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ABSTRACT: A ‘World in 2030’ survey carried out by UNESCO in the months May through 
September 2020 indicates that “climate change and biodiversity loss” by far are the big-
gest concerns of the around 15.000 participants, who at the same time indicate that 
education and multilateralism are seen as the most important solutions to global issues. 
In this article, I will discuss possibilities and limitations of (global citizenship) education 
in versions of skills- and competency-based versus virtue/value-based approaches as 
means of solving current global issues and concerns, including (unknown) futures of ed-
ucation at a local and global level. 
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A survey entitled ” world in 2030” carried out in 2020 by UNESCO Clearing House on Global 
Citizenship Education (2020) indicates that “climate change and loss of biodiversity” are two 
of the five biggest challenges anticipated by the around 15.000 participants in the public sur-
vey. The survey participants emphasise that apart from multilateralism, education is consid-
ered one of the most important ways of solving global issues. The result of the survey is de-
scribed as follows: 

In fact, education was consistently highlighted as a solution, from teaching about critical think-

ing, respect, online ethics and media literacy, to promoting health, civics, heritage and gender 

equality. This reflects a collective conviction in the importance of education not only as an end in 

and of itself, but as a valid and wide-reaching solution to our many and varied global challenges. 

(UNESCO Clearing House 2020 (bold from original quote)). 

The emphasis on education as being able to solve global challenges is not new in the history 
of the United Nations (UN) and UNESCO (see Petersen 2021). In 2012, the Secretary General 
of the United Nations (UN) promoted the “Global Education First Initiative” (GEFI 2012), at the 
heart of which was the idea that education should be the most important driver of the trans-
formations necessary to solve emerging global challenges. According to GEFI (2012, p. 20), 
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“education must fully assume its central role in helping people to forge more just, peaceful, 
tolerant and inclusive societies”, and it was highlighted that it is “not enough for education to 

produce individuals who can read, write and count”.   In 2015, the importance of education 
was similarly underlined in another publication, “Global citizenship education: Topics and 
Learning Objectives” (UNESCO 2015). A statement from 2018 furthermore highlighted that:  

Global Citizenship Education (GCED) aims to empower learners of all ages to assume active roles, 

both locally and globally, in building more peaceful, tolerant, inclusive and secure societies. 

(UNESCO 2018; bold: mine) 

UN and UNESCO are, however, not the only worldwide organisations focusing on education 
as means of solving vital issues.  

Another vital player at the international scene is the Organization for Economic Coopera-
tion and Development (OECD), which for years has played an immense role in the formation 
of nation-state education policy in many areas of the world (Pettersson, Popkewiz & Lindblad 
2017). Large-scale assessments, such as the Programme for International Student Assessment 
– PISA (OECD 2021b) and the OECD Country “Reviews on Evaluation and Assessment Frame-
works for Improving School Outcomes”, are being carried out through a vast and increasing 
number of countries (OECD 2021c) and have largely influenced nation-state policy.  

While emphasising education, OECD outlines their intentions regarding supporting nation-
states in a slightly different way than UNESCO: 

The OECD’s work on education helps individuals and nations to identify and develop the 

knowledge and skills that drive better jobs and better lives, generate prosperity and promote 

social inclusion. (OECD 2021a; bold: mine) 

However, not only international organisations have focused on education as playing a critical 
role. In addition, educational philosophers and thinkers have emphasised the role of education 
in transforming society. John Dewey’s (1916) credo Democracy and Education and Paulo 
Freire’s (1970) Pedagogy of the Oppressed are well-known examples and, current educators 
discuss and reflect upon education as a means of developing individuals in social contexts and 
developing value- and virtue-based education (Biesta, 2010, 2015).  

Education hence is of great importance, and furthermore, in the history of combating illit-
eracy, education has been a core element, and the access and possibility for acquiring basic 
education are considered a human right, an example of which is “The Resolution on Education 
for All and Combating Illiteracy” (The Second World Congress of Education International 
1998).  

