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Introduction

Since the 1960’s, NGOs have been involved in the implementation of development education and
global learning within schools: providing resources, delivering lessons and activities for pupils and in
providing continuing professional development (CPD) for teachers (Mundy and Manion 2008, Tallon
and Milligan 2018, Tarozzi and Inguaggiato 2018). Where there is varying political support for global
education, and little coverage in pre-service teaching training, such CPD remains crucial in
supporting teachers. However, there have been concerns about the levels of provision and quality of
CPD for global learning in formal education (DEF and DEEEEP 2009). There are also concerns about
the distinction between advocacy and education with externally provided CPD (Bourn 2016). There is
also evidence, however, that it can be effective. Simpson’s (2017) and Cusack and Rush’s (2010)
analyses of certain interventions illustrate that teachers do develop when provided with the
opportunity. McCarthy and Gannon’s (2016) evaluation of an Irish development education
programme also demonstrates that CPD needs to be included in support for schools. There are also
articles on pre-service teacher training (e.g. Dariji and Lang-Wojtasik 2014, Kirkwood-Tucker et al
2011, Scoffham 2014), on the competencies teachers and educators need, which have implications
for all teacher development (Biker and Schell-Straub 2017, Scheunpflug 2011). This literature all
points to the potential for CPD for global learning, though detailed evidence of what makes it
effective is limited.

In this chapter, | contribute to addressing this gap this by analysing the experience of teachers and
schools engaging with externally provided CPD as part of the Global Learning Programme (2013-
2018) in England (GLP-E). Firstly, | identify key characteristics of effective CPD for global learning.
Global learning is the current term used to refer to global education in the UK, and | define it briefly
in the literature discussion. Then | outline the approaches to CPD within GLP-E, and to the data
collection and analysis. In discussing the findings, | argue that CPD for global learning can inspire
teachers to a renewed commitment to teaching through the impact on pupils’ learning. With the
support of external expertise, it can meet teachers’ needs to explore and develop pedagogical
approaches, and through collaborative models and suitable follow up, it can support more sustained
engagement with global learning. But this is also contingent on support being available for schools
and CPD providers to develop relevant courses that respond to teacher and pupil needs.

Effective CPD for global learning

CPD is linked to improved teaching and student learning (see Timperley et al 2007, Hanushek and
Rivkin 2012), therefore it is reasonable to anticipate that CPD for global learning can have similar
outcomes. However, this requires understanding what makes such CPD effective. Before examining
the evidence in the literature, CPD and global learning need defining.

Day’s (1999:4) definition of CPD sets out the full scope and purpose of CPD:

Professional development consists of all natural learning experiences and those conscious
and planned activities which are intended to be of direct benefit to the individual, group or
school and which contribute, through these, to the quality of education in the classroom. It
is the process by which, alone and with others, teachers review, renew and extend their
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commitment as change agents to the moral purposes of teaching; and by which they acquire
and develop critically the knowledge, skills and emotional intelligence essential to good
professional thinking, planning and practice with children, young people and colleagues
through each phase of their teaching lives.

This definition prioritises teachers’ and pupils’ learning (see Avalos 2011, Beijaard et al 2007,
Murphy and de Paor 2017, Postholm 2012, Vescio et al 2008) and rejects teacher-as-technician
delivery models (Dadds 2014) and deficit approaches (Hardy and Rénnerman 2011).

Global learning has many definitions (see Bourn 2012). In this chapter | understand it to be learning
that prepares people for life in a globalised world, that challenges them engage in and understand
their personal responsibility for global social justice (Scheunpflug 2008). Content and approaches
vary. However, there is usually a focus on global issues, learners’ experiences of these in relation to
their local contexts, and critical exploration of development, poverty and power relationships
globally (Foghani-Arani and Hartmeyer 2010). This is accompanied by the development of associated
skills and attitudes, such as critical thinking, and a pedagogical approach that prioritises multiple
perspectives and participatory activities. Global learning demands a move from awareness of issues
to action for a better world (Andreotti 2010, Asbrand 2008). The theory underpinning the GLP’s
approach also emphasised a focus on social justice, reflection and dialogue, understanding power
globally, and developing a ‘global outlook’ (Bourn 2014:5).

