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Abstract 

This case study analyses a professional development (PD) program in global 
citizenship education (GCE) that seeks to develop teacher education candidates’ 
knowledge and capacities as global citizens during a one-year Bachelor of Education 
program. In particular, we explore how pre-service teachers perceived and 
experienced PD in GCE as a component of their professional learning and how this 
knowledge related to their understanding of curricula and pedagogical practices. First, 
we explore a model of effective PD and use this model to describe and analyze the 
GCE PD program, followed by a brief discussion of its context within the Faculty PD 
program; next, we outline the pre-service teachers’ conceptions of PD in GCE; and 
finally, we suggest ways that PD for pre-service teachers can be enhanced to meet the 
specific curricular and pedagogical demands of GCE. Our findings suggest that best 
practices for PD in GCE include consistent use of pedagogies such as experiential 
learning and explicit modeling; targeted instruction in specific intellectual, affective, 
and action domains of GCE; providing pre-service teachers with opportunities to 
practice and reflect on the implementation of GCE in classroom settings; and 
developing collaborative networks of support. 
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Introduction 

 
Eight months of combined study and practice in a pre-service teacher 

education program hardly seems to do justice to the complexities and demands of the 
teaching profession; in addition to mastering specific content knowledge, curricula 
and pedagogies, teachers hold a myriad of responsibilities related to the differentiated 
academic and social needs of their students. Perhaps more than ever before, today’s 
teachers are expected to equip students with the knowledge, values, attitudes, and 
skills required to succeed in an increasingly globalized society (Cuturara, 2009; Evans 
2006; Mundy &Manion 2008; Smith, 2006; War Child Canada, 2006). Taking up this 
challenge, proponents of global citizenship education  (GCE) seek to develop 
students’ knowledge and capacities for actively participating as global citizens, with 
the end goal of creating a more just, peaceful, and democratic world (Blaney, 2002; 
Gallavan, 2008; Garratt & Piper, 2003; Hicks & Bord, 2001; Mundy & Manion, 2008; 
Trotta Tuomi, 2004). Our study and experience suggests, however, that many pre-
service teachers and teacher educators see these demands as “beyond the curriculum”; 
but as Graham Pike (2000) notes, “what [global education] might conceivably 
contribute to the twenty-first century remains unknown, but the dangers of education 
without a global perspective are starkly evident in the history of the twentieth” (p. 
219). Given the weight of responsibility placed on today’s teachers, these issues 
warrant careful analysis to inform pre-service and in-service professional 
development for educators. 

In this paper, we begin by outlining an extra-curricular professional 
development (PD) program in global citizenship education (GCE) for pre-service 
teachers at one Canadian Faculty of Education.  Both authors are currently active in 
the program which was funded through the Global Classroom Initiative of the 
Canadian International and Development Agency (CIDA), one as a professor in the 
Faculty of Education, and one as a former graduate student. The second component of 
the paper looks briefly at PD as offered by the Faculty of Education for all pre-service 
teachers – this program generally includes Federation days, Ministry events, etc. 
Because pre-service teachers are presented with two models of PD (GCE program and 
Faculty), we were interested in understanding how students conceptualized the 
voluntary, extra-curricular PD offered in GCE within the formalized PD program 
provided by the Faculty. In particular, we wanted to explore how pre-service teachers 
perceived and experienced PD in GCE as a component of their professional learning 
and how this knowledge related to their understanding of PD and curriculum 
pedagogical practices. The purpose of the study is four fold; first, we explore the 
general principles of exemplary PD to propose a model for equipping pre-service 
teachers to integrate a global perspective into their curriculum and teaching practices; 
second, we describe and analyze the conceptual framework of the GCE PD program, 
followed by a brief discussion of the Faculty PD program; third, we outline the pre-
service teachers’ conceptions of PD in GCE; and finally, we suggest ways that PD for 
pre-service teachers can be enhanced to meet the specific curricular and pedagogical 
demands of GCE. 

 To better understand the implications of a GCE approach to pre-service 
teacher PD, we investigated two research questions: (1) How does the current extra-
curricular PD program in GCE fit with existing models of effective PD? (2) 
Specifically, what are the curricular and pedagogical needs of an effective PD 
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program in GCE for pre-service teachers? Methods used in this case study include 
coding and analysis of themes found in document analysis, short-answer 
questionnaires, personal observation and focus group interviews (Auerbach & 
Silverstein, 2003). 

Literature review 

To locate this study within a theoretical framework, we begin with a 
description of Adey’s (2004) evaluative model for effective PD, followed by a closer 
look at the nature of GCE. In his model for evaluating programs of PD, Adey (2004) 
outlines three key “input variables” and two key “output variables” to be considered 
in evaluating a PD program. 

Table 1: Adey’s evaluative model for professional development programs 

Key input variables Key output variables 
1. The nature of the innovation being introduced 
2. The nature of the delivery system 
3. The nature of the environment into which it is  
   being introduced 

1. Changed pedagogical practice 
2. Consequent beneficial changes in students 

 

The nature of the innovation being introduced (input variable 1) relates to the 
theory, evidence, resources and materials on which the professional program is based; 
in our study this variable relates to the program’s curriculum and resources. The 
second input variable relates to the timing, length, and implementation practices (such 
as modeling, practicing, and coaching) of the program; in our study, this variable 
relates most closely to curriculum development and pedagogical practices. The final 
input variable deals with factors often beyond the control of those seeking to 
implement PD programs, namely the school culture and networks of collegial support; 
once again in our study, we have related this to the context of the Faculty of 
Education and its PD programs. 

 
The key output variables are more difficult to observe, particularly in the 

context of a GCE PD program which serves pre-service teachers during a one year 
post-undergraduate Bachelor of Education (B.Ed.). As pre-service teachers do not yet 
have their own classrooms in which to teach, these variables were studied by self-
reports of pre-service teachers’ intentions.  This in itself embodies a great challenge in 
evaluating the effectiveness of any professional development program aimed at pre-
service teachers (or teacher training itself): while changes in student outcomes are 
considered an important indicator of successful PD, and even of the sustainability of 
any change to be brought about through PD (Adey, 2004; Guskey, 2002; Piggot-
Irvine, 2006), outcomes are difficult to observe when most pre-service teachers do not 
have their own classrooms for a significant length of time. Nevertheless, by drawing 
upon Linda Evans’ (2009) definition of PD as “the process whereby people’s 
professionalism and/or professionality may be considered to be enhanced” (p.295) we 
claim to be able to analyze the pre-service teachers’ changed understanding of 
curricula and pedagogical practice (output variable 1) as a result of their PD. 
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While we have chosen Adey’s model as a framework through which to discuss 
PD in GCE, we recognize that this model was originally intended for practicing 
teachers; in fact, we have found little research on pre-service PD or extra-curricular 
programs, finding instead studies focussed on subject disciplines, mentorship, and 
student diversity in teacher training programs. As we attempt to understand how a 
complex extra-curricular PD program in GCE might be better tailored to meet the 
needs of pre-service teachers and teacher educators, we have been led to question how 
the outcomes of such programs might be viewed as “successful.” 

