher profession. It is also to strengthen the basic competencies of academic 

inquiry which are necessary to intellectuals (AP, CP), and to develop students’ 

creative problem-solving skills based on their personality as sound citizens (FP) 

and educational philosophy as pre-service teachers. 

 The goal of the ‘Teaching Profession’ courses is to have a correct concept and 

perspective on education based on an understanding of general education and 

elementary education so that it can foster the sense of teaching and successfully 

perform the job as a teacher (TP).  

 The goal of the ‘Teaching Practice’ courses is to observe elementary school life 

and teaching patterns as participants, to cultivate instructional skills and life 

guidance skills through class demonstrations and student guidance experiences, 

to build practical skills in teaching and teaching practice, and enable students to 

carry out practical teaching after employment (FP).  

 The goal of the ‘Major Course’ is to learn the theory and didactics of each 

subject necessary for the practice of elementary education (AP), acquire 

methodological knowledge and skills necessary for Subject and Non-subject 

course, and management of Subject and Non-subject activities from the 

integrated perspective (TP). It is to develop skills to be a good teacher who 

teaches well (TP).  

 The goal of the ‘Advanced Course’ is to deepen the theoretical knowledge and 

practice of specific areas of elementary education to enhance professional 

qualities as an education expert, and to acquire knowledge and skills (AP, TP) 

that can contribute to and lead elementary education development along with 

individual growth. 

Teacher professionalism, as implied by the goals of the curriculum, is somewhat ambiguous. 

For example, “courses that can respond to social changes such as unification education, 

multicultural education, and underprivileged education” is classified here as critical 
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professionalism since teacher students are taught critical inquiry competence in order to 

respond to social change, but there may be room for other interpretations. In addition, in this 

part, four different kinds of professionalism are considered as equally important. However, 

each syllabus addresses expected teacher professionalism somewhat differently. The data 

from GCE-relevant syllabuses were classified, using NVivo, and one example, ‘Morality and 

Emotion’ is presented in Table 6.4. 

Table 6.4 Summary of ‘Morality and Emotion’ 

(TP) Morality and Emotion (Advanced Course, elective, 3 credits) 

Teaching 

Objective 
To explore the educational treatment needed to understand and influence 

positively the impact of emotions on moral perception, judgment, and behavior 

and to function positively. 

Course 

Contents 
1. Philosophical, psychological, and sociological understanding of 

emotions  

2. Exploration of emotional education theory: emotional education in the 

current curriculum, social emotional learning (SEL), oriental emotional 

education methods (meditation), etc. 

3. Developing emotional education methods 

Teaching 

Method 
Lecture, presentation, discussion 

Source: GINUE, 2018, p. 46 

Note: emphasis added 

In the course on ‘Morality and Emotions’ teacher students develop skills for emotional 

learning by learning pedagogical theories. Some subjects focus only on developing teacher 

students’ academic competence. In ‘Textual Exposition in Moral Education’, the aim is to 

learn moral education by acquiring knowledge of morality by reading related texts (Table 6.5).  

Table 6.5 Summary of ‘Textual Exposition in Moral Education’ 

 (AP) Textual Exposition in Moral Education (Advanced Course, elective, 3 credits) 

Teaching 

Objective 

To read the source materials related to moral education to prepare the 

theoretical foundation of moral and character education as a basic task of 

school education and ideological and cultural understanding of moral 

education. 

Course 

Contents 

This course will explore the meaning of modern education by reading and 

discussing moral education related texts traditionally used. 

Teaching 

Method 

Seodang-style2 Lecture, Discussion and Presentation 

Source: GINUE, 2018, p. 47 

Note: emphasis added 

                                                 
2 Seodang is a children’s education institution in the Joseon Dynasty in Korea. Its curriculum focuses on literacy 

education by understanding text based on letters, phrases, sentences, and paragraphs. In the class, conversations 

between teachers and students are important for assessing a student’s understanding (Moon, 2018).  
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Some courses can be understood to belong to more than one code. For example, ‘Issues of 

Multicultural Society and Citizenship Education’ represents CP as well as FP (Table 6.6). As 

described in the course contents, “analyze and explore various issues related to multicultural 

society” refers to critical consciousness of social problems (CP) and “seek ways to 

proactively respond to them” infers competence for practical action in reality (FP). 

Table 6.6 Summary of ‘Issues of Multicultural Society and Citizenship Education’ 

(CP) (FP) Issues of Multicultural Society and Citizenship Education (Liberal Arts, 

elective, 2 credits) 

Teaching 

Objective 

To foster the multicultural capacity of citizens to adapt and lead the multicultural 

changes that are occurring in South Korean society. 

Course 

Contents 
Analyze and explore various issues related to a multicultural society and 

seek ways to proactively respond to them. 

Teaching 

Method 
This course focuses on lectures and student discussions. For discussion, 

professors and students prepare media materials such as multicultural 

topics, related books, and movies. 

Source: GINUE, 2018, p. 29 

Note: emphasis added 

The relative importance of the different areas of teacher professionalism for GCE appears in 

Figure 6.5. The figure is based on the comparative number of individual codes displayed in 

Table 5.2. From the figure, technical teacher professionalism is comparatively more important 

(42.5%) than other areas, followed by academic (25.5%), flexible (18.9%), and critical 

inquiry (13.2%). 

 

Figure 6.5 Teacher professionalism at GINUE, by component (number of references and %) 
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6.2.2 Teacher Professionalism for GCE in Norway  

As discussed earlier, the Norwegian curriculum is composed of integrated courses, with the 

GCE perspective embraced in all subjects. The syllabus includes the multicultural classroom, 

sustainable development, and international perspectives. Considering that flexible 

professionalism is the practical expertise of the teacher that emerges from the day-to-day 

realities in their classrooms (Hargreaves & Goodson, 1996), the role of a teacher who actually 

shows FP is often mentioned in the Norwegian curriculum. For example, ‘class leadership and 

the teacher role’ and ‘beginners training’ are presented in each subject as shown below.  

(FP) Subject plan for Social Studies 1 (30 ECTS) and Social Studies 2 (30 ECTS): … 

Class leadership and the teacher role: Students will learn about and practice classroom 

leadership and the teacher role in the subject. Class leadership and the teacher role as 

seen from the point of view of social studies are to lead the class in a way that promotes 

positive attitudes towards diversity, equality, democratic values and sustainable 

development. … Class leadership in social studies also entails being able to organize 

school elections, participate in pupil and class councils, as well as to promote active 

pupil participation in both assessment processes, methodology choices and topics 

relevant to the pupils’ education (OsloMet, 2018b, para. 19, [emphasis added]).  

(FP) Subject plan for Social Studies 1 (30 ECTS) and Social Studies 2 (30 

ECTS): … In order to facilitate learning in 1st to 4th grade, the social studies teacher 

must use pupil-active, practical and varied forms of teaching. The teaching of social 

studies in the teacher education is characterized by a multidisciplinary approach. 

Such an interdisciplinary approach helps the youngest pupils gain a holistic 

understanding of complex issues, such as sustainable development. Social studies 

will also give the students experience in using outdoor education (OsloMet, 2018b, 

para. 22, [emphasis added]). 

As discussed in Chapter 4, section 4.2, flexible professionalism is associated with leadership 

in practical problem-solving of a GCE content component. As a classroom leader, teachers 

are expected to be able to organize school elections, and participate in pupil and class councils. 

In addition, teachers do not just focus on text books, they organize curriculum based on 

pupil’s life experiences in a holistic perspective. 
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Being a 5-year master program, CP appears in the curriculum as a research course. As 

teachers are described as “teacher scholars” (Stratemeyer, 1956, as cited in Zeichner, 1983) 

and “teachers as inquirers” (Bagenstos, 1975, as cited in Zeichner, 1983), contents related to 

research are presented. In cycle 2, the subjects are pedagogy and student knowledge (30 

credits), science theory and methods (15 credits) and a master's thesis (30 credits) (OsloMet, 

2018c). Research work is introduced as follows: 

(CP) Elementary school teacher training for levels 1–7: ... Basic skills in all 

subjects and development of the students' expertise in research and development 

(R&D) up to a practice-oriented master's thesis also have a central place in the 

education. … Structure of the students' R&D expertise: A research and 

development-based elementary school teacher education shall contribute to qualify 

students to perform professional work of high quality in elementary and middle 

school. Students will develop skills to justify the teacher’s work in the classroom 

based on relevant research and theory. Through conducting independent research 

and development (R&D), the students will acquire the skills to participate in the 

development of academic communities in a continuously evolving elementary 

school (OsloMet, 2018c, para. 67, [emphasis added]). 

The shares of TP and AP in the Norwegian curriculum are relatively small (Figure 6.6) 

compared to those in the South Korean curriculum. This is partly because TP in South Korea 

consists of many separate, independent courses of subject-didactics, pedagogy, or subject 

contents. On the other hand, the Norwegian curriculum has relatively fewer independent 

courses compared to many subjects in liberal arts in South Korea’s curriculum. Based on a 

comparative analysis of the number of courses in the individual areas, it appears that flexible 

teacher professionalism is relatively high in the Norwegian curriculum (48%) compared to the 

other areas, namely critical inquiry (25%), technical professionalism (16%) and academic 

(11%). 
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Figure 6.6 Teacher professionalism at OsloMet, by component (number of references and %) 

 

6.3 Concept of Global Citizenship Education 

The findings on the concept of GCE in the two curricula are based on an analysis of the main 

GCE concepts (consciousness and competency) and their individual types (cosmopolitan and 

advocacy) and dimensions (see Chapter 4, section 4.3). The two curricula were compared 

using the 9 codes established for each dimension of the different types of the two general 

concepts (Table 6.7). 

