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There are major changes taking place in the world. The
massive impact of IT is creating a global market place for
goods and services. International development is
increasingly focused on ensuring that this process of
globalisation is managed so as not to marginalise poor
people and poor countries.

With these changes taking place, DFID itself has changed
and the recent White Paper on Globalisation shows not only
the breadth of the new agenda, but also the extent to which
international development is now on the agenda of other
Whitehall Departments. There is recognition of the need for
better informed public debate on international development
with broader support for and understanding of the
importance of poverty reduction. Development education is,
in the long-term, one of the most important vehicles for this.

There is no doubt that public awareness of the issues
facing developing countries has grown. Many people still
associate developing countries primarily with disasters. But
they are also likely to now think of debt cancellation or the
Battle of Seattle.

Beyond awareness
While we should welcome such increased awareness,
awareness is not the same as understanding. Last August we
published Viewing the World, a research project on television
coverage of developing countries. Audiences, the research
found, feel frustration at the difficulty of understanding
developing country coverage; and perhaps not surprisingly,
there is a tendency to see the developing world as a hopeless
problem. This is not a question of lack of compassion –
other polling has found that more than two thirds of us are
concerned about the levels of poverty which so many people
still face. A similar number recognise that current poverty
levels have consequences which are likely to damage this
country’s interests. We will have to work hard to overcome
the natural tendency of the media to present any debate in a
sharply polarised fashion. We need to balance our short-term
enthusiasm to get development issues on the public agenda
with our long-term interest in doing so in a way which
genuinely contributes to public understanding.

These issues go wider than education, but development
education is undoubtedly essential if we are to build public
understanding of both the opportunities and the
responsibilities which globalisation brings so clearly into
focus. We have come a good way since 1997. Our strategy
paper, ‘Building Support for Development’, set as our first

priority formal education; but we also target the media,
business and trade unions, and work with Faiths. There have
been some key achievements within formal education. There
is now a much greater emphasis on the global dimension in
the new national curriculum in England (as well as progress
in Scotland, Wales, and Northern Ireland). The first ever
curriculum guidance on the global dimension in England
was launched in the summer of 2000. The real test of course
will be the extent to which this is taken up in schools. The
guidance document provides an opportunity to share good
examples and, perhaps most importantly for hard-pressed
teachers, shows how a global dimension need not be an
added burden.

From margins to mainstream
Our challenge now is to mainstream development education.
Despite the work undertaken by NGOs, Development
Education Centres, and others over the years, development
education has been on the margins of mainstream education
for far too long. To overcome this, commitment to and
ownership of development education needs to be much more
strongly developed within the structures of formal education.

Over the next five years, some of the key challenges will
be:

(a) to talk the language of formal education
There is nothing wrong with ‘development education’, but
ask any Chief Education Officer of a local authority and they
will probably say they don’t know what you are talking
about. If you ask about plans for global citizenship or
incorporating sustainable development then you are more
likely to get a positive response. We need to sharpen our
focus around curriculum requirements, rather than reflect a
particular organisation’s agenda.

(b) to distinguish between education and advocacy
There is a strong and entirely proper tradition within the
NGO movement of linking awareness-raising and advocacy.
But for many teachers there is a natural nervousness about
bringing advocacy and campaigning messages into the
classroom. There is a need to be clear about what is
education and what is advocating a particular message.

(c) to ensure our messages are made available in a user-
friendly form
The educational rationale for the global dimension is
increasingly obvious. There is also a lot of expertise within
schools and amongst teachers about how to deliver it

Meeting the challenge of creating real understanding

The Department for International Development (DFID) has played a major role in transforming the climate of support
for development education in the UK over the past four years. It has considerably increased the funding for
development, produced a policy statement on ‘Building Support for Development’, and worked in partnership with
NGOs and others to ensure development education is part of mainstream education practice. Here Richard
Calvert, Head of Information at DFID, outlines some key challenges for the next five years.



effectively. As DFID’s recent research on the attitudes of 11-
to 16-year-olds has shown, there is interest in global issues.
More than two thirds of young people wanted to find out
more about what is happening in developing countries, and
they saw school lessons as the most popular route for doing
so, ahead of television, newspapers, and the internet.
Teachers will need training and support. This requires closer
links with the rest of government and with key agencies such
as the Teacher Training Agency and OFSTED. It also means
working more closely with Local Education Authorities
(LEAs).

