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Introduction
This article originates in a paper I wrote last year suggesting
eight good practice indicators for global citizenship
education in ITE. The paper was to form the focus of an
email discussion but the DEA chose to substitute an
alternative set of indicators for global perspectives in ITE,
supported by a paper by Doug Bourn. The two sets of
indicators are shown as Figure 1 and the two papers can be
downloaded from the DEA website. Readers are advised to
review and compare the two sets of indicators before
proceeding to the rest of this article.

My advocacy of global citizenship education as the most
effective current vehicle to meet the aims of development
education (DE) stems from five premises:

• Advances in social theory now provide powerful
insights into forms of contemporary social
development, their causes and consequences. They
include theories of postmodernisation,
globalisation, reflexive modernisation, and network
society.

Time to get real

The DEA has set up an email discussion among initial teacher education (ITE) tutors to develop a set of best practice
indicators on global perspectives in ITE. John Huckle argues that development education should abandon the
unhelpful rhetoric of global perspectives and dimensions and start to give related critical theories of global
citizenship and education the serious attention they deserve.

Figure 1

Good practice indicators for global citizenship in ITE suggested by
John Huckle’s discussion paper

1 ITE should explore students’ current levels of political literacy
regarding local, national and global issues and should develop courses
on citizenship education that reflect their moral concerns and those of
young people in schools. A focus on issues such as food safety, fashion
clothing, Aids, drugs, and cultural identity, that link local and global
questions, may prove particularly productive.

2 ITE should explore the challenges and opportunities of educating
teachers for a postmodern and post-national world characterised by
globalisation and the increased significance of global politics and
citizenship. It should stress the complex and dynamic nature of political
community and identity and the need to extend citizen’s rights and
responsibilities so that global citizens are able to exercise democratic
control over global structures, processes and institutions.

3 Student teachers should understand the concept of governance and
the role of political authority and democratic law in ensuring good
governance within a range of institutions that exercise a global reach.
They might study governance within a transnational company, an
international NGO, an intergovernmental organisation, or the European
Union. How do these institutions manage their affairs? How are they
regulated by law? Are they democratically accountable? Should
statements of corporate social responsibility be welcomed? How should
issues of governance and regulation be represented in curriculum
materials and classrooms?

4 Students teachers should be able to offer definitions of globalisation
and describe and explain its key features by reference to a range of
social theory. They should be able to recognise and evaluate discourses
of globalisation as they shape educational policy and the school
curriculum and offer critiques of such key concepts as interdependence
and integration used in curriculum guidance documents and textbooks.

Good practice indicators for global perspectives
in ITE suggested by the DEA

1 Student teachers should understand why and
how the global dimension can be incorporated
into the teaching of their subject(s) in the
classroom. (<8 see indicator 8 opposite) 

2 Student teachers should have some
understanding of the values which underpin the
global dimension to the curriculum. (<6)

3 Students teachers should be able to recognise
and evaluate debates on globalisation and how
they shape educational policy and the school
curriculum. (<4)

4 Student teachers should have opportunities to
develop their political literacy in relation to
global issues and challenges such as poverty,
injustice, and sustainable development including
the nature and workings of key inter-government
organisations. (<5)
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• Particularly significant for DE is critical theory that
draws attention to the use of the globalisation thesis
as ideology (by those who suggest current forms are
inevitable) and suggests that cosmopolitan global
democracy and citizenship are necessary if the
world’s people are to reshape globalisation and so
realise their common interest in sustainable
development. 

• When linked to a critical pedagogy that recognises
the impact of globalisation upon knowledge
production and identity, this critical social theory
provides a contemporary rationale for DE that
builds further upon its radical foundations. Teaching
and learning based on critical theory and pedagogy

allows the rhetoric of such terms as empowerment,
critical thinking, and participation, to become
realities.

• DE has long advocated and celebrated the role of
the transformative intellectual as personified by
such teachers as Paulo Freire, Vandana Shiva, or
George Monbiot. It has a duty to provide teachers
who choose to adopt this role with appropriate
intellectual resources so that they can enable pupils
and communities to reflect and act on critical ideas
that may promote development. Such provision
should counter the current ‘dumbing down’ of
teacher education.
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5 Student teachers should have an understanding of political
globalisation, the recent restructuring of nation states, and the
continuing development of a global political community. They should
understand the nature and workings of key intergovernmental
organisations (notably the European Union) and international NGOs
and evaluate their potential to regulate markets and states and so
encourage sustainable development. Students should develop their
political literacy in relation to global issues addressed by new social
movements and new forms of politics, and should pay particular
attention to the kinds of consumer, identity, and media politics of
interest to many young people. They should recognise that different
political projects shape different advocacy of global citizenship and
global citizenship education and should develop the political literacy
and skills of mediation suggested by cosmopolitan democrats.

6 In their professional courses student teachers should study the
impacts of globalisation upon educational policy and curriculum
formation in the nations of Britain and in other states. They should
evaluate literature and guidance documents on citizenship education
from government and other sources and begin to formulate and apply
their own considered models and frameworks for global citizenship
education. Such studies should be supplement by real and virtual
involvement with global communities (including cosmopolitan
movements and parties) that promote moral and social responsibility.

7 Student teachers should study the ways in which the restructuring of
teacher education both restricts and promotes teacher education for
global citizenship. They should consider alternative meanings of
teacher professionalism and effectiveness and link these with
alternative theories and practices of global citizenship education. They
should evaluate the extent to which the theory and practice of the
adjectival educations embodies critical theory and pedagogy and
whether these critical elements are threatened by increased funding
and support for NGOs from the state. 