 

Table 6.7 Codes for GCE concept 

Concept of GCE Code 

Consciousness GCE Cosmopolitan type  

Political GCE ConCoPo 

Moral GCE ConCoMo 

Economic GCE ConCoEc 

Cultural GCE ConCoCu 

Advocacy type  

Social GCE ConAdSo 

Critical GCE ConAdCr 

Environmental GCE ConAdEn 

Spiritual GCE ConAdSp 

Competency GCE  Com 
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6.3.1 Concept of GCE of South Korean Teacher Education 

Moral GCE – Unification education, Character education 

In terms of consciousness GCE, the most noticeable concept of GCE in GINUE’s curriculum 

is moral GCE which belongs to the concept of cosmopolitan GCE. ‘Unification education’ 

can be understood as peace education needed because of the political situation in South Korea 

which was divided into North and South Korea, after the Korean War in 1953.  

According to Kang (2018), ‘Unification education’ aiming at overcoming the division of the 

Korean Peninsula can be the subject of critical peace education following the global standards 

of SDG 4.7. It can be understood to combine peace education in the global educational 

perspective with local nationalistic values. In the GINUE curriculum, there are two subjects: 

‘Humanities for Unification’ and ‘Unification Education and Humanities’ which both 

underline these general ideas in the objectives and contents of the courses (Table 6.8 and 

Table 6.9). 

Table 6.8 Summary of ‘Humanities for Unification’ 

Humanities for Unification (Liberal Arts Course, elective, 2 credits) 

Teaching 

Objective 

It forms a humanistic paradigm of overcoming division and achieving 

unification through comprehensive humanistic research on emotions, minds, 

experiences and memories, values and cultures formed in the context of division. 

Course 

Contents 

Recognition and exploration of the otherness of the other, the way of life formed 

by division, consciousness structure, collective Habitus explanation and 

reconstruction, understanding of the living world, seeking sensitivity for 

unification and healing, seeking relational peace. 

Source: GINUE, 2018, p. 30 

Table 6.9 Summary of ‘Unification Education and Humanities’ 

Unification Education and Humanities (Advanced Course, elective, 3 credits) 

Teaching 

Objective 

Based on the unification issue with the humanities approach and understanding 

of North Korea, the objectives, contents, methods, and evaluations of morality 

and unification education in elementary school will be studied and considered. 

Course 

Contents 

This course deals with the understanding of the humanistic approach to 

unification education, the nature of division and unification issues, the 

understanding of humanities in North Korea, and the goals, contents, methods, 

and evaluation of unification education in elementary schools. 

Source: GINUE, 2018, p. 46 
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Moreover, in terms of moral GCE, one of the unique aspects of South Korean education is 

‘character education’. Character education is related to ‘citizenship education’ in that both 

character education and citizenship education share features such as aspects of social and 

moral responsibility (Davies, Gorard, & McGuinn, 2005). Character education, however, is 

more “focusing on individual and personal development” (Park, 2017, p. 22).  

In the character education area, the ‘Gyeongin Character’ subject is operated under 

the Pass / Fail system, and all students are required to complete the school year to 

help them strengthen their teaching profession (GINUE, 2018, p. 3). 

In the same vein, students are required to complete the ‘Gyeongin Character’ course during 

the 4-year program as a part of the ‘Non-subject Course’. It can be said that GINUE puts an 

emphasis on developing a teacher’s character competence for the teacher profession. 

‘Gyeongin Character’ is required to meet the completion criteria by the second 

semester of the third year after admission. If students cannot complete this period, 

the students will be given one grace period to complete the fourth semester (GINUE, 

2018, p. 4). 

In addition, two other relevant subjects are also included in the curriculum: ‘Theory and 

Practice of Character Education’ and ‘Character Education’. The contents of the two subjects 

of character education are introduced as follows: 

Theory and Practice of Character Education: … the meaning and type of character 

education, the relationship between character education and other forms of 

education, and teaching-learning strategies and models of character education 

(GINUE, 2018, p. 48). 

Character Education: … psychodynamic, cognitive behavioral and humanistic 

theories of character, the relationship between character theory and character 

education, and specific methodology of character education (GINUE, 2018, p. 75).  

Character education is also pervasively mentioned as teaching objectives of  many courses in 

different areas, such as ‘Reading the Oriental Classics for Development of the Mind’, ‘Boy 

Scout’, ‘The World of Children’s book’, ‘Textual Exposition in Moral Education’, 

‘Quantitative and Qualitative Research Methods in Moral Education’, ‘Studies in Poetry’, etc. 
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Cultural GCE – Multicultural education and western culture 

Cultural GCE in the GINUE curriculum is presented in the forms of multicultural education 

and English communication skills. As liberal arts subjects, ‘Multicultural Society and Cultural 

Diversity Education’ presents diversity (Table 6.10).  

Table 6.10 Summary of ‘Multicultural Society and Cultural Diversity Education’ 

Multicultural Society and Cultural Diversity Education (Liberal Arts Course, 

elective, 2 credits) 

Teaching 

Objective 
Understanding the multicultural society and cultural diversity and using it 

as a basis for restructuring the multicultural education curriculum. 

Course 

Contents Understanding the concepts of a multicultural society, cultural diversity, and 

multicultural education, and discussing ways and practices to link them with the 

curriculum. 

Source: GINUE, 2018, p. 30 

Note: emphasis added 

In some subjects, cultural diversity focuses on western culture and language. As an Advanced 

Course in ethics education, ‘Comparison of Ethical Thought between the East and the West’ 

has the purpose of “understanding ethics education by comparing the East and the West’s 

ethical thoughts and while providing a balanced and comprehensive view” (GINUE, 2018, p. 

47). In addition, as a Liberal Arts course, ‘Art Appreciation in Oriental & Western Artworks’ 

(elective, 2 credits) explores the cultural heterogeneity of eastern and the western art. 

Considering that cultural GCE focuses on globalization of languages, the ‘English 

Communication’ course, which deals with English communication skills, including non-

verbal communication with people of diverse cultural backgrounds (Table 6.11). 

Table 6.11 Summary of 'English Communication' 

English Communication (Liberal Arts Course, compulsory, 2 credits) 

Teaching 

Objective 
To develop a high level of intercultural communication ability to use 

English as an international language, and to understand the linguistic and 

non-verbal characteristics of English speakers with diverse cultural 

backgrounds.  

Course 

Contents 

This course deals with various linguistic and nonverbal problems that arise in 

social issues and intercultural communication situations, and develops a high 

level of intercultural communication skills. 

Source: GINUE, 2018, p. 14 

Note: emphasis added 
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Taken together, the cultural aspects of GCE in South Korea is embodied as part of 

multicultural education dealing with general multicultural issues as well as learning English 

and western culture. 

Competency GCE – Glocal career and English education 

The concept of competency GCE is presented in the form of glocal career education. The term 

“glocal” is a combination of global and local and has been used in a wide variety of contexts 

(Oanh, 2012, p. 2). According to Dictionary.com (2019), “glocal” is defined in two ways, one 

is the generic meaning referring to “of or relating to the interconnection of global and local 

issues, factors, etc.”, while the other originates in business, and refers to “of or relating to the 

tailoring of globally available products and services to local markets”.  

Since this term originated from the business area, English communication skills, which are 

considered a prerequisite for global career, are included in this term. For example, 

‘Introduction to Glocal Career Education’ explores “various occupations that use English and 

foreign languages at home and abroad, and understanding the Language for Specific Purposes 

(LSP) used in each profession in order to learn how to stimulate foreign language learning 

through global career education” (GINUE, 2018, p. 27).  

Others  

In advocacy GCE, the critical and social concept is hinted at, although GC is not specifically 

addressed. The critical GCE concept is mainly manifested through critical inquiry of society 

such as ‘Modern Society and Ethical Problems’ (Liberal Arts, elective, 3 credits) and ‘Studies 

of Modern Society’ (Advanced Course, elective, 3 credits). These subjects overlap with social 

GCE in general but do not address issues in depth or those related to specific social groups 

such as gender, minority groups etc. Moreover, even though the environmental issue is 

particularly important today, the concept of environmental GCE is barely presented in the 

curriculum. Only one subject, ‘Human and environment’ (Liberal Arts, elective, 2 credits) is 

dealing with environmental issues and is not mentioned in the other subjects. This is one of 

the main differences compared to Norway, which emphasizes environmental issues with 

sustainable development in all subjects. 
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The concept of GCE for teachers and its key words in GINUE in South Korea are visualized 

in Figure 6.7, which presents the number of references and their relative proportions for each 

concept of GCE. As can be seen, GINUE has 28 coded references which is lower than the 

Norwegian one (in total 139 coded references). The coded number of references of GCE in 

GINUE (28) are less than in the case of OsloMet (139). Even considering that the size of the 

selected GINUE document (86 pages) is far smaller than the 252-page OsloMet document, the 

GCE concept in GINUE is somewhat weak. It appears that the moral dimension (25%) is 

relatively high in South Korea followed by the cultural (17.9%), competency (17.9%), social 

(14.2%), political (10.7%), critical (7.14%), and environmental (7.14%) dimensions.  

   

Figure 6.7 GCE concept in GINUE, by sub-component (number of references and %) 

6.3.2 Concept of GCE of Norwegian Teacher Education 

Cultural GCE – Multicultural education, internationalization, and Sami topic 

In terms of consciousness GCE, the most remarkable concept of GCE in OsloMet’s 

curriculum is the cultural concept of cosmopolitan GCE. Since Norway is a multicultural 

society, cultural GCE manifests itself in the form of multicultural education. However, in 

Norway, diversity and multicultural aspects are discussed across a wide range of subjects. 

