
1'08 ZEP

32

Rauni Räsänen

In Search of Global Learning
in Teacher Education

 Zusammenfassung:
Dieser Beitrag nimmt die fi nnische Lehrerbildung vor dem 
Hintergrund interkultureller und globaler Herausforderungen 
für Bildung in den Blick. Die Autorin stellt mit dem M.Ed. 
International Programme einen Lehrerbildungsansatz vor, der 
im Department of Teacher Education der Universität von 
Oulu, Finnland, in einem Aktionsforschungsprozess entwi-
ckelt wurde, um die Sensibilität bzw. das Bewusstsein von Lehr-
amtsstudierenden für interkulturelle und globale Fragestellun-
gen zu fördern. Es werden die Ziele, Inhalte und Methoden des 
Ansatzes dargestellt und auf Ergebnisse der Datenauswertung 
aus den Forschungsprozess eingegangen. 

Abstract:
Th is article discusses teacher education in the Finnish context 
from intercultural and global perspectives. It describes the M.Ed. 
International Programme, which has been developed as an action 
research process in the Department of Teacher Education at the 
University of Oulu in order to increase student teachers’ inter-
cultural sensitivity and global awareness. Th e aims, contents and 
methods of the programme are discussed as well as results from 
the data that has been gathered from the research process.  

Finland from a multicultural perspective
Finland has traditionally been considered a monocultural soci-
ety, which only recently has encountered other cultural groups 
within its own boundaries. Th e old ethnic and linguistic mi-
norities are small and their rights have been realised in diff ering 
ways. Th e position of the Swedish-speaking minority has been 
widely recognised, and Finland has even been used as an exam-
ple of a country where minorities’ linguistic rights are well ob-
served. Th is is not the whole truth, however; the rights of 
Roma- and Sami-people still need to be developed in practice, 
although their legal status has improved considerably. As to 
new immigrants, Finland has followed a strict policy and has 
mostly acted as the sending partner: large numbers of Finns 
have in the past emigrated to Sweden and the USA, for exam-
ple. In spite of the policy, new cultural groups have gradually 
entered Finland; the number of immigrants grew from 21.200 
to 91.100 in the 1990’s. Th e number seems small but is pro-
portionally relatively high compared to the population of 5 
million people in the country. Th e fi rst refugees of special quo-
ta arrived in Finland in the 1970’s from Chile, then from Viet-

nam and later from several countries such as Somalia, Bosnia, 
Kosovo, Iran, Iraq and Afganistan (Häkkinen/Tervonen 2004, 
pp. 22–23).

Th e whole monoculturality of Finland may not be more 
than a myth if we expand the concept of culture beyond the 
ethnic dimension or look at the history. Th e modes of living 
are very diff erent if we compare the South and the North, cities 
and countryside, social classes, religions/worldviews, age 
groups, sexes and professional groups. In the past, Finland has 
been ethnically, linguistically and politically diverse and inter-
national; it has had a special role at the crossroads of Eastern 
and Western cultures. It has been part of both Sweden and 
Russia, which must have had an eff ect on the culture. Th e 
creation of an independent state (1917) under harsh conditions 
constructed strong national identity, which was important in 
the circumstances, but homogenised the representations of 
Finnish culture and created clear distinctions between ‘us’ and 
‘them’ (Räsänen 1998, pp. 32–33). Th is exclusiveness and 
monoacculturation lasted long after the nation building, and 
has only recently been questioned. 

Although still relatively few people have migrated to 
Finland permanently, many study at universities or work for 
shorter periods of time in big companies like NOKIA. Finns 
themselves travel, study and work abroad in great numbers. 
And even if you do not travel yourself or physically encounter 
representatives of other cultures, the world has in many respects 
become smaller, with its positive and negative consequences. 

