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ABSTRACT 

Academic literature has revealed critical debates on the role of education in the current global 

world. There are various local, regional and global problems which call for responsible action. 

These include climate change and combating environmental degradation, pollution, terrorism, 

poverty, outbreak of diseases, civil conflicts, and these pose severe problems to humanity and 

animals. Education managers are called upon to craft policies for addressing these challenges by 

designing a curricula and process of education to reflect skills and values for human rights, 

humanitarian norms, peaceful resolution of conflicts, sustainable development and other issues as 

elements of local, national and global citizenship. Critics keep questioning whether contemporary 

citizens need to play a more active role in the global village and people in Zimbabwe, who live in 

an international cosmopolitan universe, are certainly no exception. The global development trend 

in citizenship education is consequently unavoidable. It is a pity that global citizenship education 

did not attract the attention of local school educators and researchers until the end of the last 

millennium. Before that, not so many relevant research reports were published in Zimbabwe. Of 

the limited number of research studies, none is related to the understanding and explanation of 

teachers’ perception of what global citizenship education would entail in Zimbabwe. This study 

attempts to bridge this gap.  

The formulation and implementation of the new Zimbabwe Curriculum Framework demonstrates 

the commitment of the Ministry of Primary and Secondary Education in Zimbabwe (MoPSE:2015) 

to develop an education system that has integrity and is accepted and respected both locally and 

internationally. According to MoPSE (2015), the Zimbabwe Curriculum Framework should shift 

from being content-based to a competency-based curriculum which focuses on the learners’ 

capacity to apply knowledge, skills and attitudes in an independent, practical and responsible way. 

This would enable Zimbabwe to be competitive in its domestic market as well as to engage 

gainfully in the global market. Zimbabweans’ heritage, history, culture and traditions make them 

unique in their own country, in the region and in African and global contexts. Learners will be 

supported in developing and promoting their ethnic identity and stressing the linkages between 

local cultures and national identity. Intercultural understanding and tolerance will be promoted 

through learning about each other’s arts and crafts, music and dances, poems, rituals, cuisine and 
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apparel rooted in indigenous knowledge systems (IKS). This thesis concludes by highlighting the 

significance of global citizenship education in Zimbabwe.  

 

The purpose of the study was to investigate the experiences and views of selected teachers who 

participated in the Connecting Classrooms Programme (CCP), a programme underpinned by the 

philosophy of Global Citizenship Education (GCE). According to Ministry of Primary and 

Secondary Education (2015), the Zimbabwean curriculum is lagging behind with respect to 21st 

century non-cognitive skills. The curriculum emphasises the development of strong content 

knowledge at the expense of critical skills and core competencies for life and work.  The MoPSE 

in Zimbabwe places the emphasis mainly on local heritage and national pride; hence it needs to be 

widened to include an international dimension in order to equip learners with the skills they need 

in this rapidly changing environment. This study examines the factors influencing the formation 

of the experiences and perceptions of Zimbabwean teachers who teach in schools where the 

Connecting Classrooms Programme is implemented. 

 

Data were collected through a mixed method approach comprising a questionnaire survey and 

follow-up interviews and focus group discussions. This study is a mixed-methods study that 

includes positivist and phenomenological elements. The positivist component measures teachers’ 

views of GCE and the phenomenological component of their lived experiences of being directly 

involved in the Connecting Classrooms Programme, which is a curriculum-based programme 

employing methods of instruction aligned to global citizenship education. The data analysis is 

based on the principles of pragmatism, i.e. blending both positivism and phenomenological 

approaches within a largely pragmatic framework, as the researcher acknowledges the importance 

of both approaches in answering the research questions posed. The two-fold purpose of the 

research is to measure teachers’ views of GCE and to understand their lived experiences of GCE 

through the Connecting Classrooms Programme in terms of meaning-making. The key findings 

are that teachers view CCP as a vehicle for transmitting GCE to the learners and that the 

Programme was found to be influential in shaping their global perception of citizenship education.  

 

The findings of the study have implications for the policy and practice of preparing competent 

school civic educators in the new global era of civic education. In practice, pre-service and in-
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service teacher education programmes in Zimbabwe should be better equipped to suit the 

contextual needs and global developments identified in the study. On the policy side, education 

policy makers are expected to work hand in hand with all the stakeholders such as teachers, school 

leaders and teacher educators to ensure adequate provision of teacher education opportunities for 

civic education teachers in Zimbabwe. A deeper examination of the teachers’ perceptions of GCE 

and how they experienced CCP in the curriculum revealed an uncritical perspective, one which 

emphasizes an increase in the awareness of global issues such as environmental sustainability, 

peace and conflict resolution, social justice etc. rather than unpacking the structural conditions that 

bring about social injustices such as neo-colonialism. 
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OPSOMMING 

 

Die afgelope aantal dekades is Globale-burgerskapopvoeding, of te wel Global Citizenship 

Education (GCE), terug op koers. Die rede hiervoor is die bewuswording by regerings in verskeie 

jurisduksies van ‘n toenemende behoefte aan verantwoordelike optrede en toegewyde deelname 

deur burgerlikes. Met die groterwordende invloed van globalisering word konvensionele 

beskouings van burgerlike opvoeding uitgedaag. Kritici bevraagteken voortdurend die nodigheid 

daarvan dat die hedendaagse burgerlike meer aktief in die wêreldstad betrokke behoort te wees en 

die mense in Zimbabwe, wat hulle daagliks in ‘n internasionale kosmopolitaanse sfeer bevind, is 

sekerlik geen uitsondering nie. Beïnvloeding deur wêreldwye tendense in burgerskapopvoeding is 

onvermydelik en dit is ‘n jammerte dat Globale-burgerskapopvoeding nie reeds voor die einde van 

die laaste millennium die aandag van plaaslike opvoeders en navorsers getrek het nie. Voorheen 

is min relevante navorsingsverslae in Zimbabwe gepubliseer en nie een van hierdie beperkte aantal 

navorsingsondersoeke is gemoeid daarmee om onderwysers se opvattings oor die aard van 

Globale-burgerskaponderwys in Zimbabwe te verduidelik en te verstaan nie. Met die studie word 

daar ‘n poging aangewend om hierdie leemte te vul.  

 

Die formulering en implementering van ‘n nuwe kurrikulumraamwerk vir Zimbabwe getuig van 

die toewyding van die Minister van Primêre en Sekondêre Onderwys (MoPSE) aan die 

ontwikkeling van ‘n onderwysstelsel wat van integriteit spreek en wat plaaslik, sowel as 

internasionaal, aanvaar en gerespekteer kan word. Volgens die narratiewe verslag, verskuif die 

fokus met die Nuwe Kurrikulumraamwerk vir Zimbabwe (soos wat dit bekendstaan) van ‘n 

inhoudsgebaseerde kurrikulum na ‘n bevoegdheidsgebaseerde een, wat dit ten doel stel om leerders 

se vermoëns te slyp om kennis toe te pas en hulle vaardighede en gesindhede op ‘n onafhanklike, 

praktiese en verantwoordelike wyse te ontwikkel. Dit behoort Zimbabwe in staat te stel om 

mededingend te wees in die plaaslike mark, sowel as om suksesvol betrokke te raak in 

wêreldmarkte. Zimbabwiërs se erfenis, geskiedenis, kultuur en tradisies maak hulle uniek; nie net 

in hulle eie landstreek en in Afrika as ‘n geheel nie, maar beslis ook wêreldwyd. Ondersteuning 

behoort aan leerders gegee te word in hulle ontwikkeling en bevordering van ‘n etniese identiteit 

en die verband tussen plaaslike kulture en nasionale identiteit kan beklemtoon word. Voorts kan 
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interkulturele begrip en verdraagsaamheid bevorder word deur meer van mekaar se kuns, 

handwerk, musiek en dans, digkuns, rituele, kookkuns en kleredrag, gesetel in inheemse 

kennissisteme (IKS), te leer. Tydens die ondersoek is tot hierdie gevolgtrekkings gekom en die 

belangrikheid van Globale-burgerskaponderwys in Zimbabwe is bevestig. 

 

Die doel van die studie was om die ervarings en beskouings van ‘n gekose groep onderwysers te 

ondersoek. Hierdie onderwysers het deelgeneem aan die Skakel-klaskamers-program (Connecting 

Classrooms Programme, CCP), ‘n program wat ondersteun word deur die beskouing van Globale-

burgerskaponderwys (GCE). Volgens die Ministerie van Primêre en Sekondêre Onderwys (2015), 

gaan die Zimbabwiese kurrikulum mank aan die ontwikkeling van nie-kognitiewe vaardighede 

soos wat tans in die 21ste eeu vereis word. Die kurrikulum benadruk eerder die ontwikkeling van 

rigiede inhoudskennis en dit ten koste van kritiesnoodsaaklike vaardighede en kernbevoegdhede 

wat onontbeerlik in die lewe oor die algemeen is, maar ook belangrik is in die werkplek. Die 

MoPSE in Zimbabwe plaas die klem hoofsaaklik op plaaslike erfenis en nasionale trots terwyl dit 

nodig is dat kurrikulumverruiming plaasvind. Dit sal leerders toerus met die nodige vaardighede 

om in ‘n snelveranderende omgewing aan te pas. Hierdie studie ondersoek die 

beïnvloedingsfaktore wat uit die inligting oor die ondervindinge en opvattings van Zimbabwiese 

onderwysers (wat skoolhou waar die Skakel-klaskamers-projek geld) spruit. 

 

Data is ingewin deur die aanwending van ‘n gemengde-metode-benadering bestaande uit ‘n 

vraelysondersoek, opvolgonderhoude en fokusgroepbesprekings. Die studie sluit positivistiese 

sowel as fenomenologiese elemente in. Die positivistiese komponent meet die onderwysers se 

beskouing van GCE en die fenomenologiese komponent lewer verslag oor onderwysers se ervaring 

van direkte betrokkenheid in die Skakel-klaskamers-program (CCP). Dit is ‘n 

kurrikulumgebaseerde program met instruksiemetodes ooreenstemmend aan Globale-

burgerskapsonderwys. Die data-ontleding is gebaseer op die beginsels van pragmatisme en is 

byvoorbeeld ‘n vermenging van positivistiese sowel as fenomenologiese benaderings binne ‘n 

grotendeels pragmatiese raamwerk, aangesien die navorser die belang van albei hierdie 

benaderings erken en daarvolgens antwoorde op die navorsingsvrae verskaf. Die tweeledige doel 
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van die navorsing is om onderwysers se opvattings oor GCE te bepaal en om te verstaan wat hulle 

lewenservarings rondom GCE is. Voorts word onderwysers se betekenisvorming op grond van die 

Skakel-klaskamers-program ondersoek. Die sleutelbevindings is dat onderwysers CCP as ‘n 

manier van GCE-oordrag na die leerders beskou en daar is ook vasgestel dat die program 

onderwysers se algemene opvatting oor burgerskaponderwys beïnvloed. 

 

Die bevindings van hierdie studie blyk nuttig te wees vir beleidmaking en praktyke rakende die 

voorbereiding van bevoegde opvoeders in skole in die nuwe globale era van burgerskapopvoeding. 

In die praktyk behoort voordiens-, sowel as indiensonderwysopleidingsprogramme in Zimbabwe 

beter toegerus te wees om die kontekstuele behoeftes en globale ontwikkelings, soos geïdentifiseer 

in die ondersoek, aan te spreek. Aan die beleidskant word verwag dat onderwysbeleidmakers soos 

onderwysers, skoolleiers en onderwyseropvoeders saam behoort te werk ten einde voldoende, 

gepaste voorsiening van onderwyseropvoedingsgeleenthede vir burgerskapopvoeders in 

Zimbabwe te verseker. ‘n Meer indiepteondersoek van die onderwysers se opvattings oor GCE en 

hoe hulle CCP in die kurrikulum ervaar, het ‘n kritieklose perspektief onthul; een wat benadruk 

dat daar ‘n toename is in die bewustheid van wêreldkwessies soos omgewingsvolhoubaarheid, 

vrede en konflikoplossing, sosiale geregtigheid en dies meer, eerder as dat die kernoorsake van 

sosiale ongeregtighede, soos neo-kolonialsme, aandag geniet. 
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1.0 CHAPTER 1 – INTRODUCTION AND BACKGROUND INFORMATION 

 

1.1 Introduction to the study 

This study sought to explore Global Citizenship Education (GCE) with a focus on the Connecting 

Classrooms Programme (CCP) in Zimbabwe.  According to Ministry of Primary and Secondary 

Education (2014), there is growing consensus that education should extend its traditional goal of 

advancing student mastery of subject-centred scholastic knowledge to include the development of 

individuals who can prosper in complex and changing social, cultural and economic worlds. GCE 

has gained traction over the past one to two decades and the Government of Zimbabwe realised 

the importance of internationalism, responsible behaviours, and participation from its citizens. 

Critics keep emphasizing the active role that contemporary citizens need to play at an international 

stage. People in Zimbabwe who live in a global world are for sure no exception. Preliminary 

research suggests that learning in Zimbabwe (curriculum and pedagogy) is teacher-centred and it 

focuses heavily on achievement test scores as a means of assessing students’ progress. GCE is a 

broad term which Marshall and Arnot (2007) describe as several overlapping issue-based 

educational areas including development education, environmental education, human rights 

education, citizenship education, international education, multicultural education and education 

for sustainable development. The concept of GCE was popularised by Oxfam (2006) which states 

that GCE encompasses strands of development education, environmental education and 

citizenship education within UK policy narratives.  

 

According to Ndawi and Maravanyika (2011), at independence in 1980 Zimbabwe inherited a 

curriculum that was essentialist in nature and to date no significant reforms have been made to 

align the curriculum to emerging global trends. Essentialism in this context holds that teachers are 

the fountain of knowledge and that students are empty vessels waiting to be filled with knowledge 

that teachers possess.  According to Freire (1970), this teaching style is commonly referred to as 

banking system of education. Global citizenship education (GCE) through the Connecting 

Classrooms Programme (CCP) in Zimbabwe, however, inspires action, partnerships, dialogue and 

cooperation through formal and non-formal education. GCE is premised on progressivist theory, 

which centres the curriculum on the experiences, interests and abilities of the learner. According 
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to Cohen (1999), progressivism stimulates schools to broaden their curricula, making education 

more relevant to the needs and interests of students.  

 

According to UNESCO (2014), in Zambia, for instance, students/learners1 in primary schools are 

taught about democracy and human rights, and in secondary schools they are exposed to civic 

education. An example from Manitoba, presented at the UNESCO Forum in Bangkok, illustrated 

a new optional Grade 12 Social Studies course, ‘Global Issues, Citizenship and Sustainability.’ In 

this instance, students establish community-based action-research projects that match their 

interests to current social, political, environmental and economic affairs. The focus is on four 

pillars – learning to know, learning to do, learning to be, learning to live together – and allows for 

a holistic focus on student learning. 

 

 

Connecting Classrooms Programme 

According to the British Council (2006), the Connecting Classrooms Programme (CCP) is a 

British Council-funded global programme that started in 2007 in Zimbabwe. CCP offers a range 

of activities for teachers, school leaders and other education officials, all with the aim of enhancing 

Global Citizenship Education by supporting teachers and learners to be prepared for a globally 

interconnected world. In the first and second phase of implementing the CCP teachers were offered 

schools exchange visits as well as face-to-face and online professional development courses (i.e. 

School Leadership Course, ICT Course and International Learning Courses) to deepen their 

experiences in several practical areas. Over 100 schools in Zimbabwe have been involved in 

different trilateral partnerships with other schools from 24 countries in Sub-Saharan Africa and the 

United Kingdom. The school partnerships receive projects grants annually to work on joint 

curriculum projects focusing on global citizenship themes such as environmental sustainability, 

rights and responsibilities, social justice, peace and conflict resolution, and identity and belonging. 

School exchange visits offer a platform for enriching education and sharing best practices on 

classroom behaviour management, subjects and curriculum, teaching styles, core skills, 

assessment, inclusion and promoting wellbeing. Global citizenship education also entails not only 

 
1
 The terms ‘students’ and ‘learners’ are used interchangeably throughout the thesis. 
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what is taught, but also how it is taught. Access to ICT in schools and its subsequent use in learning 

and teaching enables international engagements, helping teachers to access a wide range of 

teaching resources through an interactive platform – British Council Schools Online.  

 

According to the British Council (2015), from 2015 to 2018 the Connecting Classrooms 

Programme introduced a range of teacher professional development courses with both face-to-face 

and online packages. These training courses aim to support teachers to effectively integrate the 

teaching of core skills in the classroom. Developed by the British Council in collaboration with 

leading education experts, teaching Core Skills consists of seven training packages (Critical 

Thinking and Problem-solving, Creativity & Imagination, Communication & Collaboration, 

Digital Literacy, Leadership & Personal Development for School Leaders, Citizenship, and 

Student Leadership), each designed to develop the teachers’ expertise in teaching the core skills 

and supporting them with integrating these skills into the curriculum. The teachers are equipped 

to introduce the core skills in the classroom, to develop activity plans for embedding core skills 

and put what they learn into practice. They also gain a worldwide support network to help them 

become international educators and prepare students for future life. The British Council achieves 

this by working closely with policy makers and practitioners to deliver high-quality training and 

education.  

 

According Bourn (2011), GCE aims at enhancing experiential learning through teacher-centred 

pedagogies to prepare learners for the world of work and for life skills. Accordingly, this study 

sought to investigate: 1) Teachers’ views of how the Connecting Classrooms Programme achieved 

the aims of GCE; 2) The impact of the Connecting Classrooms Programme on teaching and 

learning; and 3) Teachers’ lived experiences of the Connecting Classrooms Programme?  

 

Andreotti (2006) states that even though educational themes such as development, conflict, 

difference and environment are important, the way that knowledge about these issues is handled 

is equally important. This means considering the predominant views on these topics, as well as 

how the learners are situated in the knowledge production process and their own views on their 

roles and responsibilities. Without critically interrogating these global and development issues, 

GCE in education institutions is bound to face criticisms. In as much as GCE advocates for 
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globalism and assimilation, Andreotti (2006) adds that power relations and knowledge 

construction in the GCE discourse must be seriously interrogated. If this is not done, educational 

policies and practices can be politicized and narratives lacking historical perspective or context 

can be produced.   

 

According to Jefferess (2008), evidence reveals that education institutions which remove the 

dimension of historical political influence from complex global problems ending up creating 

stereotypes and one-sided views of global problems. A more critical approach to teaching and 

learning about global issues places social justice at the centre. Critical approaches entail an 

educational process which examines ideologies, political economic systems, and other structures 

that create and maintain hegemony, and the ways in which human beings - often through their 

ordinary actions - are implicated in the suffering of ‘distant others’ (Bryan 2013). Central to this 

approach is the quest to understand the power dynamics, challenging assumptions and questions 

that people take for granted. According to Andreotti (2006), this approach gives a much more 

complex and multi-pronged view of issues on development, diversity, peace and conflict, and 

environment sustainability, unlike the ‘soft’ version of GCE currently popular in educational 

institutions. 

 

This study intends to make an original contribution to the research focus area (GCE) in Zimbabwe, 

on the African continent and globally. As the government of Zimbabwe and others have observed, 

there is a dearth of information on curriculum review in the country, making it difficult to be 

responsive to emerging global trends. New cross-curricular dimensions and cross-disciplinary 

subjects are emerging, hence the need to integrate them in the present curriculum. The study seeks 

to explore how the teachers involved in the Connecting Classrooms Programme experienced GCE. 

As such the study can contribute towards stimulating national conversations on updating the 

Zimbabwean curriculum. The study further contributes to the understanding of how the 

implementation of GCE in school settings can be evaluated within the context of Goal 4 of the 

United Nations Sustainable Development Goals (UNSDGs). 

 

GCE came to the attention of Zimbabwe education managers and researchers just over a decade 

ago. We have not had so many relevant research reports published locally. Of the few research 
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studies available, I have not come across one that speaks to the understanding and experiences of 

teachers’ global perceptions on GCE within a Zimbabwean context. This thesis seeks to fill this 

gap. 

 

The focus of this study was GCE and the researcher used Critical Theory (CT) as a theoretical 

framework to guide and structure the research design and analysis. According to Andreotti (2006) 

Critical theory does not imply right or wrong, biased or unbiased, true or false, but rather an inquiry 

to comprehend the origins of assumptions and implications. Critical global citizenship education 

creates a platform for students to reflect on their own position and privileged assumptions, and 

those of others within global society. Critical theory shall be elaborated upon in the next chapter, 

the literature review to interrogate soft GCE through CCP, challenging existing assumptions and 

structures, old and new, that maintain inequality and privileged positions. By looking at GCE 

through the lenses of Critical theory, the researcher sought to understand the origins of assumptions 

and implications related to GCE.  

 

CT places learners at the heart of education and interrogates subject matter taught in schools with 

a view to unravel local and global injustices. The theory advocates for learner-centred and 

participatory learning through role play, debates, peer learning, peer assessment, field trips, etc., 

which promote critical thinking and problem-solving as opposed to the banking system in which 

the teacher is viewed as the fountain of knowledge who deposits knowledge and facts in the empty 

students. The theory also contends that global citizenship does not imply the consummation of 

local identity and heritage by the European/Western forms of education, but rather, the recognition 

and assimilation of Indigenous Knowledge Systems (IKS). As such learners must understand the 

complex world wide web-social, economic, political and technological power relations/dynamics. 

As demonstrated in Chapter 4 and 5, CT was used to ascertain if the content, activities and 

experiences of teachers regarding GCE was applicable and relevant to teaching and learning as 

well as engendering global awareness.    
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1.2 Statement of the problem    

Currently young people in Zimbabwe are faced with problems such as unemployment, HIV/AIDS, 

and drug and substance abuse, among others; hence the need for the education curriculum to equip 

them with the necessary life skills to find solutions to these problems. According to Dambudzo 

(2015), currently the education is not adequately developing the learners’ hearts, hands and heads. 

Furthermore, it is falling short in addressing the socio-economic problems facing the learners. 

Moreover, teachers are not familiar with a 21st-century curriculum. There is a need to continuously 

contribute towards the literature in Zimbabwe on how to incorporate GCE into the schools’ 

curricula.  

 

According to Nziramasanga Presidential Commission on Education and Training Report (1999) 

school curriculum is a window through which Zimbabwe’s worldview can be identified. This 

Commission was appointed in 1999 by the President of Zimbabwe to inquire into and report upon 

the fundamental changes necessary for the current curriculum at all levels so that their education 

would equip learners with the requisite 21st century non-cognitive skills. The Report, among other 

things, underscores the importance of citizenship education which must be central in the 

curriculum in order to address problems such as vandalism, violence and indiscipline in schools 

and society. According to the report, citizenship education could be the solution to learners’ moral 

decay as it promotes the relevant ethical values, and individual and collective responsibilities for 

protecting property and valuing human life. According to the Presidential Report (1999), crime 

and delinquency in schools attest to the fact that the principles of Ubuntu/Hunhu2 are currently 

lacking in society and the formal education process.  

 

Zimbabwe is made up of diverse people, hence its curriculum should cater for the diversity of its 

learners in terms of developing their competencies. The curriculum must not only embody the 

values of the elites, but the values appropriate for a heterogenous society whilst also moving with 

global trends.  No curriculum is timeless, every curriculum is affected by its location in time – 

hence the need for the Zimbabwean curriculum to be responsive to emerging trends. It is therefore 

 
2
 The African philosophy of ubuntu (humanness) entails the caring for the self and other human beings, and for the 

entire biophysical world. Ubuntu derives from the aphorism ‘Umuntu ngumuntu ngabantu’ [translation?] found in 

the Nguni languages of Zulu, Xhosa or Ndebele. In ChiShona, the equivalence of ubuntu is hunhu (Le Grange 

2011). 
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apposite to investigate the Connecting Classrooms Programme (CCP), which aims to introduce 

approaches to teaching and learning that are responsive to the issues raised above. One hundred 

teachers participated on the CCP and the teachers are spread across the country in both urban and 

rural areas. As shall be explained later, at each school there are one or two teachers involved in the 

programme, depending on the size of the school. 

 

Given the background outlined above and the absence of literature on the topic in Zimbabwe, the 

following research questions were posed: 

 

● How do teachers participating in the Connecting Classroom Programme view global 

citizenship education?  

● How has teachers’ participation in the Connecting Classroom Programme influenced their 

teaching and learning of GCE? 

● How do teachers experience their involvement in the Connecting Classrooms Programme? 

 

1.3.1 Objectives of the study 

● To document how teachers conceive of the concept of global citizenship education.  

● To find out how teachers view global citizenship education within the Zimbabwean 

curriculum. 

● To investigate teachers’ experiences as a result of their participation in the Connecting 

Classrooms Programme. 

 

1.3.2 Research methodology  

The purpose of the study was to fill in gap in the literature on the development of global citizenship 

knowledge and skills for the teachers in Zimbabwe.  The research design for this study was 

presented largely through qualitative methods with a small quantitative component. This study 

used a mixed-methods design underpinned by the philosophical tradition of pragmatism. The 

researcher adopted a qualitative descriptive approach aimed at giving a holistic account of the 

process and activities of the Connecting Classrooms Programme to address issues of global 

citizenship education. The framework that was developed for this thesis supports evaluating 
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participants’ perspectives. Since ‘meaning’ is of essential concern in the qualitative approach, as 

Bryman (2004) observes, the participants’ perspectives on their own conceptions of practice was 

the focus.   

 

As will be explained in detail in Chapter 3, the research questions drove the process of producing 

data. Concerning Question 1, the teachers’ views were measured using a Likert Scale. The 

researcher employed simple random sampling, i.e. choosing units from the sampling frame 

randomly, so that each unit had an equal chance of being selected, so that there was an equal chance 

of selection participants in relation to variables such gender and age range. Fifty teachers 

participated in the questionnaire survey. Data for research Questions 2 and 3 was produced through 

purposive sampling by conducting both individual interviews and focus group discussions (FGDs). 

Individual interviews were conducted with selected teachers to produce data in response to 

research Question 2.  Interviews were conducted with 10 teachers, ensuring a mix of teachers after 

taking into consideration geography (urban-rural), sex, age, school type (primary or high) and 

years of teaching experience. Two focus group discussions with 5 teachers in each group were 

conducted for responses to research Question 3. So, the 10 teachers who participated in the 

individual interviews were different from the 10 teachers who participated in the FGDs. For 

triangulation purposes, the teachers who participated in the individual interviews and FGDs were 

different from the 50 teachers who completed the questionnaires. The researcher analysed 

qualitative data using the constant comparative method-a grounded theory approach. He also 

incorporated persistent observation of qualitative data as an analytical approach to the qualitative 

data. The quantitative data were analysed using descriptive statistical analysis.  The researcher 

included semiotic analysis as part of data analysis because he used visual data in the empirical part 

of the study. The analysis sought to interpret the different graphs, pie charts and tables in order to 

give them meaning.   