This is different from the South Korean curriculum, which explores other cultures and teaches 

multiculturalism in individual designated topics. Furthermore, the sixth semester at OsloMet 

is an international semester for studying abroad. In ‘the program plan for elementary school 
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teacher training for levels 1–7’, where the general plan of the whole program is described, 

multicultural education is mentioned as follows: 

The program plan for elementary school teacher training for levels 1–7: … The 

multicultural and multilingual aspect - diversity competence: Throughout the 

education, the students acquire pedagogical and didactics tools for teaching pupils 

with varying family background in culture, language, religion / philosophies of life 

and socioeconomic status, or with different sexual orientations. To achieve this, 

students need relational skills and in-depth knowledge about children and young 

people’s world of life and identity formation in and outside the school. The 

development of intercultural competence will give the students a necessary basis for 

using diversity as a resource, and for being able to cooperate with the pupil’s homes. 

The intercultural competence includes knowledge of the immigration to Norway in 

a historical light, various religions and philosophies of life in Norway, the history of 

national minorities, Sami history, the rights of these groups, and the interaction 

between them and Norwegian institutions and professions (OsloMet, 2018c, para. 

62, [emphasis added]). 

Program plan for elementary school teacher training for levels 1–7: … 

Internationalization: The multicultural and international perspective is rooted in all 

subjects and all teaching work in teacher education. The education prepares the 

student for the international and multicultural learning environment that awaits in 

the practicum and in future jobs as a teacher, among others through the use of 

relevant and comparative international research, literature and web resources. The 

teacher education course facilitates that parts of the education can be taken abroad 

through the international agreements that the teacher education program has 

established. This applies to both theoretical studies and practicums. The sixth 

semester has been especially adapted for student exchange, but exchange is also 

possible during other semesters depending on the student’s choice of subjects. The 

6th semester, the international semester, is not only organized with student exchange 

in mind, but also with an international perspective for students studying at home. 

The cross-subject theme this semester is international education. The teaching on 

campus utilizes the resources that international students and the foreign lecturers 

our teachers collaborate with, possess. It will also draw on the expertise of 
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international organizations such as Save the Children and the Red Cross. The 

syllabus in all subjects contains updated literature in English. It is possible during 

the course of the program to choose English-language courses where local students 

meet international students. The international dimension is given increased weight 

as the course progresses. The syllabuses describe how the various subjects work 

with internationalization (OsloMet, 2018c, para. 136, [emphasis added]). 

Program plan for elementary school teacher training for levels 1–7: … Sami 

topics: In Norway, we have both an indigenous population, national minorities and 

people who have immigrated to the country in recent times. The Sami in Norway 

have political, linguistic and cultural rights as indigenous people, cf. ILO 

Convention no. 169. The teacher education shall qualify the student to tend to 

education on Sami conditions, Sami children's rights and the Sami’s status as 

recognized indigenous people.  

The diversity within Sami culture and community life is an important part of the 

common cultural heritage. The student will therefore learn about different Sami 

cultural expressions and languages, nature management, ways of life and political 

rights - in both past and present. The student will also learn about the Sami pupils' 

special rights in Norwegian basic education and the Sami content in the national 

curricula for basic education. Students meet Sami topics in the diverse classroom 

and in several subjects (OsloMet, 2018c, para. 65-66). 

Moreover, ‘teaching in the diverse classroom’, ‘international perspectives’, and ‘Sami 

conditions and rights’ manifest themselves in the subject plans of all of the subjects. In 

particular, it was observed that all subjects, even those that are not highly related to diversity 

education, e.g. mathematics and food and health, include these topics. In the subject plan for 

mathematics, for example, students learn mathematics in different cultural contexts.  

Subject plan for Mathematics 1 (30 ECTS) and Mathematics 2 (30 ECTS): … 

Teaching in the diverse classroom: … The students will learn about gender and 

gender equality challenges within mathematics as a subject. The students will work 

with calculation algorithms and methods from different countries and cultures. Here 

historical perspectives that focus on the development of mathematics in various 

cultures are also key (OsloMet, 2018h, para. 22). 
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Another example is the international perspective of ‘Food and Health’. We can see 

multicultural aspects, such as some English-conducted courses, and consideration of cultural 

and religious aspects within subjects. Moreover, some issues deal with Sami’s traditional 

culture: 

Subject plan for Food and Health 1 (30 ECTS): … International perspectives: 

The teaching of one or more of the topics in food and health can be given in English, 

and additionally some of the curriculum is in English. The subject has the 

multicultural school as a focus. Eating habits reflect choices, cultural expressions 

and religious beliefs, and students will gain knowledge about this through practical 

and theoretical tasks (OsloMet, 2018e, para. 22). 

Subject plan for Food and Health 1 (30 ECTS): … Sami conditions and rights: 

The subject of food and health deals with the topic of Sami food traditions. The 

student will encounter this both in the curriculum and in practical lessons by 

preparing Sami dishes (OsloMet, 2018e, para. 26). 

Moreover, from the international semester, teacher students experience different cultures:  

Subject plan for Social Studies 1 (30 ECTS) and Social Studies 2 (30 ECTS): … 

International perspectives: …and the students gain insight into cultures and learning 

traditions that are different from their own. Understanding of culture can enhance 

the students' ability to use differences as a resource in the classroom (OsloMet, 

2018b, para. 29) 

The rich and multifaceted nature of GCE as a cultural concept in Norway originates from the 

fact that Norway is increasingly multiethnic with an indigenous group, the Sami, and a high 

number of different immigrant groups. In addition, through exchanges with neighboring 

countries in the international semester, teacher students are prepared to become educators for 

GCE. 

Environmental GCE – Sustainable development 

The environmental concept of GCE in the Norwegian curriculum is one of the concepts that is 

more strongly emphasized than in the case of South Korea. This is often accompanied by the 

term sustainable development in the curriculum. Sustainable development is mentioned in 
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most subjects. This is also the case for subjects that seem not to be directly related with 

environmental issues, such as mathematics, music, and art:  

Subject plan for Mathematics 1 (30 ECTS credits) and Mathematics 2 (30 

ECTS): … Sustainable development: Mathematics is an important part of the 

development in social areas such as technology, energy management and 

construction. Solid competence in mathematics is thus a prerequisite for sustainable 

development of the society. In topic 4, critical mathematical understanding is an 

important part of the subject, and sustainable development is organized as a 

multidisciplinary topic (OsloMet, 2018h, para. 29, [emphasis added]). 

Subject plan for Music 1 (30 ECTS) and Music 2 (30 ECTS): … Sustainable 

development: Musicians and composers have always been concerned with the 

society they live in. Much of the music that has been made, and that is made today, 

are commentaries on various societal problems and challenges. Songs and pieces of 

music related to sustainable development are a part of this picture, and therefore 

form a natural part of the music subject. In topic 3, the students will also 

participate in a cross-subject project where the topic of sustainable development is 

addressed through aesthetic work methods (OsloMet, 2018i, para. 51,  [emphasis 

added]. 

Subject plan for Arts and Crafts 1 (30 ECTS) and Arts and Crafts 2 (30 ECTS): 

… Sustainable development: Arts and Crafts will qualify the student to attend to 

education for sustainable development as an interdisciplinary theme. The education 

will provide research-based knowledge of climate, the environment and 

development and competence in supporting the students’ learning about, attitude 

towards and action for sustainable development. In Arts and Crafts, the students 

will have knowledge of and skills in re-use didactics. Material knowledge and 

craftsmanship are seen in a sustainable development perspective (OsloMet, 2018d, 

para. 30, [emphasis added]). 

‘Mathematics’ is described as an important part in terms of technology, energy management 

and construction for sustainable development, while in ‘Music’ it is integrated subject 

contents. In ‘Arts and Crafts’, students are taught to didactics, material knowledge and 

craftsmanship from a sustainable perspective. This shows that, unlike South Korea’s teacher 
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education, which only teaches environmental issues in a few specifically designed subjects, 

Norway’s teacher education integrates the value of sustainable development into all subjects. 

Social GCE – Gender equality, minority group 

Social GCE in OsloMet’s curriculum manifests itself mostly as gender equality and 

multicultural education. From the ‘program plan for elementary school teacher training for 

levels 1–7’, the gender issue is included in the diversity perspective, which is very different 

from South Korea where gender is not addressed. 

Program plan for elementary school teacher training for levels 1–7: … The 

gender, gender equality, and diversity perspective: Gender is an important factor 

with regards to how the pupil behaves in the class’ social space and in relation to 

the teacher, and there are gender differences in literacy and performance in other 

school subjects. These are issues that will be elucidated in all subjects in the 

elementary school teacher education. Throughout the education, the students gain 

insight into the variety of gender and gender equality challenges that the teacher 

encounters elementary school. An overall norm-critical perspective in the education 

can help the students understand how bullying, harassment, and insults often play 

on several identity categories simultaneously, such as gender, sexuality, abilities, 

ethnicity, and religion… (OsloMet, 2018c, para. 63, [emphasis added]). 

In addition, the issues of gender and minority groups are addressed in every subject. Some 

examples of these are: 

Subject plan for Music 1 (30 ECTS) and Music 2 (30 ECTS): … Teaching in the 

diverse classroom: …This entails that the students will develop openness and 

tolerance for different musical genres and different cultures' music, as well as an 

awareness of gender and gender equality issues in the music profession (OsloMet, 

2018i, para. 43, [emphasis added]). 

Subject plan for Physical Education 1 (30 ECTS) and Physical Education 2 (30 

ECTS): … Teaching in the diverse classroom: Through the program, we address 

the challenges of physical education in the multicultural school. The program has a 

gender and gender equality perspective, and looks at the importance of gender, 

ethnicity, culture, different levels of ability, class and religion for physical 
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education. Students will acquire knowledge and skills that will enable them to meet 

and understand differences and use diversity as a resource in the physical 

education subject (OsloMet, 2018j, para. 20, [emphasis added]). 