Education, furthermore, has also come to the attention of many politicians, and the past 
decades have witnessed a transformation of education policy in many countries. While earlier 
political discourses have emphasised that education is seen as supporting welfare states and 
developing individual democratic citizens (Nordenbo 2008), recent decades’ mainstream ed-
ucational research and education policy has been understood in discourses of neoliberal edu-
cation policy (Apple 2011; Ball 2006; Carr 2011; Nordenbo 2008). In the past two decades, 
such a tendency is also seen in the Scandinavian countries (Dovemark et al. 2018; Imsen, Bloss-
ing & Moos 2017; Petersen et al. 2021).  

However, in the wake of an increasing critique of neoliberal education policy fostering neg-
ative implications (Ball 2005; 2015; Biesta 2010; 2015, Dovemark et al. 2018; Imsen, Blossing 
& Moos 2017), an emphasis on value- and virtue-based education as opposed to skills- and 
competency-based education has come to the fore in recent discussions (Biesta 2010; Banks 
2018; Peterson & Arthur 2020; Salloum 2017). 
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In this article, I will set out to discuss the differences in skills- and competency-based ap-
proaches to education as opposed to value- and virtue-based, and drawing on which I will 
discuss the approaches to education of OECD compared to UNESCO. Based on this, I will briefly 
discuss how a (global citizenship) education for (unknown) futures might look like. The article 
is hence a reflection paper.  

Skills- and competency-based or value- and virtue-based education? 

The Scottish researcher David Carr (2011) emphasises how past decades of education re-
search, and in particularly Anglo-American education research and policy, have focused on 
education and teacher training as “a matter of acquisition of repertoires of (…) skills or com-
petences”, t.i. on a skills- and competency-based approach to education. Carr writes: 

Over a long modern period, Western educational research has been mainly focused on the em-

pirical discovery of causally effective methods of learning, instruction or behaviour manage-

ment, and British, American and other colleges of education have promoted a conception of 

teacher training as a matter of the acquisition of repertoires of such skills or ‘competences’ (p. 

174).  

A short introduction to the history and development of the skills- and competency-based ap-
proach to education therefore seems appropriate. 

Skills-and competency-based approaches to education and the critique 

The American educator and educational researcher Spady (1977, p. 10) was one of the first to 
define competency-based education as “a data-based” and “performance-oriented” way of 
teaching, that facilitates, measures, records and certifies demonstration of knowledge, often 
described as outcome-based education. Spada defined competency-based education (CBE) as:  

adaptive, performance-oriented set of integrated processes that facilitate, measure, record and 

certify within the context of flexible time parameters the demonstration of known, explicity 

stated, and agreed upon learning outcomes that reflect successful functioning in life roles (Spady 

1977, p.10). 

In the American context, competency-based education has been evolving since, which among 
others Kelchin (2015) describes in a report on “The Landscape of Competency-based Educa-
tion” in the United States, while Nodine (2016) in an in 2016 established Journal of Compe-
tency-based Education, evidences how higher education in the US has embraced competency-
based education. Walton (2017, n.p.) summarises that competencies in competency-based 
education “include explicit, measurable, transferable learning objectives”, that “assessment is 
meaningful and a positive learning experience for students”, and that “students develop and 
apply a broad set of skills and dispositions”.According to Carr (2011) however, an approach to 
education that encourages the acquisition of specific skills and competencies, and brings to 
the fore an idea that becoming a good and effective teacher is similar to acquiring such skills, 
be it pedagogical or managerial skills, implies an understanding that anyone will be able to 
obtain these skills. A skills- and competency-based approach to education, Carr writes: 

encourages the view that all there is to becoming a good, effective or successful teacher is the 

acquisition of a set of ‘off-the-peg’ educationally all-purpose skills in much the same way that 

acquisition of auto-repair skills might equip someone (anyone) to be a good car mechanic. Such 
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a view also clearly reinforces the ‘liberal’ distinction between the professional and the personal: 

on this view, since all it takes to be a good teacher is to have mastered relevant pedagogical or 

managerial skills, any rogue or rapscallion might become a good teacher (p. 174). 