 
Despite this limitation of Adey’s model in evaluating PD for pre-service 

teachers’ outcomes, the scope of this model is consistent with calls made by Edmunds 
(2007), Kubow and Fischer (2009), Merryfield (1993) and Robertson (2005) for 
analysis of the underlying theories of educational reforms (and of GCE in particular); 
recommendations regarding methods of implementation that complement rather than 
contradict the goals of PD programs (Bickmore, 1998; El-Sheikh Hassan, 2000; 
Davies, 2006; Freeman, 1993; Sutton and Hutton, 2001); and the importance of 
understanding the environment into which any educational reform or professional 
development model is being implemented (Bickmore, 1998, 2006; Bottery, 2006; 
Edmunds, 2007; Hicks and Bord, 2001; McCully, 2006; Schukar, 1993; Thompson, 
2009; Warner, 1998). Therefore, based on these interpretations, we conclude that 
Adey’s theoretical model serves well as a framework for analysing the extra-
curricular PD programs for pre-service teachers and in GCE in particular. 
 

What is global citizenship education?  

 
   Although GCE has warranted criticisms of confusion by some scholars 
(Reimer & McLean, 2009; Davies, 2006; Evans, 2006; Merryfield, 1993), Mundy et 
al (2007) outline six common orientations across the formal definitions reviewed in a 
study of global education practitioners across Canada: 
 

1. A view of the world as one system—and of human life as shaped by a 
history of global interdependence. 

2. Commitment to the idea that there are basic human rights and that 
these include social and economic equality as well as basic freedoms. 

3. Commitment to the notion of the value of cultural diversity and the 
importance of intercultural understanding and tolerance for differences 
of opinion. 

4. A belief in the efficacy of individual action. 
5. A commitment to child-centred or progressive pedagogy. 
6. Environmental awareness and a commitment to planetary sustainability 

(p.9). 
 

While this description is enticing, it also represents a formidable challenge for 
educators, new and experienced alike. As McCully (2006) rightly argues, “This 
profile is a daunting one. Frankly, it describes the exceptional teacher” (p. 62).  
 

The challenge for any GCE program is to equip participants with the 
cognitive, affective, and existential dispositions necessary to process the “big ideas” 
of an unwritten CGE curriculum and its accompanying pedagogical practices. 
Furthermore, educators must be equipped to do so in various classroom, school, and 
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community settings which may or may not welcome such an approach, and within an 
education system that does not consistently recognize the importance of these issues 
or explicitly mandate their inclusion in the provincial curricula (Goldstein & Selby, 
2000). Notably, with regards to the existing provincial curricula, an additional goal of 
many GCE educators is to challenge their students to critically analyse what is often 
referred to as the “hidden curriculum” of existing curricula, pedagogical practices, 
and classroom resources (Ukpokodu, 2003). Despite this somewhat “fringe status” 
and its inherent barriers, pre-service teachers continue to demonstrate enthusiasm for 
PD in GCE (McLean, Cook & Crowe, 2008).  
 

Description of the program 
 
 The extra-curricular GCE initiative analysed in this study is a multifaceted 
approach to the professional development of pre-service teachers in one Faculty of 
Education, “[stemming] from an increased commitment and expertise of the Faculty 
of Education to promote the knowledge, skills and attitudes of educators to work in an 
increasingly diverse and global community” (GCE program brochure). 
 
 At the time of this study, the team was composed of four professors from the 
Faculty of Education, a seconded teacher from a local school board, and a number of 
graduate students. The program’s mandate states that this initiative,  

 
aims to integrate the themes of peace and justice, human rights, 
environmental sustainability and international development into 
educational curricula and practice, and thus instil a commitment to 
support Canada’s efforts abroad and at home among teachers and students 
(GCE program brochure). 

 
The initiative is directed at pre-service teachers currently completing their B.Ed. in an 
intensive eight-month post-undergraduate program of course work and practica. The 
window for voluntary recruitment and influence is thus prescribed by the structure of 
the B.Ed. program which provides access to approximately 900 pre-service teachers at 
all divisional levels of teaching (primary, junior, intermediate, and senior) at a 
formative stage in their development as teachers. Pre-service teachers may choose to 
engage with the GCE PD activities once, several times, or throughout the year for all 
events. Given the voluntary and multiple offering of activities for B.Ed students to 
participate in the program, it was not possible to track the actual number of pre-
service teachers who were involved in the program or the extent of their individual 
commitment. At the same time, the number of events offered to pre-service teachers 
allows for diverse research opportunities. 
 
 All students in the B.Ed program come with at least one undergraduate degree. 
The age range of this majority female population varies approximately from twenty-
one to fifty-one, although most students are in their mid to late twenties. The majority 
of students are racialized “white” and able bodied, although the population of “visible 
minorities” has increased over the last few years. Some candidates are well versed in 
global development issues and are committed to them through previous experiences, 
others have little knowledge or sympathy, and many are somewhere in the middle of 
this continuum, knowing of and sympathizing with some components, but often 
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concluding that they have limited scope to incorporate this area into their own 
teaching.   
 
 The program has evolved over eight years as a series of extra-curricular events 
comprised of non-governmental organizational (NGO) sponsored workshops 
presented on weekends and during non-formal course times and in some classrooms. 
The objective of the program is to encourage pre-service teachers to introduce GCE 
into the formal curriculum and to acquire pedagogical skills that will enable them to 
do so. Over time, the program has expanded to include eight separate extra-curricular 
learning events and in-class workshops in a year. Two major conferences, which are 
organized with assistance from graduate and teacher education students; film festivals 
where films to be used in the teaching of GCE are viewed and critically assessed, and 
workshops using NGO-produced curriculum materials are presented and evaluated. 
Additionally, a website was developed as a means to communicate with all students in 
the pre-service program and students have enthusiastically posted their curriculum 
materials featuring global issues; a student-led research group investigates the theory 
and related practices of GCE during bi-monthly forums; and a resource fair offered 
teaching materials to pre-service teachers and Faculty. These varied initiatives give an 
indication of the breadth and depth of the program. A bounded case study approach 
was therefore selected to analyse in-depth this particular example of a GCE PD 
program with its specific constituency of pre-service teachers in a Faculty of 
Education (Yin, 2006). 
 

Methodology 
  
 Using Adey’s model as an organizational framework, a qualitative analysis of 
the GCE program was undertaken to describe the nature of the GCE PD program 
being introduced, its delivery, and its greater context within the Faculty (Adey’s input 
variables) and to explore how pre-service teachers perceived and experienced PD in 
GCE in terms of their understandings of PD and pedagogical practices (our adaptation 
of Adey’s output variables).  Our qualitative case study of one PD program in GCE 
involved the coding and analysis of emergent themes found in collected Faculty and 
GCE documents, evaluative surveys, and focus group transcripts, as described by 
Auerbach & Silverstein (2003) with the modification of using a “pattern matching” 
technique described by Yin (2006) for the identification and comparison of themes 
found in studies related to PD and GCE in Canada and internationally. This 
combination of emergent and existing themes was considered essential in that our 
research questions sought not only to describe the specific case of PD in GCE being 
studied, but to analyse it within the greater context of existing models of effective PD 
and GCE. As such, inductive methods were used to identify and analyse emergent 
themes; these themes were also compared to, and matched with, existing themes 
found in our literature review. This study did not, however, seek to test these existing 
themes, and therefore remains, an inductive qualitative case study. 
  