Moral GCE – Human rights 

Compared to the South Korean curriculum which deals with individual ‘character education’ 

as moral GCE, the Norwegian curriculum has ‘human rights’ as moral GCE. It usually 

overlaps with other concepts such as cultural and social GCE. Moral GCE in OsloMet’s 

curriculum is usually identified by the keyword ‘human rights’. In the overall program plan, 

‘the program plan for elementary school teacher training for levels 1–7’, IOs concerned with 

human rights, such as Save the Children and the Red Cross, are drawn on in the 6th semester, 

which has an international focus. 

Program plan for elementary school teacher training for levels 1–7: …in the 6th 

semester … The cross-subject theme this semester is international education. The 

teaching on campus utilizes the resources that international students and the foreign 

lecturers our teachers collaborate with, possess. The expertise of international 

organizations such as Save the Children and the Red Cross will also be utilized 

(OsloMet, 2018c, para. 136, [emphasis added]).  

‘Ethics and philosophies of life’ as moral competence for GCE, are taught in KRLE 

(Christianity, religion, philosophies of life, and ethics) with three other main areas: subject 

didactics, Christianity knowledge, religion and philosophy of life. This is the comparable 

subject of ‘moral education’ in South Korea, but it is much broader. Under ‘psychosocial 

learning environment’ in the subject plan for KRLE, students learn to emphasize 

responsibilities, obligations to, and respect for different cultures and religions, and human 

rights of indigenous peoples. Moreover, the UN is mentioned, which implies that 

cosmopolitanism GCE is embedded. 

Subject plan for KRLE1 (30 ECTS) and KRLE2 (30 ECTS): … Psychosocial 

learning environment: … The subject will contribute to value creation in a 

multicultural society. This means respecting differences, willingness to include and 

the ability to counteract bullying (OsloMet, 2018g, para. 34, [emphasis added]). 
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Sami conditions and rights: The education will qualify the student to attend to 

education on Sami relations, Sami children's rights and the Sami people as 

recognized indigenous people. The Sami society and its culture are important parts 

of the common cultural heritage. In the KRLE subject, Sami religion in particular 

will be touched upon. Human rights and the UN Convention on the Rights of 

Indigenous Peoples will be made a theme in this subject (OsloMet, 2018g, para. 35, 

[emphasis added]). 

Spiritual GCE – KRLE  

One of the main differences between GCE in Norwegian and Korean curriculum is religious 

education, which includes spiritual perspective. Spiritual GCE tends to be included in 

religious education such as KRLE. Since “Christian faith and tradition have particularly 

characterized Norwegian culture”, Christianity has a central place in KRLE. 

Subject plan for KRLE1 (30 ECTS) and KRLE2 (30 ECTS): … Christian faith 

and tradition have particularly influenced Norwegian culture and therefore have a 

central place in the subject... (OsloMet, 2018g, para. 2, [emphasis added]) 

… The subject has four main areas: subject didactics, knowledge about Christianity, 

religion and philosophies of life, ethics and philosophy. Subject didactics 

perspectives are also included in all main areas, and ethics and philosophy are at the 

same time a part of all areas. The subject is based on themes and perspectives from 

fields of science such as religious science, theology, philosophy and history of ideas, 

pedagogy and aesthetic subjects (OsloMet, 2018g, para. 3, [emphasis added]). 

… The teaching will present religions and philosophies of life in a factual and 

respectful manner, but also with a critical perspective (OsloMet, 2018g, para. 4, 

[emphasis added]). 

However, reflecting pluralistic values, thse curriculum emphasizes other religions as well 

Christianity (OsloMet, 2018c). Regarding it is pursuing cultural, religious diversity, and 

ethics, this course includes cultural and moral aspect along with spiritual GCE.  

Subject plan for KRLE1 (30 ECTS) and KRLE2 (30 ECTS): The Norwegian 

society is pluralistic, and knowledge of the diversity of philosophies of life, different 

values, secularization, migration and globalization is central to the school and the 
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subject … The aim of the program is to provide a basic introduction to Christianity, 

religion, philosophies of life, and ethics, and to enable the students to be able to 

carry out religious and philosophies of life education in line with the purpose of the 

subject and with insight into the cultural and religious diversity in Norwegian 

schools (OsloMet, 2018g, para. 2, [emphasis added]). 

Others 

When it comes to competency GCE, it is less apparent than Consciousness GCE. 

Nevertheless, some information appears in courses conducted in English. The fact that the 

university designates the 6th semester as an international semester shows that teacher 

education in Norway is concerned with competencies for globalization to equip the learner 

with the knowledge and skills required in the competitive world.  

Subject plan for Natural Science 1 (30 ECTS) and Natural Science 2 (30 

ECTS): ... International perspectives: Natural sciences and science didactics are 

major international scientific and research fields. This is reflected in the selection of 

literature, resources in English, and a compulsory study trip abroad. Through 

knowledge of English jargon the students are prepared for a possible exchange and 

are given a basis for utilizing rich international resources. In the science didactics 

look at, among other things, large international studies PISA and TIMSS, and 

particular aspects of knowledge and opinions of students from different parts of the 

world (OsloMet, 2018f, para. 28, [emphasis added]). 

Dill (2013) mentions that GCE contains “using tools interactively (technology and language 

skills)”, “interacting in heterogeneous groups (cooperation, empathy)”, and “acting 

autonomously (realizing one’s identity, conducting life plans, defending and asserting rights)”. 

Studying abroad during the international semester provides teacher students with more 

opportunities for GCE by interacting with different groups and using foreign language skills. 

The concept of GCE for teachers and its key words at OsloMet is visualized in Figure 6.8, 

which presents the number of references and their relative proportions for each dimension of 

GCE concept. As can be seen, the cultural dimension is relatively high in Norway (42.4%), 

followed by the environmental (13.7%), social (12.2%), moral (10.8%), critical (7.2%), 

spiritual (5.8%), political (4.3%), and competency (3.6%) dimensions. 
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Figure 6.8 GCE concept at OsloMet, by sub-component (number of references and %) 

6.4 Summary 

This chapter analyzed the GCE of pre-service elementary school teacher education in South 

Korea and Norway using the three analytical frameworks developed in Chapter 4. The content 

of GCE at GINUE mostly manifests itself in the forms of ‘pedagogical knowledge of GCE’ 

and ‘contents knowledge about GC’ under the domains of ‘pedagogy’, ‘subject didactics’, 

‘subject contents’, as well as ‘liberal arts’. The GINUE curriculum contains a relatively small 

amount of subjects addressing GCE, which is presented in individual topics. At OsloMet, on 

the other hand, the GCE content manifests itself in the form of ‘leadership for practical 

problem-solving’ which is integrated in all subjects, mostly under the domain of ‘subject 

didactics’. 

Teacher professionalism in South Korea reflects the notion of technical teacher 

professionalism, which means that teachers are expected to teach GCE as a subject. 

Meanwhile, teacher professionalism in Norway is understood as flexible professionalism, 

which means that teachers are expected not only to teach GCE as a subject but also to initiate 

actions in practice.  

In the concept of GCE in GINUE, the moral concept manifests itself relatively strongly, 

followed by the cultural, competency, social and political concepts of GCE. OsloMet, on the 
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other hand, emphasizes cultural, environmental, social, moral, critical, and spiritual concepts 

of GCE in that order.  
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7 Conclusion 

This chapter presents an overview of the findings for each research question and explains 

these in the context of the two countries. It also discusses some wider implications of the 

findings and identifies potential areas for future research on the issue.  

7.1 Summary of the Main Findings  

This study has examined how GCE is perceived in teacher education in South Korea and 

Norway. The curriculum analysis has been driven by three research questions: The first is 

about the structure of the pre-service teacher curriculum in South Korea and Norway. The 

analysis was based on data on subjects related to GCE, divided into four categories on the 

basis of thematic coding: liberal arts; subject content; pedagogy; and subject didactics. The 

GINUE curriculum has a relatively small number of subjects addressing GCE in the form of 

social studies, ethics, English, and pedagogy, while OsloMet’s curriculum includes the GCE 

perspective in most subjects. GCE in GINUE curriculum manifests itself mostly in forms of 

‘pedagogical knowledge of GCE’ and ‘contents knowledge about GC’, under the domains of 

‘pedagogy’, ‘subject didactics’, ‘subject contents’ as well as ‘liberal arts’. On the other hand, 

the GCE content in OsloMet manifest itselfs in the form of ‘leadership for practical problem-

solving’ mainly under the domain of ‘subject didactics’. 

The second research question concerned the kind of teacher professionalism pursued in pre-

service teacher education in South Korea and Norway. The findings were presented using four 

categories of teacher professionalism: academic, technical, flexible, and critical inquiry 

professionalism. Teacher professionalism in South Korea is understood as technical teacher 

professionalism, implying that South Korean teachers are expected to teach GCE as a subject, 

and the teacher education is meant to create teachers who are able to teach the content of GCE 

well. Teacher professionalism in Norway reflects flexible professionalism which means that 

teachers are expected not only to teach GCE as a subject but also undertake educational 

actions related to practical GCE. 

