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INTRODUCTION 

TEACHING FROM THEORY, LEARNING FROM PRACTICE: 
DEVELOPMENT EDUCATION FOR THE PRIMARY SECTOR 

CHRISTOPHER FARRINGTON 
DICE Project 

T 
HE debate on the relationship between theory and practice has 

a long heritage because it relates to the question: How do we 

know what we know? As early as the seventeenth century, 

Francis Bacon argued: 

There are and can be only two ways of searching into and discovering 

truth. The one flies from the senses and particulars to the most 

general axioms, and from these principles, the truth of which it 

takes for settled and immovable, proceeds to judgment and middle 

axioms. And this way is now in fashion. The other derives axioms 

from the senses and particulars, rising by a gradual and unbroken 

ascent, so that it arrives at the most general axioms last of all. 

This is the true way, but as yet untried. 

Bacon shows the two ways in which knowledge can be generated. In 

the first, knowledge emerges inductively, or what we would identify as 

normative theory. This relates to how things 'should' be: for example, 

why do we engage in development education? In the second, knowledge 

emerges deductively, or what we would identify as empirical theory. This 

relates to how things 'are': for example, what does engaging in 

development education do for the students? 

The debates on the relationship between theory and practice in 

development education comprise both of these types of knowledge. 

Development education starts from a normative perspective: it is good to 

teach about global and development issues, but then quickly moves to the 

practicalities of doing so. Vanessa Andreotti argues that the demands of 

fundraising and project management have meant that 'DE [development 

education] has focused on "practice" - a "how to" approach - at the 

expense of DE thinking - or theory' (Andreotti, 2006: 7). Therefore, when 

development education is concerned with theory, it is with teacher 
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education theory rather than development theory. This edited e-book seeks 

to facilitate a dialogue between these different types of knowledge in 

relation to development education in the primary sector in Ireland. Some 

chapters address the question 'Why do we teach development and global 

citizenship?' Some chapters ask: 'How can teaching theory improve the 

teaching of development and global issues?' Finally, some chapters address 

the question: 'How do educators learn about global and development issues 

and how do they integrate them into their pedagogical understandings?' 

NORMATIVE DIMENSIONS OF DEVELOPMENT EDUCATION 

There are many different definitions of development education, which is 

also called global education and education for global citizenship, among 

others. Pike identifies a continuum from global education as a 'broader 

geographical perspective' to 'a fundamental revaluation of the content, 

organization, and purpose of schooling' (Pike, 2000: 64). The definition 

most familiar to those working in Ireland is that proposed by Irish Aid. 

It argues development education 

is an educational response to issues of development, human rights, 

justice and world citizenship; presents an international development 

and human rights perspective within education here in Ireland and 

elsewhere; promotes the voices and viewpoints of those who are 

excluded from an equal share in the benefits of human development 

internationally; is an opportunity to link and compare development 

issues and challenges in Ireland with those elsewhere throughout the 

world; provides a chance for Irish people to reflect on our interna­

tional roles and responsibilities with regard to issues of equality and 

justice in human development; is an opportunity to be active in writ­

ing a new story for human development. (Irish Aid, nd: 6) 

This definition, however, is primarily 'knowledge' focused rather 

than 'skills' or 'values' focused and therefore differs from, for example, 

the definition proposed by the Development Education Association 

(DEA). Its definition also included understanding the global forces 

shaping our lives and enabling people to make links between their own 

lives and those of people throughout the world. However, it also 

included the following two principles: 

Developing the skills, attitudes and values which enable people to 

work together to bring about change and take control of their own 
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lives; working towards achieving a more just and sustainable world 

in which power and resources are more equitably shared.' 

Thus, definitions of development education contain three mam 

aspects: key skills, key values, and key knowledge. However, the DEA 

definition also includes a social and political activist element. 

Unsurprisingly then, Doug Bourne has argued that development 

education is a 'distinct approach towards learning which directly relates 

to educational and social change' (Bourne, 2003: s). In a similar vein, 

Stephen McCloskey argues: 'Development education encompasses an 

active, participative approach to learning that is intended to effect action 

toward social change' (McCloskey, 2003: 179). 

We can identify normative aspects of these elements of the definition 

of development education. First, it is argued that development education 

gives students specific and desirable skills; it allows students to access 

higher cognitive functions; and equips them better for finding a role in 

an increasing globalised world. This is perhaps because development 

education has been heavily influenced by radical and critical theories of 

education. Paulo Freire, in particular, is an important figure (Regan and 

Sinclair, 2006: 111), while the Through Other Eyes Project has recently 

advanced a critical understanding of education. The chapter in this 

e-book by N ancy Serrano discusses another branch of methods, situated 

cognition, by which development education could be taught in Irish 

classrooms. She outlines three situated cognition methodologies and 

shows how they can be used to teach development education and 

education for sustainable development. 