All in all, interdependence of regions, cultures and gen-
erations is recognised and globalisation has its eff ects on areas 
and people whether they live in cities or remote rural areas. 
Globalisation presents challenges to education as well. Nation 
states are not the only units determining the direction of edu-
cational policies and practices, but they are infl uenced by in-
ternational organisations, unions and agencies. One of the key 
questions in education is how to become sensitive to cultural 
diversity and overcome the dangers of inequity and injustice in 
the globalising world.

Challenges of globalisation 
in teacher education

All teacher education in Finland takes place in higher education 
institutions, and both primary and secondary school teachers’ 
education is a Master’s degree programme. Student teachers 
have usually 5–6 years’ time to gain the qualifi cations required 
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in their work. After that they enter the profession, which is 
exceptional in its coverage: almost all future citizens work with 
this professional group for more than ten years. Time-wise the 
possibilities for supporting individual and human development 
seem abundant although constraints are also many, beginning 
with the number of students in the group. One aspect, which 
also makes teachers’ work complex, is the paradoxical role as 
socialisation agents but at the same time as change agents. As 
Raivola (1993) has stated, in many respects the teacher was 
born semi-free. S/he was born in a certain culture and environ-
ment which constitutes a secure basis for growth but often 
becomes a prison restricting one’s perspectives. Th e teacher 
works in the job, which traditionally meant transmitting main-
stream values and contents, but which at the same time should 
prepare for the future, which seems increasingly multicultural 
and globalised (cf. May 1999).

Looking at the teacher education programmes one has 
to ask how well they prepare teachers for the multicultural 
and international reality of today and what could be done to 
develop the programmes in this respect. Teacher education 
programmes have long traditions, they are now already, at 
least in Finland, tight and fragmented into small content ar-
eas. To introduce any new contents or perspectives into the 
old structures seems diffi  cult; the usual result has been that 
schedules become even more hectic as none of the former 
elements change, but the new topics are added up on top of 
the old ones. It is diffi  cult to deny the need of preparing teach-
ers for intercultural relations and global challenges, but the 
integration of new perspectives into the actual programmes 
needs commitment and further training of the staff  at teach-
er education departments. Still, courses dealing with global, 
and particularly intercultural, education have gradually en-
tered Finnish teacher education institutions, and interna-
tional exchange programmes and research have expanded. 
Th e most common approach for taking care of the challenge 
has been to organise separate courses and theme-weeks with-
out taking seriously the more holistic approaches.

As stated by Nieto (1996) and Banks (1999), global 
education would mean a change in the whole educational 
ethos and learning environment: attitudes of the staff , aims, 
contents, methods, teaching material, evaluation, language 
policy, counselling and co-operation between school and 
homes. In teacher education that would mean critical consid-
eration of monoacculturation and encouragement of various 
perspectives throughout the curriculum, aff ecting education-
al sciences, school subjects and teaching practice.

Multiculturalism and need for various perspectives 
raises also questions about student and staff  selection. Th ere 
are requirements, which must be met by all student teachers, 
such as motivation to the job, professional ethics and basic 
skills of the work. On the other hand, one has to consider if 
there are structural or cultural reasons that favour certain stu-
dents and prevent others from entering teacher education. 
Th e ideals of suitable teacher education candidates can be 
stereotypical and treat unfairly students from diff erent cul-
tural or linguistic backgrounds. Teacher education can 
also strengthen mainstreaming rather than question domi-
nant discourses about education, teachers’ work, society and 
world order.

Teachers’ socio-cultural 
competencies

In the planning and evaluation of international teacher educa-
tion programmes, the same criteria as with any teacher educa-
tion programme must be applied, and such qualifi cations as 
creativity, innovativeness, refl ectivity, care for children, and ba-
sic teaching skills should be emphasized. In addition, special 
qualifi cations for working in multicultural and global contexts 
must be considered, and their development should be observed 
as well. In this chapter I will discuss the fi ve competence areas, 
which have become important in the Finnish context when 
developing teacher education at  the University of Oulu.