The first and second research questions differ from one another, since the former demands a 

structural approach and the latter a qualitative approach. Nevertheless, the findings from the 

two research questions are closely linked. Both results imply that pre-service teachers in 
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South Korea are taught GCE as contents knowledge and focus on pedagogical aspects of GCE, 

while pre-service teachers in Norway are taught GCE mostly in the form of practical 

leadership. It can be assumed that South Korea expects its teachers to simply perform GCE 

after having been taught the contents and pedagogical aspects separately. In Norway’s teacher 

education, on the other hand, the GCE is integrated across all subjects. In other words, South 

Korea considers GCE as an individual subject to be taught while Norway considers GCE as 

an integrated part of each subject with implications for the our lives. South Korea believes 

that the more you know about GCE (content and skills), the better you can teach it, while 

Norway believes that the better you integrate GCE in all subjects, the better you can teach it. 

South Korea’s GCE teacher education separates knowledge from integrated action. This 

particular style supports in consistent results of the ICCS reports of 2009 and 2016, which 

concluded that South Korean pupils have theoretical knowledge, but limited capacity to act, 

when it comes to citizenship (Jang, 2018; J. Lee, 2015a). Norway, on the other hand, teaches 

GCE by incorporating it into the overall education. This emphasizes the development of 

competencies that can be put into practice by acknowledging the complexity of GCE or civic 

education, which are closely related in our lives. However, unlike South Korea which 

designates certain subjects to be taught, there is also a risk that learners in Norway might not 

learn GCE, unless the perspectives are properly reflected discussed in each subject. 

The third research question was how the concept of GCE manifests itself in the contents of 

pre-service teacher education in South Korea and Norway. The findings were analyzed 

according to nine categories of the GCE concept: political, moral, economic, cultural, social, 

critical, environmental, spiritual, and competency. In the concept of GCE in South Korea, 

moral aspects manifest themselves relatively strongly, followed by the cultural, competency, 

social, and political. Norway, on the other hand, focuses on cultural, environmental, social, 

moral, critical, and spiritual aspects, in that order. The number of coded references of GCE in 

GINUE (28) is smaller than in the case of OsloMet (139). Even taking the document sizes (86 

pages for GINUE and 252 for OsloMet) into account, the GCE concept appears somewhat 

weaker in GINUE. 

South Korea represents the moral dimension as the strongest one (25%), with moral concepts 

manifesting themselves in the forms of unification education as peace education and character 

education as democratic civic education. With regards to unification education as peace 

education, this is included in South Korea due to the special political situation on the Korean 
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peninsula. Interestingly, unification education has been influenced in various ways by 

different political regimes in South Korea. For example, in the current relatively peaceful era, 

it appears in the curriculum in the form of peace education, but in the past, it was taught as 

anti-communist education (Park, 2000). South Korea’s character education is understood as 

the need follow the social order, rather than develop capacity to critically engage with society. 

This is reflected by moral teachings following the rigid order of society as a remnant of the 

long hierarchical Confucian traditions and dictatorships. The moral concept in Norway, on the 

other hand, appears as the fourth largest (10.8%) among the eight manifested concepts. The 

cultural concept in the Norwegian case mainly presents human rights topics. It can be seen to 

have been strongly influenced by educational foundation within the Christian and Humanistic 

heritage and tradition (Norwegian Ministry of Education and Research, 2019). 

In the Norwegian case, the cultural dimension is the strongest one (42.4%). Norway 

elaborates multiple perspectives such as the focus on the Sami and internationalization, as 

well as multicultural education. Most subject syllabuses indicate cultural aspects of GCE, 

addressing sections such as, ‘teaching in the diverse classroom’, ‘international perspectives’, 

and ‘Sami conditions and rights’. In particular, KRLE embraces cultural and religious 

diversity as well as spiritual aspects. The cultural concept in South Korea also manifests itself 

relatively strongly as the second largest dimension (17.9%). However, the configuration 

differs from that in Norway, focusing on general multicultural education. Moreover, some of 

the subjects focus on western culture and language. 

However, there are some significant differences between the ratios of GCE concepts in the 

two countries. In South Korea, the competency aspects are quite strong (17.9%), including 

glocal career education and English education. In Norway, competency aspects are rather 

weak (3.6%). This difference can possibly be explained by the fact that South Korean society 

is highly competitive, and this is reflected, amongst others, in its education system. On the 

other hand, it can be assumed that Norway’s high valued ideology of equality and integrity 

(Eriksen, 1993) have pushed back the focus on competition. Additionally, in Norway, one of 

the most prominent features of teacher education is the emphasis on environmental issues 

(13.7%). This can be understood as reflecting the general value attached to environmental 

issues in society. Norway is considered to be a country that has made great efforts to preserve 

nature, reflected inter alia, by Oslo winning the European Green Capital Award (European 

Commission, 2019) and in being called the Electric Vehicle Capital of the World.  
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7.2 Reflections on the Main Findings 

Views on globalization are diverse, and the concept of citizens in the global era takes different 

forms depending on the social contexts of each country. As a global agenda, GCE and its 

direction are promoted by IOs with detailed learning objectives. Nevertheless, GCE’s 

implementation varies depending on the perspective and meaning of globalization adopted by 

each country. The results reveal that the concept of GCE in South Korea is competency-

oriented and consciousness-based in Norway. This can be interpreted as meaning that South 

Korea's view of globalization is based on the nation-state perspective, while Norway’s view 

leans more towards cosmopolitan perspective.  

When values promulgated by IOs are applied at the national level, they interact with domestic 

values. The GCE concept is no exception. Since its emergence in the global discourse on 

education in 2012, the GCE has been a contested concept (UNESCO, 2018). Some perceive it 

as “dissociated from local needs and realities”, while others see it as a “timely approach that 

underlines the need to sharpen the relevance of education” (UNESCO, 2018, p. 2).  

Challenges can arise due to collisions between cosmopolitanism and nationalism. On the 

other hand, both can also reinforce each other, as Parekh (2003) mentioned. In this sense, 

Banks (2001) emphasized the balance between diversity and unity. In this regard, flexibility, 

as well as reflection on domestic values, is necessary, underlining the importance of a critical 

debate on the balance between global and local values. In the case of South Korea, 

‘unification education’ combines peace education with its own nationalistic orientation, due to 

its particular history. In the case of Norway, KRLE also reflects a controversy over whether 

the focus should be on Christian or on multicultural values, and thus also the collision 

between Christianity as a traditional value and multiculturalism.  

From the structure of the curriculum and the pursued teacher professionalism, we can ask 

ourselves whether GCE in the two countries educate their youth to be responsible and active 

global citizens. Globally oriented citizens should constantly involve themselves in examining 

the country’s policies to monitor whether it contributes to or hinders human prosperity 

(Parekh, 2003). Similarly, Freire (2014 [1970]) also emphasized the need for critical 

education through communication between educators and learners based on their own 

experiences. The two countries can also be discussed from this perspective: 
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South Korea educates teachers in GCE through independent subjects separated from reality. 

This can be called banking education, which is strongly criticized by Freire since it controls 

thinking and actions, induces people to adapt to the world, and hinders their creative power 

(Freire, 2014 [1970]). In Norway, on the other hand, GCE is merged into the overall 

education and flexible teacher professionalism ensures teaching action in line with Freire’s 

(2014 [1970], p. 84) proposition that “in order to be, it must become”. Norway seems to 

adhere to Freire’s (2014 [1970]) problem-posing education. 

This study has shown that GCE appears not only in a smaller amount in South Korea than in 

Norway, but also in fewer subjects with narrow perspectives. Peace education, for example, 

exists only in the form of unification education and the contents of issues, for example, 

environmental and gender issues, are weak. The cultural concept deals only with general 

multicultural education with western-focused aspects, while perspectives such as religion are 

not included despite their importance in a globalized world. This study thus shows that South 

Korea needs a reconsideration of how GCE is applied in teacher education. Compared to 

Norwegian education, which has a strong tradition of citizenship education, South Korea’s 

GCE initiatives are new and somewhat vulnerable. Considering that South Korea’s teacher 

curricula has been influenced by the university personnel’s demand, rather than actual 

educational needs, curriculum decision makers need to listen to voices both from within and 

outside of the South Korean society.  

The study has also showed that, in contrast to South Korean GCE teacher education, 

Norwegian GCE teacher education implements GCE as a more positive outcome. In other 

words, the GCE aspects implemented in Norway are broader and integrated across most 

subjects, with a relatively large amount of GCE content, especially concerning the 

consciousness concept. These features can be explained by their devotion to “commitment to 

fairness and justice, to moderation, to consensus, to decentralization, and to closeness to 

nature” (GENE, 2009, p. 22). However, without designating certain subjects in which GCE is 

taught, GCE perspectives must be thoroughly reflected in each subject. Otherwise, the teacher 

students may not learn the components of GCE properly. In addition, the spread of 

neoliberalism is currently changing Norway’s education policy and education system 

(Antikainen, 2006; Volckmar & Wiborg, 2014). More specifically, neoliberal ideas based on 

market-oriented reforms have been implemented in the Norwegian education system, 

examples of which are merit pay for teachers, ‘Knowledge Promotion’ emphasizing result-
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oriented objectives in each subject, national test which tends to promote competitiveness 

between schools, and allowing an increasing number of private schools (Volckmar & Wiborg, 

2014). As discussed by Dufour and Macey (2008), this social trend can undermine humanistic 

values, which are pursued by GCE. Therefore, care must be taken to ensure that the winds of 

neoliberalism do not erode the direction of GCE initiatives in Norway. 

7.3 Recommendations for Future Research 

The finding of this study shows examples of the GCE implementation in two different 

countries, and also the limitations of the GCE implementation in the two countries. Analyzing 

the two different curricula, for example between two different countries, but also within a 

single country, from the perspective of GCE could lead to interesting future comparative 

studies. 