 

1.4 Reflexivity in research  

According to Palaganas, Sanchez, Caricativo and Molintas (2017), conducting qualitative 

research, especially fieldwork, changes a researcher in many ways. Through reflexivity, 

researchers remain open to the changes they encounter through the research process and the way 

that these changes can affect the process. The definition and position of a researcher becomes 
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important in the research process. When the position of the researcher is challenged, the 

importance of reflexivity in the research process is justified. 

 

According to Dowling (2006), reflexivity entails analytical attention to the researcher's role in 

qualitative research. It is both a concept and a process. As a concept, it refers to a certain level of 

consciousness. As noted by Lambert, Jomeen and McSherry (2010), reflexivity involves the 

researcher acknowledging that they are part of the research process. It is about the recognition that 

a researcher also lives in the social world they are investigating. Reflexivity as a process entails 

self-analysis of the role of subjectivity in the research process. Parahoo (2006) observes that it is 

an on-going process of cultivating self-awareness on the part of the researcher to guard against 

importing their social background and assumptions into the findings. However, this does not mean 

the researcher’s worldview can be totally disregarded.  

 

According to Streubert, Speziale and Rinaldi Carpenter (2003), conceptualizing the tenets of 

qualitative research can be buttressed by reflexivity. These tenets include a sound research design, 

use of inference, responsiveness, establishing an appropriate sample, and applying sound ethical 

considerations, as observed by Morse, Barrett and Olsen (2002). Reflexivity has many challenges. 

van der Riet (2012) argues that total disconnect of the researcher may not be feasible in the research 

process. Furthermore, she posits that researchers should note attitudes and actions of participants 

and should be aware of findings that gives a more positive impression than they are in fact (van 

der Riet, 2012). Any finding is the product of the researcher’s interpretation. The qualitative 

research is an interactive process that is bound to be influenced by the values of the investigator; 

therefore, the idea that interviews should be, or could be, neutral is not feasible. According to 

Miller (2000), interviews should be treated as a piece of social interaction in which the researcher’s 

contribution is as interesting as that of the interviewees.  

 

According to Burns (1999), reflexivity facilitates deeper understanding of the subject under 

investigation. This means that that the researcher can tap into the social world of the subjects 

during the research to comprehend emerging data. In as much as the researcher’s own experiences 

and views can influence the research process, the research focus, however, should be premised on 
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the perspectives of the participants. In this study, I kept an open mind to understand and listen to 

what was said by the participants.  

 

During the analysis phase I was able to draw on the understanding of the Connecting Classrooms 

Programme and GCE discourse to substantiate what the participants were saying. Simultaneously, 

it was critical for the researcher to continuously re-examine his role and responsibility in the 

research process and remain focused on the content of the interviews. The researcher 

acknowledged that this research had both enabling power as well as limitations for social change 

and development. The researcher saw the value of putting across views from the teachers who had 

direct experiences of CCP and acting in line with GCE. However, there were instances during the 

data collection when the researcher identified with the concerns of the teachers and assured them 

that the study would serve as a tool for change, if utilized appropriately by policymakers and 

development practitioners. The researcher also improved his competencies and ensured the 

accuracy of what he was doing through literature review and attending research workshops for 

doctoral students. He realized he was not only challenged to develop skills as a researcher, but 

even his basic values as an individual. The researcher developed correct questioning techniques as 

well as questions that could be understood by the teachers in order to elicit the appropriate data for 

the study. 

 

1.5 Ethical considerations  

The ethical risks were low as the researcher ensured that participation in the study was voluntary. 

Anonymity and confidentiality were preserved. The researcher sought permission from relevant 

organisations such as the Ministry of Primary and Secondary Education in Zimbabwe and the 

schools to conduct the study and submitted the application for ethical screening to the Department 

of Curriculum Studies as well as to Stellenbosch University’s Research Ethics Committee (Human 

Research). The relevant ethical considerations will be elaborated upon in Chapter 3. 

 

1.6 Validity, reliability, credibility, trustworthiness 

The reliability of the survey instrument was established by calculating the Cronbach alpha 

coefficient for each of the items. According to Tavakol and Dennick (2011), the Cronbach Alpha 

coefficient gives a measure of the internal consistency of a test or scale and it is expressed as a 
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number between 0 and 1. Internal consistency describes the extent to which all the items in a test 

measure the same concept or construct, and hence it is connected to the inter-relatedness of the 

items within the test. Internal consistency was determined before a test was employed to ensure 

validity. In addition, reliability estimates indicate the amount of measurement error in a test. The 

validity of the items of the instrument and the interview questions (individual and focus group) 

were determined by experts on GCE. As shall be shown in the data presentation chapter, thick 

descriptions were presented on the qualitative data produced to enhance the trustworthiness of the 

study. 

 

Merriam (1998) asserts that the qualitative researcher must recognise that reality is all-

encompassing, multifaceted and always in a state of flux. Therefore, the researcher and research 

participants sought to ensure validity into the various stages of this research from data collection 

through to data analysis and interpretation. Validity was concerned with whether the research 

would be believable and true, and whether it was evaluating what it set out to evaluate. Burns 

(1999) argues that validity is an important element in evaluating the quality and acceptability of 

research. Researchers usually use different instruments to collect data, hence the quality of these 

instruments is critical, because the conclusions that researchers draw are based on the information 

that they obtain through using these instruments. Fraenkel and Wallen (2003) highlight that it is 

important that the data and the instruments be validated.   

 

1.7 Summary 

This chapter summarizes the main ideas of Global Citizenship Education. Based on the discussion, 

it is reasonable to argue that global citizenship education should be the main theme of civic 

education in the future. Putting the discussion in the Zimbabwean context, the development and 

implementation of GCE in Zimbabwe has been championed by the Connecting Classrooms 

Programme. There is evidence to substantiate that global citizenship education should be 

integrated into the Zimbabwean curriculum as indicated by the Nziramasanga Comission (1999). 

The Ministry reaffirms that the goal and purpose of the curriculum is to equip students with the 

requisite knowledge, skills and attitudes about the wider world and our place within it. For 

Zimbabwean students to compete with the best in the world, the national curriculum framework 
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must develop young Zimbabweans who are knowledgeable, can think critically, creatively and 

have leadership skills and are able to communicate effectively.  

 

To ensure that the researcher elicits the experiences of the teachers with regards to GCE through 

implementation of CCP, teachers – who are the key implementers – have been selected as the main 

subjects of this study. In the light of this, factors affecting the teachers’ views of GCE have been 

studied. The study demonstrates that the teachers’ experience of global citizenship education 

within the Zimbabwean curriculum can be ascertained. The next chapter looks at the history of 

Zimbabwean education as it relates to GCE. It also addresses the major findings of the research on 

the topic that has been conducted internationally, the debates that emerged from these studies, and 

the gaps in research on global citizenship education.  

 

1.8 Chapter outlines 

 

Chapter 2 

 

This chapter will review the literature on global citizen education and its impact on curriculum and 

global citizenship knowledge, teaching styles, classroom behaviour management, assessment and 

inclusion. The chapter will also provide the theoretical framework that this thesis has adopted.    

 

Chapter 3 

 

This chapter will focus on the research methodology used in this study. The research design will 

be outlined, including its advantages and disadvantages. The key processes of research such as 

data collection, analysis and presentation will be highlighted. The methods of gathering data used 

in this research will also be outlined. The advantages as well as the disadvantages of all the 

methods used will be highlighted in this chapter. The delineation of the population and the sample 

will also be stated.  
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Chapter 4 

 

This chapter present the research findings, which will be illustrated using text, tables, graphs, 

photographs and charts. 

 

Chapter 5 

 

This chapter the researcher discusses the conclusions reached in the light of the objectives of the 

study. The researcher will discuss the limitation of the study as well as provide recommendations 

which emanate from the conclusions drawn. Finally, the implications of the study in terms of future 

research will be highlighted. 
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2.0 CHAPTER 2 - LITERATURE REVIEW 

 

2.1 Introduction  

As discussed in Chapter 1, different schools of thought approach global citizenship through the 

curriculum delivered by the teacher in different ways. There is a plethora of research on the topic 

of global citizenship. In this literature review chapter, the researcher will discuss the history of 

Zimbabwean education and the way it has addressed the question of global citizenship. The chapter 

will also outline the major findings of research on the topic that has been conducted internationally, 

as well as the debates that have emerged from these studies and the gaps in research on global 

citizenship education. The researcher concludes this chapter with an analysis of the common 

elements emerging from these issues, debates and research findings. The chapter will address the 

following key themes: the role and purpose of education; historical perspectives on curriculum 

development in Zimbabwe; the role of the state in curriculum development; major 21st century 

global challenges; understanding global citizenship; global citizenship theories; education 

philosophies; global citizenship education (GCE); global citizenship and school curriculum; 

studies conducted on GCE; criticisms of GCE and the British Council Connecting Classrooms 

Programme; and the major debates around GCE.  

 

2.2. Background 

Education is a central element in national development. It is considered as an important cog in the 

modernization of Zimbabwe, which has been working towards social and economic development 

since independence in 1980. Considering the Zimbabwean government’s recent observation that 

there is a need for a curriculum review in order to compile a curriculum that is responsive to 

emerging global issues, this thesis argues that the existing Zimbabwean curriculum is indeed 

inadequate and that it could be constructively bolstered through the implementation of GCE. 

According to the Ministry of Primary and Secondary Education, the curriculum review must be 

grounded on the findings of the recommendations of the Nziramasanga Commission (1999), which 

urged the government to buttress the education sector by encouraging the development of both soft 

and hard skills, i.e. practical subjects combined with 21st century non-cognitive skills in order to 

mould school leavers whose skills are relevant in the modern-day world.  
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According to Mawere (2012), the President of the Republic of Zimbabwe appointed a twelve-

member committee under Dr. Capihas Nziramasanga, a distinguished education specialist, in 1999 

to investigate the country’s entire education system. The aim was to look at specific areas in the 

education and training systems requiring change. After a careful consideration of the education 

system, the committee produced a comprehensive report which highlighted the importance of the 

principles of soft skills and the technical skills to underpin the curriculum reforms.  

At independence in 1980, Zimbabwe inherited a curriculum from the erstwhile British colonialists 

that was essentialist in nature. According to Cohen (1999), essentialist theory argues that teachers 

or administrators impose those matters they regard as most important for the students to learn and 

place little emphasis on learners’ interest, particularly when these divert time and attention away 

from the academic curriculum. Essentialism focuses on an essential curriculum that prepares the 

individuals for life confined to culture and traditions of the past. Essentialism refers to the 

traditional approach to education. Essentialist programmes are academically rigorous, for both 

slow and fast learners, calling for a longer school day, academic year and more challenging 

learning materials. According to Cohen (1999), essentialist teachers teach for the examinations, 

focusing heavily on achievement test scores as a means of evaluating learner progress. 

The Ministry of Primary and Secondary education (2015) realises that the curriculum is one of the 

central pillars of the education system. Since the needs of the country and society are in a constant 

state of flux, the curriculum of necessity also must be regularly reviewed to ensure it remains 

relevant to national priorities. As pointed out above, Zimbabwe curriculum is by and large 

premised on essentialism as philosophy where the teacher is viewed as a fountain of knowledge 

and the learner is a passive recipient of knowledge. 

As further background to this review on GCE, the following topics are briefly discussed: the role 

and purpose of education, the relevance of global citizenship to the global workforce, and an 

overview of citizenship education in Africa. 
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2.2.1 The Role and Purpose of Education 

According to Samkange and Samkange (2013), the role and purpose of education – the way we 

define the function of education in a society – to a large extent depends on the philosophy and 

worldviews we adopt to define education and the activities that support such an education. A 

functionalist perspective, for example, defines the role of education in term of its contribution to 

social cohesion (Haralambos 1986). Within the functionalist perspective, education is expected to 

impart norms, values, attitudes and beliefs commonly shared in each community. Such 

responsibilities are widely shared across the communities and are not only left to teachers in 

education institutions. Family plays an important role in educating the children. The school is 

therefore seen as an extension of the family’s work. At present there are concerns that graduates 

being churned out at Zimbabwean educational institutions have reached the highest level of 

education in terms of paper qualifications but are able to make little contribution to their society. 

They lack the skills, attitudes, values and norms that could contribute to the development of 

society. Defining the role of education within an interactionist perspective, however, would instead 

focus on interpreting and understanding meanings, which is next discussed. The interactionist 

perspective entails social interaction in the classroom, on school playgrounds, and at other school 

related venues. Social interaction determine gender-role socialization, and teachers’ role that has 

a bearing on students’ performance.  

Haralambos (1986) notes that individuals build their social realities through interactions and these 

interactions are based on the process of socialisation. Woods (1983) asserts that the interactionist 

perspective explains that assessment in education may need to be revised since the teacher is seen 

as the fountain of knowledge while the students are regarded as empty vessels waiting to be filled 

with knowledge from the teacher. The stereotypical misconceptions that the teachers impose on 

students may not necessarily be what the students are.   

In Zimbabwe, the field of education is required to prepare students for productive participation in 

the modern world of work. Education institutions might be focusing on developing reading, writing 

and mathematical skill, but at the same time might be neglecting other aspects of education, such 

as the soft skills, i.e. communication and collaboration, critical thinking and problem-solving, 

digital literacy, leadership, creativity and imagination and conflict resolution. Globalization and 

technological advancements are changing the requirements of employers, who in recent years have 
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begun to look out for employability skills mainly related to soft skills, i.e. job seekers who are 

more agile, better team members and more adaptable.  

Indeed, as will become clear in this thesis, the challenge within the education system is that there 

is far less training provided for soft skills than hard skills. According to Coates (2006), hard skills 

are technical or administrative procedures related to an organization’s core business. Examples 

include machine operation, computer protocols, safety standards, financial procedures and sales 

administration. These competencies are easily noticeable; they can be quantified and they are 

measurable. They are also easy to train, because most of the time the skill sets are brand new to 

the learner and no unlearning is involved. Conversely, soft skills (also known as people skills) are 

usually hard to observe, quantify and measure.  

Soft skills or people skills are a necessity of everyday life and they are very important in the world 

of work. They involve how people relate to each other: communicate, listen to each other, engage 

in conversations, the art of giving feedback, cooperation as a team member, problem-solving, 

presence and contributing in meetings. Effective leadership is hinged on these soft skills, for 

example, team building, facilitating meetings, encouraging innovation, solving problems, making 

decisions, planning, delegating, observing, instructing, coaching, encouraging and motivating. 

Therefore, the researcher proposes that schools should devote equal attention to soft skills, which 

are as important as technical or hard skills. According to Chombo (1998), despite the expansion 

of the Zimbabwean education and training system at all levels after independence, school leavers 

or graduates still face an uphill struggle to secure employment because of their lack of these soft 

skills. As Chombo (1998) asserts, technological changes highlight the importance of 21st-century 

skills on the supply side, i.e. education institutions as called upon by the demand side (employers) 

to provide these skills, but many school leavers find themselves in a difficult situation as they are 

not sufficiently equipped with life and employability skills to help them find employment and deal 

with the increased demands and stresses placed on them.  

Moreover, Murinda (2014) points out that another factor that has contributed to youth 

unemployment in Zimbabwe is the mismatch between supply and demand of skills, since the 

curriculum is supply driven as a result of weak linkages between providers and the private sector. 

Stellenbosch University  https://scholar.sun.ac.za



 

18 

 

Furthermore, the Zimbabwean economy is largely based on small to medium enterprises, yet the 

curriculum still lacks an education in entrepreneurship.  

In the next section the researcher discusses the nature of past and present citizenship education in 

Africa. 

 

2.2.2 Overview of Citizenship Education in Africa: past and present 

According to Asimeng-Boahene (2000), in the African traditional set up, citizenship education 

was used to induct new members of the society by passing on of their cultural heritage to the young 

as they instilled a sense of patriotism. The essence of this traditional citizenship education was to 

raise individuals who were productive and morally upright. It was the responsibility of the entire 

society to discipline and educate individuals. Oral tradition was used as a means of socialisation, 

passing on knowledge, skills, attitudes, and norms and values to the young. There was no 

curriculum blueprint to follow because communication was oral and therefore every member was 

responsible for teaching the young ones the morals and values of the society through reprimand, 

imitation and association. Proverbs, riddles, stories, songs, myths and legends were used to teach 

children to respect their elders, thereby moulding them to develop good morals and positive 

attitudes, grounded in the cultural heritage and values of the society. In most African societies, for 

example, young women learned through socialisation with older women the hands-on execution 

of tasks such as cooking, hoeing and fetching water. According to Asimeng-Boahene (2000), in 

Ghana, as in many other African cultures, every elderly person in the community could discipline, 

educate and raise a child. In Botswana and Zimbabwe young boys herded calves, goats and sheep 

before they started to herd cattle before going into battle, which was common practice in most 

African societies. 

According to Shizha (2005), traditional education, however, was seriously affected by the coming 

of Western forms of education that filtered into the African continent during 19th-century period 

of colonisation. It is alleged that European colonial education replaced and distorted indigenous 

education programmes with a destructive attack on the African psyche. Shizha (2005) goes on to 

say that during the colonial period citizenship education programmes within African societies were 

phased out chiefly because colonialism needed to avoid developing critical African people. 
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Surprisingly, the post-colonial period under the ruling African elite did not adapt and advance 

meaningful and contextualised citizenship education, save for a few cases where the agenda was 

to maintain hegemony and the loyalty of the masses to the military junta and civilian dictators. 

Therefore, citizenship education in modern African societies is said to be premised on Western 

democratic philosophy which is characterized by the supremacy of the nation-state.  

Sibanda (2015) explains that, as a result of serious structural transformations in  the classical  

family  and  educational systems  in  Africa,  countries  such  as  Zimbabwe  have  come  to realise  

the  need  for  incorporating societal  values  and  norms,  ethics, morals  and  sense of responsibility  

in  the whole  school  curricula  so as to maintain value systems, a national legacy and cultural 

heritage. In the same vein, UNESCO (2006) states that a deliberate programme of global 

citizenship education in schools can be a great way of promoting a country’s national ethos. 

Citizenship education could also be taught through extra-curricular activities such as sport, plays 

and debate clubs etc. apart from inculcating cultural norms and values. UNESCO (2006) adds that 

citizenship education can teach humanitarian values such as inclusion of people with disabilities 

in social processes. Also, global citizenship education programmes should be broad-based, 

catering for the needs of learners with special needs.  In the long term GCE has the capacity to 

improve the socio-political and economic advancement of a country. Sibanda (2015) notes that 

citizenship education is crucial to address the Zimbabwean situation, notwithstanding the fact that 

it has been heavily politicised and has, in some cases, lost its intended purpose.  GCE has the 

capacity to develop the socio-political and economic affairs of the country.  

 

2.3 Historical Perspective on Curriculum Development in Zimbabwe 

According to Zvobgo (1996), the daily lives of Zimbabweans, like those of any formerly colonised 

society, are shaped by their colonial history. To fully understand and appreciate the limitations of 

the Zimbabwean curriculum, it is necessary to analyse the history of education and how it has 

influenced much of the post-colonial education system in Zimbabwe. The challenges that 

Zimbabwe faces in reforming its education system stem from its colonial legacy. For almost a 

hundred years, while Zimbabwe was under colonial rule, most locals were marginalised from 

participating in government policies and the political decision-making that affected the education 

system. 

Stellenbosch University  https://scholar.sun.ac.za



 

20 

 

 

According to Shizha (2006), colonial education was designed to advance the priorities of the 

colonial administrators, who determined the nature of the political and socio-economic systems. 

African schools, he adds, were meant to produce a population who would provide manual labour. 

The condemnation of indigenous knowledge systems resulted in a top-down society marginalising 

the local population from meaningful participation in political, socio-economic activities. He goes 

on to say that the system brainwashed indigenous people and created abnormal complexes, which 

dehumanised and de-Africanised them, leading to an alienated mind-set. 

 

According to Shizha (2005), African people were taught work on colonial masters’ farms and 

factories. Not all Africans wanted to train as agricultural workers. Challis (1979) points out that 

Africans did not want to be confined to simplified industrial training, but instead wanted to acquire 

the advanced technical competencies demanded by the contemporary industries. The policy was 

to bar the locals from acquiring ‘modern’ industrial skills – which was a preserve of the European 

settlers. Consequently, Challis (1979) asserts that Africans were not given equal opportunities for 

self-sufficiency and self-determination in the new socio-economic order.  

 

Shizha (2005) notes that the Zimbabwean Education Act of 1966 limited access to learning, 

upward mobility and career progression through various educational levels. To limit access to 

education, Zvobgo (1996) reports that secondary schooling was divided into two categories: the 

academic level (also known as the F1 system) and the industrial and agricultural level (the F2 

system). As a vocational education approach, the F2 school system was introduced by the 

colonialists under the highly contested ‘New Education Plan’ of 1966. Under this new policy 

colonial administrators ensured that the system lowered transition rates and consequently raised 

dropout rates among local learners (Shizha 2005). 

 

After independence there were no constructive changes implemented to counter the philosophy 

upon which colonial curriculum was founded. Zvobgo (1996) concludes that Zimbabwe’s colonial 

legacies have shaped an essentialist curriculum, hence the calls for a curriculum reform. As such 

the researcher explores the potential of global citizenship education as a response to this call.  
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Next, the researcher looks at the symbiotic relationship between the philosophy of Ubuntu/Hunhu 

and education as proposed by the Nziramasanga commission (1999).  

 

2.3.1 Hunhu/Ubuntu and education in Zimbabwe 

According to the Ministry of Primary and Secondary Education (2015), education should be based 

on a learner-centred, hands-on, multicultural, interactive and real-life approach. It should promote 

innovation, assertiveness, self-motivation, critical thinking and pragmatic application of concepts 

to everyday life underpinned by the philosophy of Hunhu/Ubuntu. The Ministry of Primary and 

Secondary Education (2015) takes this further by saying that any curriculum the world over should 

be buttressed by a philosophy that represents the aspirations, dreams and expectations of the 

citizens of that specific country. In Zimbabwe, education and Hunhu/Ubuntu (humanness) are the 

foundational themes for building learners into useful citizens, inculcating values of cooperation, 

self-reliance and enterprise.  

 

According to Hapanyengwi-Chemhuru and Makuvaza (2014), the philosophy of Hunhu/Ubuntu 

acknowledges that a person is a person through other persons. The philosophy explains that an 

individual is born without full knowledge on how to relate, or walk, or speak, or behave as human 

beings, hence this is acquired through socialisation. The ubiquity of Hunhu/Ubuntu is evident in 

almost every aspect of our lives, for example, in social gatherings, business, in research, in religion 

and in education. Nziramasanga Commission (1999) proposed the adoption of Hunhu/Ubuntu as 

one of the underlying principles of educational provision in Zimbabwe. 

 

Similarly, Bondai and Kaputa (2016) add that a holistic or total education which is aimed at the 

holistic development of the whole person – that is, physically, mentally, spiritually and socially – 

is grounded in the philosophy of Ubuntu/Hunhu. Khomba (2011) adds that the philosophy of 

Ubuntu/Hunhu is important in that it instils a sense of unity and love into people. Mandova and 

Chingombe (2013) concur that Ubuntu/Hunhu is a social philosophy in Shona culture which 

encompasses a morality that celebrates the mutuality, assistance, trust, love, unselfishness, self-

reliance, caring and respect for others, among other norms and values. 
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Higgs (2003) states that much of educational theory and practice in Africa is Eurocentric. In other 

words, advocates of an African Renaissance in educational discourse, such as Seepe (2001), 

African education at present is not a true reflection of African philosophy, but rather a European 

education system that was copied and pasted in Africa. Hoppers (1999) and Seepe (2001) argue 

that the African Renaissance advocates for the adaptation of the Western forms of education 

through recognition and assimilation of indigenous knowledge systems. These scholars contend 

that it is not true that Africans have little or no indigenous knowledge of value that can drive 

educational reforms. The scholars argue that conventional standards for educational achievement 

and success for African children and students are those of Western European capitalist elitist 

cultures, where the English language is deified, and the internalization of bourgeois European 

values is seen as the index of progress. Higgs (2003) warns that if African education systems 

completely ignore the African-oriented philosophies, then the education becomes foreign, 

oppressive and irrelevant, as evidenced by the legacy of colonial and neo-colonial education 

systems in Africa. 

 

Bondai and Kaputa (2016) note that the incorporation of Ubuntu/Hunhu into the education 

curricula from early childhood development (ECD) to tertiary bring in elements of African values 

to do with respect, hard work, love, collaboration, teamwork and unity. These values cut across 

GCE themes like identity and belonging, social justice, peace and conflict, right and 

responsibilities and environmental sustainability. Broodryk (2006) maintains that meaningful 

education is one which embraces humanity and humanness. Broodryk (2006) further remarks that 

the greatest philosophical contribution that Africa can make to the world is finding a way to 

formalise these Ubuntu/Hunhu values in schools. Hapanyengwi-Chemhuru and Makuvaza (2014) 

concur with Broodryk’s (2006) comments when they maintain that education institutions should 

mainstream the teaching of Ubuntu/Hunhu, translating theory into practice and connecting schools 

and communities. Kaputa (2011) argues that this would make education relevant to life, dignify 

manual labour and encourage a spirit of self-reliance. Curriculum designers, working with all 

stakeholders of course, should ensure that Ubuntu/Hunhu is mainstreamed in the education 

curricula with the urgency and seriousness it deserves. In technical learning areas like engineering, 

information, communication and technology (ICT), mathematics, physics and chemistry, the 

values and ethos of Ubuntu/Hunhu such as diligence, integrity, spirit of oneness and cooperation 
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could be inculcated in students through Ubuntu/Hunhu-oriented pedagogies. The next section 

looks at the role of state in curriculum continuity. 

 

2.3.2 Role of the state (politics) in curriculum continuity 

According to Jansen (1991), there are a range of discourses on curriculum continuity in developing 

countries. The technicist explanation focuses on the technological elements of curriculum 

advancements (inputs, outputs, effectiveness and efficiency) to the exclusion of the political 

grounds for curriculum contestation in Africa. Jansen (1991) explains that dependency theory fails 

to account for the national political processes that undermine or promote curriculum change. 

Rodney (1973) observes that dependency theory is a historical idea which constructs the global 

economy in such a way that some countries have an unfair advantage over others. The theory posits 

that resources flow from a periphery of poor countries to a core of wealth countries, enriching the 

later at the expense of the former. Dependency is counter-productive in that a select few (core 

nations) develop at the expense of periphery nations through the restriction of development 

opportunities for the underdeveloped states. Dependency characterizes the international system as 

comprised of two sets of states, i.e. dominant/dependent, centre/periphery or metropolitan/satellite. 

According to Rodney (1973), development and underdevelopment must not be conceived and 

presented as two diametrically opposed concepts, but rather as having a dialectical relationship 

one to the other. Development and underdevelopment help produce each other by interaction.  