Clearly an important starting point for any CPD, but particularly CPD for global learning, an area
which cuts across subject disciplines and rarely is the basis for teachers’ initial qualifications, is the
teachers’ subject knowledge (see Cordingley et al 2015). If teachers are to support pupils’ learning
about global issues, they need to enhance their own knowledge, and explore their values and
attitudes towards those global issues (Scheunpflug 2011). This knowledge can come from external
sources, such as CPD providers, research evidence, or teachers’ reflection on practice and
collaboration with peers (Cochran-Smith and Lytle 1999).

Global learning has a strong values base, a focus on social justice, and requires critical self-
examination on attitudes, values and beliefs. For teachers to help pupils develop a global mindset
and characteristics of citizens willing to act for social justice, they need to experience a similar
transformation (Andreotti in Bourn 2015, Dariji and Lang-Wojtasik 2014, Scheunpflug 2011).
Creating a sense of disjuncture between existing and new understandings is important (Mezirow
2000), so that teachers learn new things that are not congruent with existing understandings, as well
as ones that are (Timperley et al 2007). This requires an attitude of inquiry and reflection (Capps et
al 2012, McArdle and Coutts 2010).

CPD should challenge teachers’ beliefs (Cordingley et al 2015). These beliefs are informed by
practice, particularly by teachers’ experience of changes in their pupils’ learning (Guskey 2002),
which presents a challenge if teachers have limited experience of global learning. Their beliefs are
therefore more amenable to change in-service, for example through CPD (Ofper et al 2011), but they
need some experience to reflect on. Time and on-going support are therefore important. Teachers
need to be able to learn new approaches, implement, reflect and refine them (Capps et al 2012),
meaning one-off CPD events are likely to be less effective (EI-Deghaidy et al 2013, Opfer and Pedder
2011b).

Teachers also need to develop subject-specific pedagogical knowledge (Cordingley et al 2015,
Shulman 1986). Global learning has a ‘commitment to interactive and participatory pedagogies’
(Scoffham 2014: 29) with multiple perspectives offered and all voices heard (Bennell 2015). If CPD is
most effective when it ‘requires teachers to learn in ways that reflect how they should teach pupils’
(Opfer and Pedder 2011a: 385), CPD for global learning needs to prioritise the same interaction and
participatory approaches with teachers.



An extension of this interaction and participation is the creation of opportunities for genuine
collaboration, within or between schools. With collaboration, ‘a learning community emerges, the
participating teachers are more likely to discuss problems, strategies, and solutions. Change in
teaching behaviour then becomes an ongoing, collective responsibility rather than an individual one’
(Opfer and Pedder 2011a: 385). Ultimately, CPD for global learning asks teachers to consider what
type of world they want for their pupils, and how to help them prepare for it. Collective
opportunities to discuss their ‘aspirations for their pupils’ and develop a shared sense of purpose are
therefore crucial (Cordingley et al 2015:5).

CPD for global learning, with its focus on real-world issues that concern pupils, has the potential to
tap into teachers’ motivations, in ways other mandated CPD may not. Motivation for CPD is affected
by teachers’ personal desire to grow, school policy, whether CPD is part of school culture (McMillan
et al 2016) and teachers’ orientation towards subject or learner (see de Vries et al 2013). It is also
influenced by teachers’ agency in the design and implementation of CPD (Mansour et al 2014).
Effective CPD for global learning therefore requires collaboration between teachers, schools and
external providers as to its form and approach.

To deliver CPD as described above, external providers need a commitment to the principles and
approaches to global learning. They need to help teachers make sense of difficult and often
controversial topics, present and model appropriate pedagogy. They need to understand teachers’
starting points, build relationships with them, understand their school contexts, yet also challenge
their existing understandings and beliefs (see Cordingley et al 2015: 6-7). The use of external
expertise is, however, no guarantee of teachers’ learning. Facilitators of CPD for global learning need
suitable training and the development of relevant competencies (Biker, and Schell-Straub 2017). As
Timperley et al (2007: xxix) conclude, ‘experts need more than knowledge of the content of changes
in teaching practice that might make a difference to students; they also need to know how to make
the content meaningful to teachers and manageable within the context of teaching practice’ and
such ‘provider pedagogical content knowledge’ comes through training and experience.