Many writers like Bennett, Noel and Nieto emphasise 
that technical competence is not enough in a fast-changing, 
interconnected world but teacher education should include the 
aim of awareness of broader social aspects in addition to the 
pedagogue’s skills (e.g. Bennett 1995; Noel 1995; Nieto 1996). 
Th ey also point out that such issues as ethnocentrism, power, 
equality, stereotypes, prejudices, racism and oppression of mi-
norities are rarely found in teacher education agendas. It is 
seldom evaluated whether mainstream tendencies are justifi ed 
and how the whole programme would change if the perspective 
would be less ethnocentric and more inquiry-oriented. Both 
Bennett and Noel talk about the importance of being con-
fronted by outside views and becoming aware of multiple per-
spectives (Bennett 1995, p. 262; Noel 1995, p. 270). Th is as-
pect is particularly important in a country like Finland which 
is young as a nation and where unity and similarities have been 
emphasised instead of diversity and diff erent voices.

Th e second important requirement for culturally sensi-
tive teacher education is awareness of how our community and 
background have aff ected us (Bennett 1995, p. 261; Noel 
1995, p. 269–270). Th is is diffi  cult unless we have encountered 
others who think diff erently and we have another culture as a 
mirror for our assumptions. In this process we must go beyond 
names and birthplaces, habits and customs to cultural deep-
structures, to the beliefs, attitudes, values and traditions that 
have shaped us. Bennett compares cultural consciousness-rais-
ing to cultural therapy which is a process of bringing one’s own 
culture to the level of awareness, which makes it possible to 
perceive it as a potential bias in social interaction (Spindler et 
al. 1994). Understanding this helps to be more open to the 
ideas and values stemming from other cultures and environ-
ments – not to see things as black and white, but mostly as 
historically and culturally developed phenomena. 

Th e third criterion in international teacher education is 
to develop special intercultural skills and sensitivity. Bennett 
(1995, p. 263) quotes Gudykunst and Kim (1984) stating that 
intercultural competence includes intellectual and emotional 
commitment to the fundamental unity of all humans, but at the 
same time, acceptance and appreciation of the diff erences be-
tween people of diff erent cultures. Interculturally competent 
teachers are aware of the diversity of cultures, but they know that 
cultures are not static but dynamic, and they are conscious of the 
dangers of stereotyping. Th ey know that if they do not make 
constant eff orts to see the cultural attributes of others and to 
consider cultures from their perspectives, their own cultural 
lenses will guide them. Bennett emphasises that key elements in 
intercultural competences are informed empathy, respect and 
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various communication skills. Intercultural dialogue increases 
understanding of others, and through this we enrich our own 
self-understanding by trying to consider our customs, beliefs and 
values from another standpoint.

Particularly the representatives of critical pedagogy dis-
tinguish the fourth demand for a teacher of a global village: to 
develop a commitment to combat inequality, racism, as well as 
sexism, and all other forms of prejudice, oppression and dis-
crimination through development of understanding, attitudes 
and social action skills. Bennett (1995, p. 263) argues that ac-
quiring multicultural literacy and appreciation of cultural di-
versity is not enough to put an end to prejudice, but the em-
phasis should also be on clearing up myths that foster beliefs 
about the evilness and inferiority of certain races, cultures 
or geographical areas. Th is should include an awareness of in-
stitutional and cultural racism and power structures in the 
world, and one should stress basic human connections and 
similarities. 

In addition to the above-mentioned criteria, there are 
special pedagogical skills that experts in education need. Th ey 
should be aware of the various approaches to intercultural and 
global education, and how the approaches could be imple-
mented in schools, formal and non-formal education. Th ey 
should be conscious of the basic values, aims, contents, meth-
ods, curricula and the requirements set by the global environ-
ment. Th ey should realise that intercultural education and 
education for global awareness is not a technique or a set of 
methods but a perspective or a philosophy that infl uences all 
aspects of education and life (Räsänen 2000).