 

For a very long time Africa was exploited and compelled to export her resources to Europe 

unfairly. The transfer was facilitated after trade became international; from the 15th century when 

Africa and Europe entered trade deals for the first time along with Asia and the Americas. The 

developed and underdeveloped countries have been trading under capitalism for four and a half 

centuries and the argument is that Africa assisted in developing Europe at the same time as Europe 

caused the underdevelopment of Africa. Frank (1966) takes the argument further contending that 

underdevelopment was and still is rooted in the very same historical process, which saw the rise 

of capitalism itself. Frank (1966) argues that dominant countries saw their greatest economic 

development at times in history when the peripheral countries were at their weakest. Therefore, 

dependency theory postulates that the relations between dominant and dependent states are 
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constantly changing, since the relationships between the developed and developing states tend not 

only to perpetuate but also to intensify the unequal patterns.  

 

According to Jansen (1991), the state influences political and socio-economic change in any given 

country; the same applies for the design and implementation of curriculum policy in Zimbabwe. 

The government of Zimbabwe at independence was focused on curriculum reform, which it saw 

as a vital ideological tool of the country’s social state. The curricular objectives were quite specific, 

i.e. to instil a socialist mind-set among the learners, make manual and mental labour complement 

each other, create content relevant to the Zimbabwean cultural context in order to promote 

cooperative learning and productive development strategies, and to increase opportunities for 

productive employment. As Jansen (1991) argues, education transformation was rooted in a 

background of a deeply rooted colonial legacy that presented the curriculum as largely academic, 

restrictive, and encouraged rote learning facilitated by underprepared teachers.  Teacher-centred 

methods in current practice have been carried over from this history. Teachers operate within 

tightly controlled academic programmes without much flexibility to bring in an international 

dimension. Most of these factors remained intact in the post-independence era.  

 

The curriculum in Zimbabwe is heavily influenced by the ruling party’s (ZANU-PF) political 

ideology. This view is supported by Jansen (1991), who asserts that the traditional tenets of 

nationalism in Zimbabwe are still present in education institutions, i.e. a heavy focus on the history 

of nationalism, so much that the individuals end up with parochial views biased towards partisan 

perspectives. Current debates on citizenship education contend that citizenship must not be tied to 

nationhood only. If schools are to promote global citizenship as an ideal, the nationalist grip on 

schooling must be loosened. Magudu (2012) noted that the ongoing socio-political environment in 

Zimbabwe stifles appropriate implementation of the citizenship education curriculum. He 

discovered that citizenship education has been hijacked by powerful political agendas meant to 

manipulate the young, thereby using them to advance the interest of the ruling elites.  

 

According to Carnoy and Samoff (1990), the search for a more powerful explanation for 

curriculum continuity received considerable impetus from the actors who advanced knowledge 

construction for educational (and curriculum) change. First, the stakeholders assert that the state 
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is the principal force in shaping transition in society, so that politics (not economics) dominates 

the social transformation. Second, the history of the state condition the behaviour of the state in 

the transition, so that educational policy and politics must be interpreted with reference to both 

historical and current political contexts. Third, the dialectical nature of education in the transition 

is characterized by struggles for greater equality of political power in the state.  

 

Apple (1989) argues that the curriculum is a critical arena in which the ideology of the state is both 

projected and contested, hence it becomes a site of conflict and contestation because it embodies 

the values, norms, objectives, interests and direction of the state and other powerful sectors of the 

society. The symbolic value of curriculum is particularly powerful in Zimbabwe, where a high 

premium is placed on uprooting the ideology and values of the colonial class within the context of 

nationalism and patriotism and international power relations. Carnoy and Samoff (1990) highlight 

that, in transition, education is the state’s principal ideological apparatus.  

 

According to Jansen (1991), Zimbabwe inherited a colonial curriculum that was criticized as racist, 

elitist, Eurocentric, competitive, individualistic and capitalist oriented. The victorious Zimbabwe 

African National Union (ZANU) party directed the reconstruction programme in accordance with 

the tenets of scientific socialism. The espoused curricula goals were quite specific: (1) to develop 

a socialist consciousness among students, (2) to adapt subject matter content to the Zimbabwean 

cultural context, (3) to eliminate the distinction between manual and mental labour, (4) to foster 

cooperative learning and productive development strategies as part of the school curriculum, and 

(5) to increase opportunities for productive employment.  

 

Jansen (1991) further observes that the Ministry of Education delivered the Zimbabwe Foundation 

for Education with Production (ZIMFEP) with a view to educating learners in agricultural 

entrepreneurship. In Zimbabwe curriculum policy is centrally managed by the Ministry of 

Education. The principal agency handling curriculum reforms is the state’s Curriculum 

Development Unit (CDU).  According to UNESCO (2010), curriculum administration and 

management in Zimbabwe is quite complex and is strongly influenced by government policy. The 

function of the Curriculum Development Unit is to translate government policies on primary and 

secondary education into measurable objectives, programmes and activities. UNESCO (2010) 
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adds that the aims of curriculum reforms include developing and revising education materials that 

support the syllabuses, promote learner-centred pedagogies, setting examinations and assessment. 

There is an interrelationship between state’s ideology, education reforms and global citizenship 

education. The section above explored some education reforms that were done after Zimbabwe’s 

independence and the next section presents discourse on globalization and education.  

 

2.4 Globalization and Education 

UNESCO (2014) claims that the world is constantly in a state of flux as evidenced by increased 

interconnections between people globally resulting in people holding multiple citizenships. 

Migration is always on the increase due to the ‘death of distance.’ People’s jobs are now 

interdependent, and people can marry spouses from foreign cultures and countries. Therefore, 

globalization poses challenges for education, as it needs to respond to these complex intricacies. 

UNESCO (2017) advises that contemporary schools now need to educate for the future more than 

ever before, as the world’s challenges and opportunities become more compelling. 

 

Oxfam (1997) further asserts that global citizenship education must be central in the curriculum if 

we are going to mould learners who can fit into any society and the world of work across the world. 

He argues that people are having to deal with increasing interdependence and interconnectedness. 

For instance, the impact of an earthquake in Japan is felt by people in distant countries; the oil spill 

in the Gulf of Mexico has serious ramifications for the economies and resource use internationally; 

uprisings in Tripoli generate a huge interest and concerns around the world. Globalization, 

however, is inescapable, and as such it will continue to define the world order and hence the need 

for educators to respond to these trends. 

 

Oxfam (2006) observes that GCE has broad-based learning areas, and therefore it cannot be 

narrowly confined to one learning area. It goes beyond teaching about a distant society as in, for 

example, the subject of Geography. GCE is relevant for all areas of the curriculum, all abilities 

and all age ranges. It should involve the whole school, for it is a worldview shared within an 

institution and is not only concerned with what is taught and learned in the classroom, but in the 

school’s culture. 
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The Ministry of Primary and Secondary Education (MoPSE) (2015) acknowledges that for the 

contemporary Zimbabwean students to compete with the best in the world, the national curriculum 

framework should be reviewed to bring in an international dimension (21st-century skills) in order 

to develop young Zimbabweans who are knowledgeable, who can think critically, creatively and 

have leadership skills and are able to communicate effectively. The curriculum should adopt a 

blended approach for it to be balanced, i.e. embracing international trends whilst at the same time 

contextualising and customising GCE in the Zimbabwe’s rich heritage. In that way, Gardner 

(2006) asserts that the nation-state does not become extinct, but that nationhood becomes the 

starting point of a membership that joins nations with people in other countries. As such, the learner 

should be imbued with the values, ethics and a sense of national identity enabling them to make 

the right choices for themselves, their families and the nation with a view to enduring and 

overcoming life’s inevitable challenges through applying internationalism of GCE. The status of 

being a global citizen is attained by educational goals enshrined in global citizenship framework.  

 

To avert challenges raised by globalisation in terms of GCE, Byram (2010) suggests an education 

premised on intercultural citizenship. In this model, the objective is to promote intercultural 

dialogue among people from diverse cultural backgrounds within and across nation-state borders. 

Byram (2010) underscores the value of an internationalist perspective on intercultural citizenship 

which incorporates the learning of foreign languages. Consequently, a more culturally sensitive 

approach to citizenship education is recommended as it gives exposure to young people to interact 

with people from other cultures. In this regard, GCE is perceived as dealing with the fortunes of 

humankind and is not viewed exclusively within the context of smaller social groups such as 

nations.  

 

Gardner (2006) posits that the internationalism of GCE brings people together worldwide. Kuehl 

(2009) posits that ultimately internationalism in GCE guards against prejudice and hardened 

loyalties to the nation state, which are detrimental to the global goodwill. So, young people are 

mentally prepared through a wider GCE to live and function in a global world. For the global 

citizenship education model to thrive, Byram (2010) advocates for the establishment of political 

and social institutions that cater for many languages and ethnicity. By showing sensitivity to 

cultural diversity, GCE should fully observe and respect the values and cultural identities of other 
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countries. Education must be visionary and future-oriented, in the face of scientific and 

technological innovations and changes, unprecedented socio-economic challenges and 

opportunities and socio-political reforms. The definition of education has changed in recent years 

in the light of major 21st global challenges like poverty, wars, terrorism and outbreak of deadly 

diseases. Next section discusses the major 21st-century challenges facing humanity in this 

globalised context.  

 

2.5 Major 21st-century global challenges facing humanity 

UNESCO (2017) calls on countries to ensure that students receive an education needed to promote 

sustainable development, including among others through education for sustainable development 

and sustainable lifestyles, human rights, gender equality, promotion of a culture of peace and non-

violence, health and well-being, global citizenship and appreciation of cultural diversity and 

contribution to sustainable development. Before I go on to discuss the importance of GCE, I first 

describe the major global problems facing humanity in the 21st century.  Moyo (2009) observes 

that poverty is one of the major problems facing people worldwide, as highlighted below. 

 

2.5.1 Reversing poverty  

According to Moyo (2009), as the affluent continue to advance, billions of people are wallowing 

in extreme poverty characterised by, among other things, a lower life expectancy.  Poverty levels 

remain unacceptably high, especially in Sub-Saharan Africa. The World Bank (2015) reveals that 

there were some 900 million extremely poor people in 2012 and a projected 700 million poor 

people in 2015. According to Moyo (2009), despite more than USD1 trillion in development aid 

given to Africa over the past 50 years, aid has not been able to develop African economies and 

surprisingly the continent is worse off. Between 1970 and 1998, when aid flows to Africa were at 

their highest, poverty in Africa rose from 11 percent to 66 percent. In 2009 Moyo argued that 

Africa was the only continent where life expectancy was below 60 years. To this day Sub-Saharan 

Africa remains the poorest region, where literacy, health and other social indicators have continued 

on a downward trend since the 1970.  Moyo (2009) challenges the objectives and effectiveness of 

the Marshall Plan and Bretton Woods institutions’ conditionalities that call for adherence to 

prescribed Western economic policies. By decimating accountability systems, promoting 

corruption and the brain drain, and by removing pressure to reform inefficient policies and 
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institutions, Moyo (2009) notes that aid guarantees that social capital remains weak and countries 

remain poor. According to Moyo (2009), shortcomings in aid provision also include the crowding 

out of local exports thus increasing sources of conflict.  

 

According to Ouattara (1997), although globalisation has seen a rise in trade, it has not managed 

to redress the skewed distribution of income between developed and developing countries, thus 

raising poverty levels in developing countries. The problem is that developing countries are 

dominated by the developed ones in determining international trade and pricing at the World Trade 

Organisation. Ouattara (1997) goes on to say that the structural adjustment policies (SAPs) 

imposed on low- and intermediate-income countries by the International Monetary Fund (IMF) 

and the World Bank require governments to do the following: 

 

● Reduce government expenditure on education, health care, the environment, and subsidies 

for necessities such as food grains and cooking oils; 

● Devalue the national currency and increase exports by increasing the exploitation of natural 

resources, diminishing the buying power of local wages, and subsidising export-oriented 

foreign investments; 

● Liberalize (open) financial markets to attract speculative short-term portfolio investments 

that create enormous financial instability and foreign liabilities while serving little, if any, 

constructive purpose locally; 

● Eliminate tariffs and other controls on imports, thereby flooding the local markets with 

imported products, undermining local industry and agricultural producers who are unable 

to compete with cheap imports, increasing the strain on foreign exchange accounts, and 

increasing external debt. 

 

Ouattara (1997) notes that, as developing countries accept the strict conditionalities of the World 

Bank and the IMF for receipt of loans, they end up in cyclical debts akin to a fireman attempting 

to put out fire using gasoline. Ouattara (1997) revealed that in 1980 the total external debt of all 

developing countries was $609 billion; in 2001, after 20 years of structural adjustment, it totalled 

$2.4 trillion. In 2001 Sub-Saharan Africa paid $3.6 billion more in servicing debt than it received 
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in new long-term loans and credits. Therefore, Africa spends about four times more on debt-service 

payments than it does on health care. 

 

2.5.2 Preventing all-out war 

Gupta (2016) observes that with the invention of nuclear weapons in the contemporary world, 

world wars must be avoided at all costs as they hold the possibility of destroying the world. This 

century contains more threats from more weapons of mass destruction than ever before. Terrorism 

is rampant and with weapons of mass destruction easily accessible, the threat of a global 

catastrophe is more real than ever before. The world is increasingly concerned by the massive 

recruitment of the young into terrorist groups.  Forced movements of people from war zones and 

failed states put pressure on the resources of the receiving countries and this leads to xenophobia. 

There are also fears of developing terror cells among the migrating people.  The instability in the 

Middle East, Africa and Asia, which has deep historical roots, has also become a global concern.  

 

2.5.3 Deadly Diseases 

The outbreaks of pandemics associated with wars have also been threatening humanity. According 

to the World Health Organisation (2018), of the 56.9 million deaths worldwide in 2016, deadly 

diseases accounted for more than half (54%) the recorded deaths. Deadly diseases were among the 

top ten causes of death. The WHO reveals that ischaemic heart ailments and stroke killed 15.2 

million people in 2016. These diseases have been the biggest killers globally over the last fifteen 

years. Chronic obstructive pulmonary disease claimed 3.0 million lives in 2016, while lung cancer 

(along with trachea and bronchus cancers) caused 1.7 million deaths. Diabetes killed 1.6 million 

people in 2016, up from less than 1 million in 2000. Deaths due to dementia more than doubled 

between 2000 and 2016, making it the 5th leading cause of global deaths in 2016 compared to 

fourteenth in 2000. Lower respiratory infections remained the deadliest communicable disease, 

causing 3.0 million deaths worldwide in 2016. The death rate from diarrhoeal diseases decreased 

by almost 1 million between 2000 and 2016, but they still caused 1.4 million deaths in 2016. 

Similarly, the number of tuberculosis deaths decreased during the same period but are still among 

the top 10 causes with a death toll of 1.3 million. HIV/AIDS is no longer among the world’s top 

10 causes of death, having killed 1.0 million people in 2016 compared with 1.5 million in 2000. 

There have been 22 million cumulative deaths due to AIDS. In certain countries in Africa, such as 
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Botswana, Zimbabwe and Swaziland, 25%–35% of the adult population (ages 15–49 years) are 

infected with HIV. In South Africa it is estimated that there are 4 million people infected with 

HIV, 10% of the entire population and 20% of the adult population. The life expectancy in several 

Southern African countries has declined dramatically because of the HIV/AIDS pandemic, 

negating the impressive gains that had been made over the previous few decades. 

 

According to WHO (2015), infections like avian flu, HIV/AIDS, severe acute respiratory 

syndrome (SARS), tuberculosis, malaria, infant mortality, and lack of vaccines and immunizations 

are some of the major public health problems of our time. These diseases spread quickly as they 

cross national borders killing millions of people in the process. SARS is a zoonotic disease caused 

by the SARS coronavirus. In November 2002 an outbreak of SARS was reported in China. It 

caused a big scare across the world. The disease soon spread to other countries. Between 

November 2002 and July 2003 8,098 cases of infected individuals were reported – 774 deaths were 

registered in 37 countries. The World Health Organisation (2016) reveals that the world’s most 

widespread Ebola virus disease outbreak happened in West Africa in 2013 and lasted until 2016. 

Liberia, Sierra Leone and Guinea were the worst affected countries. Major loss of life and 

socioeconomic losses were suffered during this epidemic. The first case was recorded in Guinea 

in 2013. The disease claimed 11, 325 lives with a case fatality rate of more than 70%. In 2008 

large parts of Zimbabwe experienced a cholera outbreak. It went on from August 2008 to June 

2009. The government declared a state of emergency in December 2008. International aid was 

requested to meet the emergency.  

 

Coronavirus disease (COVID-19) is a deadly pandemic that is caused by a newly discovered 

coronavirus. Most people infected with the COVID-19 virus suffer mild to moderate respiratory 

illness and recover without requiring special treatment.  Older people, and those with underlying 

medical problems like cardiovascular disease, diabetes, chronic respiratory disease, and cancer are 

more likely to develop serious illness. As of August 2020, 843, 927 people had died. There are 

currently 25,416,236 confirmed cases in 213 countries and territories. The fatality rate is still being 

assessed. Estelle and Fischman (2020) argue that the predominately redemptive nature of GCE 

models and proposals since the mid-1990s cannot handle global problems associated with the 

current pandemic, such as the restriction of citizen’s privacy rights or the strengthening of 
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exclusionary nationalistic messaging. Instead, more realistic models of GCE are needed in order 

to empower people to deal with the pandemic in the current new world order. 

 

2.5.4 Education for all 

According to World Bank (2015), education is instrumental in averting global problems such as 

those described above. Education increases employability skills and the economic productive 

capacity of the work force, reduces the death rate of infants, improves health through inventions 

of better vaccines and medication and it leads to new technological inventions that stimulate 

economic productivity. The world recognizes the vital significance of education, hence universal 

primary education was adopted as one of the UN’s Millennium Development Goals. According to 

UNESCO (2005), sadly, many children have no access to education. More than 100 million 

children of primary school age are out of school. Among those children who have access to 

education, estimates show that a third drop out before they learn how to read, write and count.  

According to UNESCO (2017), the United Nations General Assembly adopted the 2030 Agenda 

for Sustainable Development in 2015. This new global framework to refocus humanity towards 

following a sustainable path was developed by the United Nations Conference on Sustainable 

Development (Rio+20) in Rio de Janeiro 2012. At the heart of the 2030 Agenda are 17 Sustainable 

Development Goals (SDGs). The universal, transformational and inclusive SDGs describe major 

development challenges for humanity. The aim of the 17 SDGs is to secure a sustainable, peaceful, 

prosperous and equitable life on earth for everyone now and in the future. The goals cover global 

challenges that are crucial for the survival of humanity. They set environmental limits and set 

critical thresholds for the use of natural resources. The goals recognize that ending poverty must 

go together with strategies that enhance economic development such as global citizenship 

education and international collaboration.  

 

According to UNESCO (2017), education must incorporate sustainable development so that the 

intended purpose of economic growth is achieved in a sustainable manner. Education for 

Sustainable Development (ESD) helps students to think critically and take responsibility for their 

actions in the interests of environmental sustainability for economic viability. ESD inculcates skills 

in students that enable them to advocate for a just society for present and future generations. Young 

people should also be able to make key decisions complex situations in a sustainable way, and this 
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may call on them to try new ways of doing things, and to participate in socio-political processes, 

moving their societies towards sustainable development.  

 

There is a strong correlation between GCE and Covid-19. According to Edtech Hub (2020), GCE 

enables learners and educators to examine the roots and causes of Covid-19 at a local level, 

consider connections with the global level and identify solutions. Covid-19 has reaffirmed that 

GCE is indispensable concept. GCE facilitates international cooperation and promotes social, 

economic and political transformation in an innovative way towards a peaceful and sustainable 

world. On the other hand, United Nations Sustainable Development Goal 4 talks about quality 

education. Quality education is founded on GCE philosophy of peace and security, tolerance, 

mutual understanding, eradicating inequalities, mutual understanding and sustainable living. SDG 

4 is underpinned by lifelong learning while GCE champions attainment of higher skills which can 

be acquired through a skills-based curriculum and continuous professional development of 

individuals. Covid-19 has exposed a gap in training and professional development which left many 

teachers unable to respond effectively to GCE. Most teachers and students lack ICT skills, the 

majority of them have no access to the internet hence they cannot access internet-based materials.  

Covid-19 has entrenched inequalities and increased the gap between the haves and have nots, and 

Critical GCE advocates for an inclusion agenda in the education system. The pandemic provides 

an opportunity for demonstrating GCE, i.e. no child should be left behind hence all stakeholders 

need to adopt and deliver Critical GCE that promotes inclusion and social cohesion. According to 

Waghid (2018) strands of GCE include Ubuntu, an open society and participatory democracy. 

Decolonization of funding for international education and programmes must be done, for instance 

GCE in SADC regions is largely based on Global North Strategies and thus a greater need for 

South to South agency needs to be present in our curricula.  

 

2.5.5 Debt Relief and Economic Growth 

World Bank (2015) notes that debt relief and economic growth for low-income countries poses a 

huge challenge, as external borrowing can put them into debt traps. However, when the proceeds 

of borrowing are directed at the right policies and programmes, it stimulates the country’s ability 

to achieve its development goals. On the other hand, too much borrowing can lead to problems in 

servicing the accumulated debt. A rapidly rising debt, as measured by the ratio of debt to GDP, for 
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example, can affect the debtor country’s long-term development goals. International Monetary 

Fund (IMF) (2017) notes that Zimbabwe’s external debt burden indicators remain high. As such, 

Zimbabwe remains in external debt distress. As of end 2016 the country’s external debt breached 

most indicative thresholds. IMF (2017) goes on further to state that external debt in relation to 

exports remains above the threshold throughout the 20-year projection period by a substantial 

margin of around 70 percent. The results suggest that if the country does not revive its production 

to generate money to service the debt, Zimbabwe has little chance of emerging from its debt 

problems even in the long term. The next section looks at the concept of global citizenship. From 

the section above on major 21st century challenges, education is increasingly seen as a defence 

against those catastrophes. A growing awareness of education essential role in a sustainable future 

is reflected in the adoption for GCE. In the next section, global citizenship is discussed. 

 

 

2.6 Understanding Global Citizenship 

Before examining the concept of global citizenship education and the various approaches to 

educating for it, it is imperative to first define what citizenship entails. Citizenship is quite 

important in the contemporary education discourse and used in political and everyday-life 

narratives. Although there are multiple definitions, Howard and Patten (2006) points out there are 

three main elements to do with the concept of citizenship: i.e. the state, the citizens, and the 

relationship between the state and the citizens. In these broader themes, there are sub-themes such 

as society, borders and mandate. The view of being a citizen goes beyond simply legal recognition 

by the polis. Polis refers to a societal make-up in the ancient Greek context. A polis was made up 

of urban centre, with heavy security and a sacred metropole constructed on a natural harbour and 

governed the other states from these. The term polis has, therefore, been understood as a central 

state as there was typically only one city. An individual polis had autonomy to run its affairs; hence 

the system was typically like the modern-day federal system in terms of political, judicial, legal, 

religious and social independence. Howard and Patten (2006) postulates that citizenship entails 

active involvement in the polis and a deep sense of the meaning of civic participation. Janoski 

(1998) explains that citizenship can be seen by the way people in a community behave as guided 

by their set of commonly held norms and values and, consequently, states and societies are very 

particular about whom they refer to as citizens. For Janoski (1998), internationalism has serious 
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effects on the understanding and evolution of the concept of citizenship. In the education set up, 

critical approaches to global citizenship seeks to move the focus on democratic citizenship 

narrative away from the symbolic (legal and political self-entitlements) to advocate for active 

participation and action towards social equity, justice and independence.  

 

According to Nussbaum (1994), globalisation is the creation of one borderless world, so that what 

happens in one part of the world affects people and communities far away. This has placed the 

issue of global citizenship firmly into the spotlight. Though this is not a new concept, it is indeed 

evolving owing to huge Western influence across the globe. The perception of citizenship beyond 

the state has been there since time immemorial. Nussbaum (1994) asserts that people can deal ably 

with their challenges with reference to other like-minded people. She refers to it as world 

citizenship education, i.e. seeing the world as one village where people are bound by a common 

denominator of humanness and the pursuit of worthy things and respect for people. Wittgenstein 

(1958) argues that world citizenship is synonymous with family resemblance, and this involves 

looking at oneself through the eyes of the other, noting the norms and values that are commonly 

and broadly shared. According to Waghid (2018), an analysis of GCE in the context of Southern 

Africa, for example, would investigate the championing of people’s liberties, responsibilities self-

worth and identity and belonging in Africa. On the other hand, Higgs (2003) argues for a GCE 

agenda that is contextual and culturally sensitive. Inasmuch as the concept has multiple realities 

and remains highly contested, it is worth noting that the key tenets of global citizenship like 

recognition of membership in a wider, global or universal whole can be traced back to Diogenes 

of Sinope (412 BCE), the original scholar of the Cynic philosophy in Ancient Greece. Diogenes is 

the earliest known figure who regarded himself a citizen of the world.  

 

According to Tuomi, Jaccot and Lundgren (2008), one can have multiple obligations with 

minimum conflict. They note that people have self-entitlements and obligations as members of 

families, as members of their communities and their cities and state, for example. These human 

rights call for them to make decisions and take roles and responsibilities at various levels. At the 

family level, people choose the schools to which they wish to send their children and how to 

organise their lives and finances. On a local level they determine how their schools are governed. 

At country level, they determine policy formulation and practice. At an international level GCE 
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entails the roles and responsibilities that all people have as citizens of the world. These issues 

include, for example, fairness in trade and commerce and the taking care of the environment.  

 

According to Williams (2002), global citizenship took prominence in the Stoics’ discourse during 

early Greek and Roman times. The Stoic tradition of ‘world citizenship’, for example, 

recommended that people put public and community interests ahead of self-interests and it 

amplified the ‘universal law of nature.’ The other view look at citizenship in relation to hegemony, 

capitalism and the reality of world polity (Heater 2002). According to Williams (2002), in the 17th 

and 18th centuries the notion of global citizenship – or cosmopolitanism as it was called by Kant 

(1991) – gained prominence and evolved significantly with the civilizations of the European 

nation-state system. Events of the 20th century, notably the First and Second World Wars and the 

founding of the United Nations, prompted people to reconsider the new world order, often in 

international and transnational terms.  

 

All the way into the twentieth century supra-national institutional bodies kept on widening the 

notion of citizenship. This period saw the rise of organizations such as multinational corporations, 

civic society organizations, and women’s and anti-racist movements. Also, after World War II 

global engagements and commitments culminated in the formulation of important conventions and 

protocols that reinforced legal frameworks for ‘global values’, including the United Nations 

Declaration of Human Rights (1948). Furthermore, Rizvi (2003) argues that the macro and micro 

angles of globalization may be traced back historically to the era of colonialism. Rizvi (2003) 

posits that international trade, migration and ICTs also transmitted the ideologies, cultural 

preferences and wishes of the colonisers into the colonies. In that regard, it can be argued that the 

successful economic tenets of globalisation were responsible for legitimising colonial political 

control and colonial cultural hegemony in the minds of the colonised.  