Second, the theory of development education argues that it is 

normatively important that we, as a society, have knowledge of global 

issues. In an increasingly globalised world, goes the theory, we need to 

educate our children to act as 'global citizens'. Oxfam argue: 'In a fast 

changing and inter-dependent world, education can, and should, help 

young people to meet the challenges they will confront now and in the 

future. Oxfam believes that education for Global Citizenship is essential 

in helping young people rise to those challenges' (Oxfam, 2006: 1). In 

order to equip students with this knowledge, teachers 'must develop 

reflective cultural, national, and global identifications themselves if they 

are to help students become thoughtful, caring, and reflective citizens in 

a multicultural world society' (Banks, 2001: s). The manner in which we 

do this and the methods that we use to do this are therefore crucial 

questions in the relationship between development education theory 

and practice. This is the theme addressed in the chapter by Fallon and 
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Duke. They discuss how both the theory and practice of early childhood 

education and global citizenship have commonalities and seek to 

nurture the same skills and dispositions. 

Third, it is the values dimension of development education which 

perhaps distinguishes it clearly from other forms of education. The Irish 

Aid definition of development education stresses that '[development 

education] is values-driven and encourages children to engage with 

issues concerning human rights, social justice and a sustainable world'. 

Margaret Calder argues 'a commitment to global education makes sense 

for teachers since the values inherent in it are the core values for life in 

a democratic society. These include acceptance of and respect for others, 

openmindedness, respect for human rights, concern for justice, 

commitment to democracy, and a willingness to be involved' (Calder, 

2000: 86). The chapter by Audrey Bryan addresses concerns related to 

the types of values and attitudes which global citizenship and education 

may inculcate. She argues that attitudes towards development are 

frequently informed by an 'imperialistic logic' which needs to be 

interrogated and questioned. 

This is 'theory' as we traditionally understand the term. These three 

aspects constitute a coherent approach to education and a purpose to 

pursuing and teaching the specific subjects which constitute the core 

elements of development education. 

EMPIRICAL DIMENSIONS OF DEVELOPMENT EDUCATION 

While there is therefore a clear need for connections between education 

theory and development education theory, there is an alternative reading 

of global education which is 'derived in part from its practice, not just from 

theoretical understanding alone' (Pike, 2000: 64). Given this normative 

commitment to creating global citizens and educators, many of the 

empirical discussions centre on the question of how to do this most 

effectively. It is in this dimension that we can learn how to most effectively 

communicate the normative aspects of development education. 

The primary sector in Ireland is just one of a number of sectors that 

has been actively trying to find the most effective method by which these 

aspects can be mainstreamed into the educational process. 

Understandably, most ofthe resources have been focused on the teacher 

training process: if we can teach our educators to think globally and to 

hold development education values, then they in turn will educate our 

children to do the same. It is at this level that the DICE Project is 
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focused, integrating development and intercultural education into the 

training of primary school teachers. We have commissioned several 

pieces of research to examine the extent to which primary school 

teachers have been integrating development education into their classes. 

However, it will be some time before we will be able to assess the full 

impact of the development of the project on both teachers and pupils. 

Research from other countries indicates that pre-service teachers' 

knowledge of global issues is obtained from the media and that their 

commitment to teaching global issues increases with personal 

experience of other cultures and countries (Holden and Hicks, 2007). 

Wilson argues that 'there is clear evidence that international experience 

impacts both substantive knowledge and perceptual understanding 

aspects of a global perspective and both personal growth and 

development of meaningful interpersonal relationships' (Wilson, 1993= 

21). One of the difficulties of the Irish educational system in relation to 

inculcating global and development perspectives is the privileged power 

and class background of almost all Irish teachers. Merryfield's research 

on teacher educators in America found that 'the teacher educators in this 

study recognize that it is the interaction of identity, power, and lived 

experience that has let [sic] to their work in multicultural and global 

education' (Merryfield, 2000: 441). It is difficult to address this 

interaction in an Irish context and that is why professional and 

voluntary placements for teachers and student teachers in the Global 

South can become important in promoting development and 

intercultural education in Irish primary schools. 