M.Ed. International Programme at the 
Faculty of Education in Oulu

In the beginning of the 1990’s, the Department of Teacher 
Education started its comprehensive teacher education reform 
where both staff  members and students were involved (Sohlo 
1999). In order to respond to the challenges of globalisation, 
M.Ed. International Programme was initiated in 1994. It is 
designed for students who, in addition to education and teach-
ing, are interested in international and multicultural aspects in 
society. It is a 5-year degree programme that follows mainly the 
aims and structure of ‘ordinary’ primary teacher education pro-
gramme, but pays special attention to intercultural sensitivity 
and global responsibility. Th e goal is to utilise the experiences 
and results gained with this special programme when reforming 
all teacher education. For practical reasons, as some of the stu-
dents are not Finnish-speaking and exchange students study 
with the group, large amount of the studies is in English and 
the students study the minimum of one term abroad. 

Since 1994 20 students have been chosen to the pro-
gramme yearly. Like in all teacher education selection, the fi rst 
criterion is interest in education and teachers’ work and the 
skills essential in the profession. However, attention has also 
been paid to experience or interest in multicultural issues, lan-
guages and societal questions. Th e selection boards have em-
phasised that they are looking for critical, collaborative and 
initiative innovators who are interested in the role of education 
for individual people’s but also humankind’s future. A minor 
selection criterion has been to create a group of students that 
would be multicultural in itself representing various subcul-

tures and experience or interest in diff erent geographical areas. 
Content-wise about one third of the studies is the same as for 
other student teachers, one third has the same title but is fo-
cused according to the special orientation, and one third of the 
studies is especially planned for the M.Ed. International Pro-
gramme-group. Special courses deal with intercultural educa-
tion, global education (human rights, equality in education, 
confl ict prevention and peace education, theories of knowl-
edge, media education and sustainable development), develop-
ment education, comparative education and education in dif-
ferent countries. I will below describe in more detail the 
contents and methods of the programme in the areas where it 
diff ers from the ‘ordinary’ teacher education. 

At the very beginning of their studies, after the orienta-
tion stage, students take part in the simulation project called 
ICONS (international communication and negotiation skills), 
where students representing governments of diff erent countries 
discuss current world aff airs via computers and video. Th e 
simulations are preceded by thorough study of the topics and 
of the respective country and its relation with other states. Th e 
students in Oulu have represented e.g. Britain, India and South 
Africa, which has meant of becoming familiar with the coun-
tries and their role and position when negotiating with the 
world powers about trade, health, education, environment and 
human rights. Th e aim of the project is to open up a global 
perspective from the very beginning and to show the interre-
latedness of the diff erent parts of the world, and the need for 
professional co-operation in various sectors of life. Its purpose 
is also to initiate societal and ethical deliberations at the initial 
stages of the programme. 

During the fi rst two years students learn about Euro-
pean educational systems and cultures, educational philoso-
phies and policies. Th e study units include excursions to Russia 
and/or the Baltic states, some Scandinavian and European 
country/countries; and the representatives of the respective 
countries mostly give lectures about their countries and cul-
tures. Th e mentoring teacher accompanies the students for 
their excursions but students plan the excursions themselves 
with the help of the staff . Th e students are responsible for the 
activities during the trip and write a report on their experi-
ences and particularly on the topic chosen to be investigated 
more closely during the trip. Th e students are off ered various 
possibilities for meeting and discussing with the people from 
other cultures and particularly with their future colleagues. Er-
asmus-network off ers excellent possibilities for staff  and stu-
dent exchange and networking.