8 Students should gain experience of planning and delivering
curriculum units to promote global citizenship using critical pedagogy
and action research. These units should foster moral autonomy and
political literacy and may explore the potential of new media and
communication technologies and/or explore the significance of
cultural/identity politics for older school pupils. Students should be
taught in ways that demonstrate such pedagogy and allow them to
develop and display the kinds of knowledge, skills and values required
by cosmopolitan democrats

5 Students should gain experience of planning
and delivering curriculum units to promote
development education including the global
citizenship and sustainable development, using
critical pedagogy, participative methodology and
action research. (<8)

6 ITE institutions should explore the challenges
and opportunities of educating teachers for a
world characterised by globalisation and the
increased significance of global politics and
citizenship. (<6)

7 ITE institutions should explore students’ current
levels of political literacy regarding local,
national and global issues and should develop
courses on citizenship education that reflect their
moral concerns and those of young people in
schools. (<1)

8 ITE institutions should ensure that students have
the values, knowledge and skills to deliver the
global dimension through their subject(s). (<1–8)



• If development education is to establish itself firmly
within mainstream schooling it should link itself
firmly with a ‘subject’ that has status which all
pupils study. The introduction of citizenship
education into schools and teacher education
provides it with a major opportunity.

To understand how the good practice indicators in the left
column of Figure 1 are developed from these premises
readers will have to study my paper. My current purpose is
to highlight the weaknesses I perceive in the ‘global
perspectives’ approach outlined in Bourn’s paper and, to a
lesser extent, those indicators in the right column. These
weaknesses reflect and contribute to the underdevelopment
of development education.

Global perspectives and dimensions
Teaching with a global dimension means that ‘links can be
made between local and global issues and that what is taught
is informed by international and global matters. It also
means that young people are given opportunities to examine
their own values and attitudes, to appreciate the similarities
between peoples everywhere, to understand the global
context of their lives, and to develop skills that will enable
them to combat prejudice and discrimination. This in turn
gives young people the knowledge, skills and understanding
to play an active role in the global community’. (DFID et al,
2000, p.2)

The problem with global dimensions is that they are
omnipresent and wide open to interpretation. Since it can be
argued that everything has a global dimension, the term has
little utility as a focus for curriculum development. Once
adopted it raises more questions than it answers. What kinds
of links are teachers to make between which local and global
issues? Are some links and issues more central or important
than others? And having made the links, how are they to be
explained? What role should simple ideas about imperialism,
modernisation, capitalism, fundamentalism or identity
politics play in such explanation and are these the kind of
international and global matters the writer has in mind? Why
is giving young people opportunities to examine their own
(other peoples?) values and attitudes considered more
important than giving them the opportunity to examine,
exercise and question their own, and other people’s, power,
rights and responsibilities? Why are similarities celebrated to
the exclusion of differences? And is not the acquisition of
competences that enable an active role in the global
community better described as global citizenship education?

Values
The DE literature is strong on values and weak on politics.
The values that underpin the global dimension are variously
listed and generally include references to empowerment,
social justice, sustainability, tolerance and equity. Such
ethical commitment is to be welcomed but ethics have to be
translated into laws, institutions and systems of governance.
Politicians and teachers of widely differing outlooks can

subscribe to wish lists of values but the truly educative task
is to engage teachers and pupils in critical reflection on
different existing and alternative forms of political economy,
social organisation, and governance in order to assess which
best deliver those values.

Key concepts 
Consideration of values reminds us that the selection and
interpretation of key concepts to guide curriculum
development is a value laden process. Whereas the concept
of interdependence, for example, assumes asymmetrical
power relations between social and political actors,
contemporary globalisation entails hierarchy, unevenness and
exploitation. Integration implies unification, shared fortunes
and institutions of governance, and a sense of community,
yet globalisation is not producing a single world society or
community. Yes ‘people, places and environments are all
inextricably interrelated’ but it is the nature of that
interrelatedness that DE needs to be more open about.
Citizenship is one of eight key concepts that the DEA and
others promote alongside interdependence (DFID et al,
2000). Yet while citizenship embraces the other seven and
gives them expression, it is not given extra prominence nor
is global citizenship education accepted as a contemporary
rationale for DE.

The politics of DE
So how are we to understand what I perceive to be the DEA’s
conservative and self limiting position? Could it have
something to do with that section of Doug Bourne’s paper in
which he notes recent recognition of DE and support from
DFID? Is an approach based on dimensions, values and key
concepts more appropriate to giving people ‘accurate,
unbiased, accessible information about the causes of poverty
and inequality in the countries of the South, and about what
the international community can do’ (DFID quoted by
Bourn) than an approach based on citizenship, critical
theory, and critical pedagogy that would question the
possibility of such information? 

Space precludes a discussion of the contradictions in New
Labour’s policies on development and education but the
further erosion of critical elements of DE and teacher
education is a high price to pay for limited recognition and
status. Real progress in DE now depends upon it becoming
part of the wider struggle for global democracy.
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John Huckle can be contacted via his website at
http://john.huckle.org.uk

The DEA would welcome contributions to the discussion
about indicators of best practice in global education in ITE
via its website www.dea.org.uk/higher/projects.htm or
through contributions to this journal.
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