 To answer our first research question, we began by conducting a literature 
review on existing models of effective PD, looking in particular for studies dealing 
with pre-service teachers and/or GCE. We then conducted an inductive qualitative 
analysis to describe the current extra-curricular PD program of GCE being provided 
in terms of its content, delivery, and greater context (as per Adey’s theoretical 
framework) and compared these themes to those found in our literature review. For 
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our second research question regarding the particular needs of an effective PD 
program in GCE for pre-service teachers, we considered the themes that emerged 
from our literature review along with those that emerged in participants’ feedback and 
self-reports of changed understanding and pedagogical practice (our adaptation of 
Adey’s output variables). These three data sources and our analytical processes are 
described in greater detail below.  
 
 
Table 2: Sources of data collection 

 

Data Source Description Quantities 

Document Analysis 

GCE PD program documents  

Faculty of Education documents                  

 

4 

8 

Evaluative Questionnaires (GCE PD activities)   

    Fall Institute  58 

    In-Class Workshops 133 

    Transition to Practice workshops  81 

Three Focus Groups (GCE PD participants)                   10 participants 

 
First, to obtain an understanding of the two types of PD (those offered by the GCE 
program and those offered by the Faculty), we conducted a critical analysis on the 
GCE PD materials including brochures which were prepared and distributed to pre-
service teachers advertising the GCE mandate and PD opportunities, and on 
documents published by the Faculty which relate to GCE specifically, and to PD 
generally, to serve as a larger context in which to situate the GCE PD program. We 
chose a selection of documents to represent the full range of public promotion of 
activities. Faculty documents included articles and descriptions relating to the 
Faculty’s mandate, programs, and PD opportunities (as found on the Faculty website); 
the 2007-2008 B.Ed. Student Guide; and monthly newsletters distributed by the 
Faculty to pre-service teachers. Documents were analysed for both latent and manifest 
key words and concepts associated with PD, examples of events, and their 
descriptions. 

The second and third sources of data come from pre-service teachers’ self-
reports and evaluations of various PD opportunities offered by GCE. One of these 
sources was short-answer evaluative questionnaires which focused on three themes: 
prior knowledge of global issues; integration of GCE into subject curriculum; and 
perceived barriers or obstacles to GCE pedagogies. Pre-service teachers were invited 
to fill out the questionnaires after taking part in the Fall Institute (two days of PD 
workshops and keynote sessions), classroom workshops, or workshops offered 
through the year-end Transition to Practice conference. Because attending the 
workshops and filling out the questionnaires was optional (a requirement of the 
Research and Ethics Board of the university), data analysis is limited to only those 
students who elected to return the completed (or partially completed) questionnaires. 
Therefore, the results are limited to the portion of the student body who attended the 
events and among those, only to those students who completed questionnaires. Our 
comments, therefore, cannot be considered representative of the entire student 
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population.  

 Three focus group interviews with open-ended questions were conducted 
throughout the year (each with different participants) for evaluative feedback. A total 
of 10 different students participated in the focus groups that were led by two graduate 
students. One graduate student is the author of the paper and the other student 
participated in peer debriefing. Responses from both sources were analysed for 
patterns in concepts, experiences, and priorities in PD for GCE as in the document 
analysis (Yin, 2006). 

 Since both authors are active in the initiative, our positions allow us an insider 
perspective on the program, specifically, and on the Faculty of Education more 
generally, with one author currently teaching pre-service and graduate students in the 
Faculty, and the other having recently studied as a pre-service teacher and graduate 
student in the Faculty. To ensure reliability in our study, we adopted a variety of 
sources and employed multiple methods of data collection (e.g. document analysis, 
questionnaires, focus groups, and personal observation) on which to perform our 
analysis.  

 As participant-researchers, we acknowledge our interests in this study, yet, 
because of our roles, we also are interested in a critical analysis of GCE PD what it 
suggests for the unique demands of GCE in developing curricula and pedagogical 
practices. Rather than an evaluation of the program, this research attempts to situate 
GCE PD within the theoretical underpinnings of global citizenship education, 
professional development, pre-service teaching and curriculum studies. To enhance 
the validity of our data analysis, we shared our findings with other participants in the 
GCE program as a “member check”, included some of their comments in the 
discussion, and compared our findings to studies by other researchers in the fields of 
teacher education, curriculum, PD, and GCE. 

Findings 

 Common themes arose from our three data sources that suggest consistency 
between the practices of the GCE PD program and recommendations made for 
effective PD by researchers of teacher education and GCE alike. Table 3 in Appendix 
A summarizes the main and sub-themes that emerged in our study as well as related 
case descriptions of PD activities offered in GCE. Insights into effective methods of 
curricular design and pedagogical practice for pre-service teacher PD in GCE have 
also emerged through this case study. To delineate these findings, we have organized 
them according to the two research questions framing this study and Adey’s 
evaluative model of PD. 

1. How does the current extra-curricular PD program in GCE fit with existing 

models of effective PD? 

 We begin our analysis of the GCE PD program by considering the first of 
Adey’s input variables for evaluating effective PD, the nature of the innovation being 
introduced, with a view to better understanding how PD in GCE is conceptualized and 
taught to pre-service teachers. 
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The nature of the innovation being introduced 

 In the documents distributed by the GCE PD program, PD is associated with 
learning new knowledge, skills and attitudes – qualities that are not mentioned in the 
Faculty’s PD program description. GCE’s approach to professional learning reflects 
the conceptual framework of global education programs as proposed by Mundy et al. 
(2007), and acknowledges what Hicks & Bord (2001) describe as cognitive, affective, 
and active curriculum pedagogical components. As well, the content of PD 
opportunities in global education as described in GCE PD documents reflect common 
issues associated with global education (social justice, democracy, youth engagement, 
community involvement, citizenship, environmental and sustainability issues), and 
promote resources with a heavy emphasis on practical applications for bringing GCE 
into the classroom. There was only one instance in which PD offered in GCE was 
associated with accreditation and finding a job pre-service teachers were promised a 
certificate to bolster their professional portfolio upon completion of the activity. 
Notably, this reference to employment occurred during a single week of PD activities 
that were organized by the Faculty at large. During that week, one day was devoted to 
activities organized by GCE program members. 

Pre-service teachers who completed the questionnaires or participated in focus 
groups consistently associated PD in GCE with goals of new knowledge, skills, and 
perspectives. When asked their reasons for attending the Fall Institute (Educating for 
Peace and Global Citizenship: Conversations, Pedagogy and Curriculum, September 
2007), the most common responses were that they hoped to gain skills and strategies 
to put GCE into practice and that they were interested in the topics being presented, 
and small group also reported wanting an opportunity to network with like-minded 
people and be inspired. These themes were also found in comments such as these of 
focus group participants: 

In terms of going to the workshops or classes, or any types of things, I 
usually go in with the hope that I will be able to get some new perspective 
on teaching global education – how to present it to students, what types of 
activities could be done, and hopefully to get a slightly different 
perspective on some issues that I don’t know much about as well, that’s 
always something I’m looking for (focus group 3, p.2). 

