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Doug: The ‘global dimension’ within education is generally
perceived to have a higher status and profile within
education than 10 years ago. Do you agree and if so why?

Dave: I do agree, but we should not forget where we were in
the mid/late 1980s with the work of the Centre for Global
Education at York University and the World Studies 8- 13
Project in Lancaster. These two initiatives combined were
working with two thirds of the LEAs in England and Wales.
In that sense the profile for a ‘global dimension’ was high.
But with the introduction of the Conservative national
curriculum, global education was marginalized and all but
disappeared. It may be we are back to where we were then,
but of course we now have the support of DfES and DFID
which we didn’t have then.

Nick: In the 1980s global education may not have been a
real subject but it had a strong presence. However during the
1990s, the inclusion of discussion about anti-racist work in
teacher education was being seriously criticised by the
funding agencies.

Cathie: Ten years ago at the height of implementing the
national curriculum, opportunities for global education and
world studies were very narrow. There was a retreat to the
core subjects. The curriculum is now more relaxed. Teachers
realised that in narrowing the curriculum we have lost
something.

Alison: DFID funding combined with the increased activity
of DEA and others has given us the possibility recently to
develop the global dimension. This has certainly been the
case with our project in Gloucestershire. Individuals within
every school feel more empowered and more secure.

Doug: What do you think are the reasons for the growth in
support for the global dimension within schools? To what
extent is it due to political pressures, changes within society
or just relaxation of the curriculum?

Dave: I remember in 1995 an LEA advisor saying that
concerns such as a global perspective were re-emerging
because teachers had adjusted to the national curriculum and
were beginning to put their head above the parapet again.
They hadn’t forgotten things they had learnt in the 80s, those
important ideas had not gone away.

Nick: The focus on school improvement has been significant
in this respect. Schools are feeling more confident about
evaluating their own practice and are beginning to review
and broaden what they are doing. The recent introduction of

citizenship as a curriculum subject is also important and we
should not underestimate the impact of the election of
Labour government.

Doug: Do you think pressures from society have been
influential?

Cathie: The introduction of citizenship was I think
influenced by two things. There was an awareness that young
people were not voting and a sense that they were
disengaged from society and politics. I also think the Jamie
Bulger murder in 1993 was influential. People were saying
we have a good education system but children are doing this.
What are we doing in schools about social and moral
education? There was also young people’s increased
awareness of global issues through things like GAP years,
the popularity of people like Naomi Klein, the influence of
the Body Shop. There was above all recognition that
education had been too narrow. Educators were supporting
calls for education for political literacy with links to social
and moral education. I think this underpinned the support for
citizenship.

Alison: The Citizenship initiative is an important driver for
learning about global issues in schools, but it is a two-edged
sword. The British endorsement for European human rights
legislation helps to look towards a humanistic vision. But
teachers don’t feel confident to take those factors forward or
about how to make local-global connections. The potential
however is there.

Doug: There seems to be a consensus about increased
interest in the global dimension but there appears to be an
issue about confidence. Do others agree?

Dave: The 1997 Labour government election was important
because teachers and educators could again talk about race
and gender equality and global questions. Under the
Conservatives, it appeared as though talking about these
issues wasn’t allowed in schools. In the 80s we used to run
workshops on teaching controversial issues. The tools and
skills were all there. After 1997 it felt as if we could
legitimately talk about them again. 

Nick: The 1986 Education Reform Act also had an impact
with its reference to indoctrination. 

Dave: The 1986 act said you must give a balanced view,
which at one level seems fine, but teachers took it to mean
we can’t teach controversial issues at all. 
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Cathie: The Crick Report on Citizenship in1998 enabled us
to move forward. It said not only is it OK to teach about
controversial issues, but we have a duty to do so. 

Doug: But Alison has said that teachers didn’t have
confidence to address these issues. What evidence have any
of you got to support this and to what extent is this a legacy
of the late 80s period in education.