 

According to Davies (2006), in most of the GCE curricula there is a strong call to think globally, 

advocating the importance for learners to tolerate diversity and interdependence, avoid actions that 

breeds inequalities and conflicts, and make a serious effort to promote global transformations. In 

this light, Davies (2006) recommends that students practice critical thinking, demonstrate 
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citizenship skills in their communities, and realise the importance of settling disputes in an 

amicable and peaceful way.  

 

According to UNESCO (2011), the world is in a state of flux, hence the need for GCE. The word 

‘global’ implies involves moving from effecting change over there to effecting change both over 

there and over here. The use of the term ‘citizenship’ shows that the focus is moving from the state 

towards the individual roles and responsibilities of citizens locally and globally. UNESCO (2011) 

argues that problems such as poverty, environmental degradation, and lack of access to health care, 

education, water and security can be resolved at an international level. Therefore, international 

cooperation is a vital cog in alleviating such problems. Global citizenship holds unique attributes 

and requires special education in the global context. Therefore, GCE compatible with international 

standards requires a review of curricula objectives as one of the most essential components of 

education system. Next, the researcher discusses the link between internationalism and GCE in 

detail. 

 

2.7 Global Citizenship Education 

2.7.1 Common Elements of Global Citizenship Education   

Oxfam (2006) provides a good basis for analysing tenets for interventions that seek to address 

GCE. Basically, there are three vital tenets that inform curriculum design meant to educate students 

for global citizenship. The three elements are knowledge and understanding, skills, and values and 

attitudes. These are discussed below. 

 

2.7.2 Knowledge and understanding  

The Oxfam (2006) guide singles out five thematic areas of knowledge and understanding that 

buttress GCE. These five areas are social justice and equity, diversity, globalization and 

interdependence, sustainable development, and peace and conflict. In addition, Banks (2005) 

suggest that students should be conversant with the following concepts: democracy; empire, 

imperialism and power; prejudice, discrimination, and racism; migration; identity/diversity; 

multiple perspectives; and patriotism and cosmopolitanism. Dower (2003) zeroes in on five 

specific areas of concern for global citizens, i.e. human rights, peace and security, world poverty, 

the environment, and global governance. Noddings (2005) warns, however, that knowledge is not 
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enough by itself, hence the need to accompany the knowledge with relevant skills, values and 

attitudes. Cosmopolitans should sign up to make informed decisions and they must be driven by 

the desire to engage with world matters. Accordingly, teachers must promote research, creativity 

and imagination, and critical thinking.  

 

2.7.3 Skills  

The British Council (2015) notes that CCP delivers teacher training programmes that cultivates 

21st-century skills such as critical thinking and problem solving, creativity and imagination, 

student leadership and personal development, citizenship, digital literacy and communication and 

collaboration. Oxfam (2006), observes that competencies are basic requisites in moulding young 

cosmopolitans. Such competencies would include the following: critical thinking, the ability to 

argue effectively, the ability to challenge injustice and inequalities, respect for people and things, 

and the ability to engage in cooperation and conflict resolution. Hunter (2004) widened the 

understanding of the skills base by analysing the critical needs of the global economy i.e. capacity 

building of a labour force that is ready take up tasks in a globalised world. He postulated that self-

awareness and objectivity regarding the cultures of others were critical towards attaining global 

citizenship.  

 

2.7.4 Values and attitudes  

Oxfam (2006) proposes the following six points as crucial in the acquisition of values and attitudes 

in cosmopolitanism: sense of identity and self-esteem, i.e. empathy; commitment to social justice 

and equity; tolerance; values and sustainability; and valuing people. Jongewaard (2001) adds a 

growth model of transcultural universalism highlighting development steps an individual must go 

through in order to reach both identity and competency as a global citizen. The stages include first, 

identity and belonging, culture and environment; second, the ability to locate one’s position in the 

bigger cultural picture; and third, rights and responsibilities at international level. 

 

2.7.5 Key Elements for Global Citizenship Education 

UNESCO (2011) found that there is a consensus on the global scene regarding classification of 

learning into categories of knowledge, skills and competencies. As such, competencies like 

collaboration, cooperation and communication, when commencing in the formative years, should 
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continue to develop throughout a learners’ education. In terms of pedagogies, Oxfam (2005) 

asserts that GCE employs several interactive teachings and learning methodologies, including 

discussion and debate, project-based learning, role plays, ranking exercises, cause and 

consequence activities, and communities of enquiry. The British Council (2015) corroborates the 

foregoing notion, adding that the pedagogies above are common to GCE, and if implemented 

together with an international perspective, they can promote global awareness and, in the process, 

advance competencies such as critical thinking, digital literacy, communication and cooperation. 

These methodologies also empower learners to investigate, develop and express their own values 

and opinions, while listening and holding their assumptions lightly. This is a critical exit profile as 

learners leave schools. Table 2.1 below represents the knowledge and understanding, skills, and 

values and attitudes required for GCE. 
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Table 2.1: Knowledge and understanding, skills, values and attitudes of GCE 

 

Knowledge and 

Understanding 

 

Skills 

 

Values and Attitudes 

● Social justice and 

equity 

● Diversity 

● Globalisation and 

interdependence  

● Sustainable 

development  

● Peace and conflict 

● Critical thinking 

● Ability to argue 

effectively 

● Ability to challenge 

injustice and 

inequalities  

● Respect for people 

and things  

● Cooperation and 

conflict resolution 

● Sense of identity and 

self-esteem   

● Empathy 

● Commitment to social 

justice and equity 

● Concern for the 

environment and 

commitment to 

sustainable development  

● Belief that people can 

make a difference 

 

Source: Oxfam’s Global Citizenship Curriculum for Schools (2006) 

 

Steiner (1993) points out that a rights-based approach to education enables learners to respect the 

basic self-entitlements that every human being possesses, and this creates an awareness in the 

learners about the importance of inclusion and equality of opportunity and the many ways rights 

are denied throughout the world. For instance, a rights-based approach empowers learners to deal 

with controversial issues such as racism and distribution of power and resources, issues that cause 

instability in some communities. Creating a platform for learners to construct their ontologies 

through assessing needs and rights is an educational best practice which calls teachers to desist 

from viewing learners as passive recipients of knowledge, but giving them space to create their 

social realities. If students have an awareness of indigenous and national perspectives on human 

rights, then they are better placed to create balanced narratives on GCE.  In the next the researcher 

discusses citizenship theories that could frame GCE 
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2.8 Citizenship Theories 

According to Van Gunsteren (1998), schools must place citizenship education at the centre of 

learning. The notion of citizenship, however, keeps evolving and scholars introduce various angles 

to widen and deepen the concept. Van Gunsteren (1998) goes on to say that citizenship goes 

beyond allegiance to one’s country, but involves how people relate socially, economically, 

politically and technologically at a global level. Different perspectives have been used in the past 

to develop theories on the formal and moral dimensions of citizenship including liberal, 

communitarian republican and neo-republican citizenship theory. These theories are outlined 

below.   

 

2.8.1 Liberal citizenship theory  

Dekker and De Hart (2005) note that liberal citizenship theory is premised on basic self-

entitlements of human beings. The theory postulates that the polity has the mandate to come up 

with a constitution that upholds the basic self-entitlements that people possess. Individual liberties 

are critical: the state must always uphold them. Schuck (2002) adds that the state should even go 

on to expand the human capabilities of its people by making quality education accessible to every 

citizen. On the other hand, citizens are obliged to respect the law and to pay tax. Liberals encourage 

citizens to be aware of their basic self-entitlements and mandates, and to practise their rights and 

meet their responsibilities. According to Schuck (2002), in a liberal society one can choose to 

either actively participate in society or be a passive citizen without being questioned by the state.  

 

2.8.2 Communitarianism as citizenship theory 

According to Dekker and De Hart (2005), Communitarianism opposes the individualism that 

characterises liberalism. Their argument is that people are part and parcel of a sociocultural 

community and their contribution is essential towards the development of wider society. In other 

words, the emphasis is not on individual aspirations, but rather on collective aspirations. 

Allegiance to the community is considered a paramount virtue. Communitarianism views 

peacebuilding and peace-keeping to be the glue holding the community together. Janoski and Gran 

(2002) contend that Communitarianism expects active people to make a difference for the greater 

good of the community. This theory substantiates the moral dimension of citizenship in the form 
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of participation in the community on both a social and a cultural level. Proponents of 

communitarian advocate for the unity of citizens.  

 

2.8.3 Republican citizenship theory 

According to Dagger (2002), like communitarianism, republican citizenship theory is centred on 

the community.  However, the republican theory does not emphasize the sociocultural community, 

but rather the political community. Key characteristics of the political community are transparency 

and rule by the people. Dagger (2002) goes on to say that transparency in politics entails public 

scrutiny of public offices and affairs, while democratic government means people determine who 

the occupants of public office will be. This theory corroborates the moral angle of citizenship in 

expecting republicans to meaningfully participate in public affairs and demonstrate love for one’s 

community. Citizens actively participate in policymaking, or at least show an interest in public 

affairs. The link between citizenship philosophy and GCE philosophy creates a realistic context 

for the development of GCE. In the next section, the researcher looks at GCE philosophies. 

 

2.9 Global Citizenship Education and Philosophies 

In this section GCE is interrogated within the context of educational philosophies, focusing on the 

nature of knowledge and how students come to know. GCE is going to be engaged in the light of 

four educational philosophical approaches that are currently used in classrooms the world over, 

namely progressivism, essentialism, social reconstructionism and critical theory. These 

educational philosophies focus heavily on what should be taught and how.  

 

 2.9.1 Progressivism 

Dewey (1937) argues that teaching and learning and teacher-student relationships hinge on 

timetables, syllabi, assessment and instruction. Dewey (1934) criticises the content as well as 

behaviour management styles from previous education philosophies, where students are expected 

to be passive recipients of knowledge. He goes on to say outdated textbooks maintain this status 

quo, while teachers become the agents through which students are brought into contact with the 

learning materials. Moreover, subject matter is viewed as a stagnant social phenomenon inherited 

from the past and hoped to be relevant in a future world, and yet it is ironically being used as 

educational tool in an ever-changing world. 
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According to Darling (1994), progressivism in education focuses on various characteristics that 

are critical for cognitive development. These include experiential learning, problem solving and 

critical thinking, collaboration and development of psycho-social skills, social responsibility and 

democracy, goal setting and use of multi-media rather than depending exclusively on traditional 

textbooks. Progressivism inspired educational institutions to widen their curricula, making 

education more appealing to needs and interests of students.  

 

According to Dewey (1937), education entails construction of social realities, with a worldview 

that is generated through experiential learning which comes through giving a person enough room 

to self-direct through applying their rational mind. Progressive education keeps learners engaged 

and captivated, instead of making them passive recipients; it views them as important stakeholders 

capable of providing solutions in life generally. Dewey (1934) underscores that such an education 

empowers students to undertake vocational-technical tasks in later life.  

 

Dewey (1937) was equally concerned with the role of the teacher, the science and art of teaching 

as well as behaviour management. According to Vashishtha, Khandai and Mathur (2011), action 

comes before knowledge and that knowledge is a product of a person’s interactions with the 

outside world. Thus, he favoured participatory learning. Furthermore, he argued that the purpose 

of education was to facilitate children’s development into happy, virtuous and effective adults. 

Turning to the curriculum, Dewey noted that it had to be designed by looking at the child’s needs 

and inclinations. Vashishtha, Khandai and Mathur (2011) identifies the main tenets of the 

progressivist curriculum, which includes the need for the curriculum to reflect social life. 

Progressivism recommends three teaching methodologies, i.e. learning by doing, learning by 

integration and learning through productive and creative activities. The teacher facilitates learning 

as students construct their social realities.  

 

Dewey’s ideas on early childhood development were like Rousseau’s (viewed as the father of 

progressivism in education). Darling (1994) notes that Rousseau proposed that age-appropriate 

content should be introduced to the child as they develop. Rousseau groups educational outcomes 

in relation to child development. These stages are infancy, childhood, preadolescence and 
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adolescence. During the first two stages of development the focus is on giving the child enough 

room for self-directed learning. These stages are in line with the early childhood development 

(ECD) programme in Zimbabwe. Rousseau categorized age groups starting from 0 to 5 years, 

when the focus of the curriculum should be on the physical development of the child, and 5 to 12 

years, when the focus is on the development of the senses. Regarding teaching methods, Rousseau 

(as cited by Cohen 1999) advocated for the need to teach without books and by creating an 

environment where children learn through a hands-on approach by giving them physical objects 

and sense training.  

 

Progressivists call for fieldtrips during which students can relate with subject matter in its real 

setting. Teachers also arouse the students' interests through thought-provoking questions and 

games. For example, modified forms of the board game Monopoly have been used to illustrate the 

principles of capitalism and socialism.   

 

According to Samkange and Samkange (2013), the philosophy of progressivism contributed to 

some extent towards curriculum design. This philosophy influences the education of young 

children at ECD in Zimbabwe. A closer look at the ECD syllabus reveals that learning outcomes 

include development of gross motor skills, fine motor skills, sensory skills and body co-ordination; 

the learning of concepts, generalizations, applications, logic, language, problem-solving and 

thinking skills as well as psycho-social skills, as indicated by Ministry of Education, Sport, Arts 

and Culture (2011). At the same time, the skills to be developed are clearly stated as physical 

health practices, physical skills, emotional skills and wellbeing, social skills, cognitive skills, and 

technological skills. The ECD syllabus accommodates learners with diverse skill sets. As shall be 

discussed later in the thesis, the researcher endorses Dewey’s assertion that education should be 

learner-centred and based on experiential learning. Though the syllabi prescribe interactive 

teaching and learning on paper, teachers are by and large still using teacher-centred approaches.  

Dewey’s (1934) approach to education is relevant to contemporary time of changes, pluralism and 

democracy, which requires initiative, openness, enterprise and developing competencies for 

agility, adaptability and critical thinking and problem-solving. GCE is widely accepted because it 

offers emphasis to the reality we live in the present global world and the active role of the 

individual in it. As will be made clearer in the following chapters, the researcher calls on 
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Zimbabwean teachers to fully embrace and practice GCE which is bulwarked and buttressed in 

progressivism. 

 

2.9.2 Essentialism 

Cohen (1999) posits that essentialism views the teachers as the fountain of knowledge and a learner 

as an empty vessel waiting to be filled in with knowledge from the teachers. In learning areas like 

art and music, content that is usually synonymous with creativity and imagination, the learners are 

required to master subject content and basic techniques, moving slowly from the simpler to the 

more complicated levels. As will be explained in Chapters 4 and 5 of this thesis, the researcher 

argues that an essentialist curriculum is too restrictive and rigid to prepare learners adequately for 

adult life; and learners are social beings whose interpersonal and intrapersonal intelligences (life 

skills) need to be developed in schools in order for them to become critical thinkers who can make 

sound social decisions. The philosophy itself, however, had been the dominant approach to 

education in Zimbabwe. 

 

2.9.3 Social Reconstructionism  

 GCE also borrows from social reconstructionism, which states that rather than regarding ‘teaching 

as banking,’ in which the teacher puts information into the learners’ heads, teaching and learning 

should be a discovery process where learners construct their own knowledge. Freire (1970) 

supports social reconstructionism and discourages the ‘banking’ concept of education, which 

limits interaction of the learners and turns them into passive recipients of knowledge. This 

approach stifles creativity amongst the learners. Freire (1970) argues that the banking concept puts 

the teacher at the centre as the one who is expected to regulate the world ‘entering into’ students.  

 

2.9.4 Critical Theory 

According to McLaren (1997), critical theory places learners at the heart of education in the same 

way that progressivism does. Critical theorists, like Freire, argue that the educational system is full 

of repressions and injustices. Critical theorists’ educational outcomes go beyond empowering 

learners with knowledge, but also instil in them a social and political consciousness. ultimately, 

education is expected to give a voice to the marginalized and create equal opportunities for all. 

Apple (2013) notes that teachers are agents of positive social change and as such they must create 
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an environment in schools conducive for learners to critically interrogate with subject matter for 

them to unravel local and global injustices. It is widely believed that knowledge acquired through 

active teaching and participatory learning through self-discovery is more lasting and more 

productive. Therefore, Critical theory offers an improved global citizenship education approach 

which advocates for content, activities and experiences that are primarily applicable to the real life 

of a student. 

 

According to Pashby (2018), critical theory provide tools for critical analysis within which 

cosmopolitanism can be investigated as well as being utilized as the basis for the development of 

socio-political consciousness. Arnot and Swartz (2012) argue a great deal of information available 

in education institutions centres on specific civic ideals, identities and participatory habits based 

on normative democratic values and not on any analysis of the causes of unequal power relations 

and social inequalities regarding education. Sibanda (2015) argues that the National Youth Service 

Centres that were established in Zimbabwe with the aim of promoting citizenship education ended 

up being abused by the ruling elites to advance narrow partisan. As such, this anomaly can be 

countered by GCE. The institutions have been turned into schools of Zimbabwe African National 

Union – Patriotic Front (ZANU PF) ideologies which indoctrinate the young with propaganda. In 

the same vein, National Strategic Studies, which is offered in colleges has also been used to 

advance the interest of the ruling party instead of promoting genuine GCE. Citizenship education 

has been used as a tool to portray ZANU PF as the only party that brought independence so that it 

continues to substantiate its claim as the only entitled and deserving party to rule the country. 

 

As shall indeed be made clearer in the subsequent chapters, the researcher uses critical theoretical 

perspectives to deeply analyse GCE. The researcher explores CCP through the critical theoretical 

perspective of how knowledge is constructed, through engagement and dialogue with multiple 

perspectives, and through self-reflection and responsible action. The education philosophies 

outlined above have a bearing on the school curriculum and teaching methods. As such, global 

citizenship and school curriculum is discussed next. 
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2.10 Global Citizenship and School Curriculum 

In this section global citizenship and the school curriculum will be discussed in terms of how to 

transfer citizenship education theory into good practice in schools. In the academic literature GCE 

is presented from multiple perspectives, which indicates the complexity of the discipline. 

Educational theorists concerned with GCE propose a wide array of ontologies ranging from 

activities that raise global awareness of learners, to more critical approaches that emphasize the 

promotion of intercultural dialogue. UNESCO (2005) suggests diverse perspectives on GCE 

including a competency-based approach, a moral approach, a critical approach and international 

experience perspectives, all of which are described below. 

 

2.10.1 Competency-based approach 

UNESCO (2015) states that a competency-based approach prioritises one’s liberties and the 

skills required for one to negotiate their way in a world of competitive trade. From this approach, 

a global citizen easily moves from one country to another utilizing technological tools for 

electronic commerce, thereby boosting their chances of enhancing their skills of becoming a 

cosmopolitan. This approach values employability skills. Thus, individuals are supposed to have 

global awareness and a fair appreciation of international trade coupled with the ability to speak 

foreign languages for them to fit in any part of the world. As such GCE is seen as the most 

suitable education to prepare individuals for exercising these abilities. Also, individuals are 

taught to value diversity and respect other people’s cultures and perspectives. 

 

2.10.2 Moral approach 

UNESCO (2005) notes that the moral approach places the emphasis on the moral education 

necessary for character development. This view emphasizes human rights, cultural diversity and 

individuals’ moral responsibility. If humans are not responsible, they end up involved in acts 

such as terrorism, civil conflicts and global warming which exacerbate global catastrophes like 

poverty and climate change. Global citizens must be imbued with moral education for them to be 

familiar with the causes of these global problems before they can start to address them. Through 
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GCE students are taught to empathize and come up with problem-solving interventions that 

develop communities and people. Critics, however, argue that if young people are empowered 

with moral education, then we are bound to mould global citizens who can address the root 

causes of global problems. 

 

2.10.3 Critical approach 

UNESCO (2015) observes that critical approach interrogates GCE from a critical perspective. 

According to Amulya et al (2003), the kind of GCE that equips learners with only superficial 

knowledge but without deeply engaging with the causes of global problems is not sufficient. He 

adds that it is important to critically examine the world systems and the structural power 

dynamics and undertake a causal analysis. With this approach, GCE should be able to empower 

learners to solve global problems. A global citizen is regarded as an instrumental player who can 

make a difference locally and internationally.   

2.10.4 A school-wide approach 

According to Munck (2010), global citizenship strategies and values need to be embedded and 

mainstreamed within the school culture. GCE must not be regarded as an add-on to a school’s 

curriculum, but instead must be taken as a vital cog in the school culture. This idea, as enunciated 

by Karlberg (2010), is that if learners are imbued with the concepts of GCE like social justice and 

equality, of caring and compassion, of humanitarianism, then their worldview would be rational. 

Young people would be encouraged and enabled to help and take charge in local and international 

social institutions.  

 

2.10.5 International education experiences 

According to British Council (2010), students living in developed countries may well be schooled 

about events happening in distant developing countries and read about their problems, but they 

remain disconnected from experiencing the real pain and imbalances. This limits them from getting 

first-hand experience. Experiential learning is therefore important, where students engage on a 

collaborative basis and exchange informational through intercultural dialogue. Several scholars 

regard international educational experiences as critical in programmes for effective global 
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citizenship (Bellamy and Weinberg, 2006; Davies, 2006). International education experiences 

have been gaining prominence in secondary schools, according to Crabtree (2008) and Lewin 

(2009). International scholarships, international academic collaborations, global awareness are all 

important ingredients for maintaining peace in the world. British Council (2009) asserts that 

looking at the globe from multiple perspectives and tolerating the views and cultures of others are 

important qualities of a cosmopolitan mind-set and can be achieved through international 

education. Clark (2004) argues that students must have international scholarships and experiences. 

Many scholars concur with this notion, while some like Ikeda (1996) argue that global citizenship 

cannot be measured by the ability to speak foreign languages or how much one has travelled to 

other countries; global citizens can be those ordinary citizens with deep integrity and commitment 

to peace and goodwill throughout the world. Larkin (2018) notes that with the idea of a borderless 

world where people move freely and share information with lightning speed, GCE can be achieved.  

 

UNESCO (2014) posits that in GCE the education that learners receive must be fused with 

practical experiences and opportunities through exchange programmes where they can further 

develop, interrogate and create realistic perceptions, values and attitudes, and learn how to take 

actions responsibly. International experiential or service learning (IESL) provides a very important 

point of convergence for academic and non-cognitive skills. Larkin (2018) posits that IESL is a 

methodology that moulds a cosmopolitan mind-set, especially in tertiary education. Schools in 

different countries adopt various approaches regarding GCE due to several approaches based on 

diverse studies. Therefore, the next section looks at an array of research orientations in line with 

GCE. 

 

2.11 Studies conducted on GCE 

According to UNESCO (2014), designing a curriculum for global citizenship is feasible, but the 

subject is quite broad and cannot be confined to one learning area and sometimes goes beyond the 

curriculum. GCE touches on school culture, education policy and practice, pedagogies used and 

interaction between schools and stakeholders. Some countries have deeply imbedded GCE in all 

learning areas; for instance, Oxfam’s Curriculum for Global Citizenship (1997) enhances a learn-

think-act approach with age-appropriate content from early years (under age 5) to upper secondary 

(ages 16-19). Implemented in England, Scotland and Wales, the curriculum adopts a whole school 
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approach. UNESCO (2014) further notes that teachers’ lesson plans create a learning environment 

conducive for interactive learning and formative assessments. GCE content and skills are catered 

for in different countries in various learning disciplines as part of an existing curriculum (such as 

citizenship education, social studies, environmental studies, geography or heritage studies). For 

example, the Republic of Korea’s curriculum is underpinned by the philosophy of building active 

learners with global awareness and a spirit of empathy. There are learning areas such as education 

for international understanding, education for sustainable development, human rights education, 

intercultural education, and democracy education, which are done as optional subjects. UNESCO 

(2014) adds that learners are at liberty to choose compulsory subjects and optional subjects and 

the teaching schedules, learning materials and class durations are organised with enough room to 

cater for different tastes of the learners. Hoppers (2009) argues that despite all this, structural and 

methodological problems continue with implementation such as teachers’ workloads, a teaching 

for the exam culture, and few teaching materials to inculcate skills for GCE.  

 

Davies, Harber and Yamashita (2004) point out that teacher preparation is essential and the 

involvement of learners as active stakeholders in the creation of their worldviews is critical. 

Looking at the findings in relation to the teachers, the researchers discovered that there were 

various perceptions on the concept of GCE. Since there was a stand-alone curriculum on GCE 

different to the regular curriculum, the educators had problems with fusing the two and this posed 

serious challenges with time management. Teachers also felt that they had not been trained to teach 

the subject matter and that there was too much emphasis placed on arts, mathematics and 

assessments. Also, of concern was the structure of a national curriculum on GCE and what 

assessment would look like?   

 

In another study Rapoport (2010) gives an account of six teachers in Hong Kong and Shanghai 

and their perceptions about GCE. When asked to explain global citizenship, all six teachers defined 

the concept with reference to their personal encounters from international travels, exchange 

programmes or joint curriculum activities with foreign partners. Rapoport (2010) found out that 

teacher professional development was lacking regarding citizenship education and global 

citizenship at the undergraduate level. Whilst including GCE to the curriculum is noble and 

guarantees effective teaching and learning, educators usually perceive it as time-consuming.  
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According to Alazzi and Aldowan (2011), research was done in Jordan with fifteen secondary 

school Social Studies educators from six different schools, who were interviewed about their views 

of teaching global citizenship. The educators highlighted that social studies in Jordan creates a 

global awareness among the learners.  The teachers reported they had little, if any, preparation 

while in teacher-training institutions for teaching global citizenship. The teachers also underscored 

that the prevailing culture was that of rushing through the syllabus as they prepared learners for 

exams (Alazi and Aldowan: 2011). The reports suggest that the educators for Social Studies in 

Jordan displayed a shallow understanding of GCE and how to deal with it in their classrooms.   

 

Banks (2004) explains that the studies conducted in Western Europe show that the concept of GCE 

stemmed from a human rights discourse. Osler and Starkey (2003) consider it a European concept. 

In a study over two-thousand 11- to 9-year-olds in 29 European states were interviewed about their 

perception on identity and belonging and found out that basic self-entitlements informed their 

definition of European identity (in contrast to state identity). In Eastern Europe democracy and 

human rights seemed to be the basis for GCE, except in Russia. Young people, however, preferred 

to widen the human rights framework to include the rights of those who have lesbian, gay, bisexual 

and transgender sexual identities, as well as the rights of displaced people. Osler and Starkey 

(2006) noted that the younger generations were against the ill treatment meted out by the older to 

migrants. While Russia was singled out as one country in Europe with a controversial human rights 

record, the USA was also mentioned, the racism against black citizens by white police officers.  

 

Byram (2010) and Kuehl (2009) feel that the field of cosmopolitanism in GCE has not been given 

adequate attention. Noddings (2005) echoes the same sentiments regarding globalism. Noddings’s 

submission is based on constructivism influenced by principles of economic and social justice. 