I want perspective on global issues and I also hope to be inspired ‘cause I 
don’t think I could teach anything that I’m not passionate about. And also 
I want some practical things, some, okay, give me like an example of a 
lesson plan or some resources or something. Like, it’s great to know about 
it, but I need to know how to implement it. It has to be realistic (focus 
group 3, p.2). 

for me it’s [GCE] always been part of who I am. But this year’s been 
giving me more tools and a broader look at the different organizations out 
there (focus group 2, p. 4). 

Intellectual, affective, and practical components consistent with the work of Hicks & 
Bord (2001) were all well-represented in these motives for attending the GCE PD 
activities. 
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Focus group participants identified useful features of GCE PD opportunities 
similar to those identified on the questionnaires that were completed by the students. 
In the focus group, resources were cited by the majority of participants as aids to 
integrating GCE in their future classrooms, including lesson plans, activities, books, 
and other materials. As these focus group participants shared,  

I went to [the PD event] hoping to also get resources and new ideas and 
perspectives which I felt that I got that from the workshops that I 
attended. (focus group 1, p. 2). 

My expectations were met and beyond. I wasn’t really expecting anything 
concrete and I sort of got that, which I wasn’t expecting. When I think of 
global perspectives in the environment and teaching and stuff, I find it 
really hard because it’s such an abstract thought to be able to apply it in 
the classroom. And I kind of have some ways to do that now, like more 
ideas of how I can do it more on a daily basis instead of just integrating it 
into one of my units (focus group 1, p.3). 

I personally would love some sort of a binder or, not necessarily lesson 
plans, but sort of something that brings together all these thoughts that are 
running around or resources… a section on resources, a section on 
concerns when teaching certain issues, things like that. (focus group 1, p. 
10). 

While the need for appropriate classroom materials and teacher resources to 
accompany PD programs is acknowledged in the research by Adey (2004) and 
Schukar (1993), the emphasis placed on such resources was significantly stronger 
among the pre-service teachers in our study than among beginning in-service teachers 
studied by Kosnick & Beck (2008) in their research on literacy instruction. This 
finding might be explained by the differences in experience, accumulated resources, 
curriculum pedagogy and confidence between beginning in-service and pre-service 
teachers.  

Equally important, resources were consistently mentioned in the majority of 
responses to questions regarding why pre-service teachers attended PD opportunities 
offered by GCE. Pre-service teachers repeatedly requested resources specific to the 
grade, subject, and curricula of their intended, future classrooms. As one respondent 
put it, “Make it overly obvious for us how it can be applied to the curriculum. We are 
overwhelmed” (evaluative questionnaire). These requests reflect student concerns 
about integrating GCE into an already demanding curriculum and being unsure of 
how to apply their knowledge of GCE. Such concerns are also consistent with those 
of other educators grappling with the transference of theory into practice, particularly 
when teaching difficult or controversial knowledge (Macintyre Latta, 2005; McCully, 
2006; Yamashita, 2006). 

Closely linked to pre-service teachers’ request from CGE coordinators for 
resources is the need for specific pedagogies that reflect the ideals and goals of global 
education. Pedagogies related to global education identified by Sutton and Hutton 
(2001) include cooperative learning, interdisciplinary themes, critical thinking, 
problem-solving, experiential learning, and community-based learning. Similarly, 
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Merryfield (1994) characterizes global education teaching methods as those that 
“bring about active learning and reflective practice, advocate and practice experiential 
learning” (p.7, 8); McCully (2006) notes the promotion of democratic values and 
practices in the classroom; and McLean, Cook & Crowe (2008) describe related 
pedagogies as “[striving] to be student-centred, interactive and productive of affective 
as well as knowledge goals” (p. 60). Given the range and demands of these 
progressive pedagogies, it is no wonder that McLean, Cook & Crowe (2008) 
discovered expressions of “surprise and distress [among pre-service teachers] at the 
sophistication required for an interactive pedagogy to be taught” (p.59).  

Efforts to model such pedagogies were found in GCE PD opportunities, 
though they were not identified explicitly in workshop descriptions. Based on our 
findings, we concluded that specific curriculum pedagogies should be more overt as 
forms of knowledge and skills required by global education practitioners. We also 
observed how such pedagogies must be modelled continuously throughout the 
program so that pre-service teachers not only observe them in practice, but experience 
their effectiveness as they seek to develop new knowledge, skills, and attitudes for 
themselves. A discussion of such practices follows as we consider the nature of the 
GCE PD delivery system. 

The nature of the delivery system  

 Our analysis of the delivery system provides us with a glimpse of how pre-
service teachers are being equipped with the knowledge, skills, and attitudes to 
incorporate GCE into their teaching. The vast majority of pre-service teachers who 
responded to the evaluative questionnaires and focus group questions expressed 
appreciation for PD opportunities that equipped them with related teaching strategies:  

The teaching strategies that we’re being taught and being encouraged to 
use are much more diverse in the classroom so that children can work in 
small groups and do problem solving and varieties of ways to learn and 
learn amongst each other. So I really see the teacher as a facilitator of that 
mode of teaching...And I think with the global perspectives and some 
understanding of that through the peace and global education project or 
program, it might make creating that culture a little easier (focus group 1, 
p. 6). 

[A presenter] gave a talk about genocide and bullying and that caught me 
completely by surprise. And that’s talking about as a way of teaching 
peace and also on a global scale; it was a moment, a real revelation for me 
(focus group 2, p. 4). 

I think that I’ve always wanted to inspire students, I guess and create 
passion in them. But I think that I’ve realized that like I’ve been given the 
tools to do that a little bit more now and I definitely think that our role is 
to promote the awareness and also the “so what” question, for sure. And 
also just to kind of motivate them or mobilize them to actually do 
something. I think that’s a huge thing, like, whether that’s projects that we 
do, or you have to come up with something and then we’re going to act 
that as a class, like we’re going to do it (focus group 3, p. 7). 
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Overwhelmingly, this request was described by respondents to include the provision 
of resources and ideas for lessons or activities, with approximately half of 
respondents citing explicit curriculum connections as useful, as demonstrated in these 
comments:  

I think I’ve been to a few workshops and I have paper resources and 
things that I can go back to look at which is great. And on the Internet 
there’s tons and tons of ideas out there and I recently bought the Otesha 
book and that’s amazing. The recent version has actual ideas for teachers 
with direct links to the curriculum so right there, when something’s that 
accessible you really don’t have a reason not to bring it in. So I think if 
there’s more connections made with curriculum documents, people might 
actually see how they can, just making that link for them (focus group 1, 
p. 9). 

I think for me, I’ve just been to so many over this past year, that I have so 
much information, so what I’m looking for is really how to use that 
information. Because a lot of them are giving out lesson plans and 
booklets and that sort of thing. So now I’d really like to hear how to 
integrate that into the lesson, into what you’re doing (focus group 2, p. 3). 

Being given opportunities to engage in hands-on, experiential learning themselves; to 
discuss, critique, question, practice and express themselves; and to see and hear the 
experiences of other teachers already involved in GCE were specifically identified as 
being relevant and motivating for pre-service teachers to participate in GCE PD 
opportunities. As such, the delivery system of GCE was found to be consistent with 
research by Davies (2006), Merryfield (1994, 2000), Sutton & Hutton (2001), and 
Warner (1998) in its efforts to provide pre-service teachers with opportunities for 
hands-on, experiential learning, though further development in these areas was called 
for by pre-service teachers as well, as suggested by this focus group participant: 

I think a great thing you could do here is...have students in the program 
actually go implement something. ’Cause I think if I could see that this 
actually works by doing it, then I’ll be a lot more motivated (focus group, 
p. 13).  

