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In the GPHE Project, five higher education curriculum
development projects working with non-government
organisation (NGO) partners across a range of disciplines
will develop under- and postgraduate modules based upon
the learning outcomes offered here. It is anticipated that the
case studies that emerge will provide us with subject- and
level-specific learning outcomes as well as different types of
course development and delivery models1. 

The ‘why’ of higher education
There can never be a single ‘why’ for any aspect of
education and this is no less true for higher education.
However, some HE institutions or departments offer more
conducive working environments than others. Perhaps more
than any other field of education, HE is required to address a
diverse assortment of competing influences. In 1999 the
DEA and the Association of University Teachers (AUT)
published Globalisation and Higher Education: Guidance on
ethical issues arising from international academic activities
for AUT members and others working in the HE sector. This
draws attention to two different but not necessarily mutually
exclusive conceptions of HE (see table below).

UNESCO, through its Declaration on Higher Education
for the 21st Century (1998) sought to strengthen HE’s
commitment to the ‘broader conceptions’ of its role. Salient
points in the Declaration include:

• (HE’s) core missions are educating, training and
undertaking research. (Also) the promotion of national,

regional, international and historic cultures, the
enhancement of societal values and contributing to the
development and improvement of education at all levels,
including through teacher training

• Emphasis on HE’s ethical role, autonomy, responsible
and anticipatory function

• All engaged in HE should defend and disseminate
universally accepted values, among them peace, justice,
freedom, equality and solidarity

• Equity of access; promotion of the role of women

• HE should reinforce its role of service to society,
especially in assisting in eliminating poverty,
intolerance, violence, illiteracy, hunger, environmental
degradation and disease

• Reinforced links with the world of work with efforts
devoted to developing students’ entrepreneurial skills so
that they become job creators as well as job seekers

• Greater sharing of knowledge and expertise across
national borders and the need to stem the brain drain,
with priority given to training programmes in the
developing countries, in centres of excellence forming
regional and international networks, with short periods
of specialised and intensive study abroad 

David Jobbins, ‘UNESCO takes new way’, THES,
October 16 1998

Measuring effectiveness in higher education

In this article Dr. Aileen McKenzie reflects on the higher education aspect of the MEDE Project. The learning
outcomes provide a foundation for curriculum development in the DEA Global Perspectives in Higher Education
Project (GPHE Project) and could form a basis for other investigative enterprises. 

Narrow conceptions Broad conceptions  

• product: the specialised and knowledgeable • product: the reflective and adaptive team player 
individual equipped to play an economic role in equipped to respond creatively to all forms of change
society  

• task: production of a skilled workforce to attain • task: contributor to the lifelong development of
economic goals ‘responsible global citizens’  

• research: ‘cutting edge’ research to gain sectoral • research: international collaboration in research and
or national competitive advantage information sharing  

• knowledge society: higher education as an • knowledge society: higher education’s ‘role of service’ 
exportable commodity, a contributor toward to society, multiple partnerships to facilitate knowledge
economic goals distribution  

1 Readers wanting to find out about the rationale behind the DEA’s HE work should contact the DEA for a copy of Higher Education in a Global
Society: Responding to global change – a Development Education Association (DEA) position document (May, 2000).
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The message of UNESCO is that HE systems around the
world should demonstrate their ‘role of service’ wherever
possible. The MEDE and GPHE Projects seek to build upon
UNESCO’s vision of the ‘why’ of higher education by
starting to develop flexible learning outcomes for core and
specialist curricula in global citizenship, and by starting to
pinpoint indicators for responsible global stewardship (ethos,
policy and practice) that are both socially and
environmentally attentive. 

A ‘what’ for higher education
The MEDE Project focused upon two areas of HE activity:

1. learning outcomes associated with HE curricula:
knowledge and understanding; cognitive, social and
practical skills; values and attitudes

2. performance and impact indicators associated with HE
practice: institutional ethos (consultation and decision-
making); human rights; ethical trading (purchasing and
investment)

Since teaching and learning form the core business of HE
and development education, learning outcomes became the
most important focus of the MEDE Project and (latterly) the
GPHE Project. Performance and impact indicators, though
touched upon in this paper, require further work, probably in
the form of a future project. 