This notion amplifies social and cultural diversity, while considering the world as one village of 

people living in harmony. Byram (2010) sees linguistic skills, particularly of foreign languages, as 

the driving force for GCE; Noddings (2005) highlights peace education as the focus. In all these 

diverse perceptions, all the approaches corroborate a traditional understanding of GCE in that the 

focus remains on social and moral responsibility; community involvement and political 

consciousness. On the other hand, the competency-based approach favoured by Gardiner (2006) 
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is premised on the behaviourist framework of GCE. This framework revolves around appreciative 

enquiry and the ability to address issues from different angles. 

 

According to critical theorists like Giroux (1980), the nature of society socialises students into 

becoming docile and apathetic citizens. Critical theory stresses the need to develop critical 

cognitive and life skills, evidence-based analysis, the readiness to challenging assumptions, and 

interrogate the causes of imbalances in local and global economic, social and political life. 

Criticalists like Giroux (1980) argue that education institutions need to go beyond their role of 

social reproduction. They assert that critical players (students, parents, community organisations) 

critique the social reproduction function of education institutions, saying there is a need to expose 

learners to the negative effects of globalisation. For instance, critical actors call for education to 

go beyond an exclusively economic perspective and include broader social themes that regulate 

interactions in societies. Johnson and Morris (2010) argue that in this light the critical and 

constructivist perspective of GCE at the school level empowers learners to engage critically with 

political citizenship.  

 

Larkin (2018) observes that another study on GCE gathered scholars and students from diverse 

disciplines to explore and teach social justice, development and imbalances from the perspective 

of different worldviews. The whole idea was to interrogate what she referred to as the pedagogy 

of praxis, grounded in a strong critical examination of the causes of poverty and social imbalances. 

Inspired by historical social movements, the scholars call education managers to review anti-

poverty education and put it in a different category - that of anti-colonial struggles, civil rights 

campaigns and grassroots efforts to bring about social change. In the same vein Roy and Kalir 

(2014) reconsider ‘the poor’ as the ‘damaged-centred’ community and pose the question: What if, 

rather than taking the ‘poor’ as outsiders in development initiatives, we take them as people who 

can design development projects? What if we consider the poor as the agents of change – not 

powerless people desperate for aid, but marginalized and oppressed people who can make a 

difference given an opportunity?  

 

Larkin (2018) contends that perhaps the view of Roy and company can be taken as post-critical. 

Their submissions engage deeply with critical theories and the histories that account for the skewed 
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world system, global hegemony and those who dictate the means of production causing global 

poverty, while at the same time noting the importance of the millennials, informed and critical, 

and how international efforts to alleviate poverty can have an impact. Roy and company have 

reservations about scholars of poverty who present social issues as discrete problems that have 

technical solutions. By compartmentalising health and social issues, whether it is malaria, 

unemployment or the environment, Roy and Kalir (2014) argue that poverty experts tend to 

describe social problems as if they are natural phenomena.  

 

In the next section the researcher discusses research findings based on the practice of global 

citizenship education from an industrial and educational perspective. 

 

2.11.1 GCE and the World of Work 

According to Industrial Psychology Consultants (2011), employers prefer workers who are 

flexible, agile and receptive to change. They want employees who are entrepreneurial, 

understanding value for money and with the ability to work under minimal supervision. They 

conducted a survey with 29 senior managers and business executive who were interviewed on 

critical elements of work readiness for a job seeker. The questions were as follows: ‘What 

distinguishes one resumé from the other?’ ‘What recruiters hire one and not the other?’ ‘What do 

potential employers look for in the interview room? ‘What defines performance indicators once 

the prospective employee is hired?’; when ranking certain competencies and capabilities as being 

‘very important’, employers preferred soft skills ahead of hard skills. According to Schultz (2008), 

soft skills are those competencies that enable the qualities, behaviours and attributes critical for 

prosperity in the workplace. These include robust listening skills, communication skills, being 

positive, conflict management, ability to take a lead, grooming and etiquette, building trust, 

teamwork, time management, accepting feedback, working under pressure, creating a positive 

impression, and showing good behaviour.  

 

Industrial Psychological Consultancy (2011) note that whilst cognitive skills remain essential, 

employers now prefer job seekers who perform beyond their paper qualifications and possess 

relevant experience. From the research personality was rated highest at (72%), followed by 
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effective communication (48%), sector-specific skills – knowledge of job (38%), presentation 

(24%) and open-mindedness (21%).  

 

Chombo (1998) argues that the essence of soft skills in the school curriculum is usually 

downplayed, and there is far less training provided on this than on hard skills in Zimbabwean high 

schools. McDonald (2015) amplifies the contribution of soft skills in the workplace setting and 

singles out competencies such as team-work, collaboration, interpersonal skills and customer 

service. In big organisations, soft skills influence employee recruitment and staff development at 

all levels. Chombo (1998) adds that most jobseekers have paper qualifications and they are imbued 

with knowledge that is not aligned with organisational expectations. Therefore, young graduates 

are said to be possessing outdated bookish knowledge that has little practical relevance. If they 

secure jobs, companies end up spending more on them unnecessarily through training and 

development since they need to have their capacity strengthened, or a lot of time is spent showing 

them how to work. UNESCO (2005) adds that this is an additional cost on companies which they 

are reluctant to fund.  

 

Dambudzo (2014), adds that there are calls in Zimbabwe to address the out-datedness of education 

in the light of emerging international trends. The Ministry of Primary and Secondary Education 

(2015) acknowledges that there is a dire need to provide education to equip learners with 

competencies that will make them productive, employable and entrepreneurial. Chombo (1998) 

further asserts that schools which are academically oriented tend to have a selective homogeneity, 

i.e., they produce school leavers who find their place more easily in the university (academic) 

system than industry. The curriculum should be designed to address knowledge and skills gaps in 

industry and commerce, and in Zimbabwean communities be fit for purpose.  

 

The next section is going to look at the British Council Connecting Classrooms Programme which 

serves as the case study for the topic under investigation.  
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2.11.2 British Council Connecting Classrooms Programme 

Connecting Classrooms is a global education programme delivered by the British Council in 

Zimbabwe in partnership with the Department for International Development (DFID). The 

programme empowers learners to acquire knowledge, skills and values to live and work in an 

international economy by delivering interactive pedagogies to teachers and school heads. 

According to the British Council (2015), Connecting Classrooms components such as teacher 

training and international collaborations are essential to education managers and learners alike, 

and the topics are aligned to local countries’ priorities. By facilitating sustainable school exchanges 

between schools in the UK and in Africa, the programme raises global awareness among young 

people through intercultural dialogue.  

CCP seeks to: 

● Mould young people with practical experiences of other countries/cultures based on a 

deeper understanding, mutuality and appreciation of cultural diversity; 

● Equip young people with competencies enabling them to make a difference in their 

communities; 

● Influence education policies that champion cosmopolitanism and to value the contribution 

of students. 

The programme was born out of survey research that was done in Sub-Saharan Africa and the UK. 

The survey aimed at gauging the perceptions that young people in the UK have towards Africa 

and vice versa. The assumption was that the young people in both parts of the world have 

stereotypical misconceptions that need to be ‘corrected’ through interactive partnerships. When 

asked on how they perceive the UK, young people in Africa thought that the UK was just one big 

country with one culture. They thought that all people in the UK were English speaking and that 

they were all white. Young Africans were of the view that people in the UK are all rich. According 

to British Council (2008), young people in the UK viewed Africa as just one big country with the 

late former South African statesman Nelson Mandela as the President. They thought that Africa 

was a monoculture inhabited by dark people from Cape to Cairo and that they are all poor. Learners 

in the UK were also of the view that Africans are still living in bushes practising hunting and 

gathering, and that they do not have access to information communication technologies such as 

computers, phones, the internet, and so forth. The British Council (2006) states that Connecting 
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Classrooms came into being with the objective of correcting these stereotypical misconceptions 

through joint curriculum projects and exchange visits between school in the UK and Sub-Saharan 

Africa. 

The British Council (2006) notes that the programme started in 2006 in Zimbabwe and the 

expectation was that by 2011 over 1.5 million young people from UK and Africa would have taken 

part. In Africa the countries participating are Zimbabwe, South Africa, Ghana, Mozambique, 

Malawi, Zambia, Mauritius, Kenya, Tanzania, Nigeria, Uganda, Ethiopia, Senegal, Sierra Leone, 

Namibia, Botswana and Cameroon. 

The British Council facilitates intercultural dialogue among students across Sub-Saharan Africa 

and the UK by creating and managing school partnerships. Partnerships can include schools at 

both primary and secondary level and are funded each year to work together on joint curriculum 

projects. Schools choose their own project themes, according to common curriculum priorities. 

Popular themes have included environmental sustainability, financial competency, identity and 

belonging, social justice, peace and conflict, health and HIV/Aids, citizenship, international trade 

and commerce, and projects that have focused on sport. The partnerships work within a budget for 

each partnership per year. These funds are used to purchase equipment, pay for travel and all the 

necessary inputs for the partnerships and joint curriculum work. CCP is guided by the following 

five principles: partnership, dialogue difference, curiosity and respect. 

The British Council’s idea of promoting intercultural dialogue resonates with Pashby (2018), who 

values knowledge construction through interaction with other people. People can improve their 

identity and belonging through social interactions: affinities are socially deduced as people define 

themselves in relationship to others, whether in a direct relationship, or as the same as or different 

from the other. Pashby (2018) explains this as intercultural dialogue.  

 

2.11.3 Connecting Classrooms in Zimbabwe - Phase 1 (2006 – 2009) 

According to the British Council (2009), Connecting Classrooms in Zimbabwe has been running 

since the inception of the programme in 2006. The programme started with a partnership between 

the Ministry of Education and the British Council in Zimbabwe.  
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In Phase 1 at least 1 500 school children were directly involved on the project, communicating 

continuously, as they worked on their various projects with their partners in the UK and other 

African countries. They had the opportunity to work on joint curriculum projects with their 

counterparts and share information about their lives, cultures, countries and education through pen 

palling, email, letters, videoconferencing, teleconferencing, photography and other methods of 

communication. 

At least 30 Zimbabwean teachers travelled to the UK and the African continent on exchange visits 

to partner schools, where they shared best practices in teaching methods and engaged in cultural 

exchange programmes.  

According to the British Council (2010), Zimbabwean teachers hosted several visitors from their 

partners from countries such as Malawi, Mozambique, South Africa, Nigeria, Ethiopia, Uganda, 

and Namibia, and from the UK. The stereotypical misconceptions that the teachers held about each 

other were challenged as they worked on projects promoting the sharing of best practices in 

teaching and learning, and cosmopolitanism, thus enriching education in the processes. Most of 

the perceptions of the UK teachers about Zimbabwe were challenged because they had previously 

relied on the media for information about the country. The exchange visits and the joint curriculum 

projects around identity and belonging, social justice, peace and conflict, and environmental 

sustainability fulfilled the programme’s objectives of enriching education and challenging the 

prejudices that Africans and Europeans had about each other. 

One of the students involved on the project from the Explorers cluster in Gutu district, her schools 

was involved with schools from UK and Tanzania. Their joint-curriculum projects focused on 

identity and belonging zeroing in on traditional culture (traditional recipes and cuisines, traditional 

dance and song and folklores). The student shared her thoughts about linking in the following 

poem: 
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2.11.4 Linking 

Linking, Linking, Linking 

Linking is very important 

It develops our minds 

It makes you very special among other people 

 

Linking, linking, linking 

It helps you in learning 

It needs people who are intelligent 

Linking can make you intelligent 

It makes you know that the world is one village 

 

Linking, linking, linking 

Linking is part of our education 

It is part of life 

It is part of our future 

Linking, linking is very nice. 

Hwiru Primary School (Explorers Partnership) 
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2.11.5 Connecting Classrooms Phase 2 (2009 – 2012) 

This phase saw the scaling up of teacher capacity-building courses, namely School Leadership, 

Project Planning and Management, Climate Change, Building Effective Partnerships.  

 

Figure 1 showing the ten provinces in Zimbabwe 

The Ministry of Primary and Secondary Education and British Council in Zimbabwe agreed to 

select some schools in all the ten provinces in Zimbabwe in which CCP was going to be delivered. 

The map above shows the country’s ten provinces where CCP was implemented and their 

provincial capitals. Over 1,000 Ministry of Education and 1,000 principals and teachers were 

trained. The recipients of the training cascaded the training to their colleagues in their provinces, 

districts and schools. Some teachers were promoted to be Education Officers to the Districts and 

Provinces as a result of participating in the Connecting Classrooms Professional Development 
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workshops. During this time, at least 15,000 school children directly participated on this project 

and exchanged information about their lives, cultures and education systems. 

In this phase, over 50 teachers travelled to the UK and the African continent in exchange visits to 

their partner schools, where they shared and learned about best teaching practices. Upon their 

return they implemented lessons learnt from international partner schools, such as adopting the 

UK model of Students Executive Council (to promote pupils having a voice in their affairs), having 

Cultural Weeks when students researched and shared the cultures of their partner countries, Global 

Sport Days, and so forth. 

Over 30 learners travelled to the UK and other African countries. During this period, through a 

partnership with the United Nations Environmental Programme, local students represented 

Zimbabwe on the UN International Environmental Programme in Cameroon, Canada, Zambia and 

South Korea. The students’ knowledge on environmental sustainability deepened through these 

international conferences. Also, Zimbabwe hosted a Contact Seminar for 86 participants from 14 

Sub-Saharan African countries and the UK. Twenty-two exchange partnerships between 

Zimbabwe, UK and African countries under CCP were formed on the seminar. 

 

2.11.6 Phase 3 (2015 – 2018) 

In this Phase the British Council (2018) states that CCP advanced the development of core 

competencies by supporting the continuous professional development of educators in the following 

areas:  

a) Critical thinking and problem-solving – enhancing discovery learning to generate new and 

innovative concepts, solving problems, analysing pedagogies and making informed 

decisions; 

b) Collaboration and communication – promoting effective communication (orally and in 

writing) to interact with others in diverse and multilingual countries, appreciating verbal 

and non-verbal cues, developing skills to work across countries, taking a lead, cooperation. 

c) Creativity and imagination: promoting economic and social entrepreneurialism; imagining 

and pursuing novel ideas; judging value; developing innovation and curiosity. 
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d) Citizenship: developing active, globally aware citizens who have the skills, knowledge and 

motivation to address issues of human and environmental sustainability and work towards 

a fairer world in a spirit of mutual respect and open dialogue; developing an understanding 

of what it means to be a citizen of their own country and their own country’s values. 

e) Digital literacy: developing the skills to discover, acquire and communicate knowledge and 

information in a globalised economy; using technology to reinforce, extend and deepen 

learning through international collaboration. 

f) Student leadership and personal development: recognising the importance of honesty and 

empathy; recognising others’ needs and safety; fostering perseverance, resilience and self-

confidence; exploring leadership, self-regulation and responsibility, personal health and 

wellbeing, career and life skills; learning to learn and life-long learning. 

At least 150 Zimbabwean teachers have been involved in joint curriculum projects with schools in 

UK and Sub-Sahara African countries working on Global Citizenship Projects, including peace 

and conflict, identity and belonging, sustainable living, rights and responsibilities, and social 

justice. Zimbabwean teachers went on school exchange visits hosted by their partner schools in 

the UK and other Sub-Sahara Africa (SSA) countries aiming at sharing best practices in teaching 

methodologies, classroom behaviour management, subjects and curriculum, assessment, inclusion, 

core skills and promoting wellbeing in schools.  

The next section explores the major debates on GCE and concludes with an evaluation of the 

diverging views by different scholars. 

 

2.12 Major Debates on GCE 

This section examines the major debates on GCE. Literature review shows that the concept of GCE 

is highly contested reflected in the fact that scholars have diverse definitions of the notion. Scholars 

differ on the kind of education necessary to equip young people to become cosmopolitans.  

With regards to GCE, Giroux (1980) argues that learners always comply with rote learning, and 

therefore they miss the complex relationship between education, politics and cosmopolitanism. 

More so, the passing on of facts through teaching short-circuits the kind of critical thinking that 
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interrogates the intricate relations between knowledge, power, ideology, class and economics. As 

such education reinforces the knowledge, values, aspirations and biases of elites, while acritical 

learners find it difficult to criticize these views. Ultimately, this approach to education is out of 

sync with the philosophy of democratic citizenship education. 

Davies (2006) argues that the concept of global citizenship is utopic, since it is not possible for 

people to be citizens of the world in the way that they are citizens of a country. The notion of 

global citizenship applies in the context of a state, and because we do not have world-state, the 

concept of world-citizenship is untenable. Some authorities corroborate the foregoing views 

concluding that global citizenship is not practical. Conversely, Osler and Vincent (2002) contend 

that GCE has the potential to make a difference by impacting on attitudinal change. In most 

countries, there is a consensus that education is a tool for social cohesion, and economic or 

democratic progress. These are vital ingredients for viable communities. Osler and Vincent (2002) 

observe that globalisation affects several education systems because of the expectation that schools 

should mould learners for a changing future in which they live and work together.  

Steiner (1993) notes that GCE promotes objectivity and tolerance on the part of learners to consider 

different perspectives of others, especially those of the marginalised ones. As Woodward (2005) 

points out, knowledge alone does not empower one to act as an agent of positive social change, as 

this also requires the comprehension and commitment to critically interrogate knowledge in the 

light of other knowledge. Fountain (1990) calls this ability ‘perspective consciousness:’ a 

realisation that our own view is only one of many. He states that one view may not be held in 

common and disputes emerge when one attempts to dismiss the perspectives of others as they try 

to impose their viewpoint. For example, what is seen as poverty or charity by one person may not 

be understood in this way by another.  

Proponents of soft GCE, such as Oxfam (2006), maintain that GCE challenges educators to help 

their students acquire worldviews, competencies and virtues essential for creating a safe and 

prosperous world in which all people realise their self-worth. On the other hand, critics of GCE 

see it as a controversial concept questioning whose reality, preferences, agenda and values that 

should count?  Johnson and Morris (2010) argue that GCE creates curricular insecurity because 

the concept is foreign and could have the effect of eroding local cultures.   
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Bottery (2006) asserts that educators and education managers need to revise their conception and 

roles and responsibilities regarding cosmopolitanism. Thus, there is need to define what a global 

perspective is in order to address global problems effectively. Hanvey (2004) proposes different 

criteria in forming global perspectives. The first is perspective consciousness, i.e. understanding 

that one’s view may be different to that of others. Environmental sustainability is the second. This 

is also global awareness. The third one has to do with multicultural awareness. Hanvey (2004) 

argues that this is not easy to cultivate. He explained that on top of valuing diversity, one has to 

demonstrate love for others. Understanding of world relationships is the fourth, i.e. appreciation 

of the world system theory. The fifth concerns understanding the human impact on the world 

system as this is evident in activities such as industrialization, family planning and deforestation. 

Gregory (2013) explains that an intricate network of cultural, commerce and trade processes needs 

to be analysed and exposed. Moreover, there is a need to understand why poverty levels are 

deepening despite technological and commercial advances. Global citizenship narratives and 

educational priorities are there to serve the central bureaucracies whilst trivializing the needs of 

local communities. In the Sub-Saharan Africa context, in-country, usually local knowledge is 

downplayed to the citizenship demands of the nation state or the international community. At an 

international level, Rose (1996) argues that indigenous knowledge on social and ecological 

wellbeing is dismissed as barbaric by the dominant Western countries and international 

corporations or political institutions in the name of empiricism. Ubuntu/Hunhu is a Southern 

African philosophy that has managed to stand the test of time and criticism from various 

perspectives as it offers a viable alternative for modern-day cultural, social and economic way of 

life. As a response to increasing international, economic and ecological disasters recently, IKS 

have been a viable option. Rose (1996) posits that GCE that is Eurocentric, and is contrary to 

critical consciousness (Freire, 1970) and self-discovery learning, promotes inequalities by 

perpetuating causes of injustice. As shall be demonstrated later in the thesis, the researcher argues 

for the adoption of GCE that seeks to mould a citizen that is a member of the global, without giving 

up their own national identity. 

Dobson (2006) also has reservations about the concepts of a ‘global citizen’ and globalization that 

is synonymous with western-centric simplistic views. Shiva (1998) explains that the seven most 

powerful countries, the G7, dominate the international discourse, but their agenda remain narrow, 
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local and parochial. In 2001 the USA did not ratify the Kyoto agreement on global warming, 

proving that America placed its national interests ahead of the global interests. So, the Western 

countries are failing to live up to the expectations of global citizenship. For example, former 

president of USA, George Bush, openly said that he did not like the Kyoto agreement, which 

sought to limit emissions of greenhouse gases in order to avert climate change. His stance shows 

that he placed American political interests ahead of the world’s goodwill, and global warming and 

climate change is severely affecting the earth’s flora and fauna.  

According to Bauman (1998), the factors determining global citizenship tend to favour the 

developed countries rather than developing countries. Looking at strict controls such as 

immigration checks, citizenship regulations or trade laws, one can see that they are heavily skewed 

in favour of the metropolitan countries to protect specific local spaces from unwanted immigrants. 

Since the opportunities for global citizenship are limited on the part of people from the developing 

countries, those who are privileged to do so end up imposing their local views and aspirations as 

everyone’s global perspective.  

 

2.12.1 Whose knowledge? 

According to Borhaug and Christophersen (2012), education institutions can be deemed as spaces 

where people critically interrogate civic and political issues. So, people wonder about the kind of 

content that is most appropriate for GCE? Information informs our actions; as such, the kind of 

information one is exposed to, whether positive or negative, determines behaviour. Information, 

however, is always somewhat biased – depending on the class, gender, ethnicity, political 

inclination, culture and heritage from which the information originates. Borhaug and 

Christophersen (2012) argue that the content in textbooks is heavily influenced by the political 

ideology favoured by the government of the day, and therefore impartiality is very difficult to 

attain. A critical view of the socialization approach to GCE states that learners create social 

realities through experiential learning. According to Kincheloe (1989), learners should think 

critically in order to analyse different perspectives in their quest to make meaning of world views. 

This approach to education develops learners’ creativity and imagination, communication and 

collaboration, critical thinking and problem-solving – core skills useful to address problems in life 

general and relevant to GCE.  
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Kincheloe (1989) argues that through project-based learning, field trips, role plays, appreciative 

enquiry, Socratic questioning and other interactive pedagogies, students learn to ask questions, to 

search for information and judge it critically, and to argue. GCE facilitates the socialization of 

students into active agents of social cohesion. 

According to Waghid (2018), if one takes a closer look at the concept of GCE, particularly in 

Southern Africa, it shows promotion of rights and responsibilities, dignity, identity and belonging. 

Waghid (2018) highlights six ‘values’ being championed by the South African education system, 

for example, i.e. equity, valuing diversity, multilingualism, transparency, taking responsibility, and 

etiquette. South Africa’s Department of Education (2001) these values have been increased to ten, 

including ideas of democracy, social justice, equality, non-racism and non-sexism, Ubuntu/Hunhu, 

an open society, accountability, the rule of law, respect and reconciliation.  

Hansen (2010) contends that GCE can alert people to the importance of self-illumination. For 

instance, Southern Africans should take into consideration their indigenous knowledge systems as 

they engage with world views. Hansen (2010) contends that the cultural heritage of the locals gives 

them a standpoint to have intercultural dialogue with foreigners.  

Nordgren (2006) interrogates the social realities presented in the social studies textbooks and how 

the views can be interrogated through the lenses of critical global citizenship education. He adds 

that in textbooks Europe is presented as the privileged continent, while the rest of the world is 

portrayed from a European standpoint. Losch (2011) argues that it is very important to avoid 

portraying Europe as superior to other continents in the learning area of history. That the teaching 

of the transatlantic slave trade, for instance, could be utilised a case study to analyse social justice 

and the essence of human rights. Pudas (2013) adds that revising the subject matter for curriculum 

to make it balanced, critical and objective is essential to avoid developing negative attitudes 

towards minority groups and even racism. The researcher seeks to investigate the views and 

experiences of the teachers who delivered Connecting Classrooms Programme, a global 

citizenship-based programme with regards to teaching and learning in Zimbabwe. 

Santisteban, Pagès and Bravo (2018) propose the use of controversial issues in teaching history 

education for global citizenship. Using case studies on colonialism, for example, as argued by 

Rodney (1973), it is apparent that the West siphoned resources from Africa through exploitation. 
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As the West developed, Africa underdeveloped.  Rodney (1973) argues that the exploitation of 

Africa’s resources dates back as far as the late 15th century when Africa started trading with 

Europe, Asia and the Americas. The first world and the third world countries of the present 

capitalist parts of the world have been interacting for four and a half centuries. The argument is 

during all this time Western Europe developed at the expense of Africa. The researcher aims at 

finding out how teachers participating in the CCP view global citizenship issues like exploitation 

and capitalism and how these issues are presented in the curriculum in Zimbabwe.  

Modiba (2013), found out that the history curriculum of Zimbabwe is designed deliberately to 

advance the propaganda of the revolutionary party ZANU PF, as such students are brainwashed, 

ending up with thinking templates that the state wants them to have. Furthermore, the examinations 

emphasize the hegemony of the elites by privileging metaphors that reinforce a selective narrative. 

On the other hand, Sheldon (2012) and Christou (2007) asserts that since the national history 

curriculum is a contested terrain, with high stakes for state’s political ideologies, it can never be 

neutral. For example, Korostelina (2011) shows that in Ukraine, state-controlled history education 

deliberately is preoccupied with rebuilding the state as well as the abolition of past identities 

(including the Soviet identity) and the building of a new brand that enhances Ukrainian 

independence. Korostelina (2011) observes that after the country got self-determination rights in 

1991, history education in state education institutions was completely revised. In addition, the 

Ukrainian Institute of National History was institutionalised and mandated with the task of 

orienting and educating Ukrainians towards the path to national unity. The researcher seeks to use 

the above critical views based on the critical GCE to interrogate the teachers’ views and 

experiences of CCP. 

According to Modiba (2013), Zimbabwe like Ukraine uses the subject of history as a tool to 

advance social reproduction of national identities thereby inculcating a sense of patriotism among 

the students. Modiba (2013) argues that the national history must be interrogated through the 

critical citizenship lenses to unmask the unconscious and restrictive views in it. In this way, he 

adds, teachers can bring in new critical perspectives, not oft-repeated ones, to that continuous 

discourse between the present and the past, which is history. History teachers need to be given 

freedom to infuse sound conceptual knowledge as they analyse the conception of historical 

thinking into their teaching. Teachers must use an inquiry model to history curriculum and revise 
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the learning area as a terrain for meaning making and not the continuation of simplistic and 

hegemonic views that advance the priorities of the elites. Modiba (2013) add that the Zimbabwean 

syllabus is divided into two parts and has 15 themes. Therefore, the researcher, as shall be 

demonstrated in Chapter 5 of the thesis, critically assess the teachers’ views and experiences 

considering the critical arguments above, i.e. the link between state’s ideology and curriculum and 

content. 

In South Africa, for example, Masooa and Twala (2014) point out that during the apartheid era, 

the teaching of South African history was heavily politicized, and politicians used it as a tool to 

justify the existence of the racism that had rocked the country. Masooa and Twala (2014) explain 

that the relevance of history in post-apartheid South Africa is highly questionable, teaching and 

interpretation of historical facts is done without critical analysis; and that the apartheid status quo 

persists in the country which was once affected by racial divides.  