The chapters by Paula Harte, Lorna Mulvaney, Fiona O'Dwyer, and 

Deirdre O'Rourke, Fiona Bailey and Anne Dolan all discuss the role of 

volunteer placements in the Global South and their impact upon the 

commitment of students towards development education. Three of these 

papers report the results of qualitative research on students 

participating in three different volunteering schemes- one with the A-Z 

Children's Charity, one with the Developing World Immersion 

Programme organised by the Edmund Rice/ Christian Brothers Network, 

and one with Mary Immaculate College's Alternative Education 

Experience placement in Africa. These schemes provide student teachers 

and primary teachers with placements in the developing world with the 

aim of providing a cross-cultural experience, which these teachers can 

then bring to their Irish classrooms. The research presented goes a long 

way to confirming some of the theory that practical, personal 

involvement in development issues creates a commitment among 

teachers to development education. 
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CONCLUSION 

This volume is concerned primarily with how to educate the educators. In 

other words, how do we develop the theory and practice of development 

education in relation to teacher training? And, in particular, primary 

teacher training. The volume points to some issues on how we think 

about what development education is, how it can be mainstreamed into 

other types of teaching, and how we can learn how to embed and 

mainstream development education through current practices. 
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PART 1 



POSTCOLONIAL APPROACHES TO 
GLOBAL CITIZENSHIP EDUCATION 

RETHINKING THEORY, RETHINKING PEDAGOGY 

AUDREY BRYAN 
School of Education 

University College Dublin 

I 
am going to base my initial comments largely on some of the 

challenges that the construction of postcolonial learning spaces 

poses for those involved in initial teacher education. As 

postcolonial thinkers have argued, one of the prevailing assumptions 

within mainstream development thinking, including mainstream 

educational practices often characterised as development education, is 

the perception that the 'problem' of developing countries is based 

primarily on a 'lack' of attributes that the North possesses (e.g. 

education, modern values, attitudes, and so on) and an associated belief 

that the North is responsible for the South in the same way that it was 

believed that the white men had the burden of civilising non-white 

peoples in colonial times. This development-as-civility trope is closely 

aligned with various strains of modernisation theory which continue to 

influence much of the development policies and programmes of 

mainstream development institutions like the World Bank. These 

theories attribute the prevalence of poverty in poorer countries to 

internal or endogenous factors, and as postcolonial critics of this 

perspective like Slater maintain 'far from being an innocent or neutral or 

objective discourse of how a society might become modern, 

modernisation theory was part of the conceptual architecture of a 

diffusing imperialistic logic' which provided theoretical legitimisation 

for geopolitical intervention in Third World societies' (Slater, 2008; 85). 

Typically lacking within such accounts is a more structuralist approach 

to understanding global inequality, which would include the nature of 

the international area and power structure in which newly developing 

nations are forced to operate (Greig et al., 2007). Yet, despite the 

difficulties that have been identified with this approach, modernisation 

theory continues to retain powerful ideational and ideological weight, 
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within both popular as well as educational understandings of 

development. Some of my other work, which focuses on curricular 

representations of development, conveys the extent to which 

modernisationist frameworks feature in instructional resources 

designed for use with students in an Irish context (Bryan, 2008). I argue 

that precisely because these curricular ideas have authoritative 

legitimacy, and are portrayed as a model for sound 'development' 

thinking, the problematic assumptions upon which they are predicated 

are all the less likely to be contested. 

Some of the development education research I've been involved in 

with fellow colleagues in schools of education on the island of Ireland on 

understandings of social justice and development education suggests that 

that student teachers' understandings of development are often 

consistent with 'soft' (as opposed to more critical) versions of 

development or global citizenship (Andreotti, 2006), wherein poverty is 

constructed as a lack of development, education, resources, skills, 

technology, etc. Forty per cent of respondents, for example, identified a 

lack of education and training as one of the most important reasons for 

poverty in developing world countries, whereas only 7 per cent saw a 

relationship between poverty and these countries' colonial pasts, and 

only 21 per cent viewed the nature of international trade and economic 

policies as one of the most important reasons for poverty. Respondents 

were more likely to attribute poverty to factors like overpopulation (28%) 

and to natural disasters, such as floods, earthquakes and droughts (30%). 

Moreover, less than 4 per cent viewed the lifestyles of those in the West 

as being one of the most important reasons for poverty in developing 

countries (Bryan et al., 2009). The difficulty with those perspectives 

which attribute poverty primarily to a lack of skills and resources, 

including education, rather than to a lack of control over the production 

of these resources, places the burden of responsibility for poverty on the 

poor themselves, thereby failing to consider the role of the West in 

constructing this poverty in the first instance (Biccum, 2005: 1017). 