Carr emphasised that although education researchers have tried to ”discover ‘evidence-
based’ principles and procedures for effective pedagogy or school management”, such princi-
ples can be widely discussed and, ”it is far from clear that such principles are available in the 
real world of educational practice” (p.174). 

Carr is not alone in the critique of recent decades’ mainstream educational research and 
education approach. Many researchers have pointed to the fact that neoliberal education pol-
icy, which often has been associated with the introduction of skills- and competency-based 
education (Ball 2006) has changed the focus in education (Apple 2006; 2011; Ball 2005, 2015; 
Biesta 2010; 2015). As pointed out by Petersen & Mower initially, the ”concept of neoliberal-
ism has been associated to mostly economic policy focusing on privatisation, free trade, and 
marketisation in order to increase the role of the private sector in economy and society” 
(2019, p. 54).  

In the 1980s and 1990s, neoliberalism was introduced in British education policy (Ball 
2006). The British educational researcher Stephen Ball (2006) being one of the first to identify 
the changes towards a neoliberal education policy emphasised five main elements in the 
transformation of education policy in terms of neoliberal thought patterns:  

1) improving national economics by tightening a connection between schooling, employment, 

productivity and trade; 2) enhancing student outcomes in employment related skills and compe-

tencies; 3) attaining more direct control over curriculum content and assessment; 4) reducing 

the costs of government to education; 5) increasing (…) pressure of market choice. (Ball 2006, 

p. 70; italics: mine) 

In 2001, with the so-called No-Child-Left Alone Act (Klein 2018), standards-based education 
reforms, testing and measurement were introduced in the United States (Berliner 2009), ”that 
allowed the government to determine the priority of subjects to be taught, the way they might 
be taught, and reforms available to schools that do not perform” (Petersen & Mower 2019, p. 
54).  

In the wake of an increasing influence of neoliberal education policy, however, at the same 
time, there has been growing criticism among many educators towards the new discourse. 
Researchers have pointed to negative implications in terms of tendencies to teaching-to-the-
test activities, narrowing of curriculum, and on education as aiming to heighten nation-state 
competitiveness on the global market rather than focusing on the development of the individ-
ual as a democratic and unique citizen (Apple 2006; 2011; Ball 2005; 2015; Biesta 2010, 2015). 

Apple (2011) outlined that “new managerial proposals” have installed “rigorous and reduc-
tive forms of accountability in schooling at all levels” (p. 21). Ball (2015) pointed to the fact 
that neoliberal education policy has led to education, teaching, and teachers to being “gov-
erned by numbers” (p. 299). According to Ball, “numbers define our worth, measure our ef-
fectiveness and, in a myriad of other ways, work to inform or construct what we are today. 
We are subject to numbers and numbered subjects” (p. 299). The measurement, monitoring, 
and numbers have taken over our personal and work lives resulting in focusing on students’ 
test scores and other performances. In 2015, Ball wrote:  

Measurement and monitoring as techniques for reflection and representation play a particular 

role within the contemporary relationship between truth and power and the self that we call 

neoliberalism. As neoliberal subjects, we are constantly incited to invest in ourselves, work on 

ourselves and improve ourselves – drive up our numbers, our performance, our outputs – both 
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in our personal lives and our work lives. (p. 299) 

David Carr (2011), and with him a range of other educational authors and philosophers have 
started discussing the loss of value and virtue in education as an implication of neoliberal ed-
ucation policy and the focus on skills- and competency-based education (Biesta 2010; Banks 
2018; Boon 2011; Carr 2011; Cambell 2006; Peterson & Arthur 2020; Salloum 2017).  

In light of a discussion of the (unknown) futures of education and in consideration of the 
approaches of UNESCO and OECD respectively, it is relevant to take a closer look at those 
educators promoting the idea of a value- or virtue-based education. 