Teaching practice is partly done in the university prac-
tice school, which is attached to the Department of Teacher 
education. Th e other half of the practices can be planned indi-
vidually according to the special interests of the individual stu-
dents and the aims of the programme. In addition to learning 
the basic skills of teaching, experience about diff erent peda-
gogical cultures and contexts is considered important. Th at is 
why students have worked e.g. in small rural schools, urban 
schools, refugee centres, immigrant classes, international 
schools in Finland and in various organisations and develop-
ment co-operation projects. In addition to guidance before and 
during the practice, discussions after the working period are 
viewed essential for individual and shared learning. Well-struc-
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tured diaries have proved to be important for the refl ection and 
dialogue. Th e rich data of real life situations, dilemmas, narra-
tives and encounters forms an excellent source for pedagogical 
and intercultural learning for the whole group.

Advanced studies in the M.Ed. International Pro-
gramme include courses in research methods, longer periods of 
practice and a Master’s thesis with a multicultural perspective. 
Th e most popular minor subject choices have been English, 
special education, intercultural education, Finnish as a foreign/
second language, leadership and educational management. 
However, all other alternatives within the range of the home 
university and other Finnish or foreign universities are possible. 
Th e international group has two courses of its own within their 
advanced studies: Global education and Development and 
education. Th eir aim is to turn attention again to the global 
perspective in education and to provide competences for re-
searching global aspects in education. During these studies 
students compile a joint publication called Sharings on a se-
lected theme (e.g. Equality within diversity, Taking responsibil-
ity, Education as consciousness-raising) to practice scientifi c 
writing before their Master’s theses.  

Special attention has also been paid to tutoring, indi-
vidual guidance and collaborative learning in the group. Dur-
ing the fi rst three years, tutoring sessions run parallel to all 
other studies. Th ey aim at providing long-term and continuous 
refl ection on global learning experiences and students’ profes-
sional development in a secure atmosphere. Th e mentors sup-
port the learning processes, develop the programme together 
with students and collect feedback about its meaningfulness. 
An important part of these sessions are visits by older profes-
sionals with whom to share knowledge and experiences. As a 
whole, intercultural education and global learning is seen as an 
approach where cultural encounters, dialogue and refl ection 
are provided throughout the programme.

Th e themes for Master’s thesis are free to be chosen in 
the fi eld of education, but most of them concern global aspects 
of education. Some comparative research with students from 
other cultures has started to emerge. Th e research topics have 
included studies e.g. in the following areas: 1) identity, par-
ticularly multicultural identity and identity negotiations, 2) 
cultural encounters and intercultural dialogue, 3) concepts re-
lated to intercultural and global education, 4) action research 
projects on intercultural education, 5) intercultural and global 
learning, 6) intercultural competences in various contexts, 7) 
conditions for partnership and mutual learning in develop-
ment co-operation. Th e students compiling their Master’s the-
ses work in close collaboration with the research group Ethics 
of education and multiculturalism, which was originally start-
ed for doctoral students in autumn 1994 (Räsänen/Sunnari 
1997; Sunnari/Räsänen 2000).

Students’ intercultural and 
global learning

Th e International M.Ed. programme in Oulu has been devel-
oped for over ten years and there have been many phases in its 
development. It has been evaluated internally and externally 
(Jokikokko/Waris 1999; Tella/Räsänen/Vähäpassi 1999). Each 
group of students and a new tutor have brought new perspec-
tives into the process. Th e theoretical foundations have become 

clearer, but at the same time more complex, and new questions 
have arisen. Practice has not been guided only by theory and 
experiments, but also by the strong traditions of teacher educa-
tion. Sometimes it has been very diffi  cult to change the old 
structures although there have been no rational reasons to con-
tinue them, which has occasionally been very frustrating. Th e 
programme has had some eff ect also on the contents and struc-
tures of the whole teacher education in Oulu, particularly new 
forms of teaching practice have slowly but steadily increased 
due to student initiatives and extended international networks. 
Th is has brought new perspectives to the focus of discussion 
and strengthened research on ethical aspects and intercultural 
education. Feedback about the programme and reports of 
learning experiences have been gathered through question-
naires, interviews, alumni evenings and evaluation discussions. 
Th e focus has mostly been on the special orientation of the 
programme, but also the competences for teachers’ work and 
educational fi eld have been evaluated as a whole. A comprehen-
sive feedback was collected through questionnaires from the 
fi rst three groups at the end of their studies and after they had 
been in the fi eld for one year. Th e students were asked about 
the reasons for applying for the programme, their career plans, 
their defi nitions for intercultural and global education, and 
what skills and competences they considered important when 
working in multicultural and global contexts. Th ey were asked 
how the programme should be developed, and particularly if 
the studies had had any eff ect on their learning.