GLP-E and the UK global learning context

CPD for global learning In the UK started in the 1960s, when international NGOs, such as Oxfam,
were working to educate the public on aid and development issues (Harrison 2008). In 1975, the first
Development Education Centre (DEC) was set up at Selly Oak college, with the support of the City
council and Oxfam. A network of DECs then grew' By 1993, when the Development Education
Association (DEA) was established, there were 230 organisations, campaigning and working in
development education and then global learning nationally . Those facilitating CPD for global
learning come from a variety of backgrounds, with different levels of training (Biiker and Schell-
Straub 2017). As in other contexts, UK government funding for global learning in schools comes from
the ministry for overseas development (Surian 2001, Tarozzi and Inguaggiato 2018). In 2012, the
ministry decided to fund a national Global Learning Programme.

The GLP-E (2013-2018) had a focus on pupils ages 7-11 and ages 11-14 (end of primary and
beginning of secondary). Its aims were to:

e Help teachers to encourage children and young people to understand their role in a globally-
interdependent world and to explore strategies by which they can make it more just and
sustainable



e Provide strategies to familiarise pupils with the concepts of interdependence, development,
globalisation and sustainability

e Enable teachers to move pupils from a charity mentality to a social justice mentality

e Provide strategies for teachers to stimulate critical thinking about global issues both at
whole school and at pupil level

e Help schools to promote greater awareness of poverty and sustainability

e Enable schools to explore alternative models of development and sustainability in the
classroom

Schools joined in different cohorts (Waves) for 5 terms. For each Wave, Expert Centre (ECs) schools
(those with more experience of global learning) recruited Partner Schools (PSs), forming local
networks. The ECs, supported by 16 local and 4 national advisors, ran CPD sessions for their
networks, covering some compulsory and optional topics. In addition, GLP-E offered each school
£500 to spend on externally provided CPD, on condition of completing an initial audit of their
school’s work in global learning (Whole-school audit WSA1). This involved a self-assessment of their
work on global learning using an online tool. This externally provided CPD is the focus of this
chapter.

Externally provided CPD

109 organisations registered as CPD providers and had courses approved, of which 71 had courses
booked. The organisations included the network of Development Education Centres (CODEC),
international NGOs, smaller organisations and individual consultants. The approval process involved
checking whether courses met GLP-E aims, used appropriate training methods, and were run by
experienced trainers. Courses, on a wide range of topics, included whole-school courses; courses
related to awards; full-day, half-day, after school (twilight) courses; and conference packages. The
cost, set by the providers, ranged from £45 to £500, meaning schools could book more than one
course.

Overall, 2552 out of 7843 schools (32.5%) registered on GLP-E booked externally provided CPD, with
11977 teacher attendances. This was 61.8% of the sub-total of 4125 schools eligible to receive the
£500 funding for CPD, having completed WSAL. The biggest challenge to schools was finding time to
decide what CPD would best suit their schools’ priorities and then scheduling it. The data discussed
below is from those schools that were able to attend CPD.

Methods

GLP-E recruited a record number of schools to date on a single government funded global learning
programme in England, so there is a wealth of data generated. My role in overseeing the externally
provided CPD, including assuring the quality of provision, gave me access to this data. | draw on a
selection in this chapter:

e Booking and attendance statistics
e Observations of 23 courses

e Teacher course evaluations

e Provider feedback

e 8interviews with lead teachers

In the discussion below, | quote from statistics, observations and interviews, and use the provider
and evaluation data as context. The interviews were undertaken with 8 (from 48) schools that
booked additional CPD. (68% of eligible schools only booked one course.) The interviews provided
interesting perspectives on the impact of longer-term engagement with CPD. | chose semi-
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structured phone interviews to provide answers to specific questions and to allow teachers to
describe their experience in depth (Lechuga, 2012). These were recorded with the teachers’
permission. They were sent a transcript and a draft of the final programme report to check. Ethics
approval was granted by UCL IOE ethics review committee. The data was analysed using a standard
content analysis with coding and a search for themes (Cohen et al., 2011). The quotations from
teachers are pseudonymised (A-H).

Effective externally provided CPD for global learning

The most interesting findings to emerge in relation to how teachers responded to CPD, what they
found most helpful and effective, are about teachers regaining a sense of purpose, the importance
of pedagogy, the value of collaboration and longer-term engagement with CPD.