RETHINKING THEORY 

I therefore want to consider some of the challenges that findings of this 

nature pose for the construction of postcolonial learning spaces; in 

particular I want to argue that these spaces, while critically important, 

are, in my experience, often extremely hard won, particularly within the 

context of initial teacher education where topics like development 
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education often take a back seat to classroom management and 

planning, assessment techniques, mastery of subject area, and so on. 

The reality for many development educators such as myself working 

within initial teacher education programmes is that opportunities to 

engage with development issues in a sustained and meaningful way are 

limited. Furthermore, teacher education has a tendency to maintain 

existing educational and social structures by teaching prospective 

teachers to assimilate and accommodate to existing ways of thinking and 

acting - dominant discourses - that are prevalent within a given context 

during a particular period in time (Phelan, 2001: 584). This poses very 

real dilemmas for those of us who want to cultivate postcoloniallearning 

spaces, and indeed, pre-service teachers who will resist rather than fit in 

'to existing patterns and structures of teaching, schooling and society' 

(Phelan, 2001: 584). 

We also know from prior research that student teachers tend to 

experience high levels of discomfort when discussions of oppression, 

marginalisation, colonisation, racism and alternative ideologies, etc. are 

initiated (Solomon et al., 2005). Such discomfort typically stems from 

the fact that student teachers typically belong to historically privileged 

groups, and this information presents an inevitable challenge to their 

reality system and knowledge base, thereby resulting in feelings of 

vulnerability, guilt, uncertainty and anger. Here, the work of Solomon 

and colleagues on anti-racist teacher education is useful as a means of 

helping us to think about how we might go about addressing some of 

these challenges in our classrooms. They identify a range of areas that 

teacher educators should address in preparing student teachers to 

address issues of citizenship, racism, inequality and discrimination, 

including: the importance of prior knowledge of teacher candidates, 

providing spaces within the programme wherein they can address their 

questions and concerns, preparing them for the range of emotions they 

may experience, and providing concrete strategies for including anti­

discrimination practices in their classrooms. 

But there's another challenge or tension that I'd also like to highlight 

for teacher educators who wish to create postcolonial learning spaces 

which will enable us to 'unlearn' culturally and historically adapted 

perceptions and beliefs, such as modernisationist assumptions. Here, I'll 

draw on some of the recent work of James Ferguson who talks about 

some of the unintended consequences or what he terms 'unappreciated 

dangers' of calling into question developmental narratives that have 

long dominated our understanding of contexts like Africa and its place 

in the world. Ferguson talks about how 'Africa's lack of modernity 
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seems, to many people there, all too palpable in the conditions that 

surround them - in the bad roads, poor health care, crumbling buildings 

and precariously improvised livelihoods that one cannot avoid 

encountering in the continent's "less developed" countries' (Ferguson, 

2007: 33). He goes on to argue that 'where anthropologists proclaim 

Mrica was already modern, local discourses on modernity more often 

insist on seeing a continuing lack - a lack that is understood not of a 

cultural inferiority but of a political-economic inequality'. In fact, these 

ideas about 1acking' or of being somehow behind the West is something 

that many of my own students from sub-Saharan Mrica often articulate 

in class, and experience as real within the context of their own lives, even 

though they are by all accounts among the more privileged sectors of 

Zambian or Tanzanian society. In other words, what I am suggesting is 

that the construction of postcolonial learning spaces that challenge 

dominant narratives and assumptions is complicated by an ideological 

incongruence, if you will, between a recognisable need to debunk 

modernisationist theories that service nee-imperialist agendas and the 

lived realities of those whose lives are characterised by a lack of 

infrastructure, schools, textbooks, pencils, chairs, access to essential 

medicines, and so on. The unappreciated danger that Ferguson 

emphasises therefore is that in challenging dominant narratives like 

modernisation, or in stressing concepts like 'alternative modernity', as 

some postmodern theorists do, that the material and social inequalities 

which have long been at the heart of Mrican aspirations to modernity 

drop out of the picture (Ferguson, 2007: 33-34). What is perhaps most 

crucial for me as we go about trying to forge postcoloniallearning spaces 

is the need to continue to privilege perspectives that position questions 

of political economic inequality and crisis in front and centre of the 

debate. My paper, to which I now turn, is a reflection piece based on my 

experiences as a lecturer in development education, in which I suggest 

some pedagogical tools we might use to tiy to make this a reality. 