Almost all students have indicated that their intercul-
tural sensitivity and global awareness have dramatically in-
creased during the education although it has been diffi  cult for 
them to specify any single reason or situation that would have 
been most signifi cant in the process. Development of intercul-
tural and global awareness is a long process aff ected usually by 
many successive experiences and forms of knowledge, which 
gradually transform perspectives. Some students have indicated 
that there in no return from this journey.

Students have singled out several conditions or prereq-
uisites that are favourable for intercultural and global learning. 
Th ey have been described in detail in various reports, articles 
or theses (Jokikokko/Waris 1999; Räsänen 2000), so I summar-
ise below only the main fi ndings and then concentrate on a few 
aspects discussed earlier in this article or emphasised by 
students.
1.  Supportive and safe learning environment and study group 

where people dare express their own views, beliefs and opin-
ions. Students should feel that they are listened to and re-
spected, that they are given space and voice.

2.  Dialogue where people and cultures meet on equal terms. 
Representatives of diff erent cultures, their expertise and life 
experiences have had an important role in opening up new 
perspectives. 

3.  Encountering representatives of other cultures and working 
in diff erent contexts.

4.  Knowledge and learning contents which force to evaluate 
and reconstruct one’s own views, assumptions and world 
order.

5.  Combining experiences and refl ection (individual and 
shared), knowledge and action, in the learning circles.

6.  Discussing the value basis and ethical aspects in intercul-
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tural education and the role of education in society and for 
the future.

7.  Tutors and mentors have an important role in inspiring, 
challenging and supporting the learning process. Th e caring 
relationship is emphasised.

8.  Learning units should be long and many-sided enough in 
the central aims and content areas. One of the main prob-
lems in teacher education is its fragmented nature, which 
sometimes makes it diffi  cult for students to concentrate on 
the essential questions and for tutors to organise deep learn-
ing experiences.

According to students, learning is aff ected by knowledge, aff ec-
tive aspects and action; experiences, refl ection and knowledge 
that gives structure to one’s thoughts. Experiences and knowl-
edge that challenge to re-evaluate earlier views and mainstream 
thinking are considered essential for perspective-shifts and 
transformation. Attention is also given to some structural fac-
tors in teacher education; the tight and infl exible schedule is 
particularly criticised. Th e central role given to human relations 
is particularly interesting at the time when distant learning and 
virtual universities are developed even in the cases where it 
would be possible and sensible for the group to meet. Th e stu-
dents strongly emphasise face-to-face personal and cultural 
encounters. Th e students describe how important it is to study 
with a group of people who have similar interests, and they 
speak for warm atmosphere and encouraging attitudes among 
the students and between the students and their tutors (cf. 
Noddings 1984; 1998). Th e role of teachers and mentors is 
emphasised as inspirers, supporters, encouragers, challengers 
and creators of the atmosphere. In their learning results stu-
dents mention all the competence areas discussed above al-
though there are diff erent emphases in the answers and some 
deliberate more on one or two aspects.  Changes have, accord-
ing to the students, taken place in the following areas: 1) self-
image 2) attitudes, values and dispositions  3) professional skills 
and knowledge 4) relationships with other people and cultures 
5) worldview and global consciousness. As to self-concept, they 
state that they have clearer picture of themselves, they have 
gained self-confi dence and courage. Many of the attitudes have 
changed but the areas most often mentioned are: becoming 
more open, fl exible, tolerant, refl ective, critical and courageous 
to speak and act according to one’s views or what is considered 
ethically justifi ed. From the professional side they mention the 
development of one’s own philosophy of education, increased 
knowledge base and skills to teach various subject areas. Most 
of all, students discuss the changes in the relations with people 
and cultures. Th ey talk about appreciation, sensitivity, under-
standing, equity, collaboration, dialogue, awareness of biases 
and ethnocentrism, empathy, role-taking and many communi-
cation skills. Th ey also remind that people should not be re-
garded only as representatives of their cultures but above all as 
individuals. Th e other area where the students recognise big 
transformations is their knowledge and understanding of the 
world situation, which according to them has got new perspec-
tives, has become richer and deeper.   