Value-and virtue-based approaches to education 

The Australian teacher educator, Boon (2011), emphasises the importance of value- and vir-
tue-based approaches in education by outlining that teaching has ’a moral nature’ that can 
not be separated from the focus on ’skills’, which on the other hand means that explicit atten-
tion to the moral formation of teachers in for example teacher education is of high im-
portance: 

The moral nature of teaching cannot be conflated with the knowledge and skills important for 

teaching; neither can it be neatly separated from them. As we have known throughout the ages 

yet also frequently ignore, the moral is always in play in classrooms in teachers' actions, whether 

intentionally or not, and the complexity of the classroom environment--its immediacy and ever-

changing activities - makes demands on teachers that reveal their orientation to their work in a 

myriad of daily acts. Because of that seamless connection, explicit attention to the moral for-

mation of (…) teachers is crucial (p.79). 

Boon (2011) defines value-based education “ known internationally by various names, includ-
ing moral education, character education and ethics education” as ”a globally endorsed move 
that charges teachers and schools with the role of inculcating values to their students, aban-
doning prior beliefs that these are only in the domain of families and religious institutions” 
(p.80). 

David Carr (2011) in his critique of skills-based education approaches, emphasises that 
what teachers need ”in order to be effective”:  

are not all-purpose off-the-peg rules, but capacities for contextually sensitive reflection, delib-

eration and judgement in the actual various and varying professional and pedagogical contexts 

in which they daily find themselves (p. 174). 

Carr continues that ”it has been less widely noticed that such ethics of contextually sensitive 
judgement is more or less tantamount to an ‘ethics of virtue’” (p.174). Carr thus emphasises 
that what teachers:  

may need for effective classroom authority and discipline are not reducible to management 

techniques, [but] … moral virtues of courage, honesty and justice (p.174). 

Salloum (2017 p. 355) echoes Carr’s arguments and emphasises that, “a virtue-based educa-
tion binds knowledge with moral concepts” and, she furthermore argues that the:  

cultivation of ‘morally good’ character is not merely helpful in good teaching, but is constitutive 

of it, especially cultivating virtues such as honesty, justice, patience, and courage (p. 356). 



94  

Global Citizenship Education for (Unknown) Futures of Edcuation 

Futures of Education, Culture & Nature – Learning to Become 

The virtues “honesty, justice, patience, and courage” hence are seen as essential in a virtue-
based approach to education that does not neglect an emphasis on skills but highlights “non-
positional goods” (Nordenbo 2008) as crucial for education. 

Banks (2018) investigating virtue-based approaches to research integrity, emphasises that 
virtue ethics as a philosophical approach linked to Aristotle “focusses on the excellent qualities 
of character or moral dispositions (virtues) of moral agents. Examples of virtues might include 
trustworthiness, courage or compassion” (p. 23). In this article, in continuation of Banks’ def-
inition,  the term “virtue”  refers “to a moral disposition to feel, think and act in such a way as 
to promote human and ecological flourishing, entailing both a motivation to act well and, typ-
ically, the achievement of good ends” (p.25). 

While a skills- and competency-based approach to education emphasises that the critical 
focus in education has to be on which skills and competencies are relevant for future educa-
tions, a virtue-and value-based approach points to the fact that the acquisition of specific skills 
and competencies on their own are not enough for future education and teachers. On the 
contrary, a virtue- and value-based approach emphasise the on-the-spot sensitivity of teach-
ers and learning, in which honesty, justice, patience, and courage play a crucial role.  

Concepts of education and training – two traditions: OECD versus 
UNESCO 

At this point in the article, it is relevant to return to the two approaches towards education 
mentioned in the introduction to this article - the approach of OECD and UNESCO. 

Concepts of education: OECD 

As mentioned in the introduction, the focus of OECD is to help individuals and nation-states 
“to identify and develop the knowledge and skills that drive better jobs and better lives” (OECD 
2021a). Although it is difficult to judge an organisation solely based on its statements on its 
website, one might argue that the underlying understanding of education of OECD, emphasis-
ing that the acquisition of specific “skills” may “drive better jobs and better lives” and can 
“generate prosperity” for nation-states echoes a skills- and competency-based approach to 
education that argues that the acquisition of certain “off-the-peg” (Carr 2011, p.174) skills can 
contribute to the development of a country.  