This study has contributed scholarly knowledge particularly on the comparison between the 

two teacher education programs. Seen in relation to the literature review conducted in Chapter 

3, this study developed three frameworks, one for each research question. Considering that the 

“curriculum is complex and multifaceted, operating at a variety of focal points and in diverse 

manifestations” (Adamson & Morris, 2007, p. 263), each framework has been useful in 

capturing the fuller picture of the complexity and diversity in the curricula (Adamson & 

Morris, 2007). The two curricula are as different as their respective social environments and 

differences in the structures, philosophy, and contents analyzed illustrate this. Nevertheless, 

the frameworks applied could be useful to expand the comparison between South Korea and 

Norway, and when expanding to other contexts.  

Since this research was conducted on pre-service elementary school teachers’ curricula at the 

university level, it explains neither how teacher education is actually implemented nor how 

in-service teachers teach in the classroom. Given the possible gap between the planning and 

implementation of any curriculum, and between teacher education and teachers’ applied 

teaching in the classroom, further research could explore how the idea of GCE has translated 

into actual teacher education and their application of GCE in the classroom by adopting the 

general framework for analysis of this study.  

Another proposal is to study the question of why. This study compared two programs and 

analyzed differences in terms of GCE in South Korea and Norway. Further research could 
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investigate the causal elements of the differences found here in more depth. It would also be 

meaningful to study in-service teacher education programs for GCE, since it is a fairly recent 

concept and continuous teacher education is an important topic. 
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Appendices 

Appendix 1. Sustainable Development Goals 

Goal 1  End poverty in all its forms everywhere 

Goal 2 End hunger, achieve food security and improved nutrition and promote 

sustainable agriculture 

Goal 3 Ensure healthy lives and promote well-being for all at all ages 

Goal 4 Ensure inclusive and equitable quality education and promote lifelong learning 

opportunities for all 

Goal 5 Achieve gender equality and empower all women and girls 

Goal 6 Ensure availability and sustainable management of water and sanitation for all 

Goal 7 Ensure access to affordable, reliable, sustainable and modern energy for all 

Goal 8 Promote sustained, inclusive and sustainable economic growth, full and 

productive employment and decent work for all 

Goal 9 Build resilient infrastructure, promote inclusive and sustainable 

industrialization and foster innovation 

Goal 10 Reduce inequality within and among countries  

Goal 11 Make cities and human settlements inclusive, safe, resilient and sustainable 

Goal 12 Ensure sustainable consumption and production patterns 

Goal 13 Take urgent action to combat climate change and its impacts 

Goal 14 Conserve and sustainably use the oceans, seas and marine resources for 

sustainable development 

Goal 15 Protect, restore and promote sustainable use of terrestrial ecosystems, 

sustainably manage forests, combat desertification, and halt and reverse land 

degradation and halt biodiversity loss Goal 16: Promote peaceful and inclusive 

societies for sustainable development, provide access to justice for all and 

build effective, accountable and inclusive institutions at all levels 

Goal 17 Strengthen the means of implementation and revitalize the Global Partnership 

for Sustainable Development 

Source: UNESCO, 2016 
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Appendix 2. Sustainable Development Goal 4: 

Education Goal and Targets  

Goal 4: Ensure inclusive and equitable quality education and promote lifelong 

learning opportunities for all 

Target 4.1 By 2030, ensure that all girls and boys complete free, equitable and quality 

primary and secondary education leading to relevant and effective learning 

outcomes 

Target 4.2 By 2030, ensure that all girls and boys have access to quality early childhood 

development, care and pre-primary education so that they are ready for primary 

education 

Target 4.3 By 2030, ensure equal access for all women and men to affordable and quality 

technical, vocational and tertiary education, including university 

Target 4.4 By 2030, substantially increase the number of youth and adults who have 

relevant skills, including technical and vocational skills, for employment, 

decent jobs and entrepreneurship 

Target 4.5 By 2030, eliminate gender disparities in education and ensure equal access to 

all levels of education and vocational training for the vulnerable, including 

persons with disabilities, indigenous peoples and children in vulnerable 

situations 

Target 4.6 By 2030, ensure that all youth and a substantial proportion of adults, both men 

and women, achieve literacy and numeracy 

Target 4.7 By 2030, ensure that all learners acquire the knowledge and skills needed to 

promote sustainable development, including, among others, through education 

for sustainable development and sustainable lifestyles, human rights, gender 

equality, promotion of a culture of peace and nonviolence, global citizenship 

and appreciation of cultural diversity and of culture’s contribution to 

sustainable development 

Target 4.a Build and upgrade education facilities that are child, disability and gender 

sensitive and provide safe, non-violent, inclusive and effective learning 

environments for all 

Target 4.b By 2020, substantially expand globally the number of scholarships available to 

developing countries, in particular least developed countries, small island 

developing States and African countries, for enrolment in higher education, 

including vocational training and information and communications technology, 

technical, engineering and scientific programs, in developed countries and 

other developing countries 

Target 4.c By 2030, substantially increase the supply of qualified teachers, including 

through international cooperation for teacher training in developing countries, 

especially least developed countries and small island developing States 

Source: UNESCO, 2016
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Appendix 3. Topics and Learning Objectives of Global Citizenship Education 

Domains 

of 

learning 

Topics Learning objectives 

Pre-primary & lower 

primary (5–9 years) 

Upper primary  

(9–12 years) 

Lower secondary  

(12–15 years) 

Upper secondary  

(15–18+ years) 

Cognitive (1)  Local, 

national and 

global systems 

and structures 

Describe how the local 

environment is organized 

and how it relates to the 

wider world, and 

introduce the concept of 

citizenship 

Identify governance 

structures, decision-making 

processes and dimensions 

of citizenship 

Discuss how global 

governance structures 

interact with national and 

local structures and explore 

global citizenship 

Critically analyze global 

governance systems, 

structures and processes and 

assess implications for global 

citizenship 

(2)  Issues 

affecting 

interaction and 

connectedness of 

communities at 

local, national 

and global levels 

List key local, national 

and global issues and 

explore how these may be 

connected 

 

Investigate the reasons 

behind major common 

global concerns and their 

impact at national and local 

levels 

Assess the root causes of 

major local, national and 

global issues and the 

interconnectedness of local 

and global factors 

Critically examine local, 

national and global issues, 

responsibilities and 

consequences of decision-

making, examine and 

propose appropriate 

responses 

(3)  Underlying 

assumptions and 

power dynamics 

Name different sources of 

information and develop 

basic skills for inquiry 

Differentiate between fact/ 

opinion, reality/fiction and 

different viewpoints/ 

perspectives 

Investigate underlying 

assumptions and describe 

inequalities and power 

dynamics 

Critically assess the ways in 

which power dynamics affect 

voice, influence, access to 

resources, decision-making 

and governance 

Socio-

emotional 

(4)  Different 

levels of identity 

Recognize how we fit into 

and interact with the 

world around us and 

develop intrapersonal and 

interpersonal skills 

Examine different levels of 

identity and their 

implications for managing 

relationships with others 

Distinguish between personal 

and collective identity and 

various social groups, and 

cultivate a sense of 

belonging to a common 

humanity 

Critically examine ways in 

which different levels of 

identity interact and live 

peacefully with different 

social groups 
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(5)  Different 

communities 

people belong to 

and how these 

are connected 

Illustrate differences and 

connections between 

different social groups 

Compare and contrast 

shared and different 

social, cultural and legal 

norms 

Demonstrate appreciation 

and respect for difference 

and diversity, cultivate 

empathy and solidarity 

towards other individuals and 

social groups 

Critically assess 

connectedness between 

different groups, 

communities and countries 

(6)  Difference 

and respect for 

diversity 

Distinguish between 

sameness and difference, 

and recognize that 

everyone has rights and 

responsibilities 

Cultivate good 

relationships with diverse 

individuals and groups 

Debate on the benefits and 

challenges of difference and 

diversity 

Develop and apply values, 

attitudes and skills to 

manage and engage with 

diverse groups and 

perspectives 

Behavoral (7)  Actions that 

can be taken 

individually and 

collectively 

Explore possible ways of 

taking action to improve 

the world we live in 

Discuss the importance of 

individual and collective 

action and engage in 

community work 

Examine how individuals 

and groups have taken action 

on issues of local, national 

and global importance and 

get engaged in responses to 

local, national and global 

issues 

Develop and apply skills for 

effective civic 

engagement 

(8)  Ethically 

responsible 

behaviour 

Discuss how our choices 

and actions affect other 

people and the planet and 

adopt responsible 

behaviour 

Understand the concepts of 

social justice and ethical 

responsibility and learn 

how to apply them in 

everyday life 

Analyze the challenges and 

dilemmas associated 

with social justice and ethical 

responsibility and consider 

the implications for 

individual and collective 

action 

Critically assess issues of 

social justice and ethical 

responsibility and take action 

to challenge discrimination 

and inequality 

(9)  Getting 

engaged and 

taking action 

Recognize the importance 

and benefits of civic 

engagement 

Identify opportunities for 

engagement and initiate 

action 

Develop and apply skills for 

active engagement and take 

action to promote common 

good 

Propose action for and 

become agents of positive 

change 

Source: UNESCO, 2015, p. 31 
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Appendix 4. Courses of Gyeongin National 

University of Education 

A. Liberal Arts Course / Teaching Profession Course / Major Course  

Area Sub Area Course 

 

 

①: Choose one of the courses 

1st 

Year 
2nd 

Year 
3rd 

Year 
4th 

Year 
Academic 

Credit  

(Hours Per 

Week) 

1 2 1 2 1 2 1 2 

Liberal 
Arts 

Course 

Basic Competence English Communication 
Information Science Technology 

Physical Expressive Activity 

Effective Communication for Classroom Teacher 

2 
2 

2 

 
 

 