Th e learning processes might seem impressive on the 
basis of the above texts. One has to remember, however, that 
they emerged as clearest content categories when analysing all 
the answers in the questionnaires. Single students might have 

discussed only some of the aspects and areas. Th ere were diff er-
ences in students’ orientations and processes. Th e conclusions 
were also based on the students’ own views of their learning and 
the factors they considered relevant in it. Th e questionnaire and 
how the questions were formulated might also have had an 
eff ect on the answers as well as the interpretations of the article 
writer. However, the results have not been used so much to 
evaluate the learning results but to learn about the processes 
and favourable conditions and to construct a shared under-
standing of the nature of intercultural education. Combining 
the students’ views, the following preliminary model for global 
education in teacher education has been constructed. It is not 
meant to be the fi nal one or even suitable for all environments 
but a shared meaning structure in Oulu, from where to con-
tinue the action research process.

Th e fi gure describes intercultural learning as growth 
towards sensitivity and global awareness, which according to 
students’ descriptions develops gradually due to many succes-
sive experiences. Th e conditions for learning include require-
ments for atmosphere, knowledge, combining experience and 
refl ection, and above all cultural encounters and human rela-
tions. Intercultural pedagogy and global learning is not value-
free but is based on such values as appreciation of cultural di-
versity and human collaboration, human dignity, equity, 
dialogue, peace, non-violence and justice. Th e aims include 
understanding of one’s own culture, other cultures and world 
order, intercultural skills and attitudes, special pedagogical 
skills and action against discrimination, inequality and injus-
tice. Th ere seems to emerge two main aspects that intercul-
tural learning consists of, need for transformation and ethical 
concerns. Global learning is change in many aspects particu-
larly in meaning structures and perspectives. But before learn-
ing can take place one needs commitment and care about 
other people, cultures, environment and world’s future.

I started my article from the assumption that cultural 
diversity and globalisation is a societal fact, and interdependence 
between the diff erent parts of the world will remain or increase. 
I further believe that people and nations can learn from each 
other in mutual co-operation. From this viewpoint I consider the 
present-day schools and teacher education in Finland are too 
ethnocentric and would need transformations. 

Global education should not any more be a right of the 
few, because intercultural aspects and globalisation concern 
everyone. People sometimes fear that young people become 
rootless through international education or they do not know 
their own culture any more. On the contrary, I believe that 
global education could make sensitive to transnational tenden-
cies and critical towards cultural hegemony or inequity, de-
pending of course on the aims and nature of education. I have 
above analysed the foundations, aims and conditions of global 
education and the many changes needed for its holistic realisa-
tion. On the other hand, one has to remember that it is a long-
term learning process and one can start somewhere and take 
small steps towards the aims. Th e new global situation requires 
courage and wisdom; it invites to adventure new paths and 
forces to look at things from a fresh standpoint. Values and 
ethical refl ection form an important compass for the naviga-
tion. A lot depends on whether the navigation is led by care 
and justice or competition, selfi shness and indiff erence.  
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