In addition, the focus on standards, skills and testing as core elements to drive “better 
lives”, i.e. the PISA tests, carried out by OECD in various nation-states, can similarly be taken 
as evidence of a trend towards a skills- and competency-based approach to education. In many 
ways, this approach mirrors a neoliberal education policy, described above in the second of 
the five main elements, mentioned by Ball (2006). According to Ball (2006, p. 70) the aim of a 
neoliberal education policy is, among others, to improve nation-states economies by enhanc-
ing student outcomes in employment-related skills and competencies, a promise that is at the 
forefront of OECD’s argument for a skills- and competency-based education. A way to achieve 
this in neoliberal education policy, according to Ball, is to attain “more direct control over 
curriculum content and assessment” (p.70). As we will see below, the implementation of the 
PISA tests have helped give governments in many countries, including Denmark, control over 
curriculum content and assessment (Aftale 2013). 

As mentioned among others by Pettersson, Popkewiz and Lindblad (2017), large-scale 
worldwide assessments like the PISA tests have actually had a significant impact on many na-
tion-states’ education policy and actions towards heightening the nation-state’s ranking on 
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the PISA list. This has also been the case in Scandinavian countries (Dovemark et al, 2018; 
Imsen, Blossing & Moos 2017). In fact, a publication from OECD (2012) emphasises that the 
policy impact of Pisa has been tremendous, not least in the Scandinavian countries and Den-
mark. 

OECD (2012) in an Education Working Paper entitled The Policy Impact of Pisa: An Explora-
tion of the Normative Effects of International Benchmarking in School System Performance, 
emphasises how the ”PISA shock” had opened policy windows in many countries:  

Confronted with lower-than-expected results in student performance, PISA triggered a sustained 

public debate about education policy and reform that came to be known as ‘PISA shock’. The 

PISA-inspired debate over public education has resulted in a range of significant reform 

measures, including generating national standards (OECD 2012, p.5).  

That Denmark and other countries are no exception is underlined in the OECD paper, in which 
it is explicitly mentioned that the ”PISA results are used as an external trigger for large-scale 
public debate on education and relatively rapid policy dialogue and policy change (e.g. Ger-
many and Denmark)” (p.15).  

In Denmark thus, a range of education reforms, including a teacher education reform (BEK 
nr 231 2013), and a reform of primary and lower secondary public school (Folkeskole) focusing 
on national standards, competencies and introducing nationwide testing in the school curric-
ulum were implemented in the 2010s (LBK nr. 665 2014). Wording and subject description in 
the act were changed from “goals” [mål] to “competency goals” [kompetencemål] (LBK nr. 
406 2014, 7). Interestingly, in an Agreement Paper from 2013 between the then government 
and political parties, agreeing on implementing a new reform of the Danish Folkeskole, the 
OECD results are specifically mentioned: 

But the Danish primary and lower secondary school also faces major challenges. The efficiency 

level – especially in reading and mathematics – is not high enough. Danish school students are 

around the OECD average in Danish, Mathematics and Science when they leave primary school 

(Aftale 2013, p. 1; own translation).  

Hence, the PISA tests and OECD’s approach to education have had a great impact on nation-
state education policy, Denmark being no exception, on the implementation of education re-
forms and on an attitude and understanding of education, that can be said to be based pri-
marily on a skills- and competency-based approach.  

Concepts of education: UNESCO 

In contrast to OECD, there are quite a few differences in the UNESCO approach to education. 
Whereas OECD intends to help nation-states and people to develop “skills that drive better 
jobs and better lives” (OECD 2021a), the focus of UNESCO is different.  