We questioned focus group participants to identify specific pedagogies related 
to GCE; surprisingly, none of the respondents identified any particular pedagogies or 
teaching strategies as explicitly suited for this purpose. As one of the authors has had 
the opportunity to teach a number PD workshops and courses related to GCE, we are 
aware that certain pedagogies and teaching strategies are being taught, but the fact 
that pre-service teachers do not acknowledge this learning suggests that the current 
method of modelling as instruction needs to be made more explicit. Thus, while the 
intentions and efforts of members of GCE are to engage pre-service teachers in 
experiential learning of pedagogies related to GCE, these methods need to permeate 
the program in ways that they are recognizable to pre-service teachers. 
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Collaboration is recognized as essential in developing sustainable networks of 
support among teachers, administrators, educational policy-makers and community 
members alike. At the time of this study, collaboration for the GCE PD program 
generally consisted of coordinating workshops offered throughout the year with 
Faculty administration, professors, and students, as well as with governmental and 
non-governmental organizations. As well, during the year of our study, GCE launched 
an expanded website to serve as a forum for educators to discuss and share resources 
related to GCE. The fact that professors outside the GCE team invited representatives 
into their regular classrooms to present workshops also reflects some degree of 
collaboration within the Faculty. Collegiality among professors is particularly 
important for the kind of interdisciplinary teaching methods, ongoing mentoring and 
coaching, and creative partnerships between schools and communities as 
recommended by other researchers including Bickmore (1998); Edmunds (2007); El-
Sheikh Hassan (2000); Freeman (1993); Gilliom (1993); Merryfield (1994); and 
Warner (1998).  

The nature of the environment into which the initiative is being introduced  

 The environment into which the GCE program is introduced can be 
considered in two ways: the first possibility is to take into account the environment of 
the B.Ed. program in which pre-service teachers are currently training; the second is 
to consider the environment as the future schools and classrooms in which pre-service 
teachers will be implementing their training. We begin by exploring the first of these 
possible environments as it is the one which GCE’s members are actively involved. 

The GCE initiative enjoys a significant amount of collaboration and visibility 
within the Faculty of Education; in addition to the Faculty’s public statement of 
commitment to global issues on its website, the 2007-2008 Student Guide issued to B. 
Ed. students at the beginning of the year featured a complete description of GCE’s PD 
opportunities. Invitations extended to professors on the GCE team to conduct 
workshops in other professors’ courses are also indicative of the commitment of 
various Faculty members to peace and global issues and suggests a readiness to 
support further opportunities for PD in GCE. Ongoing efforts to foster such networks 
of collegial support are consistent with Adey’s theoretical framework (2004). 

Despite this apparent readiness among certain Faculty members and a stated 
Faculty-wide commitment to global issues, an important distinction emerged between 
the rhetoric of PD as found on the Faculty website and references to PD in the more 
personal documents issued to students by Faculty administration. In the documents 
analysed from the Faculty website, descriptions of PD consistently emphasized career 
development rather than developing professional knowledge, skills, or classroom 
practices. In these documents, PD was often related to certification, additional 
teaching qualifications, professional standards and responsibilities, and even job 
searching and job security. Identifying PD with professional associations and careers 
potentially sends a message to pre-service teachers that PD is about career 
advancement and specialisation, rather than representing PD as part of the personal 
and professional development of teachers as life-long learners.   

Interestingly, when the Faculty documents took on a less official tone, as in 
the case of the 2007-2008 B.Ed. Student Guide and student newsletters, concepts of 
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PD also became more personal, with frequent references to the process of “becoming 
a teacher” and a forceful statement that “attendance at these [PD] sessions is required 
and essential if you are to be fully informed as a beginning teacher upon graduation” 
(Student Guide, p.18). Thus, there appear to be competing conceptualizations and 
priorities for PD within the Faculty literature which may have created ambiguity 
amongst students as to the meaning of PD.  

While the B.Ed. program represents the immediate environment of pre-service 
teachers who contemplate using GCE curriculum pedagogies, their future classrooms 
and schools will be the environments in which they will actually apply their training. 
Eighty per cent of pre-service teachers who responded to the questionnaires identified 
significant barriers to effectively integrating GCE into their future classrooms (listed 
in Table 3). These obstacles included both personal and environmental factors. 
Anecdotal comments proffered by pre-service teachers suggest that some of the 
participants’ concerns were influenced by their vulnerable position as beginning 
teachers looking for employment in a competitive job market. As one focus group 
participant shared,  

I think for me, my big concern is when we do, through the teacher 
induction program, when you first start you have your first five years with 
your mentor, I think that mentor, if they didn’t have the same global 
perspective and stuff, that would make a big difference because if they’re 
not going to support me, in what I’m doing in my classroom, then I might 
leave it. I mean, I want to keep a job, you know, ‘cause there’s not many 
out there (focus group 1, p.10). 

Nonetheless, the foreseen barriers that are identified in our study are consistent with 
what others found in studies of pre-service and in-service teachers of GCE or related 
strategies and require further comment (Davies, 2006; Holden and Hicks, 2007; 
Author, 2008; Schukar, 1993; and Yamashita, 2006).  

Table 3: Foreseen barriers to integrating global education reported by pre-service 

teachers who     attended GCE events 

Personal Factors Environmental Factors 
  Feelings of anxiety in dealing with 

sensitive or controversial issues 
  Lack of pedagogical skill 
  Lack of background knowledge 
  Choosing issues or topics to focus on 
  Avoiding “us vs. them” mentality in 

teaching about other cultures and countries  
 

  Lack of time in an already demanding 
curriculum; uncertainty as to how to make 
it fit in certain subjects and grades 

  Administrative or other staff members’ 
resistance 

  Dealing with cultural diversity or lack 
thereof in classroom, school, and 
community 

  Parental resistance 
  Student apathy or creating a sense of doom 

among students 

 

Changes in participants’ perspectives and pedagogical practices 

That the students in this study recognized their lack of competence with regard 
to teaching a curriculum of sensitive or potentially controversial issues, their lack of 
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pedagogical skill and background knowledge and their expression of the challenges 
that they faced in avoiding an “us vs. them” mentality in teaching about other cultures 
is evidence of Adey’s first output variable – changed pedagogical practice. In this 
instance, our research points to a change in pre-service teachers’ understanding of 
pedagogy and their feelings of (in)competency in executing these practices. 
Moreover, the pre-service teachers’ awareness of their inability to deal with a range of 
environmental factors such as cultural diversity, exhaustive demands of the 
curriculum, possible resistance by other staff members, and/or student apathy are 
indicative of their development as professionals to identify areas of future 
enhancement or what Thompson (2009) succinctly describes as “the ethical 
imperative to maintain competence in the expectations of your profession” (p. 169). 