Regaining a sense of purpose
| start with the effect of CPD for global learning on teachers and pupils as it needs to motivate
teachers to further engage with global learning, if it is to have lasting impact.

Much has been written on problems with different forms of CPD (Done et al 2011), so it was
particularly heartening that teachers found the CPD for global learning ‘professionally leavening’
(Sugrue and Mertkan 2017: 172). It increased their confidence and enthusiasm for teaching, a
finding supported by other GLP-E evaluation data™. For example, Teacher G, said, ‘that last year was
probably the best year of my entire teaching career and a big part of it was because | was involved in
a lot of CPD. And | just felt that | had really developed as a teacher and...I have learnt a lot of new
things’. CPD for global learning is particularly inspiring when linked to individuals' motivations and
sense of their identity as teachers, in contexts where this can easily get lost. As one group |
observed commented, it ‘reminds you what teaching is about’.

Teachers identified that global learning CPD offered them a new direction. For example, Teacher B
said it ‘ignites something in terms of a passion for teaching and a desire to do things a bit
differently’. The response from pupils was key. As Vescio et al (2008) point out, CPD must link to
pupils’ learning. Teacher Y explained, ‘It has been the children who have responded positively.
They've learnt things from it, they’ve started questioning things more. And | just thought, this is
fantastic — and it’s just sort of grown. Had the children not responded so, then | wouldn’t have
pursued it’.

Clearly, it is not possible to claim a universal effect from a small interview sample. But the
overwhelmingly positive evidence from course evaluations confirms that the focus on teaching
pupils to engage with global issues and consider their place in a globalised world, relates directly to
teachers’ intrinsic motivation for teaching, their ‘moral purpose’ (Day 1999).

Knowledge and pedagogy

Having established that CPD for global learning can motivate teachers to re-engage with their
professional practice, it is important to understand how it achieves that. The literature clearly lists
many characteristics of effective CPD which are potentially important features of CPD for global
learning (see Cordingley et al 2015, DFES 2016). This includes focus on subject knowledge and
subject-specific pedagogy. The responses of teachers to these aspects of CPD were particularly
interesting.

Given that GLP-E had a clear emphasis on developing pupils’ knowledge, particularly of development
and poverty, and that many teachers would not have covered knowledge of global issues in pre-
service training, one might expect they would choose opportunities to improve their own
knowledge. However, the CPD courses on specific global issues were less popular than generic global
learning courses, or bespoke courses designed in consultation with schools. For example, courses



with development and poverty as the main theme accounted for only 49 out of 11977 teacher
attendances (0.4 %) and only 742 attended courses on sustainability and environmental courses.

There are various possible explanations, including potentially some mismatch between programme
and school priorities; the challenge for teachers of subjects other than geography, history or
economics to see the relevance for their learners; or a need for more introductory courses. 58% of
schools starting on GLP-E self-assessed as having no experience of global learning, so this choice is
logical. However, the data suggests that an additional key explanation is a preference for learning
content through pedagogy (Timperley et al 2007).

This can be illustrated with the example of Philosophy for Children (P4C) courses, which had 2574
(21 %) teacher attendances, and the popularity of courses focusing on linking global learning to the
curriculum. PAC is an approach that helps children learn to communicate more effectively and think
critically V and can be used with all ages. It teaches pupils to listen to alternative viewpoints, make
their case, come to their own conclusions, in a ‘community of enquiry’. The teacher, using stimuli
such as stories or pictures, facilitates a process where children generate philosophical questions to
discuss. The children chose a question and the teacher facilitates a group discussion, in which there
are clear rules on turn-taking, listening, presenting views etc. It is particularly well-suited to global
learning, as the stimuli can be about global issues, the method is participatory and it emphasises
using critical thinking (Bourn et al 2016).