As mentioned in the introduction, the Global Education First Initiative emphasise that the 
central role of education consists “in helping people to forge more just, peaceful, tolerant and 
inclusive societies” (GEFI 2012, p.20). In the document from 2012, it is explicitly mentioned 
that the acquisition of skills and competencies is not seen to be sufficient. The introductory 
sentence in the GEFI document from 2012 that it is “not enough for education to produce 
individuals who can read, write and count” evidences a different approach to the aim of edu-
cation. The UNESCO quote from 2018 about “Global Citizenship Education” as aiming “to em-
power learners” to “building more peaceful, tolerant, inclusive and secure societies” is a rep-
etition of the 2012 statement. As we have seen in the introduction, such understanding and 
the role of education seems to be pervasive in the UNESCO and UN documents up through 
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the 2010s. Many of the statements and documents from UNESCO regarding education in gen-
eral as well as the concepts of global citizenship education emphasises concepts and moral 
virtues such as justice, tolerance, inclusion, peace.  

In many ways hence, the UN and UNESCO approach to education echoes a virtue-based 
approach to education as described above by Carr (2011), Boon (2011), Salloum (2017), Banks 
(2018) and Peterson & Arthur (2020).  Students and teachers in the approach of UNESCO and 
UN in continuation of Carr’s statements (2011) must have “professional capacities” that “are 
not reducible to management techniques”, but rather “require moral virtues of courage, hon-
esty and justice” (p.176). Also, Salloum’s statement (2017 p. 355) that, “a virtue-based educa-
tion binds knowledge with moral concepts” and, that “cultivating virtues such as honesty, jus-
tice, patience, and courage” (p. 356) are crucial for education mirror the UN and UNESCO 
approach in the highlighting of moral virtues as being crucial in global citizenship education. 
Banks’ (2018) definition of the notion of ‘virtue’ as “a moral disposition to feel, think and act 
in such a way as to promote human and ecological flourishing” (p.25) is in alignment with the 
underlying requirements for education purposes and teacher qualifications forwarded by the 
UN and UNESCO with respect to teacher qualifications and the purpose of education.The 
strong belief in education promoted in the virtue-based approach of UNESCO and the UN 
seems to imply that education involves both a motivation to act well and to achieve good 
goals, as mentioned by Banks in his definition of virtue-based approaches (2018, p. 25). 

While the OECD approach to education can be said to be tending to a skills- and compe-
tency-based approach, the UNESCO and UN approach is more grounded on a virtue- and 
value-based understanding of education. But must education, and especially the future of ed-
ucation be either skills- and competency-based or value- and virtue-based? 

Reflections of (global citizenship) education for unknown futures 

The Australian researcher, Raewyn Connell (2009) in his article Good teachers on dangerous 
ground: towards a new view of teacher quality and professionalism, in many ways discuss the 
contradictions in education research and approaches to education in the past decades as ei-
ther skills-based or virtue-based. According to Conell, it is essential to take into account the 
actual, practical day-by-day work with education while at the same time being aware of the 
fact that education is “a process of forming a culture” (p.221). Conell writes: 

Good teaching must be sustainable (…) Classroom life involves a flow of emotions, both on the 

part of the teachers and the pupils, ranging from simple likes and dislikes to enthusiasm, anxiety, 

boredom, joy, fear and hope. Any teacher has to manage this flow, and make it productive for 

the pupils’ learning and survivable for herself or himself (..). Education is a process of forming a 

culture”. (p.221) 

In this article, Denmark has been used as an example of a country in which the OECD tests and 
the PISA-shock have been prevalent in the 2000s resulting in changes in education reforms for 
both teacher education and primary and lower secondary school in the 2010s. Since 2000, the 
PISA tests have been performed at 3-year intervals and Denmark participated since 2000. A 
decade later, however, new discussions have arisen. In 2018, the overall PISA results for Den-
mark since the first participation in 2000 were assessed. According to an OECD country note 
on Denmark in 2018, the performance in Denmark since 2000, however, remains more or less 
stable. The country report notes that: 

Mean performance in reading remained stable, around a flat trend line, throughout Denmark’s 
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participation in PISA. In mathematics and science too, no overall direction of the trend could be 

detected; however, in mathematics, a declining trend up to 2012 was followed by a (partial) 

recovery over the 2012-18 period, while in science, performance in 2018 was about nine score 

points lower, on average, than in 2015 (OECD 2018, p. 3).  