(d) to organise much better to deliver
The current structures for providing resources, advice, and
support to schools have grown in an ad hoc manner.
Consequently a vast array of resources has been produced,
often covering similar ground and not always geared to local
needs. It has also meant the emergence of a large number of
organisations, both national and local, providing advice and
other support to individual schools and others. To deliver
support consistently across the UK, there is a need not only
to be more collaborative when it comes to producing and
marketing resources, but also to address systematically, and
with the involvement of LEAs and others, the provision of

support to schools on a regional basis. The effective support
initiative, launched by DFID in 2000, has been developed to
address these concerns. Pilot studies in Wales, Yorkshire,
and Humberside have been undertaken and it is planned to
launch a model for long-term, regionally based action and
support.

Development agencies have often been seen as the
providers of development education. But globalisation is
forcing everyone involved in development education to
address the issues in a new way. Development issues are
linked to peoples’ everyday lives in a way they never were
before, be it direct contact with people, consumer goods, or
the effects of economic performance. We might be adversely
affected by migration, disease, and environmental
degradation. But we could also benefit from competitively
priced and high quality products, the global market place,
and wider social and personal horizons. Neither governments
nor NGOs have all the answers; and some of the
misunderstandings are quite difficult to correct. The issue is
whether we can rise to the challenge of not only raising
awareness, but of creating real understanding.

■ Richard Calvert is Head of Information at DFID.
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LETTER
Dear Editor:
Many of us have found computer software ‘upgrades’ more
cumbersome, and not necessarily more effective. By some
inverse rule the national curriculum first confronted us with
the ‘bloatware’ and then reduced content for version 2.0
(post-Dearing). National curriculum 3.0 (or ‘millennium
edition’) promised further rationalisation while version 3.1,
with the (‘light touch’) addition of citizenship, was issued at
the same time.

The national curriculum (England) version 1.0 was an
edifice constructed by those keen to demonstrate the size of
their subject knowledge-base. Core and foundation subjects
vied for importance in a micro-world of university entrance
criteria and in a top down specification of over-expectation
in terms of what the previous key stage would contribute to
the next. In Geography (July 2000), Eleanor Rawling states
that ‘academic geographers were hardly involved in the
creation of the Geography National Curriculum...’, which
must mean their influence was carried by others, and was
nevertheless very strong.

Ten years on, the power struggles over the national
curriculum have not diminished. Teachers, politicians, and
academics are joined on the political terrain by a host of
single interest groups each given legitimacy by the
convoluted, and far from transparent, consultation process
which has reduced the real influence of classroom teachers
and authentic education advisers. Yes, development
education and global citizenship have been granted
constructive input. This means we can continue to work

positively, but without becoming complacent about the
pressures.

So which ‘actual curriculum – rather than a wished-for
one’ is meant by Michael Storm (DEJ 7.1, October 2000)?
For development education to define itself in terms of
content, as he recommends, would be to subjugate the
emphasis on process to some illusory stasis. Furthermore, it
contradicts development education’s stated aim to bring
about change rather than to merely observe and report on
the world. The word ‘disposition’, which was expunged from
the citizenship statutory Order, has a stronger implication of
doing something in contrast to the more passive sounding
‘values and attitudes’. Personal actions have more powerful
and far-reaching implications than individual knowledge, in a
school context or beyond.

Michael Storm is perhaps not alone in hanging on to the
timeless notion that knowledge, and the pursuit of
knowledge, is somehow detached from any serious
commitment to practical utility. Yet knowledge for the sake of
knowledge can be as empty as other peoples’ hobbies.
Meanwhile, development education has the intention of
turning understanding into meaningful activity: ‘working
towards’ and not standing still. As Colin Wringe (DEJ 6.1,
October 1999) has pointed out, ‘Palliation of the status quo
is, however, precisely what citizenship and therefore
citizenship education should not be about’. And the wished-
for curriculum? Preparation is already underway for national
curriculum 4.0 to begin in schools by September 2005.
Angus Willson, Education Programme Coordinator,
Worldaware