What the P4C and other courses on the programme had in common was an experiential, inquiry-
based, participatory approach, which modelled teaching, used activities relevant for the content and
thereby connected to classroom experience (Capps et al 2012). Teachers experienced activities that
served multiple purposes simultaneously, and that reflected approaches to pupils’ learning
(Cordingley et al 2015). Teachers therefore gained an understanding of a pedagogical approach that
they could apply across subjects and topics. Teacher E’s response was illustrative: ‘actually, it’s the
methodology that | realised is part of the key of it: not just the content, but ways to engage children
and make them better learners.” This was also illustrated in the action points set by one group |
observed: ‘teach how we can impact the future, joined up view of the world, encourage children to
look further than the local environment, talk more about the world, use critical thinking’. Teachers
also need concrete ideas of how to implement a new approach, and practical suggestions on
incorporating global learning and guidance on using resources were the two most cited benefits in
the interviews and were frequently mentioned in course evaluations. But it seemed that it was the
combination of theory and practice that matters (Timperley et al 2007). The contextualising of pupil
activities and interesting resources within an overall approach helped teachers see how to improve
their pupils’ learning.

Collaboration

Another key feature that teachers valued was the opportunity to collaborate, share and discuss
approaches with peers, within and between schools. Collaboration is recommended in the literature,
generally (see Kennedy 2011), but it is particularly relevant for global learning. It reflects global
learning principles and gives less experienced teachers opportunities to learn from others. In
contexts with no or limited curriculum guidance, embedding global learning within a school is also
only possible if teachers share their understandings.

Whole-school and ‘cluster’ CPD were the two main collaborative models on GLP-E. Whole-school
CPD was popular with schools that had timetable space and with small schools, where all staff could
participate. This reflects a common teacher preference for in-house CPD, where collaboration is in
‘an authentic context’ (Mansour et al 2014: 968). There are many benefits of whole-school CPD. It
can link to school development plans. For example, | observed a whole-school CPD in a primary
school in the North West, where the headteacher had prioritised implementing PAC for the coming



school year. Whole-school CPD ensured all staff developed shared understandings of P4C and agreed
implementation strategies. In another example, Teacher C found whole-school CPD ‘was an
opportunity of looking at our curriculum and seeing where we could really embed it’.

Cluster CPD was CPD for a group of schools. Where existing EC networks chose this approach, they
could continue to work with each other as an extension to the network CPD, with more
opportunities to reflect on implementation (McArdle and Coutts 2010). Some were able to plan their
external CPD to fit the timetable of the EC twilight sessions so developing a logical, coherent thread
of learning (Cordingley et al 2015). These networks developed into informal communities of practice,
providing opportunities for exploring new understandings and applications to teaching, and
reflecting on the impact on pupils’ learning (Timperley et al 2007).

One of the main benefits of collaborative approaches is in ensuring sustainability of global learning,
by developing a sense of collective responsibility (Ofper and Pedder 2011a). Teacher D said,
‘everybody is doing the same thing at the same time. And the conversations that come out of that as
well, out of those sessions, can be quite good. Learn and take the subject...take you further’. Teacher
B found sharing ‘a very motivating thing and, as | say, there aren’t loads of opportunities for that
anymore’. As some of the providers pointed out, the challenge is in creating the thinking space for
teachers and school to engage with global learning.

The social aspect of the learning also matters, as teachers prefer to develop professional knowledge
with others (Mansour et al 2014). ‘It is through addressing the challenge of this creative tension
between the individual and the social that professionals, through negotiation of ideas and actions
for change with others, can be assisted to make sense of their own practice and attempts at
professional renewal’ (McArdle and Coutts 2010: 213).

Follow up and consolidation

Judging the effectiveness of CPD requires considering its longer-term impact. Guskey (2002) argues
that teachers’ beliefs about their practice change after implementation and seeing the improvement
in pupils’ learning. One-off CPD events, though useful and inspiring, are unlikely to be best for
sustained change. Ongoing support is important (De Paor 2016). One of the less successful aspects
of the GLP-E CPD was that most schools booked relatively late (in term 4 or 5), for very
understandable practical reasons. But this meant only 48 schools booked more than one course,
despite many schools not having spent their full £500. The experience of teachers from schools that
were able to consolidate their learning in various ways is therefore particularly valuable.