Alison: There is still a major confusion about what we
should teach because of the emphasis on skills, outcomes
and results. We need to be promoting visionary and maverick
teachers like Jonathan Porritt. As an English teacher, he was
visionary and taught controversial issues. How do we get
back that sense of honesty and debate in schools?
Citizenship is an important, albeit flawed, opportunity.

Dave: We need to remember that students today who wish to
be teachers are still ‘Thatcher’s children’. I find that a lot of
younger students can’t conceptualise education as being
anything other than a marketised, managerial, SATS-based,
competitive model’. We need an ongoing re-education of
student teachers.

Cathie: Being aware of these trends and issues, we have
been undertaking research with student teachers at Exeter in
partnership with colleagues from Bath Spa, Bristol and
Worcester. We interviewed 700 trainees, primary and
secondary, about their knowledge and understanding of, and
motivation for, teaching global issues. Preliminary results re-
enforce some of the things we have been saying. A lot of
student teachers are knowledgeable and receptive. They
mention the influence of taking a GAP year, having been
abroad and having friends from other cultures as important
motivators for their interest in global issues. But they also
say that when it comes to teacher education global awareness
is not there, it’s not part of their work. They mention lack of
confidence with teaching global issues and not knowing how
to judge what is appropriate. They are unsure of their own
role and of parental reaction to teaching controversial issues.
Their lack of confidence is linked to lack of knowledge.
They gave the example of the Iraq war with many saying that
they didn’t know enough to deal with this in the classroom.
They said that lectures on the global dimension should be an
entitlement within PGCE or undergraduate courses. They
wanted more depth and more support. More experienced and
mature students did note that they were surprised at some of
their younger flatmates who seem more concerned about
ticking boxes, and not at all concerned about anything
political.

Alison: We need to remember that the current generation of
young adults will find it difficult to understand what we
mean by democracy or democratic processes. It hasn’t been
part of their education, of how to have a voice. It seems a
very tall order to suddenly expect teachers to teach these
areas.

Doug: As teacher educators what are you trying to do to
address these issues about lack of confidence and raising the
importance of the global dimension?

Dave: The global dimension needs a higher profile, although
we need to recognise that nationally it is probably higher
than it was. At Bath Spa we have an Education Studies
degree which, I think, prepares undergraduates better. I have
however heard first year students say that they find global
issues difficult. Lots of students have said they have not
discussed these issues in school because there has not been
enough time. They may have had lessons on sustainability or
energy, but they say they didn’t find it interesting. I think
this was because they did not have enough time to discuss
things, to reflect on what they had learnt.

Nick: The status of the Standards for QTS is also key to this
process. The provision of global education per se is not
specified in the documentation and is not monitored in the
inspection process. However it should be argued that it is
most relevant to the standard relating to children’s
intellectual, social, cultural and emotional development.
Global education has an important role to play here, as do all
aspects of citizenship education.

Alison: With the DFID funded Gloucestershire project, we
are basing all our work on two fundamental premises. The
first is that secondary subject teachers will have a passion
for their subject and will want to integrate the global. The
second is that by making practical links with India and
Kenya, you can enhance teachers’ level of empathy for
global issues. We have, however, come up again and again
with so-called post-modernist pessimism. Teachers have said
it’s too difficult and not appropriate to make ethical
judgements. This scepticism is in opposition to the challenge
of citizenship education with its emphasis on democratic
literacy and personal development. The only way we can
break it down is by making it clear to our group of teachers
that this will count towards the achievement of their
qualification. With the new teacher standards, I think we do
have more openings and opportunities. The first section, for
example, mentions citizenship and social and moral
education. However citizenship can also be restrictive.
Teachers say; ‘How do I talk to teenagers about these
issues?’ and this is where we come back to the subject areas.

Doug: Do others agree with this issue of subject areas?