A further indication of the changed pedagogical practice among pre-service 
teachers who attended various PD opportunities in GCE was also evident among 
focus group participants’ descriptions of how their understanding of GCE had 
evolved over the course of the year through their various encounters with GCE 
activities and team members. One participant describes her journey thus: 

[In] my view, coming to this global peace perspective, has been more 
of an evolution. Because when I first started in the program, back in 
September, I was so culture shocked by coming back to university and 
being in a city after being in a rural town… I wasn’t really aware of the 
issues and how important it would be as a teacher to be more aware of 
the global perspectives...So I did not attend the professional 
development conference in September and then over the course of the 
semester I became more aware of what the university has done in 
partnership with CIDA to sort of influence this program. And then this 
semester I have a professor who’s very involved in the project in the 
program. And so I’ve become much more aware of it and that’s what 
brought me to the retreat in February. I was hoping to gain a better 
understanding of the whole thing there...So I find myself now at the 
end of my B.Ed. program thinking “oh, why didn’t I go?” But I don’t 
think I knew enough about it in September or I just wasn’t in a place 
where I could accept it yet in terms of why I would use it and what 
would benefit me from it. Unlike the first two speakers who sort of 
thought it was a chance to gain the resources and the knowledge, I sort 
of had to come to it a little bit later (focus group 1, pp. 2-3). 

This experience speaks to some important factors of both the nature of delivery and 
the nature of the environment of the PD program in GCE: the multiplicity of PD 
events over the course of the year was clearly beneficial for pre-service teachers such 
as the participant quoted above who came into the program with little prior knowledge 
or interest in GCE and who required more time to develop an understanding of, and 
interest in, GCE; likewise, by infusing GCE into compulsory courses through 
collaboration within the Faculty, a greater number of pre-service teachers were made 
aware of GCE and related PD activities. Finally, through collaboration with 
governmental and non-governmental organizations, participants were able to continue 
their development in GCE and were provided with real-life examples of how this 
approach was changing their own education as well as that of their future students. 
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 Our analysis of the GCE PD program demonstrates a strong commitment on 
the part of the management committee to infuse curriculum with the goals, content, 
and practices informed by scholarly research in GCE and effective PD. This leads us 
to consider our second research question and suggest ways in which GCE programs 
could evolve to be consistent with the principles of effective PD for GCE  and to 
address barriers foreseen by educators in this and other studies. 

2. What are the particular curricular and pedagogical needs of an effective PD 

program in GCE for pre-service teachers? 

 In considering the previous analysis of the GCE program in light of related 
research on effective PD and teacher training, and taking into account pre-service 
teachers’ requests in evaluative questionnaires and focus groups, a number of 
recommendations emerge. Dealing first with the content of the PD opportunities 
offered, our findings suggest that PD in GCE should make explicit the definition of 
GCE and the distinctions among its intellectual, affective, and action components, 
recognizing that while they are interrelated, they also require specific knowledge, 
skills, and attitudes to deal with each domain effectively. As such, we will consider 
each domain separately.  

Intellectual content  

 In terms of the intellectual domain, opportunities should be provided for pre-
service teachers to develop background knowledge in a variety of global issues, 
historical developments, root causes, influences on people and the environment, and 
potential actions to avoid feelings of helplessness and doom. Unfamiliarity with the 
multiple dimensions of GCE is frequently cited by pre-service teachers as barriers to 
implementation (Bickmore, 1998; Davies, 2006; Holden and Hicks, 2007; Hicks and 
Bord, 2001; McCully, 2006; Author, 2008; Schukar, 1993). As one focus group 
participant asserted,  

It was over the course of this program and understanding the make-up of 
the classrooms today made me realize that wow, I really need to learn 
about how to approach the issues of peace and global understanding and 
how to engage students coming from a variety of different backgrounds. 
You know, to sort of have a common goal. And they’ll all have different 
perspectives, and they’ll all have different backgrounds…so how can I 
bring all those together and then do something? And I feel very 
unequipped to do that. Very, very uncomfortable doing all that (focus 
group 1, p.3). 

I think that the role of a teacher is very complicated. I didn’t think that 
when I came into this program and then I was like wow, what have I got 
myself into? You bring in all your own biases plus what the school’s 
asking you to do, and what you should be doing, and all of these 
expectations on the teacher, and trying not to bring in your biases and … 
trying to help your students get more global perspective without saying 
something you shouldn’t have... (focus group 1, p. 5). 
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As these comments suggest, and in keeping with findings of our own and others’ 
research, pre-service teachers need not only to increase their understanding of 
development and global issues, but they must also enhance their understanding of 
specific curriculum pedagogies related to GCE and the theoretical research that 
informs these approaches in order to bring these issues into their classrooms.  

Affective content  

 Our research suggests that many pre-service teachers experience considerable 
anxiety and lack confidence in mastering the affective component of GCE. Dealing 
with complex, controversial issues is frequently avoided because teachers feel ill-
equipped and uncomfortable doing so (Bickmore, 1998; Davies, 2006; Hicks and 
Bord, 2001; Macintyre Latta, 2005; McCully, 2006). Teachers also fear that such 
issues will scare or overwhelm children (or will outrage parents). These sentiments 
were echoed in many of our participants’ responses, as seen in these two examples: 

I never really was so aware of global issues going on until I came here and 
I had a roommate who was in international development and it sort of 
broadened my horizons a little bit and was kind of scary at the same time 
because it’s not always nice things that you hear. And I think it’s so easy 
to think of it as us and them…but that’s one thing I’ve learned this year 
more is that it’s not necessarily us and them, it’s just more “us” because 
we’re all here and the reality is that we’re so intermixed and it is really 
has to be like a global effort. And it can’t just be things like we’re coming 
in to help you; we have the right way, or this and that. There has to be 
more of a balance. And I think that’s really challenging, but if we can get 
that into the classroom and get kids thinking about it at a younger age then 
there will be less of a scare factor like it was for me (focus group 1, p. 4). 

I’ve had a really big evolution of like thought about global issues. Just to 
talk quickly about peace. I think through my education, peace was just 
something that for me was just seen as okay, it’s not war, world war, 
going on. And now, I find because I was taught that way, and because 
there’s a world war going on, it’s very scary to me ‘cause I don’t know 
enough about it. And I kind of feel that if I bring these issues up in the 
classroom I’m ill-prepared because I don’t know enough about really 
what’s going on (focus group 1, p.4). 

Nevertheless, a survey in the United Kingdom reports that students demonstrated a 
strong desire to know more about global issues and saw them as being important to 
their futures (Holden and Hicks, 2007). Likewise, in a study by Yamashita (2006), 
students responded to their teachers’ fears about dealing with controversial issues 
such as war by stating that they already knew about the war and they wanted to better 
understand it. In response to these demands, teachers should be encouraged to deal 
with issues related to the affective as well as the cognitive domains. To do so 
effectively, PD in GCE should aim to specifically address the discomfort and 
hesitancy expressed by teachers in dealing with a curriculum of potentially 
controversial and sensitive issues. 

Dealing with sensitive issues in classrooms also highlights the importance of 



International Journal of Progressive Education, Volume 7 Number 2, 2011 
© 2011 INASED 

 

23

paying attention to the selection of resources and materials used in any PD program 
so that teachers are aware of their own personal biases in choosing educational 
materials. Multiple perspectives and balanced viewpoints are critical in maintaining 
an open and critical dialogue among teachers and students within wide social contexts 
(Schukar, 1993).  