According to Dussel and Mendieta (1996), in the Geography textbooks, for instance, Africa is 

usually presented as poor and this portrayal is disconnected to colonialism. Santisteban, Pagès and 

Bravo (2018) argue further saying that Geography and History education for global citizenship, 

must reveal social injustices that have caused the underdevelopment of Africa, Asia and Americas. 

As shall be discussed later in the thesis, these learning areas can help redesign GCE in order to 

make it relevant in redressing social, economic and political injustices. The current structure of the 

syllabi and teaching methods in Zimbabwe condition teachers to facilitate rote learning,’ thus 

making it difficult to integrate global citizenship education into the curriculum.  

According to Mikander (2016), the following European textbook quote describes the situation in 

the Democratic Republic of Congo: ‘The Democratic Republic of Congo has more natural riches 

than many other countries in Africa. The copper mines are perhaps the richest in the world and 

copper is exported, even though the export of diamonds is more important still. Despite the rich 

mines, Congo is still a poor country with big debts to other countries. This is because so much 

money is used for wars and fighting within the country.’ In the presentation of Congo above, it is 

essential to look at the other side of the story which is not being portrayed. This description is 

devoid of the country’s historical exploitation at the hands of the erstwhile colonisers. Civil 

conflicts are being attributed to as the causes of poverty in Congo, yet the text does not account 

for the external forces that sponsor local insurgencies to cause instability so that these foreigners 
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can have opportunities to plunder the resources in the country. Mikander (2016) argues that despite 

former colonies gaining independence, the structure of unfair trade is remains intact through the 

Western-controlled World Trade Organisation (WTO), and the gap between the rich and the poor 

continues to widen. Moreover, the developing countries are badly indebted to the rich countries. 

According to Andreotti and Pashby (2013), critical global citizenship theorists argue that the 

current teaching and learning in GCE usually reinforce Northern or Western preferences and tend 

to ignore historical power imbalances that are still existent in today’s global issues and relations. 

Dialectical relationships are often described as if they were not historical or structural, but the 

product of fortune. Andreotti and Pashby (2013) questions the reason why learners in European 

countries, for example, are often told that being born in Europe is like ‘winning the lottery.’  

 

2.12.2 Knowledge versus literacy  

According to Dahl (1992), there are concerns and diverging perspectives over the content of GCE. 

Banks (2004) argues that citizenship education faces challenges since there is a mismatch between 

the subject content taught in schools about democracy and social practice and institutional 

structures. Niemi and Junn (1994) argues that the theoretical content in schools must be augmented 

by the actual practice of the same on the ground. Inasmuch as GCE aspires to imbue students with 

values of human rights, social justice and equality, social inequalities such as racism and sexism 

undermine the objectives of GCE. Sibanda (2015) states that teachers in Zimbabwe, for example, 

pointed out that the predominant culture of teaching for the exam and the banking concept of 

teaching leave no room for critical GCE.   

Solhaug (2006) explains that, if the school can encourage active engagement of learners through 

public debates and active influence on decisions, they can boost the confidence and the morale of 

learners. Schools should endeavour to motivate learners' feeling of being successful. Much civic 

education, however, is based on an abstract understanding of institutions, systems, parties and 

elections and formal democratic procedures. Torney-Purta (2007) state that this rather formal 

education has been critiqued by scholars and teachers as an education too abstract for learners. 

Torney-Purta (2007) postulates that the proponents of this study (in more than 20 countries) all 
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argue that students need to be able to engage with immediate issues from their own lives as they 

move on to international issues.  

According to Schulz et al (2010) critical thinking was viewed as the most essential outcome in the 

Nordic countries. Teachers value students’ active participation and construction of their own social 

realities than being docile recipients of factual knowledge. Political literacy is preferred, and it has 

insights on critical political debates in a society, which is a precondition for active engagement in 

political discourses. Politically literacy brings charisma and deepens one’s knowledge and ability 

to convince others. Political debates, and participation and experiences, are quite essential in GCE.  

British Council (2015) states that school needs to create space for interrogation of debatable topics 

in the society. He advocates for what he calls ‘the principle of public space’ as a prerequisite for 

learners’ conversations. This means that hot topics in a society at any point in time maybe critically 

debated in the classrooms. Solhaug and Børhaug (2012) go on to say by so doing, learners develop 

communication skills, critical thinking and problem-solving. From various scholars and different 

approaches, there are robust submissions for an intentional democratic practice in educational 

institutions. Some argue that such practices may end up making education institutions 

ungovernable due to a likelihood of excessive radicalism of students. Next, the researcher 

continues with the discussion on major debates around GCE through the lens of post-colonial 

critique.  

 

 

2.12.3 The question of multiculturalism  

According to Kymlicka (2003), globalization and movement of people across borders transformed 

closed ‘homogenous’ nations into more multicultural societies. These processes have led to 

debates on the question of a national versus a global identity and to GCE. As was pointed out 

earlier, most European countries have developed specific cultural identities together with national 

languages and they have been challenged internally and externally for downplaying the values of 

ethnic minorities and assimilation policies. The political contestation has been around the need for 

European countries value diversity and to create equal opportunities for all people, despite their 

ethnic backgrounds.  
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2.13 Conclusion/Summary 

This chapter has shown that education has long been recognized as a central element in 

development of Zimbabwe. It has demonstrated that the role and purpose of education, i.e. how 

we define the function of education in society, is to a large extent influenced by the philosophy 

and perspectives we choose to define education and the activities that support such an education. 

Upon independence Zimbabwe inherited a curriculum and a schooling pattern created by the 

colonial order. The curriculum, though pruned of racist attributes, remain largely intact in relation 

to colonial order. Teacher authority is more important than student participation, curriculum 

reflects state’s ideology and a generally accepted hierarchy of knowledge, both skills of teachers 

and the success of schools are measured by standardised examinations. Teaching methods in use 

are still informed by the ‘banking’ model and have been carried over from the past. Teachers 

operate within a straitjacket of academic programmes which offer them limited leeway. The 

banking model of schooling is characterized by the act of teachers making deposits of facts and 

information into students’ heads. The current structure of the syllabi and the pedagogy easily drive 

teachers to engage in the ‘banking process,’ thus making it difficult to integrate global citizenship 

education into the curriculum. The researcher argues that contemporary curricula need to be 

relevant to the life of a child so that the teachers can facilitate critical thinking, problem-solving, 

communication and collaboration skills onto learners thus empowering them to be agents of 

positive change in their societies and the world at large. This chapter also addressed major findings 

of research on GCE that was conducted internationally, debates that emerged from these studies 

and gaps in research on GCE. The researcher concludes this chapter with an analysis of common 

threads emerging from the issues, debates and research findings that were discussed. 

Chapter 3 discusses the nature of a phenomenological approach, how the curriculum is analysed 

to provide context for interview data and describe the interview data collection process and the 

methods of analysis. The chapter concludes with a discussion of the trustworthiness of this study.  
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3.0 CHAPTER 3 – Research Methodology 

 

3.1 Introduction 

In this chapter the researcher outlines the methodology and describes how the study was carried 

out. It includes details of the mixed methods approach/research design, the conceptual framework, 

details on data analysis, trustworthiness of the research and ethical considerations. The 

methodology provides the theoretical basis for how the research proceeded. The chapter also 

highlights obstacles that were encountered in the research, the limitations of the study and how 

these impacted on the research.  The chapter concludes with a summary of the linkages between 

objectives, data and methods of analysis.  

 

3.2 Purpose of the Study 

The purpose of the study was to investigate the experiences and views of selected teachers who 

participated in the Connecting Classrooms Programme, a British Council-sponsored programme 

underpinned by a philosophy of Global Citizenship Education (GCE). According to the Ministry 

of Primary and Secondary Education (MoPSE) (2015), the Zimbabwean curriculum lags behind 

that of other countries with respect to developing 21st century non-cognitive skills. The current 

curriculum emphasises the development of academic knowledge at the expense of critical skills 

and core competencies for life and work. As mentioned in Chapter 2, this is akin to what Freire 

(1970) described as the ‘banking’ model of schooling, which is characterized by the teachers 

making deposits of facts and information into students’ heads. GCE prepares learners for life and 

work holistically through impartation of specific knowledge, skills and attitudes. However, the 

predominant teaching styles and culture (banking process) makes it difficult to integrate GCE into 

the curriculum as teachers are not prepared to implement interactive pedagogies.   

According to Freire (1993), educators, if empowered, can facilitate learning through self-

discovery. The present study explores the views of teachers who undertook GCE as perceived 

specifically by the teachers who participated in the British Council Connecting Classrooms 

Programme in rural and urban areas in Zimbabwe.  When teachers reflect on the concepts that 

inform their delivery, they can make sound decisions in creating a platform for teacher-centred 
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learning. Therefore, the purpose of the present study was to conduct quantitative and qualitative 

research investigating the views and experiences of the teachers on GCE. To meet this objective, 

this researcher (a) documents how teachers conceive of the concept of GCE, (b) ascertains how 

teachers view GCE within the Zimbabwean curriculum; and (c) investigates the lived experiences 

of the teachers as a result of their participation in the CCP.  

The researcher focuses on the Connecting Classrooms Programme, which has two strands that 

address global citizenship for educationists. The first strand is teacher professional development, 

which has six core skills courses, namely, School Leadership, Creativity and Imagination, Digital 

Literacy, Communication and Collaboration, Critical Thinking and Problem-solving, Citizenship 

and Student Leadership. The second strand of Connecting Classrooms deals with school 

exchanges, where Zimbabwean teachers are directly involved in joint curriculum projects based 

on GCE with their partner schools from the UK.  

 

3.3 Research Questions 

The research questions that guided the study are: 

1. How do teachers participating in the Connecting Classroom Programme view Global 

Citizenship Education?  

2. How has teacher participation in the Connecting Classroom Programme influenced their 

teaching and learning of GCE? 

3. How do teachers experience their involvement in the Connecting Classrooms Programme? 

 

3.4 The Connecting Classrooms Programme (CCP) 

The present study involved teachers who participated in the Connecting Classrooms Programme 

(CCP) phase 3 that took place between 2015 and 2018 designed specifically for delivering global 

citizenship education, and who incorporated GCE into the local curriculum. As will be discussed 

in detail in the section on sampling, the teachers who formed part of the qualitative study were 

selected purposively.  The teachers who participated in the quantitative part of the study were 

randomly selected. Merriam (1998) explains that purposive sampling supposes that the 

investigator seeks to find out, comprehend and draw logical conclusions and therefore must select 
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a sample that can provide the most relevant information. For the quantitative part, the researcher 

used simple random sampling, i.e. taking subjects from the sampling frame randomly, through a 

sampling, so that all individual subjects had an equal chance of being chosen, and there was an 

equal possibility of all different permutations of selections. 

CCP is the British Council’s global product for schools. It seeks to empower young people with 

global citizenship skills relevant for life and the workplace. The first strand of the programme 

deals with providing continuous professional development opportunities for teachers and school 

leaders to deepen their understanding of 21st century education. This is done by delivering a range 

of six core skills courses, namely:  Critical thinking and problem-solving, Creativity and 

imagination, Communication and collaboration, Digital literacy, Citizenship, and Leadership 

across the curriculum. According to the British Council (2015), core skills-also known as deep 

learning skills, or soft skills or 21st century skills-enable learners to comprehend international 

trends regarding teaching and learning, thereby stimulating innovativeness and global awareness. 

Honing these competencies empowers learners, who leave schools imbued with creative and 

critical abilities, ready to shape the future for themselves and subsequent generations. 

CCP started in 2006 in Zimbabwe aiming to help young people learn about global issues, giving 

them skills to work in a global economy. The first phase of CCP ran from 2006-2012. The second 

phase lasted from 2012 to 2015. The third phase ran from 2015 to 2018, which is the time period 

this study focused on. From 2006 the school partnerships between schools in Zimbabwe and 

schools in the United Kingdom and Sub-Saharan Africa enriched learning in schools by sharing 

best practices on subjects, curriculum, teaching methods, core skills, assessment, classroom 

behaviour management and inclusion. The British Council provides the schools with partnership 

grants to cover joint curriculum projects of their choice on global citizenship themes, including 

peace and conflict, rights and responsibilities, social justice, environmental sustainability, identity 

and belonging, and globalisation and interdependence.  

Schools in Zimbabwe receive grants to undertake joint curriculum projects and week-long 

exchange visits jointly with their partner schools in Sub-Saharan Africa and the UK. School 

exchange visits also promote intercultural dialogue.  Popular themes related to school partnerships 

include environmental sustainability, role of students, school governance, ICT skills, literacy 

skills, financial competence, health awareness and HIV/AIDS, storytelling, global citizenship, arts 
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and sports. The teachers who participated in this study were drawn from the Midlands, Bulawayo, 

Harare and Mashonaland East provinces. The map below shows the provinces from which the 

subjects of this research were drawn. 

 

Figure 3.1 Map of Zimbabwe showing its provinces 

At least 10 000 school children (who are at the heart of this project) shared information about their 

lives, cultures, countries and education using email, letters, videoconferencing, teleconferencing, 

photography and other methods of communication. Fifty teachers travelled to the UK and the 

African continent in exchange visits to their partner schools where they shared and learned best 

practices in teaching and learning. The teachers managed to host their UK partners in Zimbabwe 

as well. Upon their return to their home countries they implemented the lessons learnt from 

international partner schools. (See Chapters 1, 4 and 5.) 

Fifty teachers participated in the questionnaire survey. Ten teachers participated in the individual 

interviews. Another set of ten different teachers also participated in the focus group discussions 
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(FGDs). The ten who participated in the FGDs were not the ten who participated in the individual 

interviews. So, for triangulation purposes, the teachers who participated in the individual 

interviews and FGDs were different from the fifty teachers who completed the questionnaire 

survey. 

 

3.5 Sampling  

Cohen et al. (2000) observe that credible research depends on an appropriate methodology, fitting 

instrumentation and a suitable sampling approach. Cohen et al. (2000) add that a sample is a subset 

of the population on which the research is focused. Sampling strategy is a process of choosing an 

appropriate sample of a population with the aim of benchmarking parameters or variables of the 

total population. As indicated above, questionnaires were administered to 50 teachers through 

simple random sampling. On the other hand, ten teachers were purposively sampled to participate 

in the individual interviews, while ten teachers were again purposively sampled to participate in 

the FGDs for the qualitative part of the study. The subjects in this research are part of the 

population of teachers who worked in schools participating in the CCP. The researcher did not 

survey all the teachers participating in the programme.  

According to Patton (2002), purposive sampling is a non-random method of sampling where the 

investigator chooses information-rich cases for deeper study. Purposive sampling takes place when 

a researcher selects a sample from which the most can be learned.  So, for the quantitative survey 

the researcher engaged 50 teachers and for the qualitative survey 20 teachers, giving a total of 70 

teachers for both components. For the qualitative data, the researcher identified and selected 

teachers from the most active school based on the implementation of the programme and the 

impact stories published in the British Council Reports as well as the availability and willingness 

of the teachers to participate in the research. The success stories were selected from the CCP 

impact stories that were collected by the British Council Monitoring and Evaluation team based 

on their uniqueness and adequacy in meeting the objectives set out for the CCP. These success 

stories from these schools are documented in the British Council Impact in Zimbabwe Reports.  

According to Palys (2008), the location of a subject is also critical apart from the role played by 

the person. Research subjects are diverse and unique; for example, one well-placed articulate 
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informant can give more rich information than any randomly selected subject, and researchers 

must consider this when identifying a sample. Knowledge, experience, availability and 

cooperation of subjects, and effective communication skills are all important determinants for 

purposeful sampling. For the researcher, the criteria above informed his purposeful sampling for 

the qualitative component. Silverman (2001) maintains that the objective of qualitative interviews 

is to arrive at an authentic understanding of people’s experiences. As the researcher was interested 

in the teachers’ experiences and views on CCP and how the teachers incorporated GCE into their 

teaching and learning, the teachers identified as potential participants were invited to participate 

and the objectives of the research were explained to them. 

For the quantitative data, the researcher used random sampling. According to Bryman (2008), 

random sampling supposes that subjects to be sampled are all put together into what is referred to 

as a sampling frame. This list should be numbered in sequential order from one to the total number 

of units in the population. In an appropriate sampling frame, Bryman (2008) adds, all the subjects 

are numbered in a way that makes it easy to identify them in order (e.g. through a numerical 

identifier), and the frame is arranged in a clear and consistent manner. In this study the researcher 

ascertained adequate profiles about individual teachers in order to reach out to them for the 

purposes of the research. Every teacher in the population of this research was included and each 

teacher was included only once. No teacher from outside the frame was considered. The researcher 

gathered adequate data about the teachers to enable himself to undertake more advanced sampling 

selections like deciding to over-sample teachers from various school types and geographical 

locations.  

 

3.6 Research Approach 

According to Le Grange (2000a), a methodology is a logical perspective, body of knowledge and 

interpretive framework that informs a research process, whilst method refers to the set of tools and 

techniques adopted for eliciting data as part of a systematic investigation within a given discipline. 

As such, Creswell (2014) suggests grounding a study within explicit philosophical and 

methodological parameters. 
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This study adopts a mixed-methods approach, including positivist and phenomenological 

elements. The positivist component measures teachers’ views of GCE and the phenomenological 

component describes their lived experiences of being directly involved in the Connecting 

Classrooms Programme, which is a curriculum-based programme employing methods of 

instruction aligned to global citizenship education. The researcher gives an account of the nature 

of a phenomenological approach and the positivist component in this chapter. The process of data 

collection and analysis is also described.   

According to Creswell (2014), mixed methods research entails the use of diverse types of data in 

a study. Mixed method(s) research involves eliciting, analysing and integrating quantitative and 

qualitative research in a single study or a longitudinal programme of inquiry.  Using both 

qualitative and quantitative research helps in producing in-depth and richer findings which cannot 

be done when using one research approach on its own. Chatterji (2004) notes that all behavioural 

data analysis calls for both empiricism and interpretation, and it can be argued that both 

quantitative and qualitative components for analysis are useful to comprehensively deduce human 

behaviour, whether individual, group or societal. This is particularly the case where the process is 

to be understood as well as the outcome. 

Fusing data during gathering and analysis, before drawing conclusions, identifies the categories of 

various approaches one can adopt to research, the essence of multiple but mutually informing data 

sets, and the parameters for innovative approaches to understanding experiences or problems that 

arise when data are combined or converted from one form to another.  

Bazeley (2010) notes that the mixed-method approach together with various ways of analysis 

yields quality research than using a single method. Weiss (2005) adds that a mixed-methods 

approach can improve validity through data triangulation, present unique but overlapping elements 

of a problem, explain in detail one set of findings with data from another, widen the scope of 

potential findings, and reveal inconsistencies between results from multiple data sources and 

approaches.  

Johnson and Onweugbuzie (2004) note that the various data are selected based on their unique 

advantages and non-overlapping shortcomings, with the hope of producing quality findings 

buttressed by evidence. A mixed-methods approach can be meticulously arranged, but often also 
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emerges in scenarios (such as evaluation research) where the investigator aims to find out 

information available from whatever source that speaks to the research objectives. Data were 

obtained, for example, through questionnaire survey instruments with closed and open-ended 

questions combined with interviews and focus group discussions.   

According to Le Grange (2000a), mixed-method research also entails the use of various research 

methods in line with a wide range of research questions and a complex research methodology. 

Brannen (2005) adds that qualitative researchers see quantitative research as overly simplistic, out 

of touch with reality, reductionists in terms of its generalizations, and failing to meaningfully 

present the realities of the subjects. The stance that the researcher took is that both quantitative and 

qualitative approaches need not be considered as opposing each other, but as complementary 

frameworks and that research design should be informed by the questions asked. 

The present study combines positivist and phenomenological approaches within a largely 

pragmatic framework, as the researcher acknowledges the importance of both approaches in 

answering the research questions posed. The objectives of the study were to understand teachers’ 

lived experiences of CCP and their views on GCE through CCP in terms of meaning-making.  The 

research is premised on the philosophy of pragmatism, which is explained in detail in the next 

section. 

 

3.6.1 Pragmatism  

3.6.1.1 What is pragmatism 

Creswell and Plano (2010) explain that pragmatism entails selecting one’s position, i.e. 

epistemology, ontology, or axiology, with the most essential determinants being the research 

questions rather than a predetermined theory. Therefore, in this study the combination of 

qualitative and quantitative methods to address a real-life world challenge is adopted. According 

to Joas (1999), in pragmatism, action is inescapable, and it is an indispensable element in 

constructing social realities. Joas (1999) adds that action is not anything accidental, but a way of 

life for human beings.  
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3.6.1.2 Application of pragmatism to research 

Morgan (2007) claims that pragmatism combines qualitative and quantitative approaches to 

address real-life problems. In the design, eliciting and examining of data cannot be done in either 

an exclusively theory- or data-driven fashion. The pragmatic perspective is based on meaning-

making from observations that oscillate between induction and deduction, initially formulating a 

hypothesis from observations and then analysing the hypothesis through action. The pragmatic 

approach discourages situating a study in either extreme research methodologies where findings 

are either completely specific to a context, or an instance of some more generalized set of 

principles. Morgan (2007) further argues that it is normal for findings to be either so distinct that 

they do not resonate with other actors in other contexts, or so generalized that they apply in every 

possible historical and cultural setting. From a pragmatic approach, an important question is the 

extent to which things that have been learnt can be taken with one type of method in one specific 

setting to make the most appropriate use of that knowledge in other settings. 

Bryman (2004) describes four advantages of adopting pragmatism. First, employing one kind of 

data analysis illuminates the understanding brought about by another. Second, it reveals further 

researchable opportunities – adopting one method causes new research questions to emerge that 

can be followed up using a different approach. Third is the issue of contradictions, where 

qualitative data and quantitative findings conflict; examining contradictions between multiple data 

sets assumed to explain the same problem leading to an analysis of these approaches and choosing 

the most appropriate one for validity or reliability. Fourth, qualitative and quantitative results 

complement each other; the one enhances another. As such, looking at both data analyses from the 

two approaches, a complementary perspective that creates a holistic picture can be produced.  

 

3.6.2 Quantitative methods 

Bryman (2007) notes that quantitative research entails a method employed to analyse theories by 

looking at the connections among variables. These characteristics can be measured on instruments, 

so that empirical data can be tested using statistical processes. In contrast to qualitative researchers, 

quantitative investigators analyse data deductively to eliminate bias, influencing options for 

possible accounts to generalize and replicate results. For the quantitative component, there are 

specific approaches in both survey and experimental research informing the selection of a sample 
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population, establishing research design, data collection and analysis, presentation of findings, 

drawing logical conclusions and presentation of the research in line with a survey study.  

Merriam (1998) highlights the essence of considering variables employed in coming up with 

hypotheses. A variable entails a measurable characteristic or attribute of a person or an 

organisation and that differs from one person or organisation to another. Variables to consider 

include age, sex, geographical location, socioeconomic status, and attitudes and behaviours. 

Independent variables are those attributes that (probably) cause, influence or affect results. These 

are referred to as treatment, manipulated antecedent, or predictor variables. Dependent variables 

rely on the independent variables; they are the outcomes or results of influence of the independent 

variables. Other names of dependent variables are criterion, outcome, effect and response 

variables. 

In this study a survey was conducted to measure teachers’ views of GCE as applied in the 

Connecting Classrooms Programme. According to Babbie (1990), a survey is an investigation that 

entails eliciting data from a sample population, for example, adult women drawn from a well-

defined population (e.g. all adult women in a society) using a questionnaire. Survey research is 

useful for addressing assumptions set out, answering questions posed, testing objectives, 

establishing whether expectations have been met, setting benchmarks to measure future studies, 

studying trends over time, and basically to describe the quantity of phenomena in a setting. 

McIntyre (1999) observes that surveys can elicit data from huge population samples and are very 

useful in soliciting demographic data describing the make-up of the sample. Surveys are all-

encompassing in the kinds and number of attributes that can be measured, they need minimal 

resources to build and deliver, and are simple for generalizability. Surveys can also elicit data 

about attitudes that may not be easy to detect through observation. The essence of acknowledging 

that surveys only give a reflection of the population, not exact measurements. In this research, a 

Likert scale was employed to produce quantitative data. Bertram (2005) defines a Likert scale as 

a psychometric response scale primarily used in questionnaires to gauge subjects’ views or the 

extent to which they agreement or disagree with a statement or set of statements. Likert scales are 

a non‐comparative scaling technique and are unidimensional (only measure a single trait) in nature. 

Bertram (2005) goes to say subjects show their level of agreement with a given statement by way 

of an ordinal scale. It is usually a 5‐point scale ranging from ‘Strongly Disagree’ on one end to 
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‘Strongly Agree’ on the other with ‘Neither Agree nor Disagree’ in the middle. Some researchers 

prefer to use 7- and 9‐point scales which add additional granularity. Sometimes a 4‐point (or other 

even‐numbered) scale is used to produce an ipsative (forced choice) measure where no indifferent 

option is available. Each level on the scale is assigned a numeric value or coding, usually starting 

at 1 and incremented by one for each level. The research instruments are discussed in greater detail 

later in the chapter.  

Pinsonneault and Kraemer (1993) assert that surveys are not appropriate in a study where the 

historical context of phenomena is sought. Moreover, Bell (2010) observes that biases may arise, 

either due to low response rate or the nature and precision of the answers obtained. Other sources 

of error include intentional misreporting of behaviours by respondents to confound the survey 

results or to conceal inappropriate attitudes.   

 

3.6.3 Qualitative methods  

To answer the second and third primary research questions, the present study adopted a qualitative 

research design. According to Merriam (1998), qualitative research is grounded on the premise 

that phenomena are constructed by people interacting with their social worlds.  The present study 

is established on the following pillars of qualitative research as described by Merriam (1998).  

First, the study sought to explore how teachers experienced GCE as applied in the Connecting 

Classrooms Programme and how their experiences influenced their teaching and learning.  Second, 

the researcher was the primary instrument for data collection and analysis. Third, the study 

involved fieldwork whereby the researcher collected data from teachers in their professional 

contexts.  Fourth, this component of research did not intend to interrogate an existing theory; 

instead, the researcher developed themes and categories that emerged from the data. Fifth, the 

research is by and large descriptive.     

According to Husserl (1970), qualitative study focuses on an experiential inquiry from the 

viewpoint of the subject, bringing to the surface those taken-for-granted realities and conventional 

perceptions.  Husserl (1970) asserts that phenomenological paradigms are subjective as they 

emphasize personal opinions and understanding. As such, they are critical for understanding 

subjects’ motivations and actions, and dig deep into their assumptions and experiences. Qualitative 
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inquiry aims at explaining from theory-free position. More recent humanist and feminist 

researchers, however, critique the approach of setting out without preconceptions, and highlight 

the criticality of making how interpretations and meanings are connected to results, as well as 

locating the investigator within the research parameter as an interested and subjective player 

instead of a detached and neutral referee. Therefore, a quantitative paradigm may not unlock a 

deeper understanding of phenomena, while on its own a qualitative component may be too time-

consuming for studying such a complex problem. From both the practical and pragmatic points of 

view, mixed methods prove to be a suitable approach for this present study.   