Cathie: I am afraid it is really up to the individual. Even
where the global perspective is embedded, it will come out
where the teacher is keen. In primary schools, the constraints
of numeracy and literacy are still there despite increased
references to values-based learning. All we can do at Exeter
is to run workshops on global citizenship and anti-racist
work. This is not enough. The standards for newly qualified
teachers need to be more explicit about the global dimension
and to have far less emphasis on numeracy and literacy. In
the past students here had to write a professional studies
essay on aspects of global education and citizenship. This
option has now gone because of pressures from other areas.

Alison: I am also concerned about the need to integrate
sustainable practices within schools. They welcome support
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because they don’t know how to teach the global dimension
and citizenship.

Dave: I want to come back to this question of students’
negativity and postmodern pessimism. Most of the literature
on postmodernism is about relativism and rejection of all
metanarrative so that we have nothing to hold onto. This
leads to angst and despair. There is, however, another thread
in postmodernist thinking, which is reconstructive and
revisionary. Theoreticians from this perspective have said
that whilst metanarratives such as Christianity and Marxism
might not have worked, we do still need stories, a new
narrative based, for example, on insights from feminism and
the environmental movement.

Students come and they don’t know about the world. They
come with a global innocence. One of the tasks we have is to
break this down. How we open
them up to these issues is crucial
because we could be opening
them up to despair. Freire talks
about the need for a pedagogy of
hope. How do we give children
and our student teachers a sense
of the world with a sense of hope?

Nick: At the University of the West of England, Bristol our
programmes draw on links established with a community
development project in rural Zimbabwe, the Zambuko
Community Library Project. Through the development of
resources for learning associated with this venture, in
particular through the use of a dedicated interactive web site,
we try to encourage students to adopt a positive and hopeful
prospect. Students’ evaluations indicate that they can see
how community members are making a difference and
creating new education opportunities for themselves. They
can see another side to a country when otherwise they only
have access to reports in the press about the politics of the
government.

Doug: Is what we are proposing a new perspective for what
we see a teacher to be? Has the introduction of citizenship
raised fundamental questions about the role of teacher?

Alison: When I was training to be a teacher in the late
seventies, one of the keys to my development was my sense
of optimism and my sense of hope. I was thinking about this
in my recent lectures to undergraduates, about getting them
to think about being hopeful. I have it found it difficult. I
have been trying to do it through getting them to project
their imagination forwards into a future that is as yet
unimagined, but could save us.

Dave: I see what we are witnessing as part of long term
social and cultural change. We must remember the legacy of
the past ten years in initial teacher training. What had been
part of Alison’s teacher training has been removed and in its
place has come a very mechanistic approach to teacher
training. To turn things around is a long term task. I also
want to come back to the discussion about hope; you don’t

have a concern about hope until faced with despair. I think
we have to ‘prick students’ innocence’.

Alison: It’s about a sense of tragedy; it’s also about human
relationships and hope.

Dave: Yes, we need ‘stories of hope’. Nick’s stories about
students learning about Zimbabwe via the website move
people. I can remember students on a course on global issues
who were very pessimistic about any action for change
occurring. One of the tasks I would set them was to find out
about Local Agenda 21 in their area. They would come back
enthusiastic, filled with stories of hope. They said ‘Why
don’t we know about this?’ The stories are there in the local
community but they often need a higher profile.

Cathie: The citizenship curriculum states that children must
be taught about local community and voluntary pressure

groups. This is very significant.
Teachers not only have
permission, but a duty to provide
information about groups who
are promoting change. Returning
to Dave’s point about a sense of
innocence, young people in

schools, through their social and cultural background, may
have a greater awareness of poverty and injustice than some
newly qualified teachers.

Nick: Referring to the word ‘duty’, I think the recent Race
Relations Amendment Act is significant. The subsequent
Commission for Racial Equality code of practice identifies
the duty of all educational establishments to teach about
these issues. We are also finding in Bristol that the education
of refugee children arriving from many different parts of the
world is raising professional issues which can only be
understood through the enhancement of teachers’
understanding of the wider world.