Action content  

 One of the six common orientations of GCE described by Mundy (2007, p. 9) 
is the “belief in the efficacy of individual action”; active citizenship is a significant 
part of planning among global educators who want their students to feel empowered – 
rather than paralysed – by knowledge of global issues. In our study, fears of student 
apathy or overwhelming students with a sense of despair and hopelessness were 
consistently reported by pre-service teachers in evaluative questionnaires and focus 
groups: 

And that’s one of the main things that for me is a concern … you hear 
about all these things going on, but you’re never really hearing about how 
you can make a difference. So you feel sort of helpless and your students 
are going to feel like that too if you’re just telling them “oh, this is wrong, 
this is wrong” but they want to know “oh, what can we do?” they want to 
make a difference (focus group 1, p.2). 

I would like to, in a classroom, just make my students more aware and 
more comfortable with looking at issues, giving them more of a critical 
eye in a way and just really making it an active participation, like where 
they’re contributing to something and not just hearing horrible facts and 
feeling helpless. That would be like my biggest goal. And as I mentioned 
before, I’m not 100% sure how I’d do that, but I think it’s something that 
will come with time and experimentation (focus group 1, p. 9). 

I’m looking for ways to take the topic without overwhelming, or 
becoming overwhelmed, or overwhelming others ‘cause that’s always the 
case when you tackle global issues. I remember feeling that way the first 
time I travelled to the..Third World... So maybe lessons or structural 
strategies that break down things into steps that one can do after the lesson 
(focus group 2, p. 3). 

 Likewise, educators in Yamashita’s study (2006) expressed concerns about alarming 
students. PD in GCE, therefore, needs to address these anxieties by teaching 
educators ways in which they and their students can get involved in projects. Efforts 
to do so exist in the GCE program through collaboration with local NGOs and 
governmental organizations, but pre-service teachers’ persistent fears suggest the 
necessity for further development of partnerships and experience in implementing 
GCE as part of an effective PD program.  

Methods of delivery  

 Related to its extended curriculum content encompassing cognitive, affective, 
and action components, GCE requires training in certain curriculum pedagogies that 



International Journal of Progressive Education, Volume 7 Number 2, 2011 
© 2011 INASED 

 

24

support teachers and students in achieving their goals of social justice, peace, and 
sustainability. As Adey stated candidly:   

Nothing is less convincing, or more ironic, than a formal lecture 
on the benefits of constructivist teaching as part of a professional 
development course...we are unlikely to encourage teachers to 
use active methods in their classroom by delivering to them a 
monologue and expecting them to take notes (2004, p. 162). 

A common theme among studies on delivering PD is that teaching strategies be 
modelled and practiced by trainee teachers with ongoing coaching and support so that 
they can experience firsthand what El-Sheikh Hassan describes as a “feel of the new 
learning activities: what distinctive qualities they have and how they differ from other 
activities to which teachers are more familiar” (El-Sheikh Hassan, 2000, p.102; Cook 
and Duquette, 1999; Edmunds, 2007; McCully, 2006; Warner, 1998). Through lived 
experiences of being taught in the same way they are to teach, and to learn in the 
same way their students are to learn, teachers gain insight, experience, and 
commitment to new forms of curriculum pedagogy (Davies, 2006; El-Sheikh Hassan, 
2000; Merryfield, 1994, 2000; Warner, 1998).  

Closely related to the practices of modelling and experiential learning is that 
of reflection, widely cited by researchers for its importance in effective PD (Adey, 
2004; Bottery, 2006; Cook and Duquette, 1999; Edmunds, 2007; Merryfield, 1994). 
To engage in meaningful reflection, however, pre-service teachers require experience 
integrating GCE in their teaching. Edmunds (2007) asserts, 

The success of our students, and ultimately our teacher education programs, 
rests on the ability of our students to apply these theories to practice and 
consistently reflect on their use while adjusting curriculum and/or instruction 
based upon student needs (p.233). 

Such skills require a significant time investment; as Gilliom notes, “change usually 
comes slowly and incrementally” (p.41). Nevertheless, acquiring this knowledge is 
essential for the effective implementation of GCE. These strategies require 
opportunities for pre-service teachers to practice implementing GCE with students; 
notably, none of the pre-service teachers in our study mentioned having done so.  

Some opportunities for pre-service teachers to practice implementing GCE 
have been developed by GCE, such as planning and teaching a week-long mini-
enrichment course for students in grades 8-10 offered at the University, or presenting 
workshops for GCE’s partners such as CHF (formerly the Canadian Hunger 
Foundation). Again, as we have seen, collaboration is key to the effective 
implementation and sustainability of such complex structures.   

Environmental considerations  

 In addition to developing opportunities for pre-service teachers to practice 
implementing GCE, collaboration can also foster networks of collegial support, 
making school and community environments more receptive to GCE. If discussions 
of best practices and opportunities for practice in GCE are discussed among 
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educators, GCE may come to be seen less as a separate cause held by a specific 
subgroup of educators, and rather as a set of perspectives and practices for all 
educators and students. As one final thought, Gilliom (1993) has suggested that 
increasing the visibility of GCE programs may help foster increased administrative 
and collegial support among university and college faculties, leading to greater 
recognition of those involved. The importance of such recognition is also 
acknowledged by Warner (1998) who notes that “teachers need encouragement, 
incentive, and appreciation for risking new ways of doing things” (p.60), particularly 
when these “new ways” include challenging conventional methods and assumptions 
and engaging in complex, sophisticated content and pedagogies to effect change in 
school culture.  

Conclusion 

 This study has brought to light the possible ambiguities that exist between the 
opportunities offered for PD in GCE and those offered by the Faculty. First, multiple 
conceptions and representations of PD were identified within the Faculty, from 
intellectual and social development among educators to accreditation and certification 
for securing employment. Second, we discussed the tensions that existed between the 
need to prepare pre-service teachers with the knowledge and skills to succeed in the 
education system as it currently exists and the desire to encourage critical thinking 
and change in curriculum pedagogies to reflect the goals of GCE (for example, 
integrating global perspectives into their curricula and regular teaching practices). 
Third, we identified competing agendas within pre-service teachers’ requests for 
specific resources, lesson ideas and curricular connections (all of which they felt were 
necessary to integrate GCE into their teaching), which contrasts with the desire of 
teacher educators in GCE to have pre-service teachers develop transferable skills and 
strategies to adapt to the curriculum, whatever the subject. Further consideration and 
collaboration among all Faculty members (including those involved in GCE) and 
clear communication between Faculty members and pre-service teachers will be 
critical in balancing these diverse interests so that all stakeholders can work together 
towards achieving their goals and developing best practices for doing so. 