2 

  2 
2 

2 

2 

8 

31 

Academ
ic 

Compet

ence 

Humanities
-Sociology 

Study on Language Use and Korean Language 
Study of Literature and Humanity 

Digital Media and Communication 
① 2    2 

10 

Introduction to Philosophy 
Modern Society and Ethical Problems 

The Horizon of Korean Thought 
① 3    3 

Re-illumination of Korean History 
Introduction to Korean History 

① 
 

2 
  

2 

Politics in the Global Era 

Law in Life 

Economic Principles of Life 
Economic Principles of Life 

Economic and Financial Life 

Physical Geographies and Cultural Landscapes in the World 

① 3    3 

Science - 

Mathemati

cs 

Physics for Children 

Chemistry in Everyday Life 

Science Play 
① 2    2 

7 

Human Life and Biology 
The Earth and Space 

Science of Invention 
①  2   2 

Mathematics in Real Life 
Cultural History of Mathematics 

Understanding of Modern Mathematics 

Recreational Mathematics 

① 3    3 

Creative 
Compet

ence 

Creativity Creativity choice I* 
Creativity choice II** 

Gyeongin Focus*** 

2  
 

 
2 

 
 

2 

2 
2 

2 
6 

Teaching 

Profession 
Course 

Teaching Theory 

Education and Educational Psychology 

Curriculum and Instruction 
Sociology of Education 

Educational and School Administration 

2 

2 

 

 
2 

 

 

 

 

 
 

2 

2 

2 
2 

2 
12 

25 

Philosophy of Education 

History of Education 
①   

2  2 

Educational Technology 

Educational Evaluation 
①   

 2 2 

Teaching Grounding 

Understanding Early Childhood Education 

Understanding Children with Special Needs 

Guidance and Counseling  

2  

2 

 

 

 

 

 

2 

2 

2 

2 
8 

Practice of Educational Administration    2 2 

Teaching Practice 

Education Service 1  1 

5 
Classroom Observation Practicum  1    1 

Classroom Instruction Practicum    1  1 

Classroom Instruction and School Administration Practicum    2  2 

Major 

Course 

Subject 

Educatio
n 

Theory of 

Subject 
Education I 

Moral Education I 

Korean Language Education I 
Social Studies Education I 

Mathematics Education I 

Science Education I 
Physical Education I 

Music Education I 

Art Education I 
Practical Science Education I 

 2 

2 
2 

2 

2 
2 

2 

2 
2 

  

20 47 69 
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English Education I 2 

Theory of 
Subject 

Education 

II 

Moral Education II 
Korean Language Education II 

Social Studies Education II 

Mathematics Education II 
Science Education II 

Physical Education II 

Music Education II 
Art Education II 

Practical Science Education IIs 

English Education II 

  2 
3 

3 

3 
4 

2 

2 
2 

2 

3 

 

26 

Integrated 

Subject 

Education 

Curriculum Integration    1 1 

Subject 

Practice 

P.E-Art Sports Skill I, II 
Music Performance I, II 

Art Education Studio I, II 

2 
2 

2 

2 
2 

2 

  4 
4 

4 14 

Advanced Music Performance 
Basic Studio Arts  

① 
  

2  2 

Life-

Computer 

Practice of Practical Science Education 

Software Education 

2   

3 

 2 

3 
5 

Foreign 
Language 

Teaching English in English    
2 2 2 

Non-subject 

Education 

Creative Experience Activities     
1 1 1 

Advanced 
Course 

Advanced Courses for Each Department****  2-4 2-3 2-4 3-4 3-4 2-4  18 18 

Graduate 

Certificate 

English Proficiency Certificate 

Chinese Character Certificate 
P/F  P/F 

P/F 
Teacher 
Certificate 

Teacher aptitude and personality test     P/F P/F 

Graduation 

Thesis 
Thesis/ Project/ Portfolio 

 
   P/F P/F 

Total 37-39 41-44 43-35 18-20 143 

* The creativity choice I is opened every semester after deliberation and resolution by the Teacher Training 

Committee. 

** This is elaborated in the section D.  

*** This is elaborated in the section E.  

**** This is elaborated in the section B. 

B. Advanced Course 

Department 

(Major) 

Course 

 

 

①: Choose one of the courses 

C: Compulsory courses 

Academ

ic Credit  

(Hours 

Per 

Week) 

1st 

Ye

ar 

2nd 

Year 
3rd 

Year 
4th 

Ye

ar 

Academic 

Credit  

(Hour Per 

Week) 
2 1 2 1 2 1 

Department of 

Ethics 

Education 

Critical Thinking and Ethics 

Unification Education and Humanities 
① 3 3      

18 (18) 

Morality and Emotion 
Journey towards Classic Texts in Ethics 

① 3  3     

Textual Exposition in Moral Education 

A History of Ethics 
① 3   3    

The Comparison of Ethical Thought Between the East and the West 

Information Ethics in Digital Era 
① 3    3   

Quantitative and Qualitative Research Methods in Moral Education 

Understanding of Civil Society and State 
① 3     3  

Study on the Moral Subject Matter and Guidance Method 

Theory and Practice of Character Education 
① 3      3 

Department of 

Korean 

Education 

Study on Korean Grammar 

Korean Semantics and Pragmatics 
① 3 3      

18 (18) 

Studies in Poetry 

Studies on Prose 
① 3  3     

Korean lexicology  

Korean as a Second/Foreign Language Education 
① 3   3    

Reading and Listening Comprehension in Korean Language 

Education 

Methods of Korean Literature Education 

① 
3    3   
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Listening & Speaking in Korean Language Education 
Theory and Practice in the Teaching of Writing 

① 3     3  

Evaluation in Korean Language Education 

Media Education 
① 3      3 

Department of 

Social Studies 

Education 

Topics in Korean History 
Searching Human Geography 

① 3 3      

18(18) 

Understanding of Democratic Politics 

Understanding World Regional Geography 
① 3  3     

Studies of Modern Society 
Studies on the Theories of History 

① 3   3    

Teaching Materials of Geography 

Understanding Korean Economy 
① 3    3   

Teaching Materials of History 
Teaching Materials of Social Studies 

① 3     3  

Seminar in Social Studies 

Practice of Social Studies Education 
① 3      3 

Department of 

Mathematics 

Education 

Geometry 
Set Theory and Topology 

① 3 3      

18(18) 

Algebra 

Discrete Mathematics 
① 3  3     

Mathematical Problem Solving 
Teaching mathematical thinking 

① 3   3    

Understanding curriculums of mathematics 

Understanding lessons of mathematics 
① 3    3   

Psychology of Mathematical learning 
Guiding learning of mathematics 

① 3     3  

Materials for Elementary Mathematics Education 

Practice for Using Manipulatives in School mathematics 
① 3      3 

Department of 

Science 

Education 

Understanding Earth Science 
Exploring Earth Science 

① 3 3      

18(18) 

Understanding Chemistry 

Exploring Chemistry 
① 3  3     

Understanding Physics 
Exploring Physics 

① 3   3    

Understanding Biology 

Exploring Biology 
① 3    3   

Practice of Elementary Science Teaching 
Development of Materials for Elementary Science 

① 3     3  

Elementary Science Curriculum 

Integrated Science Education 
① 3      3 

Department of 

Physical 

Education 

Principles and Practices of Physical Activity and Basic Sport Skill 
Teaching methods in physical activity 

① 2 2      

18(22) 

GymnasticsⅠㆍⅡ C 2(3)  2(3)    
Track and Field ⅠㆍⅡ C 2(3)  2(3)    
Elementary Dance Education 

Elementary Dance Teaching Method 
① 2    2   

Swimming ⅠㆍⅡ ① 2(3)    2(3)  

Ball games ⅠㆍⅡ ① 2(3)    2(3)  
Exercise Physiology of Children 

Exercise & Health 
① 2     2  

Exercise Psychology for Children 

Sports and Society 
① 2      2 

Physical Education Curriculum 

Assessment in Elementary Physical Education 
① 2      2 

Department of 

Music 

Education 

Korean Vocal Music 

Teaching Methods in Advanced Applied Music 
① 2(3) 2(3)      

18(22) 

Korean Music Theory 2  2     
Teaching Methods in Instrumental Ensemble 2(3)   2(3)    
Western Music Theory 2   2    
Introduction to Elementary Music Education 2    2   
Class Instruction in Voice 2(3)    2(3)   
Korean Instrument Music 

Performance of Piano & keyboard instruments 
① 2(3)     2(3)  

Studies in Korean Traditional Music Education 2      2 
Teaching Materials and Methods for Music Education in the Elementary School       2 

Department of 

Art Education 

Drawing Techniques 

Oriental Painting Techniques 
2 2      

18(22) 
Basics Crafts · Design 

Digital Art 
2 2      
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Painting 2(3)  2(3)     
Oriental Painting 2(3)   2(3)    
Sculpture 2(3)    2(3)   
Korean Calligraphy 2    2   
Art of everyday life & Design 2     2(3)  
Teaching Materials in Elementary Art Education 2     2  
Theory & Practice in Elementary Art Class 2      2 

Department of 

Practical 

Science 

Education 

Futurology for Teachers 
Career Education 

① 3 3      

18(18) 

Human, Plants and Animals 

Food Science 
① 3  3     

Practical Statistics for Teachers 
Design & Technology 

① 3   3    

Living and Environment 

Clothing Environment & Instructional Method of Clothing 
① 3    3   

Software and Physical Computing 
Family and Living Resources 

① 3     3  

Curriculum Reorganization and Teaching Method 

Invention and Robot 
① 3      3 

Department of 

Computer 

Education 

Robot Design Education 
Basics of Programming 

① 3 3      

18(18) 