Dave: In a Citizenship module that I have just started, there
is a section on participation and action. Students have to
identify an action project they wish to become involved in.
Those for whom it worked well were very moved by the
experience. They might have only spent a couple of
weekends on it but the experience of engaging with others in
working for change had deeply affected them. 

Doug: Can we move on to talk about what is happening in
the classroom and identify what we see as good practice in
promoting the global dimension and whether this is still
based around the enthusiastic teacher or whether other
factors are now having an influence?

Alison: I have found it initially difficult to get experienced
teachers and trainee teachers to hear what we saying about
global issues. With our project we have tried to show
through Maths, Science, Geography, Art, English, History,
Business Studies and Religious Education how to understand
global issues using the skills of the subject. But there has
been a danger of this coming over as patronising. We have
tried to counter this by encouraging direct contact with
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young people via e-mail and web-based work, with the
partners in Kenya and India themselves getting the
information and evidence. But there is still the danger of the
teacher leaving the subject at an issue level and not seeing it
through in terms of connections to what is behind citizenship
and values-based discussion

Doug: Are people saying that you can put the global
dimension on the agenda but this is only the beginning?

Cathie: Some things from the World Studies 8-13 project
about using photo packs are now mainstream. That has been
a success. In primary schools in geography and RE and quite
often in English there are discussions about other cultures,
but there are major constraints because of SATS and
numeracy and literacy. My humanities students find there is
often no humanities in Year 6. There appears to be a demise
of topic work. This is mirrored in initial teacher training
where institutions can run either history or geography
courses so some primary teachers won’t have studied
geography. With regard to secondary, I have seen some good
things on world issues in citizenship. 

Nick: I have witnessed teachers effectively beginning to
open the school to the wider world through creative and
imaginative means. This has included the adaptation of the
curriculum, the use of internet, the engagement of visitors in
the school and the use of e-mail. In one case the pupils were
directly involved in managing the flow of e-mails to and
from different parts of the world. In another, during an
OFSTED inspection, the head teacher encouraged the
inspectors to collect data about spiritual, moral, cultural and
social development through conversations with pupils about
their understanding of their links with the wider world. The
resulting report was very positive. 

Dave: I think there is an issue about what good practice
looks like on the surface and what Nick has described, which
is about real depth linked to broader skills and learning
around participation. I heard someone say in discussions
about DFID funding for ‘enabling effective support’ that ‘it
is not our job to identify or determine what is good practice’.
It is not our job to be judging them in other words. But
surely we need to discuss what good as against bad practice
in schools look like?

Doug: Are we therefore saying that to get support for the
global dimension we need to look more closely at the
standards agenda and the quality of teaching? If so what do
we need to do to move forward? 

Nick: I think the ongoing inspections of the spiritual, moral,
social and cultural life of schools provides an important
opportunity. This means we have to address this area with
beginning teachers. We need to look at the kinds of learning
activities that can have an impact and enquire further about
the contribution of the global dimension to this end.

Dave: We have to look at our own criteria for global
education and whether the DfEE key concepts for the global
dimension are enough. How do we move from merely

interesting practice to really good practice? How do we
ensure there is a futures dimension which is more than just a
series of skills and values? There needs to be a clear
framework and we need to identify what is the irreducible
minimum that is needed in order to describe something as
global education. 

Cathie: I think it is about content and process. We need to
put more into the professional development of teachers and
training. We need to develop the processes of learning but
this alone isn’t enough in citizenship. We also have to help
trainees with their subject knowledge. 

Dave: I would summarise it as ‘ What would a globally
literate school look like?’

Alison: I see global ethics as important. We must
incorporate a sense of confidence and give the space for
teachers and children to discuss what ‘a good citizen’ means.
I believe children have the ability to make ethical decisions.
We need to have a more holistic view of education. This may
be impossible to measure. 

Dave: Robin Richardson wrote about the need to strive
towards wholeness in the individual and wholeness in
society. This must be at the heart of education and it is
where global and development education have come from –
that is a social and ethical position about education and
society. 
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