RETHINKING PEDAGOGY 

For the past two years or so, I have been teaching a module on 'Issues 

and Institutions in International Educational Development' as a part of 

a professional development specialism in development education at 

University College Dublin. This module is largely an attempt to examine 

education within this broader political economic context, and to 

consider the effects of international development institutions on 
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educational access and provision. At its core, it seeks to critically engage 

students with- as well as challenge- taken-for-granted assumptions 

and dominant frameworks that are often ingrained in mainstream 

development discourse, such as the view that education is the fulcrum of 

economic, social and political development. It begins by introducing 

students to the underlying theoretical foundations and frameworks of 

international development, with the aim of helping students to see the 

ideological underpinnings of internationally derived educational 

policies and practices. In so doing, the module raises current issues in 

today's discussion of education and development by drawing on 

readings which challenge us to stop and reconsider how we think about 

them. It invites students to explore major issues and themes in 

education in the developing world and to examine the role of external 

aid agencies within such contexts. 

I also teach a module on development education which further seeks 

to introduce students to the 'discursive repertoire' of multilateral 

development agencies and development - including a deconstruction of 

the term 'development' itself as a principal organising concept {Tikly, 

2004). It seeks to address the following questions: Why do we live in a 

world characterised by persistent inequality, between and within 

nations? Is another, more egalitarian world possible? What alternative 

progressive political, economic, and social arrangements exist? What 

role can schooling play in transforming social inequalities? As 

educators, how do we best prepare students to engage in meaningful 

dialogue about injustices that occur on a daily basis, on a local and 

global scale? What are some of the challenges we face in teaching about 

issues affecting those living in places very far away? How can we best 

promote dialogue about feasible alternatives to those visions, policies 

and practices that are implicated in creating and exacerbating major 

threats to human and planetary sustainability? It examines development 

themes and issues in relation to the concept of the 'new imperialism' 

{Tikly, 2004), and emphasises the growing inequalities associated with 

contemporary globalisation both within and between countries and the 

identification of clear 'winners' and 'losers' in the process {Tikly, 2004). 

The remainder of this paper focuses on one particular stimulus or 

tool I have used in my development education classes that I feel offers a 

powerful counter-narrative to 'soft' versions of development education 

which place the onus for poverty upon the poor themselves by 

constructing poverty as a lack of access to resources, services and 

markets, or to the requisite skills to enable them to participate in the 

global market. The documentary film, Darwin's Nightmare, illuminates 
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some of economic globalisation's most devastating effects, profiling the 

extreme poverty, hardship, exploitation, engendered dependency, war, 

AIDS and environmental degradation that have plagued the Great Lakes 

region of East Africa since the introduction of the Nile Perch into the 

lake in the 1960s. It offers a useful illustration of some of the ways in 

which broader global occurrences and international decisions impact 

local lives (Vavrus, 2003). 

To my mind, films like Darwin's Nightmare graphically encapsulate 

the Swahili expression, maisha magumu, or 'difficult life', a term used 

by Tanzanians to describe how life has become harder than it used to be: 

environmental degradation, unemployment, the prevalence of HIV and 

AIDS, the falling value of agricultural products, including coffee, 

diminishing prospects of making a living off the land, and the decline in 

real wages have all taken their toll, such that maisha magumu has 

become the norm for most who live there. 

I use Darwin's Nightmare in my development education modules as 

a case study of the complex ways in which political economy, structural 

inequality, environmental exploitation, and degradation and militarism 

coalesce to produce devastating consequences for human and social life. 

I also use the screening of Darwin's Nightmare as a basis from which to 

consider the use of film and related media as tools or stimuli for teaching 

development education. In addition to examining some of the cinematic 

strategies used to depict poverty and 'development', we consider the 

extent to which films of this nature serve as a vehicle, or indeed 

hindrance, to social action and transformation. 

As the director of Darwin's Nightmare, Hubert Sauper, points out, 

the Nile Perch is a broader metaphor for resource extraction and 

neocolonial exploitation: 'I could make the same kind of observation in 

Sierra Leone, only the perch would be a diamond, in Honduras, a 

banana, and in Libya, Nigeria or Angola - the fish would be crude oil.' 

Since the introduction of the Nile Perch into Lake Victoria, which is 

exported and consumed as a delicacy in Europe, the local Mwanzan 

economy has been brought to its knees and the region's ancient and 

diverse ecosystem has been all but destroyed. 

On one level, Darwin's Nightmare presents a thoroughly pessimistic 

analysis of the nature of the injustices to which local inhabitants are 

subjected. It depicts a catastrophic landscape of disease and 

desperation. HIV is rampant among the fishermen and prostitutes who 

have migrated from famine-stricken inland areas. Orphaned street 

children burn discarded scraps of Styrofoam packing material so they 

can inhale the fumes, and fight with one another over tiny scraps of food. 
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