Digital Logic Education 

Design Thinking 
① 3  3     

SW Textbook Analysis 
Creative Computing Education 

① 3   3    

Database System 

Algorithm 
① 3    3   

Programming Languages for Children 
Information and Communication Systems 

① 3     3  

Analysis of Educational data 

SW Education Methodology and Evaluation 
① 3      3 

Department of 

Education 

Character Education 
Introduction to Gifted and Talented Children 

① 3 3      

18(18) 

Topics in Elementary Education 

Methods of Teaching and Learning 
① 3  3     

Educational Research and Statistics 

Educational Measurement and Evaluation 
① 3   3    

Sociocultural Change and Education 

Educational Reform 
① 3    3   

Educational Administration: Theory into Practice Issues in 
Elementary Education 

① 3     3  

History of Elementary Education 

Contemporary Thoughts of Education 
① 3      3 

Department of 

Special (or 

inclusive) 

education 

Special Education Practicum 
Family Support and Parent Counseling for Exceptional students 

① 3 3      

18(18) 

Seminar on Elementary Gifted and Talented Education 

Emotional and Behavioral Support for Exceptional Students 
① 3  3     

Human rights and Welfare of People with Disabilities 
Curriculum and Instruction for Exceptional Students 

① 3   3    

Teaching students with Developmental Disabilities 

Educational Media and Technology Support for Exceptional students 
① 3    3   

Inclusive Education C 3     3  
Teaching students with Learning Disabilities and Low Achievement C 3      3 

Department of 

Early 

Childhood 

Education 

Thoughts on Childhood Education 

Teaching Music and Movement for Young Children 
① 3 3      

18(18) 

Educational Continuity between Kindergarten and Elementary School 

Developmental Theories 
① 3  3     

Teaching Language for Young Children 

Teaching Mathematics for Young Children 
① 3   3    

Teaching Science for Young Children 

Teaching Method for Young Children 
① 3    3   

Creativity Education for Young Children 

Teaching Social Studies for Young Children 
① 3     3  

Parent Education 

Teaching Art for Young Children 
① 3      3 

Department of 

English 

Education 

Introduction to Structure of English 

Introduction to English Linguistics 
① 3 3      

18(18) British & American Culture and Literature for Children 

Practical English Grammar 
① 3  3     

Content and Language Integrated Instruction ① 3   3    
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Theme-based English Education 

Teaching English Listening and Speaking) 
Teaching English Usage 

① 3    3   

Teaching English Literacy 

Teaching English Reading and Writing 
① 3     3  

Primary English Education and Evaluation 
Primary English Education Practice 

① 3      3 

 

C. Non-subject Course  

Area Sub Area Course 1st Year 2nd Year 3rd Year 4th Year Academic Credit  

(Hours Per Week) 

Non-subject 

Course 

Character 

Competency 

Gyeong-in Character P/F P/F 

 

D. Creative Elective Subjects II  

Department 

Course Credit 

(Hours 

Per 

Week) 

 
Semster 1 Semester 2 

Department of Ethics 
Education 

Doing Philosophy with Children 

Reading the Oriental Classics for Development of Mind 

Boy Scout 

2(2) ① 

Department of Korean 

Education 

The World of Children’s Book 

Teaching Method for a underachievement student in Korean language curriculum 

Department of Social 

Studies Education 

Understanding the World History 

Issues of Multicultural Society and Citizenship Education 

Department of 
Mathematics Education 

Convergence into Mathematics 

Teaching numbers and computation for the low achievers in Mathematics 

Department of Science 
Education 

Teaching Science Gifted 

Teaching Methods for Underachievers in Science Learning -Inquiring Physics through Experiments 

Department of Physical 
Education 

Golf 
Understanding of Dance 

Department of Music 

Education 

The Story of Korea Traditional Music 

Music and Composers of Classical Music 

Department of Art 

Education 

Oriental Painting: The Four Gracious Plants 

Art Appreciation in Oriental & Western Artworks 
Journey to Contemporary Art 

Department of Practical 

Education 

Korean Traditional Dietary Culture 

Career Education in School 

Department of Computer 
Education 

Future Tech in Movie 
Complete Mastery of Smart Device 

Department of Education 
School Community Culture and Education 

Teaching Students with Low Achievement 

Department of Special 

(Inclusive) Education 

Teaching Students with ADHD: Attention Deficit Hyperactivity Disorder 
Universal Design for Learning 

Department of Early 
Childhood Education 

Storytelling 

Education and Support for Parents 

Instructional Method for Lower Grades 

Department of English 

Education 

English Pronunciation Clinic 
Introduction to Glocal Career Education 

Interview English 

Practice in Glocal Career Education 

①: Choose one of the courses 
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E. Gyeongin Focus Subjects 

 CourceCredit (Hours Per Week) 
Credit  

(Hours Per Week) 

University Sepcialized 

Course 

- Humanities for Unification 

- Multicultural society and cultural diversity education 

- Understanding Educational Alienation and Education on 

Disadvantaged Groups  

- Seminar in Glocal Career Education 

- Daily life and philosophy 

- Experience-based Economic Education 

- Educational consideration and communication for vulnerable 

children 

2 

2 

 

2 

2 

2 

2 

 

2 

Field Cooperation 

Course 

- Understanding Education of the Gyeonggi and Incheon 2 

Course for Elementary 

School Curriculum 

- Drama in Elementary School Education 

- Practice in Children’s Musical Theatre 

- Teaching Chinese Characters in Elementary School 

- SW Education in Elementary Education 

- Safety Education 

2 

2 

2 

2 

2 

University Emphasis 

Course 

- Human and Environment  

- Reading Classics and Discussion 

2 

2 

Source: GINUE, 2018 
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Appendix 5. Structure of Curriculum of Oslo 

Metropolitan University  

Cycle Profession Themes Semester Subject/Teaching Practice 

Cycle 

1 

The teacher role, the 

teacher work, the 

student diversity, the 

school as an 

organization and the 

teacher's facilitation 

for learning of 

subjects. 

 

This concerns: 

-Development of 

teacher’s identity and 

relationship skills 

-Teaching work in the 

context of the 

multicultural 

classroom 

-Classroom 

Management 

-Planning, 

implementation and 

assessment of 

teaching 

-Customized training 

and learning-based 

assessment 

-School-home 

cooperation 

-The school as an 

organization and 

cooperation with 

other agencies 

1 

Pedagogy and student knowledge (10 credits)  

Mathematics (10 credits) 

Norwegian (10 credits) 

+5 days Observation Practice at 5-7 levels 

2 

Pedagogy and student knowledge (10 credits)  

Mathematics (10 credits) 

Norwegian (10 credits) 

+20 days Practice at 5-7 levels 

3 

Beginner Training Semester 
Pedagogy and student knowledge (10 credits) 

Mathematics (10 credits) 

Norwegian (10 credits) 

+15 days Practice at 1-4 levels 

4 

Choice one of the subjects (30 credits): 

 English 1, KRLE* 1, Body Care 1, Arts and Crafts 1, Food 

and Health 1, Music 1, Natural Sciences 1, Social Studies 1 

+15 days Practice at 1-4 levels 

5 

Specialization in a subject in which one has 30 credits : 

 English 2, KRLE 2, Bodybuilding 2, Arts and Crafts 2 **, 

Mathematics 2, Music 2, Natural Sciences 2, Norwegian 2, 

Social Studies 2 

Or Sign Language 60 *** with 30 credits in the 5th semester and 

30 credits in the 6th semester 

+15 days Practice at 1-7 levels 

6 

International Semester 
Choice one of the subjects (30 credits): 

 English 1, KRLE 1, Body Care 1, Arts and Crafts 1, Food 

and Health 1, Music 1, Natural Sciences 1, Social Studies 1 

or 

Pedagogy specialization with choice between directions 

 Professional-oriented pedagogy 

 Digitally supported pedagogy 

 Special education 

Study abroad according to specific rules 

Continuous 60 credits for sign language 

+ 15 days Practice at 1-7 levels 

Cycle 

2 

Further develop his / 

her teaching skills.  

Provide more in-

depth knowledge of 

learning processes, 

the teacher's 

facilitation for 

learning subjects and 

research and 

development work. 

 

This concerns: 

-Learning 

management and 

deeper understanding 

of student diversity 

7 

Theory of Science and Methodology (15 credits) 

And choice between 

 Master's degree program **** - Part 1 (15 credits) based 

on 60 credits from cycle 1 

 Master's degree initial training - Part 1 (15 credits) - based 

on 60 credits for Mathematics or Norwegian from Cycle 1 

+10 days Practice Taking over Class 

8 

Master's Degree Program / Beginner's Training - Part 2 – (15 

credits) 

Pedagogy and student knowledge (15 credits.) 

+20 days Practice at 1-7 levels 

9 

Pedagogy and student knowledge (15 credits) 

And choice between 

Master's degree (15 credits) - Depending on previous academic 

choices 

 Master's degree program / Beginner's Training - Part 3 
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-Research and 

development related 

to the school 

-Development of 

change competence 

 Master's degree in Professional Pedagogy 

 Master's degree digitally Supported pedagogy 

 Master's degree in Special Education 

10 

Master's thesis (30 credits) 

In teaching subjects, initial education or education, depending 

on previous academic choices 

* Subject ‘KRLE’ means Christianity, Religion, Philosophy of Life and Ethics 

** Students with arts and crafts 1 and 2 can apply for admission to the Master's degree program Didactics - 

Art and Design at the Department of Aesthetics, HiOA, as part of their elementary school teacher education. 

*** It is working to provide sign language as a master subject, but this is unclear nationally. 

**** Teaching subjects in Cycle 2 are English, KRLE, Physical Education, Mathematics, Music, Natural 

Sciences, Norwegian and Social Studies. 

Source: OsloMet, 2018 