Some providers offered bespoke courses which were designed in two parts to maximise
opportunities for teachers to learn together and implement in their own classrooms and schools,
with follow up to reflect and share. Teacher A liked this format: ‘that was the idea, that you went
away and tried things and came back and discussed and reflected on what you’d done’. In other
examples, schools chose different types of CPD to build their learning. Teacher F was inspired by one
course, which opened her eyes to the lack of experience of diversity in her rural school. So, she then
chose a course linking to a school in London, enabling her ‘to access something that | don’t think we
would have done otherwise’. Others consolidated by re-running the CPD for different parts of the
school community. Teacher G took a course, then booked a whole-school version. Attending as an
individual increased her confidence to advise colleagues, and helped her assess what they would
find useful, whilst booking a provider for the follow-up gave others the opportunity to benefit from
external expertise. Teacher D booked a course on values for parents, pupils and the wider school,
having initially booked one for teaching staff. She saw this as part of a 2 to 3-year process to embed
the learning in the school, as she said effort was needed not to ‘revert to what you know and are
comfortable with’. Finding ways to deliver CPD and support teachers over the longer term is
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important for sustainability. Otherwise global learning becomes something interesting that maybe a
small number of teachers, or just an individual, experiences and then the realities of school life
erode their commitment and possibilities to influence practice more widely.

Discussion and implications

This chapter has focused on how teachers on one programme responded to CPD for global learning,
what they found most effective, what they prioritised in terms of the focus of that CPD. Clearly this
was a specific context, one of the first national programmes for schools in this area, and a new
initiative within the UK. However, the findings are more widely relevant and have implications for
sustainability of global learning within schools.

As stated at the outset, there are few places globally that have a coordinated national strategy for
global learning that involves government, schools, teacher training institutions and NGOs (Tarozzi
and Inguaggiato 2017). Global learning is not routinely included in pre-service teacher education,
and therefore CPD, delivered mainly by external organisations, remains the core of teacher support.
There are few signs, in the UK at least, that this is likely to change, though there is continued focus
on school to school support through networks. With increasing pressures on schools and teachers,
with greater focus on managerial approaches and accountability for school performance, and issues
with funding, global learning is not an education priority. However, the global context sees
increased focus on the SDGs, including education for global citizenship, and young people becoming
increasingly vocal about their concerns for the future. As | write, pupils globally are engaged in a
series of strikes to protest at adults’ inadequate responses to climate change. In a sense, there has
not been a greater need for quality education that prepares young people for a more uncertain,
globalised world. This in turn requires motivated, committed and appropriately trained teachers. In
this context, CPD for global learning, provided by external organisations remains a key mechanism
for achieving this.

However, that CPD also needs to be effective. Again, it is worth stressing that unlike some other CPD
provision which essentially updates already well qualified teachers, CPD for global learning can be
teachers’ first exposure. Any programme of support needs to factor in the time for schools to decide
their priorities, choose relevant CPD, fit it in the timetable, implement the learning, assess the
impact and response from pupils, reflect and identify further needs. This requires more than one-off
CPD events, however inspiring. External providers and schools need to be supported to provide
opportunities to challenge teachers’ beliefs, encourage and support them in trying out different
pedagogical approaches, give them confidence to tackle difficult issues in the classroom and
undergo a process of change in relation to their practice, and possibly their identity as teachers. As it
takes courage to undertake such a process of transformation (Kennedy 2005), this is unlikely to be
achievable without ongoing support.

This is also best achieved collaboratively, within or between schools and schools need to retain their
agency in deciding what CPD is relevant. Although CPD for individual teachers’ development is
important (Postholm 2012) and individual champions within schools can do amazing work in
inspiring and training colleagues, relying on their motivation, energy and enthusiasm is not
sustainable. Unless global learning becomes a mandated part of national curricula, prioritising it will
remain at the discretion of schools’ senior management. External experts can take pressure of
expertise away from senior staff, allowing those staff to participate more fully in the CPD, thereby
fostering sense of collective responsibility (Opfer and Pedder 2011a).

Finally, it is worth considering the wider benefits of CPD for global learning for the education
profession. Where education systems like the English system face increasing levels of teacher
turnover and burnout (Worth et al 2017), CPD for global learning could be part of the solution. CPD



which has the potential to re-ignite teachers’ passion for teaching, reinforces their intrinsic
motivation, and which reflects ‘their aspirations for their pupils’ (Cordingley et al 2015), offers a way
of supporting teachers to do more than survive. But this will only work with a flourishing third party
sector, appropriately equipped and funded to support schools. This includes opportunities for newer
providers to develop their ‘pedagogical content knowledge’ (Timperley et al 2007: xxix), if the quality
of that CPD is to be maintained.
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