A ‘how’ for higher education
Dower et al (1999) note that although the Toyne Report
(1993) achieved its goal of encouraging (some) further
education (FE) and HE institutions to take ‘environmental
responsibility’ more seriously, it conveyed a limited picture
of what ‘global citizenship’ entails:

...the Toyne Report clearly saw the central normative
imperative of underlying global citizenship to be
environmental responsibility, in fact the responsibilities of
global citizenship were very large, including such things
as responses to extreme poverty in the South, protecting
human rights and promoting the conditions of peace.

While Dower et al (ibid.) recognise that ‘the environment’ is
a valid starting point for globally responsible activity it is
neither the only place to start nor can it be abstracted from
the social aspects of sustainable development, such as
poverty, human rights and peace. In her review of the impact
of the Toyne Report, via her ‘learning agenda for responsible
global citizenship’ Ali Khan (1996) continues to tip the
curriculum balance in favour of the environmental-
ecological:

Sustainable Development
The cornerstone of the learning agenda for responsible
global citizenship is an understanding of the concept of
sustainable development. This multi-dimensional concept
describes a type of development which provides real
improvements in the quality of life and, at the same time,
maintains or enhances the vitality and diversity of the earth.
It includes a recognition that all life forms are intrinsically

valuable (i.e. they do not require the perception of a valuer)
and that human duties and obligations towards other species
need to be reviewed. Also that reducing people’s demands on
natural resources and reducing waste will increase demands
on, their moral resources. 

Holistic View
A holistic view is a matter of perspective, as opposed to a
comprehensive view which relates to fullness of detail. It is
facilitated by systems thinking and analysis. Sustainable
development problems are embedded in interconnected
ecological, physical, cultural, economic and political
systems. These systems connect in a number of ways:
through space as reflected in the relationship between local,
national, regional and global issues; and through the social
construction of sustainable development issues using the
tools of language and the thinking and ideas of different
disciplinary traditions. This obliges analysis and thought
focused on the interrelationship of systems. 

Interdisciplinary Perspective 
Many sustainable development problems are investigated
through scientific methods, yet are explained, managed or
find expression in social structures and responses. Any
learning agenda for responsible global citizenship must
include natural and social scientific perspectives to ensure
that learners are able to understand the nature and status of
scientific evidence and critically analyse its social
implications. 

Responsible Citizenship 
A prerequisite for responsible citizenship is an experience of
community which can be fostered by service in the
community and through developing a deep understanding of
locality – its nature, history, distinctiveness, systems for
getting things done, problems and plans for the future. Skills
which enable responsible global citizenship include self
awareness, self motivation, self promotion, creative thinking,
action planning, networking, decision making, negotiation
and political awareness. 

Management of Change 
The concept of managing change embodies a number of
interrelated themes, namely a thoughtful consideration of
global and local futures; long term solutions; comfort with
uncertainty, associated with an understanding that knowledge
will always be incomplete; the application of the
precautionary principle; a commitment to life long learning;
learning from own and others’ experiences – good or bad;
and the development of flexibility of mind. 

Ali Khan’s ‘learning agenda’ presents the development
education community with a dilemma. Do we build on it? Or
do we start from a different vantage point?  I favour the
second course of action. Once we have outlined and tested a
development-social learning curriculum framework that, we
believe, constitutes a preparation for responsible global
citizenship, we will be equipped to critically revisit the Ali
Khan agenda. Starting from a development-social
perspective, the Oxfam (undated) Curriculum for Global
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Citizenship offers core learning intended to help prepare
school pupils for responsible global citizenship and suggests
what dispositions a product of its curriculum will be likely to
exhibit:

• (someone who) is aware of the wider world and has a
sense of their own role as a world citizen

• respects and values diversity

• is willing to act to make the world a more equitable and
sustainable place

• takes responsibility for their actions

Though Oxfam’s ‘curriculum’ is intended for early years to
post-compulsory (16-19) learners, much of it could provide a
valid foundation for under- and postgraduate students. Such
concepts as ‘inequalities within and between societies’ and
‘the role of the global citizen’ offer tremendous scope for
variations in substantive input. If such concepts were to be
introduced into level 1-3 undergraduate through to level 1-2
postgraduate modules, we could expect students to not only
handle increasingly sophisticated forms of evidence but also
demonstrate mastery of demanding theoretical and applied
tasks. Since such modules would form part of a portfolio of
course modules, we could further exert the students’
intellectual capacities through subject- or discipline-based
assignments. By drawing from, and in some cases extending,
the Oxfam curriculum, the following areas of knowledge and
understanding, skills and values and attitudes start to
emerge:

Generic (core) knowledge and understanding 
• Social justice and equality
• Diversity
• Globalisation and interdependence 
• Sustainable development 

Cognitive skills 
• Critical thinking 
• Analytical thinking
• Reflexive thought
• Strategic thinking 

Social and practical skills
• Communication
• Education and public information skills
• Participation
• Leadership

Values and attitudes
• Individual self-esteem
• Empathy and respect
• Commitment to social justice and equity
• Valuing and respecting others
• Commitment to sustainable development
• Commitment to action

Subject-specific knowledge, understanding and skills
These need to be developed by subject experts, but one
would expect students to synthesise newly acquired
comprehensions and capacities with existing understandings
and skills in some way. Coursework, practical experience,
work placements and research could all be used to encourage
students to bring together and apply the old and the new. 

Monitoring and evaluation of progress
This is likely to involve various permutations of actor and
approach, such as:

• Self-evaluation
• Peer, tutor, Course Team and Course Director appraisal

and review
• Ongoing informal monitoring and evaluation
• Course Boards and formal monitoring systems
• Formative and summative assessment (of

coursework/work-based/practical learning)
• Compliance with internal Quality Assurance Standards,

QAA benchmarking, ILT accreditation
• External Examiner appraisal and review
• External inspection

In common with the experience of the MEDE Project, one
would expect the five institutions participating in the GPHE
Project to select approaches that enable students and staff to
monitor and evaluate planned and unanticipated learning in
the most informative, accurate and uncomplicated way.
However, we do not know, as yet, the form that this will take.
Some monitoring and evaluation is a requirement of all HE
courses, some form of assessment is inevitable, some
compliance with external scrutiny is inescapable, but beyond
this there can be great flexibility.

HE policy and practice
It is not only HE curricula that give us a ‘how’ for higher
education. Policy and practice (in such areas of work as
consultation and decision-making, purchasing and
investment) need to be consistent with what is taught.
UNESCO’s message is that HE systems should consider
their ‘role of service’ in all that they do. Since the Toyne
Report, the HE system has taken environmental
responsibility more seriously (though still not seriously
enough) and there have been a number of recent attempts at
improving the recruitment and support of overseas students
(British Council 1995, CVCP 1995, HEQC 1995, UKCOSA
1998-99). Yet many areas of ‘social responsibility’ have not
even been considered. Some, such as ‘institutional ethos’ can
be very thorny. What follows outlines ‘social
responsibilities’ that are consonant with development
education’s interests and where performance indicators have
been developed but may require adaptation:

• Institutional ethos
1. Values-based, transformational leadership 
2. Cross-boundary learning
3. Stakeholder linkages
4. Performance levers

Adapted from Nelson, J. (1998)
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• Human rights 

1. Policy on human rights
2. Security
3. Community consciousness
4. Freedom from discrimination
5. Freedom from slavery
6. Health and safety
Adapted from the Amnesty International UK Business
Group (1998) checklist of human rights principles

• Ethical investment and purchasing

1. Employment is freely chosen
2. Freedom of association and the right to collective

bargaining are respected
3. Working conditions are safe and hygienic
4. Child labour shall not be used
5. Living wages are paid
6. Working hours are not excessive
7. No discrimination is practised
8. Regular employment is provided
9. No harsh or inhumane treatment is allowed
Taken from the Ethical Trading Initiative Base Code in
Purpose Principles Programme Membership
Information (1998). The HE sector can sign up to the
Council on Economic Priorities Social Accountability
8000 which is very similar

The above responsibilities are in many ways interlocking and
overlapping. Most are concerned with promoting ethical,
inclusive and democratic performance vis à vis: management
conduct; employment practice; transactions and partnerships;
investment and purchasing. All lead, in one way or another,
to performance indicators and verification systems which the
HE system can use, sign up to or adapt. 

Concluding remarks
It may seem to some that the development/DE community
invests itself with too great an importance. Yet it is as valid
for us to be critical of any educational sector in the Northern
hemisphere that impacts upon the lives the Southern poor as
it is for us to do what we can to promote education for
responsible global citizenship. Furthermore, as the DEA HE
Position Document notes, we are all stakeholders in higher
education. Not only have we been intellectually shaped by it,
but we continue, in various ways, to have a relationship with
it by purchasing its products and services as well as by
contributing to student development, courses and
conferences. We therefore have multiple relationships with
the HE system. The question for the DEA, then, is not
whether to cast its net in the direction of HE but how far to
cast it.
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