 

3.7 Research Methods used to produce data 

3.7.1 Data collection instruments 

To gather data from the teachers the researcher utilised focus group discussions, in-depth 

interviews and questionnaires. Throughout the inquiry period, the researcher developed and used 

multiple data-collection tools.  

The study has two components: 

1)      A survey of the views of the teachers participating in the Connecting Classrooms project; 

2)      Investigating the lived experiences of selected teachers. 

 

For the survey component, the researcher administered questionnaires to 50 teachers. Shneiderman 

and Plaisant (2005) state that questionnaires can be distributed to a huge population compared to 

interviews, though they have the disadvantage of not being amenable to customising them to 

individuals as other methods of data collection make possible. Interviews can be quite fruitful and 

gather more detail, since the researcher can probe further interesting issues of concern resulting in 

focused and constructive information. The main advantage with interviews is that there is face-to-

face contact with the subjects culminating in specific and constructive suggestions. Interviews are 

handy in gathering thick descriptions and few subjects are required. 

Shneiderman and Plaisant (2005) posit that FGD are less structured compared to surveys and 

interviews. This is due to complexities in applying a rigid structure in a group; however, rich data 

can be obtained through interaction within the group; for example, sensitive issues that could have 

Stellenbosch University  https://scholar.sun.ac.za



 

83 

 

been missed in individual interviews may be revealed. In a group people develop and express ideas 

they would not have thought about on their own. A detailed discussion of each of the data-

collection methods follow. 

 

3.7.2 Questionnaires  

a) Construction of a Questionnaire and its administration 

According to Martin (2006), questionnaires are useful in sample surveys to gather reports of facts, 

attitudes and other subjective opinions. Questionnaires may be conducted by researchers in person 

or by telephone, or they may be self-administered on paper or another medium, such as the internet. 

Fifty teachers participated in the questionnaire survey. In this study the researcher developed a 

questionnaire informed by an extensive literature review relevant to the research objectives. In 

total the questionnaire had eleven items, excluding those related to the demographic data of the 

subjects. The first set of questions in the questionnaire were presented in the form of a Likert 

response scale from ‘strongly agree’ to ‘strongly disagree’ and the remaining questions were open-

ended. According to Bertram (2016), Likert scale questions use psychometric testing to measure 

beliefs, attitudes and opinions. As pointed out earlier on in this chapter, items present statements 

and subjects then state the extent to which they agree or disagree with the statement. The data 

pertaining to each specific question or item can be analysed on their own or be categorized to 

create a score for a group of statements, which is why Likert scales are also known as summative 

scales. Kothari (2005) posits that a Likert scale is the most preferred tool to gauge attitudes as it 

does not need a panel of judges to rank the scale variables  

For this study, the first questions were designed to collect the demographic data of the respondents, 

including their age, gender, teaching experience, marital status and qualifications. Questionnaires 

were sent to the fifty teachers via the school heads, who also wrote letters of approval giving the 

researcher permission to interview the teachers. The letter of approval from the Ministry of 

Primary and Secondary Education helped the researcher to gain access to the teachers (see 

Appendix 4).  

Questionnaires entitled Global Citizenship Education for Zimbabwean teachers: The Case of 

Connecting Classrooms Programme were administered to elicit teachers’ views of GCE. The 
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researcher explained the purpose of the study to the teachers and handed out the questionnaire for 

completion. The instrument was administered via post and email, while some were hand-delivered 

between April and July 2017 to the fifty teachers in Kwekwe, Gweru, Bulawayo, Mrewa and 

Harare. The questionnaires were accompanied with a covering letter explaining the objectives of 

the study. Since the Ministry of Primary and Secondary Education (MoPSE) is a partner of CCP, 

the teachers felt motivated to participate in this study. The researcher personally met the costs of 

travelling and daily subsistence for the data-collection exercise since the employer provided only 

the tuition fee. The researcher scheduled the fieldwork for April through July 2017, with the first 

two used months for piloting and reviewing the instruments as well as making concrete plans for 

the fieldwork. Weather conditions were other factors he had to deal with. Some of the study 

locations receive regular heavy rainfall from December to April and this had to be considered as 

well.  

Confidentiality and anonymity were stressed in order to ensure that teachers were comfortable 

about giving honest responses to each of the questions. In some instances, the researcher explained 

the purpose of the study to teachers in their own language using a pre‐translated script.  

According to Burgess (2001), respondents are motivated to answer a questionnaire when they see 

it as interesting, of value, short, clearly thought through, and well presented. The researcher 

ensured that the presentation of the questionnaire paid attention these features. However, even 

though respondents start to complete the questionnaire, they may give up if they find it 

cumbersome. The researcher utilized both self-administered questionnaires and interviews. Given 

the descriptive and interpretative nature of this study, the researcher employed semi-structured 

interviews in which he allowed the participants to be free to express their feelings.  

 

3.7.3 Advantages and disadvantages of Questionnaires 

Questionnaires were used in this research because closed and open-ended question items could be 

posed.  The closed questions were used because they are easy to answer and are straightforward.  

The open-ended questions allow for leading probes thereby soliciting additional information since 

respondents can express themselves freely. Some of the questionnaires were also sent via email 
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and this enabled the teachers to respond at times convenient to the respondents. Interviewer bias 

was minimised in the questionnaires, thereby improving the validity and reliability of the results. 

Leedy (1980) asserts that questionnaires can be sent to distant subjects who may never have 

physical contact with the researcher.  This reduces the researcher’s travelling costs. Since a 

questionnaire is totally impersonal, teachers gave their opinions freely. In this study, 

questionnaires were cost-effective and easier to manage. 

Despite the above-mentioned pros, the questionnaire also has its downside, which includes non-

returns and incomplete responses. It is also impossible probe the subjects when they have provided 

incomplete responses which needed elaboration. As such, the researcher had to vigorously follow 

up closely with the teachers to ensure that they all returned the questionnaires. 

 

3.7.4 In-depth interviews 

Construction of the Interview Protocol   

A questionnaire survey might not comprehensively draw in-depth opinions, mainly for questions 

related to why and how. To bypass this shortcoming, a qualitative interview schedule was put 

together and administered to a same sample of ten teachers to strengthen, elaborate and triangulate 

the data gathered from a questionnaire survey. Ten teachers participated in the individual 

interviews. The teachers who participated in the individual interviews were not part of the fifty 

teachers who participated in the questionnaire survey. So, for triangulation purposes, the teachers 

who participated in the interviews were the same teachers who completed the questionnaires.  

According to Kvale (1996), an interview is used to obtain an account of the social realities of the 

subjects with respect to interpreting the meaning of the described phenomenon. Interviews are 

more insightful than the variable-based correlations of quantitative inquiries. Different to 

questionnaire surveys, interviews allow for follow-up and probing questions when researching 

motives and feelings. Wiersma (2000) posits that interviewing can help to eliminate 

misunderstandings over questionnaire items. Face-to-face interviews reduce the likelihood of ‘do 

not know,’ ‘not sure,’ and no answers within the context of questionnaires.  
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There are three kinds of interviews, i.e. structured, semi-structured and unstructured. In a 

structured interview the interviewer has a script which they stick to and usually record the short 

responses in the respective categories, while an unstructured interview is more flexible with the 

interviewer having room to alter or adapt the questions in line with the interviewee’s understanding 

and responses. A semi-structured interview, like the structured interview, follows a careful script, 

though it allows for more latitude. The researcher utilised semi-structured interviews because of 

their flexibility and room for latitude.   

This study sought to ascertain the teachers’ views on GCE and their experiences on the Connecting 

Classrooms Programme, whose underpinning philosophy is global citizenship education, and how 

the teachers’ participation influenced their teaching and the learning of GCE. The interview 

instrument had questions which complemented those of the questionnaire by investigating more 

profoundly the teachers’ experiences of and perspectives on GCE. Open-ended questions were 

used because, according to Anderson (1990), they help subjects to be expressive as they describe 

phenomena in their own words. Open-ended questions tend to be easy to answer since there is no 

right or wrong response. 

 

3.7.5 Conducting the Interviews 

Merriam (1998) asserts that an interview is a way of gathering data where a sample of interviewees 

are asked about their thoughts, views, feelings.  The purpose of the interviews directed at key 

informants from MoPSE was to seek clarification on their perceptions relating to GCE. Semi-

structured interviews were used to elicit information on the lived experiences of teachers regarding 

GCE. The ten teachers who participated in the interviews came from independent and state 

schools. There was also a geographical mix as some schools are in urban areas while others are in 

rural areas. The teaching experience ranged from 10 to 20 years. All the teachers hold teaching 

qualifications ranging from diplomas to degrees.  

The interviews took place in the respective schools. Before the start of the interviews the 

interviewees were briefed on the reason for the interview for them to be clear about the whole 

process as well as to serve as a basis for establishing a rapport between researcher and the teachers. 

Confidentiality and anonymity were emphasised by the researcher. The interviewees were offered 
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an option of choosing the language that they were comfortable with, i.e. English or Shona. The 

researcher asked the questions one by one and enough time was given for the teachers to respond. 

The teachers were quite cooperative and responded very well. The researcher hoped to elicit 

credible data for the verification of corresponding data in the survey questionnaire.  

The interviews lasted approximately 45 minutes to an hour each. The interviews were audio 

recorded and conducted in the school setting at times convenient for the teachers. The open-ended 

questions addressed some of the topics identified in the CCP relating to common themes of GCE 

as highlighted in the scholarly literature, with a focus on global awareness, ability and willingness 

to affect change, and development of 21st-century non-cognitive skills. 

Throughout the interviews the researcher maintained reflexivity as he sought to comprehend the 

teachers’ perceptions without judgment (Burgess, 2001). The researcher recorded the responses 

and took note of the teachers’ non-verbal cues. Additionally, the researcher noted all key phrases 

and points from the teachers. As the interviews went on, the researcher was alert to those moments 

where he needed to reword the questions in teachers’ everyday language instead of complex social 

science terms (Lincoln and Guba, 1989). As Charmaz (2002) emphasizes, the use of familiar 

language helps to maintain the flow of the interview. The researcher gave the interviewees typed 

copies of the transcribed responses for them to endorse what was captured, elaborate on the 

intended meaning of some sentiments, or provide feedback on the whole interview process 

(Lincoln and Guba 1989). By so doing, any issues the teachers may have had with the transcript 

were addressed and any inconsistencies that were noticed were amended. 

Throughout the interviews, the researcher maintained a journal. The journal was used to record 

tasks and locations as an investigator, and to record thoughts and feelings about the research as it 

unfolded. The researcher would do journaling immediately following each interview. This journal 

writing helped him to look back at the interview and record feelings, descriptions of the places, 

dates, duration of data collection, as well as my comments, Emerson, Fretz, and Shaw, (1995). As 

part of journaling, the researcher could examine his role, relationship with teachers, and biases, 

and noted the themes addressed in each interview. The researcher also noted discussions he had 

with teachers outside of the interview schedule. The researcher meticulously recorded emerging 

themes, views, teachers’ reactions and non-verbal cues critical to comprehending the meanings of 

the teachers’ expressions. The investigator took a cue from Rubin and Rubin’s (2005) suggestion 
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of utilizing a section of the journal to record field notes, and thus the research journal helped to 

manage information elicited through interviews and the non-verbal observations taking place 

during interviews. 

It is worth noting that samples for qualitative research are generally much smaller than those in 

quantitative studies. According to Ritchie, Lewis and Elam (2003), as the research unfolds more 

data do not necessarily lead to more information. The researcher prepared a list of topics and 

potential questions to be touched upon. All teachers were asked to describe their experiences of 

Connecting Classrooms regarding the joint curriculum project for global citizenship education and 

the enhancement of 21st century core skills. 

 

3.7.6 Advantages and disadvantages of Interviews 

Through the semi-structured interviews, the researcher was able to elicit data as well as obtain 

information on the teachers’ experiences and views on GCE, including views that are considered 

slightly more sensitive. The interviews were chosen as one of the research instruments for the 

study because they have high response rate. Interviews gather more data than any other instrument 

through further probing by the researcher. With interviews, there is an opportunity for clarification 

of questions which the interviewee cannot understand. The researcher can also verify or confirm 

some of the responses given, for instance, age, sex and qualifications.  Interviews enable thorough 

probing of subjects.   

However, some of the shortcoming of interviews include bias through the researcher’s interview 

strategy or recording of answers. If either the investigator or the subject loses their temper, the 

interview can be cancelled. Some respondents may not be too keen to supply information that 

appears to be sensitive to them. Some subjects may again intentionally provide incorrect data. 

 

3.7.7 Focus Group Discussions (FGDs)  

According to Lodico et at (2006), a focus group discussion involves subjects with common 

attributes gathered in a formal setting to discuss their perceptions on a phenomenon. In this study 

two FGDs with 5 participants in each group were conducted, meaning that 10 teachers participated 
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in the FGDs. The two groups were picked using purposeful sampling criteria as discussed earlier 

in this section and lasted for 45-60 minutes. During the discussions the researcher tried gave 

leeway to the teachers to take the lead as he assumed a facilitation role. The main advantage of a 

focus group interview in this case was that the researcher was able to gather information from 

various teachers simultaneously and note the group interactions and dynamics (Lodico et al. 2006).  

The FGDs were designed to get participants to reflect on their experiences of GCE and how it 

influenced their teaching and learning. The two focus group sessions were recorded using a digital 

recorder with the permission of the teachers. The study was conducted in suitable venues that were 

identified with the help of school authorities. The strategy was the same in all FGDs, regardless of 

group composition. Once teachers were ready to start, the investigator explained to them the 

objectives of the discussion. A standard script (see Appendix 2a) was employed for each group of 

teachers for the purposes of eliminating researcher bias from group to group. The researcher 

recorded data on pre-designed forms during the deliberations.  

According to Morgan (2007), the major advantage of FGDs is that the researcher has a chance to 

observe interactions on a subject in a relatively shorter time based on the investigator's ability to 

put together and moderate the focus group discussions. Morgan (2007) notes three major 

advantages of naturalistic observation: an ability to collect data on a larger range of behaviours, a 

greater variety of interactions with the study participants, and a more open discussion of the 

research topic. By comparison focus groups are limited to verbal behaviour, consist only of 

interaction in discussion groups, and are created and managed by the researcher.  

According to Morgan (2007), the researcher can ascertain the viability of an FGD by asking 

subjects if they feel comfortable conversing on the given topic freely. Focus groups are appropriate 

to ascertain subjects’ views on an experience, idea or events. Freitas, Oliveira, Jenkins and Popjoy 

(1998) observe that FGDs are simple to conduct, enabling the researcher to examine a phenomenon 

and draw logical conclusions. The researcher found out that FGDs had high face validity (data), 

were cheaper to manage, information was obtained quickly, and they enabled him to widen the 

sample size of the qualitative component.  

The downside of FGDs is that they are not based on a natural context, the investigator has a loose 

grip over the information gathered, and the data analysis can be complicated. The group dynamics 
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can pose challenges and the researcher must have expert knowledge on moderation and putting 

together groups for effective discussions to take place. The discussions should be held in an 

environment conducive to fruitful conversations. 

Despite the shortcomings indicated above (particularly the issue of spontaneity and the effort 

needed to form the groups), this approach allows for the gathering of interesting information. The 

researcher noted that the information enriched the data from which the formulation of theories and 

the construction of parameters was done. These in turn enables further investigation. The next 

section discusses data analysis.  

 

3.8 Data analysis 

3.8.1 Quantitative Analysis 

The present research mixed qualitative data with statistical data in an iterative process in which 

integration of the data sets was analysed. Data were analysed separately for quantitative and 

qualitative information.  The method employed in the analysis of data was simple descriptive 

statistical analysis.  The analysis aimed at examining the various statistics in order to give them 

meaning.  According to Chatterji (2004), all behavioural data analysis requires a fusion of both 

approaches for analysis in order to fully comprehend people’s behaviour, whether individual, 

group or societal. This is particularly the case where process as well as result are to be 

comprehended.  

In this research all questionnaire responses were manually counted looking at the ticks on each 

question.  Data were analysed and results of the questionnaires displayed in tabular and graphical 

form, as demonstrated in Chapter 4.  This was followed by the analysis of each result on the 

questions.  The data analysis was informed by exploratory analysis, whereby analysis occurred at 

the first stages when it was not yet apparent what to expect from the data. Descriptive analysis was 

adopted to compress the results and describe the sample. Inferential analysis allowed the researcher 

to draw conclusions about the larger population from the responses of the teachers who 

participated in the CCP from which the sample was drawn.   

Once the data were entered, exploratory data analysis was done to establish the structure of the 

data. The researcher used numerical and graphical methods to display important features of the 
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data set. Exploratory data analysis helped to show general features of data. It also revealed problem 

areas in the data; for example, should outliers be included or excluded in the analysis, did the 

information need to be filtered further for consistency, and what the distributions were for 

important variables?    

Descriptive statistics showed the data composition and the connections between variables. Simple 

graphics analysis became the premise for analysing quantitative data. Each descriptive statistic 

compressed lots of information into a simpler summary. The descriptive data-analysis approach 

adopted for this study involved univariate analysis/computation of descriptive statistics (mean, 

mode, median, variance, standard deviation and graphs) for every attribute, not only to cross-check 

for correctness of information, but also to verify if the information satisfied the needs for 

subsequent parametric data analysis methods that may have been adopted to draw inferences from 

the information. Univariate analysis enabled the researcher to gauge three main attributes of a 

single variable that focused on the distribution, the central tendency and the dispersion. 

3.8.2 Qualitative analysis 

Creswell (2014), notes that a qualitative approach is one in which the researcher often constructs 

knowledge claims on the basis of a constructivist ontology (i.e. the multiple realities of individuals 

built from social and historical experiences with a view to coming up with a logical explanation) 

or advocacy/participatory views (i.e. political, issue-oriented, collaborative, or change oriented) or 

both. Cresswell (2003) adds that this analysis also adopts approaches of inquiry such as narrative, 

phenomenology, ethnography, grounded theory, or case studies. In this present study, the 

researcher gathered open-ended emerging information using constant comparison with the sole 

aim of purposefully developing themes. 

According to Glaser and Strauss (1965), constant comparison is critical in building a body of 

knowledge that is grounded in the data. Tesch (1990) corroborates this notion when she refers to 

comparison as the key logical activity that underpins all analysis in grounded theory. The technique 

of comparing and contrasting is adopted for practically all intellectual tasks during analysis: 

forming data sets, delineating categories, assigning the segments to categories, summarizing the 

content of each category and identifying negative evidence. The whole aim is to establish 

conceptual similarities, to refine the discriminative power of categories, and to note trends. 
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According to Boeije (2002), by comparing, the investigator can do the necessary tasks to formulate 

a theory inductively, namely categorizing, coding, delineating categories and connecting them. 

Constant comparison is synonymous with theoretical sampling. This principle suggests that the 

inquirer chooses what information will be collected next and where to get it, depending on 

provisionary theoretical ideas. By so doing, questions that had emerged from the analysis of and 

reflection on previous data were addressed. The data in hand were established, examined further 

and juxtaposed with the new data. The units were meticulously identified in a way that enabled 

questions, new or otherwise, to be addressed efficiently and effectively, creating room for the 

procedure of analysis and comparative to progress. Boeije (2002) explains that the process of 

continuing to juxtapose and evaluate ‘old’ and ‘new’ data can be repeated many times. It is only 

when new cases do not provide any new insights that categories can be described as saturated. This 

means that that these cases can be easily added to one of the already existing categories in the 

growing body of knowledge. 

Creswell and Plano (2010) assert that information from each category is usually interrogated 

separately first, using the usual text analysis, statistical or alternative techniques. To begin, 

illuminating quotations from the open-ended interview data were employed to augment data of 

statistically examined answers. Mark, Feller and Button (1997) posit that using quoted sentiments 

to demonstrate an attribute helps in communicating statistical findings. 

According to Glaser and Strauss (1965), comparisons enhance the internal validity of the 

outcomes. One characteristic of the qualitative approach is that the inquirer attempts to present and 

conceptualise the differences that are found within the subject under investigation. Variation is 

inherent in comparison and identifying similarities and differences in behaviour, logic, attitudes, 

perceptions and so on. Constant comparison also speaks to external validity, since the conceptual 

framework can even be applied to other bigger disciplines that resemble the original discipline. 

The concept of awareness, what each teacher knew about the identity of the other, was employed 

to describe interactions, especially in this research exploring teachers’ views and experiences of 

GCE and teaching and learning in Zimbabwe. In the next section I discuss trustworthiness of the 

qualitative and quantitative data. Figures 4.16-19 in the Appendices provide evidence of how the 

qualitative data were analysed.   

 

Stellenbosch University  https://scholar.sun.ac.za



 

93 

 

3.9 Trustworthiness of quantitative data  

3.9.1 Reliability 

Joppe (2006) defines reliability as the extent to which findings are replicable over time. A correct 

representation of the total population under inquiry is called reliability and if the findings of the 

research can be replicated using a similar approach, then the research tool is dependable. 

Reliability of results is one of the main expectations of any research procedure. Reliability looks 

at the consistency, dependability and replicability of the findings from an inquiry. Getting the same 

results in quantitative research is rather simpler because information is in numerical form. 

However, in qualitative studies to investigate and get similar findings is taxing and cumbersome, 

mainly because the information is in narrative form and subjective. Accordingly, Lincoln and Guba 

(1989) argue that instead of seeking the same findings, it is better to look at dependability and 

consistency of the data. In this case, the aim is not to obtain identical findings, but rather to reach 

consensus about the consistency and dependability based on the research methodology and the 

findings. Merriam (1998) adds that the calibre of the investigator can become more dependable 

through capacity building and practice. Generally, Lincoln and Guba (1989) and Merriam (1998) 

suggest that the dependability of the findings can be ascertained by employing three approaches: 

the researcher’s philosophy, triangulation and pursuing an audit trail. In this research the 

investigator explains the different procedures and stages of the investigation. As will be discussed 

below, the researcher describes in detail the rationale of the study, design of the study and the 

subjects. The researcher used different procedures such as questionnaires, interviews and FGDs to 

collect data. Collecting of information through different sources can enhance the reliability of the 

data and the results in this present study. In this way the replication of the study can be carried out 

easily. Next, the researcher explains validity.  

 

3.9.2 Validity 

Martin (2006) defines validity in quantitative research in terms of whether the research truly 

measures what it was intended to measure, or how truthful the research results are. In this study 

the survey instrument and interview questionnaire elicited response options that were understood 

by teachers thereby producing comparable and meaningful data.  
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Zohrabi (2013) asserts that obtaining similar results in quantitative research is rather 

straightforward, because data are in numerical form. However, in qualitative approaches to 

research achieving identical results are demanding and difficult. Zohrabi (2013) asserts that a 

review of a questionnaire by experts in questionnaire design is relatively cost-effective and 

productive in terms of problems. Non-expert coders may also conduct a systematic review using 

the questionnaire appraisal scheme. Through consulting experts in research methods and the 

subject area of GCE, the researcher ensured the validation of the research tool. The researcher 

ascertained that the items and domains of the instrument were appropriate and comprehensive 

regarding measurement of concepts, population, and construct-related validity. The instrument 

showed evidence that relationships among items, domains, and concepts conformed to a priori 

hypotheses concerning logical relationships with demographic characteristics of the teachers.  

Since the aspects that went into the instrument had to be related to theory, the researcher strongly 

analysed the underpinning theory and literature on global citizenship education to ensure that his 

measures captured the hypothetical measures which literature prescribes for this type of study. 

Reference to the literature enabled the researcher to ensure that the instrument measured correctly 

the aspects that it was supposed to be measuring and that the various components making up the 

questionnaire were generally acceptable as measures of the variables of interest.  

The researcher presented the survey instruments to a research methods expert who analysed them 

before an iterative approach was implemented involving pretesting and revision. Piloting the tool 

and a quick analysis of preliminary data were done to check on construct validity and internal 

consistency. Shenton (2004) observes that specific ploys may be incorporated to uncover 

deliberate and iterative questioning in which the researcher returns to matters previously raised by 

an informant and extracts related data through rephrased questions. In this present study, where 

contradictions emerged, or falsehoods could be detected, the researcher decided to discard the 

suspect data. Shenton (2004) adds that an alternative approach and one that provides greater 

transparency lies in drawing attention, in the final research report, to the discrepancies and offer 

possible explanations. The research tool entailed the use of a mixed-method approach using both 

qualitative (open-ended questions) and quantitative (Likert scale) dimensions. It is believed that 

using different types of procedures for collecting data and obtaining that information through 

different sources can augment the validity and reliability of the data and their interpretation. 
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Purposeful sampling is widely used in qualitative research for the identification and selection of 

information-rich cases related to the phenomenon of interest. The researcher also employed a 

reliability test using the Cronbach Alpha Test and got a score greater than 0.75, which shows that 

the research instrument was reliable, as postulated by Hayes (2009). This was only done for the 

Likert scale section of the questionnaire. The researcher pre-tested the tool for reliability using ten 

questionnaires and found the reliability was above 0.75.  

 

3.9.3 Trustworthiness of qualitative data 

The concepts of reliability and validity are viewed differently by both quantitative and qualitative 

researchers. Glesne and Peshkin (1992) argue that these terms defined in quantitative terms may 

not apply to the qualitative research paradigm. Winter (2000) notes that the concepts of credibility 

and transferability provide the lenses for evaluating the findings of qualitative research. In this 

context, the two research approaches or perspectives are essentially different paradigms, in the 

sense that Kuhn (1970) referred to paradigms. 

Healy and Perry (2000) assert that the quality of a study in each paradigm should be judged in 

terms of its own paradigm. For example, Lincoln and Guba (1985) explain that while the terms 

‘reliability’ and ‘validity’ refer to essential criteria for determining quality in quantitative 

paradigms, in qualitative paradigms the terms credibility, confirmability, dependability and 

transferability are the essential criteria for determining quality. To be more specific, in relation to 

qualitative research, Lincoln and Guba (1989) use dependability, which closely corresponds to the 

notion of reliability in quantitative research. One of the key criteria addressed by positivist 

researchers is that of internal validity, in which they seek to ensure that their study does in fact 

measure or test what it intended to. According to Merriam (1998), the qualitative researcher’s 

equivalent concept, i.e. credibility, deals with the question: How congruent are the findings with 

reality? Lincoln and Guba (1989) argue that ensuring credibility is one of most important factors 

in establishing trustworthiness. 

Burns (1999) notes that validity is concerned with whether the research is believable and true, and 

whether it is evaluating what it is supposed to or purports to evaluate. In this regard, Burns (1999) 

stresses that validity is an essential criterion for evaluating the quality and acceptability of research. 
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Generally, researchers use different instruments to collect data. Fraenkel and Wallen (2003) 

conclude that therefore the quality of these instruments is critical, because the conclusions 

researchers draw is based on the information they obtain using these instruments.  