Despite the education reforms in the 2010s focusing on primary and lower secondary school 
in Denmark thus, the PISA results of the country in many ways did not differ dramatically in 
the past decades. On the contrary, a lower performance in science in 2018 despite the reforms 
to heighten the performance was noted.  

The PISA tests have been discussed by many researchers, including Danish Statistical re-
searchers, emphasising a “misfit of the PISA scaling model” and evidencing that closer analysis 
of the PISA data “do not support the claims that the country rankings reported by PISA are 
robust” (Kreiner & Christensen 2014, p. 210). In an interview in 2014, one of the authors, 
Kreiner expressed his concern outlining, “implementing reforms based on PISA is very prob-
lematic” (Ejlertsen 2014, n.p.). In the interview, Kreiner continues: 

In Denmark, there has been no positive effect of PISA’s own test figures for now 13 years. This 

is because what PISA says does not have much to do with reality. The changes that have been 

tried to be implemented in the Danish school have taken place on an unqualified basis, which 

has led to distrust of the entire primary and lower secondary school.  (Ejlertsen 2014, n.p.) 

Moreover, in 2019, the chairperson of the Danish Teachers’ Association DLF concluded that 
the reforms carried out in Denmark because of the Pisa-chok had not succeeded. He said, “It 
cannot be said that the 2000s policy that national tests and increased focus on Pisa results 
should raise students' academic level has succeeded” (Mikkelsen 2019).  

As a result, prophecies about a new development of the school in the 2020s have been put 
forward, “The 2020s are coming: the primary and lower secondary school will have fewer tests 
and more quality…. a broader view of the school's purpose is on the way” (Oxenbøll 2019). 

The discussion of education as being either skills- and competency-based or value-and vir-
tue-based have in this article been discussed as if they inevitably exclude each other; however, 
such dichotomies might be less helpful for education in the future. Rather than focusing on 
either of these approaches, a fusion of them seems necessary. 

Carr (2011) in his argument for including virtue-based approaches in education focused on 
the importance of knowledge to be cultivated and achieved in education and to be skilfully 
introduced by teachers. He forwarded the idea that not only requirements for “moral virtues 
of courage, honesty and justice” are important. Also “intellectual virtues” in terms of “aca-
demic and procedural knowledge” are crucial for education (p. 176).  

(Global citizenship) education as described in the UN and UNESCO documents is in many 
ways an expression of an idealistic understanding of what education can do and achieve 
grounded on a virtue-based approach to education as being able to “building more peaceful, 
tolerant, inclusive and secure societies” UNESCO, 2018).  The position calls upon a strong be-
lief in education to being able to solve the urgent global issues and challenges. As mentioned 
in the introduction, the participants in UNESCO 2020 the world survey regarding global chal-
lenges, however, also mentioned multilateralism as a means to solve global issues such as 
climate change and loss of biodiversity (UNESCO Clearing House, 2020). Although multilater-
alism does not play an essential role in the UN and UNESCO documents about global citizen-
ship education, there is no doubt that multilateralism in the form of worldwide cooperation 
on climate change and loss of diversity is of immense importance.  

Future education in continuation of Carr’s (2011) emphasis on a combination of a virtue-, 
and knowledge-based education might however be a way to develop education for the future:  
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The good teachers of moral, epistemic and craft virtue, then, are those to whom positive moral 

association, knowledge and its skilful presentation are no less significant for individual personal 

development than they are for the development of others. (Carr 2011, p. 176). 

With Carr’s words it seems to be “a tall order for professional development”, but probably 
Carr is right concluding “it would be wrong to settle for less” (p.176). 
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