While attempts to have participants complete evaluative questionnaires have 
been successful, it remains difficult to assess the PD of participating pre-services 
teachers with widely varying backgrounds who attend varying PD opportunities 
offered by GCE. Focus groups have afforded us with individual accounts of 
participants’ development throughout the year but it has proven difficult to recruit 
sufficient numbers of participants for such groups, and these cases are not sufficient 
to generalize to others taking part in GCE, let alone those who choose not to 
participate. Efforts to engage pre-service teachers in research related to GCE and 
planning of future PD opportunities might serve as an inroad to developing interest 
and ownership in the program and could lead to increased participation in both PD 
and evaluation opportunities. Despite the difficulties in evaluating the causal effects 
of the GCE initiative, feedback has proven useful in providing insights into the needs 
and interests of pre-service teachers, and the persistence of common fears and 
anxieties related to teaching global citizenship curriculum pedagogies.  

The challenges of any PD program are many; the challenges of PD in GCE are 
particularly formidable. Here is an innovation that requires not only a change in 
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knowledge, pedagogical practice, and attitude, but, possibly significant changes in all 
three, so that teachers will be motivated to teach from a global perspective. This 
“exceptional profile” as McCully (2006) describes it, aims not only to enhance a 
teacher’s knowledge or skill in any one particular area, but to redefine how they 
conceptualize education in general and to equip her/him with best practices for all 
areas of curriculum pedagogy. The consistent use of best pedagogical practices 
include: experiential learning and explicit modelling; targeted, specific instruction in 
each of the intellectual, affective, and action domains of GCE; availing pre-service 
teachers with opportunities to practice and reflect on the implementation of GCE in a 
classroom setting; and developing collaborative networks of support to address the 
nature of the innovation, delivery systems, and the environment into which the 
innovation is being introduced (Adey, 2004). 
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Appendix 

 
Table 3: Main and sub-themes of findings and related case descriptions 

 
Themes Case Descriptions of PD in GCE 

Nature of the of the innovation being introduced 

• PD in GCE associated with cognitive, 
affective, and active curriculum 
pedagogical components; 

• Content of PD opportunities in global 
education reflect common issues 
associated with global education; 

• Strong emphasis on classroom resources 
for GCE; 

• Strong emphasis on explicit instruction 
in complementary pedagogies for GCE. 

Specific content of PD in GCE varied depending 
on the activity or workshop, but generally 
included background information on issues 
commonly associated with GCE (social justice, 
democracy, youth engagement, community 
involvement, citizenship, environmental and 
sustainability issues) which address both the 
cognitive and affective components of GCE, as 
well as modeling and provision of pedagogies, 
lesson ideas, and classroom resources which 
reflect the active component. 

Nature of the delivery system 

• Modeling of complementary pedagogies 
for GCE; 

• Opportunities for experiential learning; 

• Opportunities for critical reflection and 
discussion; 

• Opportunities to learn from classroom 
teachers with experience in GCE; 

• Collaboration with Faculty and 
community members. 

Fall and Winter Institutes: one- to two-day 
conferences which included a series of panel 
presentations, keynote speakers and workshops 
led by teachers, professors and non-governmental 
organization volunteers and employees. 
Participants selected from a variety of workshops 
that generally employ participatory learning, 
provide background information on specific 
issues or organizations, and often equip 
participants with classroom resources and/or 
lesson ideas. 
 
In-class workshops: 60-80 minute workshops led 
by professors, non-governmental organizations 
such as CHF (formerly Canadian Hunger 
Foundation), UNICEF etc. These workshops 
provided important background information on 
specific issues and organizations, sample lessons 
and activities for bringing these issues into the 
classroom, and often facilitated the provisions of 
(or exposure to available) classroom resources; 
these workshops frequently involved participatory 
learning and modeling of classroom activities. 
 
Film viewings: participants viewed films 
(documentaries, feature films, classroom video 
resources) related to issues common to GCE with 
lunch provided; discussions were then facilitated 
by GCE team members regarding participants’ 
learning and impressions of the films and 
discussions regarding how these resources might 
be used in their teaching. Participants were also 
able to request or recommend future films to be 
viewed and discussed. 

 
Website: a website was launched to provide a 
forum for pre-service teachers to discuss GCE, 
share resources and lesson plans; links to existing 
resources and organizations were added and pre-
service teachers were encouraged to create and 
submit lesson and unit plans and resource 
reviews. Updates for upcoming GCE PD activities 
were also posted. 
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Transition to Practice: The GCE team took on 
the organization of a day of workshops (within a 
week of scheduled PD activities), for all B.Ed. 
students during the last week of classes. The team 
decided on an environmental sustainability theme. 
The day included keynote addresses by 
environmental advocates Lisa Glithero (founder 
of Project EYES) and a Member of Parliament 
and former teacher, Justin Trudeau, and offered 
workshops facilitated by NGOs, classroom 
teachers, and in-house and visiting university 
professors. While many of the workshops focused 
on themes of environmental sustainability, other 
topics related to GCE were also represented, such 
as civil liberties, social justice, and peace 
education. Two of the focus groups used in this 
study were conducted over lunch during the week 
of Transition to Practice PD activities. 

Nature of the environment into which it is being 

introduced 

Current Faculty Environment 

• Collaboration between Faculty and extra-
curricular PD program in GCE; 

• Conflicting conceptions of PD within the 
Faculty. 

Future School Environment 

• Foreseen personal barriers to GCE*; 

• Foreseen environmental barriers to 
GCE*. 

The B.Ed program in which this case study is 
situated is a full-time one-year post-undergraduate 
degree in the anglophone sector of one Canadian 
Faculty of Education. The program is divided into 
three divisions: primary/junior (kindergarten-
grade 6), junior/intermediate (grades 4-10), and 
intermediate/senior (grades 7-12). The program 
has an enrolment of approximately 800 students, 
the majority of whom are racialized “white” and 
many are women in their mid-twenties.  
 
While the GCE PD program under study is extra-
curricular, members of the GCE team also teach 
in the Faculty and as a result have opportunities to 
incorporate GCE into their teaching, as well as 
building bridges with other Faculty members to 
offer in-class workshops in other courses and to 
promote extra-curricular PD opportunities in 
GCE. The GCE team receives considerable 
support from the Faculty for publicity for PD 
activities and collaboration in the planning of 
conferences, workshops, and film viewings. 
 
The school environments in which pre-service 
teachers are conducting practica and looking for 
future employment vary greatly from school to 
school with regard to their openness to and 
experience with GCE. While themes common to 
GCE can be found in various provincial 
curriculum documents (most notably 
environmental sustainability), no explicit mandate 
exists for many of its components such as social 
justice and peace education.  Given the substantial 
demands of the existing curricula, therefore, some 
see GCE as an “extra” that they may or may not 
have time to include in their teaching. Similarly, 
many progressive pedagogies used in GCE are 
currently in use in many classrooms across the 
country, however, these approaches vary with 
individual teachers and the resources available to 
them.  
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Changed pedagogical practice 

• Change in pre-service teachers’ 
understanding of GCE and required 
pedagogy. 

Opportunities to develop instructional units in 
teacher education classes and to implement these 
units during pre-service teachers’ practica; 
participating in film discussions regarding 
pedagogical practices and potential resources; 
organizing a university wide mini-enrichment 
week comprised of global education activities for 
30 grade eight students; and creating and 
reviewing existing GCE resources for the website 
all serve to develop pre-service teachers’ 
understanding of GCE and its required pedagogy 
by engaging them as creators, evaluators, and 
participants in learning.  

 

 

 

 

 

 

 

 

 

 