Merriam (1998) writes that external validity is concerned with the extent to which the findings of 

one study can be applied to other situations. In positivist work, the concern often lies in 

demonstrating that the results of the work at hand can be applied to a wider population. Since the 

findings of a qualitative project are specific to a small number of environments and individuals, it 

is impossible to demonstrate that the findings and conclusions are applicable to other situations 

and populations. Lincoln and Guba (1989) and Firestone (1993) are among those who present a 

similar argument and suggest that it is the responsibility of the researcher to ensure that enough 

contextual information about the fieldwork sites is provided to enable the reader to make such a 

transfer. They maintain that, since the researcher knows only the ‘sending context,’ they cannot 

make transferability inferences. In recent years such a stance has found favour among many 

qualitative researchers, according to Firestone (1993). After perusing the description within the 

research report of the context within which the work was undertaken, readers must determine how 

far they can be confident in transferring the results and conclusions presented to other situations. 

The researcher in this study provided enough thick descriptions of the phenomenon under 

investigation to allow readers to have a proper understanding of it, thereby enabling them to 

compare the instances of the phenomenon described in the research report with those that they 

have seen emerge in their situations.  

On dependability, Fidel (1993) and Marshall and Rossman and Wilson (1999) note, the changing 

nature of the phenomena scrutinised by qualitative researchers renders such provisions problematic 

in their work. The investigator’s observations are tied to the situation of the study, and the 

published descriptions are static and frozen in the ethnographic present of any research work. 

Lincoln and Guba (1989) stress the close ties between credibility and dependability, arguing that, 

in practice, a demonstration of the former goes some way towards ensuring the latter. The 

researcher in this study achieved credibility and dependability by using overlapping methods, such 

as the focus group and individual interview, as the researcher has demonstrated above. In order to 

address the dependability issue more directly, the processes within the study were reported in 

detail, thereby enabling a future researcher to repeat the work, if not necessarily to gain the same 
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results. Thus, the research design may be viewed as a ‘prototype’ model. Lincoln and Guba (1989) 

add that such in-depth coverage also allows the reader to assess the extent to which proper research 

practices have been followed. In order to enable readers of the research to develop a thorough 

understanding of the methods and their effectiveness, this study includes sections devoted to the 

research design and its implementation, describing what was planned and executed on a strategic 

level, the operational detail of data-gathering, addressing the minutiae of what was done in the 

field, and reflective appraisal of the study and evaluating the effectiveness of the process of inquiry 

undertaken.   

On confirmability, Zohrabi (2013) associates the objectivity in science with the use of instruments 

that are not dependent on human skill and perception. He recognises, however, the difficulty of 

ensuring real objectivity, since, as even tests and questionnaires are designed by humans, the 

intrusion of the researcher’s biases is inevitable. The concept of confirmability is the qualitative 

investigator’s concern comparable to ensuring objectivity. Steps should be taken at this stage to 

ensure as far as possible that the research’s findings reflect the experiences and ideas of the 

informants rather than the characteristics and preferences of the researcher. The role of 

triangulation in promoting such confirmability was emphasised in this chapter, in this context to 

reduce the effect of researcher bias. Once more, the researcher provided detailed methodological 

descriptions enabling the reader to determine how far the data and constructs emerging from it 

may be accepted.  

Mathison (1988) asserts that triangulation has raised an important methodological issue in 

naturalistic and qualitative approaches to evaluation in order to control bias and establish valid 

propositions, because traditional scientific techniques are incompatible with this alternative 

epistemology. The researcher, after triangulating all data sources, ascertained that the data-

collection techniques support a holistic perspective on global citizenship education. Patton (2002) 

advocates the use of triangulation by stating that triangulation strengthens a study by combining 

methods. This can mean using several kinds of methods or data, including both quantitative and 

qualitative approaches. The researcher collected and analysed detailed primary data through the 

interviews, questionnaires, focus group discussions and secondary sources including Zimbabwean 

government and British Council publications. The researcher invoked various perspectives which 

have been used to formulate citizenship theories including liberal, communitarianism, republican, 
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and neo-republican citizenship, which underpin global citizenship education that fosters the 

development of non-cognitive skills among young people.  

The researcher also triangulated methods by combining qualitative (interviews, FGDs and 

quantitative methods (questionnaire survey) where the inductive results from a qualitative 

approach served as inputs to the deductive goals of a quantitative approach, and vice versa 

(Creswell: 2014). Yin (1994) recognises the importance of incorporating correct operational 

measures for the concepts being studied. Thus, the specific procedures employed, such as the line 

of questioning pursued in the data-gathering sessions and the methods of data collection, were 

derived from those procedures that have been successfully utilised in previous comparable 

projects. Lincoln and Guba (1989) recommend the development of an early familiarity with the 

culture of participating organisations before the first data-collection dialogues take place. This may 

be achieved via consultation of appropriate documents and preliminary visits to the organisations 

themselves. Prolonged engagement between the researcher and the teachers helped to gain an 

adequate understanding of the teachers and their schools’ setting and to establish a relationship of 

trust between the parties. In this study the researcher worked with the sampled teachers on CCP, 

and there was mutual trust between him and the teachers as well as deeper a understanding of the 

schools they work in. Triangulation of data is discussed in the next section. 

 

3.10 Triangulation of Data 

Triangulation is a procedure by which various approaches (data sources, theories, and researchers) 

are used in a research of one phenomenon. In data triangulation inquirers elicit information from 

different groups, locations and times. Lincoln and Guba (1989) states that the basic expectation in 

ascertaining credibility of data in any investigation is triangulation, reflexivity and member checks. 

Reason and Rowan (1981) advocates for the adoption of validity from traditional studies but 

refining and widening them to make them relevant to a social setting.  Cronbach (1980) argues 

that the validation is for corroborating a logical explanation, but also to interrogate possible 

shortcomings. Cronbach adds that any view should be credited only as far it proves otherwise in 

tests to falsify it. Results can be supported and any shortfalls in the information can be 

complemented by the strengths of other data, thereby enhancing the validity and reliability of the 
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findings. Therefore, the researcher used triangulation to reinforce conclusions about findings and 

to minimize the risk of false interpretations. 

The researcher used a questionnaire which was administered to 50 teachers (randomly sampled) 

who took part in the CCP international collaborations. As explained earlier in this chapter, the 

researcher also interviewed 10 teachers and conducted FGDs with a different set of 10 teachers 

from different schools (purposively sampled) who received the CCP core skills training to elicit 

detailed information. In addition, the researcher used existing secondary information and literature 

sources from the Ministry of Primary and Secondary Education and the British Council. In total, 

70 teachers of various ages and both genders, from urban and rural provinces, and from 

government and independent schools took part in this study. The urban-rural mix, school-type 

basis as well as gender and age balance were important in order to yield richer data that would 

allow comparison and corroboration at the analysis phase. 

During the research process of the study teachers were informed about the purpose of the research. 

Participants had been emailed and phoned, inviting them to participate in the research. Each 

participant was briefed that their involvement in the study was voluntary, and that there would be 

no pressure or negative consequences should they refuse to participate or wish to drop out of the 

research. Before the interviews the teachers were given an opportunity to sign a consent form (see 

Appendix 8) permitting the session to be recorded and transcribed, and to be terminated at any 

time the teachers deemed fit.  

The researcher employed semi-structured interviews as the primary data-collection instrument in 

order to investigate how teachers defined global citizenship. Semi-structured interviews in the 

qualitative study enabled the researcher to respond to the situation at hand and to the emerging 

worldview of the respondents and to new insights on the topic. The semi-structured interviews 

lasted approximately 45 to 60 minutes each and were conducted in places selected by the 

participating teachers.  Together with the researcher’s journal, these interviews were recorded by 

computer using the programme Audacity. Audacity (audio editor) is a free open-source digital 

audio editor and recording computer software application, available for Windows, OS X, Linux 

and other operating systems that capture audio sounds. The investigator transcribed the recordings 

within 24 hours of each interview as part of the data-collection process.   
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3.10.1 Triangulation of data sources 

The researcher also triangulated different data sources, i.e. primary (interviews, survey and focus 

group discussions) and secondary data sources (British Council literature, Ministry of Primary and 

Secondary Education publications). Triangulation of different theories on GCE and educational 

philosophies and their link to Connecting Classroom Programme in Zimbabwe was done. The 

researcher triangulated theories by consulting different perspectives which have been used to 

formulate citizenship theories including liberal, communitarianism, republican and neo-republican 

citizenship, which theories underpin GCE, which fosters the development of non-cognitive skills 

among young people. The findings of the interviews and FGDs complemented and supplemented 

those of the questionnaire survey. The findings of this study were also critically analysed through 

the lenses of critical global citizenship theory.  

Opportunities for reviews of the study by the supervisor and academics were welcomed. The 

insights and perspective that the supervisor brought enabled the researcher to re-examine some of 

the assumptions he had made. Questions and observations enabled the researcher to filter his 

methods, come up with interpretations of the research design and bolster his arguments in the line 

with feedback he received. Next the researcher discusses methods of triangulation. 

 

3.10.2 Triangulation of methods 

According to Yeasmin and Rahman (2012), triangulation involves attestation to enhance validity 

by adopting several perspectives and methods. In the social sciences it refers to that point of 

convergence when one uses of two or more theories, data sources, approaches in one study of a 

single phenomenon and it can be applied in both positivist and phenomenological inquiries. Patton 

(2002) states that by fusing different observers, theories, approaches and empirical materials, 

researchers can avoid the shortcomings associated with using single-approach, single observer, 

single-theory studies. In this study the researcher employed triangulation to obtain corroboration 

of results through convergence of multiples views. Lather (1986) adds that triangulation goes 

further the psychometric definition of different tests to include various information sources, 

approaches and theoretical frameworks, which is essential to confirm the credibility of the data. In 

this study the point at which the different ontologies converged was regarded as a credible basis 

to establish reality. 
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For the study to be comprehensive, the researcher employed triangulation to analyse the 

phenomenon under investigation through pragmatism. Triangulation assisted the researcher to be 

more confident of the findings. In some instances, the inquirer invited the teachers to give the 

views on the trends noted by the researcher. Van Maanen (1983) concurs that examination and 

corroboration are features one carries with one from the field, not things which can be looked at 

later, after the data have been elicited. When the researcher gathered the information, he did not 

naively solicit the information without understanding what each bit of information meant.  

Guba and Lincoln (1989) posit that the researcher’s methodology and reflexivity are some of the 

ways of boosting confidence that they have correctly investigated the research problem. The 

researcher aimed at evaluating CCP using the reflective commentary to note his first perceptions 

of each data-collection procedure, trends emerging in the data collected and the hypotheses 

produced. According to Guba and Lincoln (1989, the commentary was instrumental in progressive 

subjectivity and observing the building of realities, which became essential in confirming 

trustworthiness of the data. Ultimately, the researcher in this present study utilized the journal 

looking at emerging trends and hypotheses to inform Chapter 5, which deals with findings. 

 

3.10.3 Thick Description  

The researcher employed thick description as elucidated by Schwandt (2001), where he thickly 

elaborates the social action and attached meaning through noting the circumstances, meanings, 

intentions, approaches and objectives that represented behaviours and events. It was this 

interpretative attribute of explaining rather than data per se that made the descriptions thick. A 

thick description goes beyond the social action. It brings out information, contextualises feelings 

and the intricate social ties that connect people in an ecosystem. The sequence of events regarding 

CCP and the significance of their GCE experiences were established. In the teachers’ thick 

descriptions, the voices, feelings, actions and meanings of their experiences of GCE were heard. 

The researcher gave a detailed account of the phenomenon under scrutiny and this assisted him to 

present the views and experiences of the teachers who participated on the CCP and the contexts 

within which they operated. In the following section the researcher looks at how he dealt with the 

issue of research ethics. 
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3.11 Ethical Considerations 

According to the British Psychological Society (2014), researchers are obliged to respect the rights 

and self-worth of subjects in their research and the genuine concerns of interested players as 

funders, institutions and society at large. Ethics in social research involves the establishing of 

rapport between the subjects and the inquirer. To ascertain trust, the researcher communicated 

effectively with an aim of avoiding risks.  In developing a trusting relationship, inquirers should 

stick to ethical principles.  

The researcher contacted the Ministry of Primary and Secondary Education in Zimbabwe in 

writing seeking for permission to conduct research in the schools of the teachers who comprised 

the samples (see Appendix 6). The researcher had applied for ethical clearance by following the 

steps advised by Stellenbosch University. He firstly created a profile on Stellenbosch University’s 

portal for ethical clearance. He then uploaded the consent letters from the Heads and the teachers, 

the research proposal, data-collection instruments, the permission letter from the Ministry of 

Education as well as recruitment materials on the Stellenbosch University portal for ethical 

clearance applications. The Department of Ethics Screening Committee (DESC) reviewed the 

application and ethical clearance was obtained from the Research Ethics Committee (Human 

Research) of Stellenbosch University. Confidentiality and anonymity were emphasized in order to 

ensure that respondents would be comfortable about giving honest answers to each of the questions 

(see letter confirming that ethical clearance was granted (Appendix 7). After obtaining ethical 

clearance, consent letters were sent to the teachers involved and they agreed to take part in this 

research. The Head teachers of the schools involved further endorsed their cooperation by writing 

a letter of approval (see two examples-Appendices 5 and 6).  

The researcher gave all the teachers consent forms which they signed agreeing to the terms and 

conditions of the research as stipulated by Stellenbosch University and ensured that all the teachers 

participated voluntarily, and no financial benefit was promised. The rights and interests of all the 

participants were respected. 

The researcher ensured as far as possible that the physical, social and psychological wellbeing of 

the teachers was not put at risk by the study. As such, the research relationship was guided by 
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mutual respect and trust. Teachers were asked for their consent and the ethical considerations 

guaranteed their freedom. The researcher explained fully, reasonably and appropriately to the 

teachers the objectives and nature of the study, the person responsible for conducting it, the 

sponsor, duration, the reasons of conducting the study, the potential effects of the study, and how 

the findings were to be shared.  

The power dynamics between researcher and the teachers was noted and he meticulously ensured 

that the latter were not coerced in any way. The researcher assured the teachers their anonymity 

and confidentiality and ensured that they had the opportunity to object to the use of data-gathering 

devices in the interest of data protection. This approach is supported by Strike (2006), who 

maintains that investigators must adhere to ethical principles, which includes sticking to and being 

responsible for upholding ethical values and for ensuring that the institutions and practices that 

guide the research activities adhere to them. Burgess (2001) adds that participants should be 

assured that investigators are aware of their potential to be intrusive, and that their aim is to avoid 

infringing on the rights of the subjects; the confidentiality of information would be respected and 

protected; and participants should be briefed on the aims of the study and should have the freedom 

to pull out of the study at any given point in time. 

The teachers in this study were clearly informed in the questionnaire that anonymous answers were 

expected and that the answers would be treated in strict confidence and would not be shared with 

external people without their permission. The researcher’s programme of study and the operating 

university and his contacts were disclosed to make teachers understand the genuineness of the 

study. As interview sessions commenced, the same assurance was communicated to the teachers.  

 

3.12 Chapter Summary  

The researcher was satisfied that the methodology adopted was most appropriate for this study and 

facilitated to achieve the objectives of this study. This chapter focused on the research 

methodology used during the research. The research design was outlined, and advantages and 

disadvantages were stated. The logical process of research of data collection, analysis and 

presentation was highlighted. The methods of gathering data used in this research were also 

outlined. The advantages as well as the disadvantages of all the methods used were highlighted in 
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this chapter. The delimitation of the population and the sample were also highlighted. Data 

collection and data analysis procedures were described. The next chapter will focus on the 

presentation of research findings, which will be highlighted using text, tables, graphs and charts.  
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4.0 CHAPTER 4 - Findings 

 

4.1 Introduction 

This study was carried out to explore the experiences of 70 teachers involved in global citizenship 

education. The teachers were drawn from the schools that participated in the Connecting 

Classrooms Programme (CCP) run by the British Council. The underpinning philosophy of CCP 

is global citizenship education. The study focused on teachers who were delivering the Connecting 

Classrooms Programme in schools in different provinces of the country. The data were elicited 

through survey questionnaires and interviews and Focus Group Discussions. The research 

investigation was guided by three research questions, which were developed based on the literature 

review presented in Chapter Two of this thesis.  The research questions were:  

 

1. How do teachers participating in the Connecting Classroom Programme, view Global 

Citizenship Education?  

2. How has teacher participation in the Connecting Classroom Programme influenced their 

teaching and learning of GCE? 

3. How do teachers experience their involvement in the Connecting Classrooms Programme? 

 

This study adopted a mixed-methods approach, which includes both positivist and 

phenomenological elements. The positivist component measures teachers’ views of GCE, and the 

phenomenological component documents their lived experiences of being directly involved in the 

Connecting Classrooms Programme, a curriculum-based programme employing methods of 

instruction aligned with global citizenship education. For the qualitative data this research 

employed constant comparative analysis, a method of analysing qualitative data where the 

information gathered is coded into emergent themes or codes. According to Carey (1995), 

information is always analysed after the first coding until no new themes come up. This kind of 

analysis can be employed in researches with one method of data collection, or where several data-

collection techniques have been adopted. Given the amount of data gathered, the procedures of 

examining data, organising and ranking of data into a form from which results can be derived and 

recommendations made, the investigator employed the constant comparative approach. He 

discusses this method in detail below.   

Stellenbosch University  https://scholar.sun.ac.za



 

106 

 

 

For the qualitative part of the study, the researcher ensured that the coding procedure kept its 

momentum by constantly observing similarities and differences between emerging categories. 

Having noted common themes that connected phenomena, the researcher relooked at variations in 

the category in order to be able to identify any emerging sub-categories. Constant comparative 

analysis allowed the researcher not only to generate categories but also to sub-divide them into 

smaller units of meaning. In this way the diverse data were diffused, and any homogenizing 

impulse could be counteracted. The aim of the constant comparative analysis was to connect and 

combine categories so that all appearances of difference could be noted. Carey (1995) explains 

that emerging patterns occur when the researcher prefers to revisit the information to effect new 

coding, thus making it possible to move from typical events and interpretations to theoretical 

perspectives and theoretical possibilities. Glaser and Strauss (1965) propose a method that is less 

restrictive in the coding procedure but at the same time catering for the building of theory. During 

open coding the researcher was always mindful of the data he was gathering and the category that 

was emerging. As the researcher continuously analysed the information, the main categories were 

noted, and the drawing of conceptual parameters started. 

 

4.2. The survey instrument 

In this section of the chapter the survey instrument used in the study is discussed and the 

biographical information of the respondents is provided. 

 

4.2.1 Questionnaire survey 

The questions were intended to measure teachers’ views and experiences of global citizenship 

education in their implementation of the Connecting Classrooms Programme and its impacts on 

their personal and professional development as well as teaching and learning.   The study targeted 

teachers who were delivering different learning areas in the curriculum on the topics of GCE. The 

data were collected through the questionnaire survey, FGDs and semi-structured interviews.  

 

4.2.2 Response rate 

A total of 50 questionnaires were sent to randomly selected teachers who were directly involved 

in the delivery of CCP. All 50 teachers responded positively by returning the completed 
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questionnaires. The response rate was 100%, which is higher than the normal expectation of the 

response of a postal questionnaire of 40%, according to Cohen et al. (2000). The reason why the 

response rate was higher was because the participants were involved in the CCP and they were 

excited by and committed to the programme. As such, they did not view their participation as an 

additional burden. The teachers had gained many opportunities to enhance their personal and 

professional development through CCP, and so perceived their participation in the research as 

adding value to the concept and further improving the programme. The researcher made 

appointments with the teachers to be interviewed at times convenient for them, which ensured their 

participation. The questionnaires were hand-delivered to teachers who were closer to the 

researcher, while some were sent by courier or emailed to those teachers who were in distant areas. 

All the teachers confirmed receipt and posted the questionnaires back as soon as they had 

completed them. Additional data were elicited from 20 teachers through in-depth interviews and 

focus group discussions. The teachers saw the surveys as very useful and this greatly reduced the 

perception of their being a burden, which usually causes respondents to lose focus on the survey. 

The researcher managed to achieve a 100% response rate by constantly getting in touch with the 

teachers, sending regular reminders, replacing questionnaires and telephone prompts. The teachers 

later revealed that generally the study was of interest and importance to them, as it spoke to the 

government’s initiative of updating the national curriculum.  

 

The teachers were interested in GCE themes such as social justice, identity and belonging, 

environment and sustainability, rights and responsibilities, peace and conflict, and digital literacy.  

For the curriculum teachers pointed out that students were keenly interested in the ‘wider world’, 

wanting to know about substantive issues such as differences in wealth and poverty, child labour, 

health, religion and language, as well as (for younger children) animals and food. They had 

concerns about human rights and justice. The students’ concerns are rooted in social 

constructivism, according to Ross (2007), who asserts that people define their identity through 

intercultural dialogue with others. As mentioned in Chapter 2, this process develops young people 

who are globally aware, taking charge of critical local and international affairs affecting them and 

others, and who look at phenomena from multiple perspectives. Teachers cited methods that they 

had enjoyed in GCE such as facilitating debates, research-based learning, school links with other 

countries, hosting international partners and going on exchange visits, charity work and self-
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directed learning. On the core skills front, the teachers were excited to explore issues of 

communication and collaboration, critical thinking and problem-solving, creativity and 

imagination, citizenship and leadership, and personal development. The section below discusses 

the reliability of the survey instrument and demographic and professional information of the 

respondents.  

 

4.3 Demographic information of respondents 

In this section the demographic information of respondents is discussed with reference to their age 

and sex. For more detail see Table 4.1 below.  

 

4.3.1 Age  

The age range of the respondents varied, with the group aged 45 – 55 having the highest number 

of respondents (n=26), while the 35 – 45 age range had 24 teachers. Since CCP involved travelling, 

it emerged from the monitoring and evaluation sessions conducted by the British Council (2010) 

that the UK Visa section said the probability of senior teachers (35 – 55 years) securing visas for 

travel was higher than for the younger ones. This discovery guided the Head teachers when they 

selected teachers to participate in the programme, i.e. they selected teachers who fell into the 35 – 

55 age range. According to British Council (2010), this scenario was confirmed by the UK Visa 

Section, who explained that teachers between ages of 35 – 55 have the highest level of 

commitments (to family and property) to return home, hence the chances of them returning is 

higher compared to the younger teachers, who were highly mobile and who sometimes never 

returned from the UK after the period of their exchange visits. The British Council also 

recommended that senior teachers coordinate CCP as the younger teachers were deemed to be 

highly mobile, hence the probability of them not returning to Zimbabwe after the UK exchange 

visit was higher. Furthermore, evidence from the British Council Reports (2012) shows that 

younger and single teachers had challenges in securing visas. Older teachers also brought in the 

much-needed experience in the cross-pollination of knowledge with their UK partners; thus it was 

not surprising to find the highest number of teachers in the age range of 35 – 55.  
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4.3.2 Demographic characteristics of survey participants 

Participant Age Sex 

Teacher 1 45 Male 

Teacher 2 52 Female 

Teacher 3 45 Female 

Teacher 4 54 Male 

Teacher 5 37 Female 

Teacher 6 62 Male 

Teacher 7 50 Female 

Teacher 8 41 Female 

Teacher 9 27 Female 

Teacher 10 52 Male  

Teacher 11 53 Female 

Teacher 12 62 Male 

Teacher 13 50 Female 

Teacher 14 40 Female 

Teacher 15 46 Female 

Teacher 16 36 Female 

Teacher 17 53 Female 

Teacher 18 51 Female 

Teacher 19 49 Female 

Teacher 20 45 Female 

Teacher 21 44 Male 

Teacher 22 27 Female 

Teacher 23 50 Female 

Teacher 24 41 Female 

Teacher 25 52 Female 

Teacher 26 48 Male 

Teacher 27 30 Female 

Teacher 28 45 Female 
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Teacher 29 35 Female 

Teacher 30 47 Female 

Teacher 31  34 Male 

Teacher 32 49 Female 

Teacher 33 29 Female 

Teacher 34 37 Male 

Teacher 35 50 Female 

Teacher 36 43 Female 

Teacher 37 45 Male 

Teacher 38 53 Female 

Teacher 39 47 Male 

Teacher 40 44 Female 

Teacher 41 50 Male 

Teacher 42 34 Female 

Teacher 43 36 Female 

Teacher 44 39 Female 

Teacher 45 43 Female 

Teacher 46 52 Male 

Teacher 47 28 Female 

Teacher 48 33 Female 

Teacher 49 55 Female 

Teacher 50 27 Female 

 

Table 4.1 represents the ages and gender of the teachers who participated in the questionnaire 

survey 

 

4.3.3 Gender  

Most of the teachers who participated in CCP were females, since most of the teachers in 

Zimbabwe are female as revealed by Zimbabwe National Statics Agency (2016). British Council 

Reports (2015) confirm that there were more female teachers involved with CCP compared to male 
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teachers. The researcher noticed that 74% of the respondents were females while 26% were males 

(see Figure 4.1). Moreover, the Zimbabwe National Statics Agency (2016) reveals that 

Zimbabwean women make up 51% of the country’s total workforce, dominating jobs in 

agriculture, health and education as well as wholesale and the retail trade. The report highlights 

that 57% of women also dominate the education sector, while 64,2% work in health and social 

welfare-related jobs. The above evidence supports the gender distribution below which shows that 

74% of female teachers dominated the CCP, while male teachers comprised only 26% of the 

respondents.  

 

 

  

 

Figure 4.1: Gender distribution of respondents 

 

The majority (74%) of teachers who participated in the CCP were females as indicated above. 

Apparently, the female secondary school teachers outnumber their male counterparts implying that 

female teachers were most likely to be appointed for the delivery of the CCP.  

 

4.3.4 Race 

The teachers who took part in this study were all Africans as represented by the diagram below. In 

the Zimbabwean context, African entails those people who are of African descent.  

Male
26%

Female
74%

Gender Distribution
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Figure 4.2: Race of respondents 

 

4.3.5 Marital status 

From the British Council Report (2015), Head teachers’ experiences of selecting teachers who 

coordinated CCP, it was seen that older teachers were preferred to participate. Moreover, senior 

teachers were likely to be married than younger teachers. As mentioned above, the chances of 

returning home for the older teacher was higher than for single, young teachers who were perceived 

to be highly mobile. As such these experiences saw married teachers dominating the CCP at 84%, 

followed by single teachers at 12%, and lastly widowed teachers at 4%, as represented by the graph 

in Figure 4.3 below. 

Race of Respondents

African 100%
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Figure 4.3: Marital status of participants 

 

4.3.6 Teacher qualifications 

According to the Ministry of Primary and Secondary Education (2015), it is a requirement for the 

teachers in Zimbabwe to hold a diploma in Education. A diploma is the minimum requirement as 

defined by the policy of the Ministry of Primary and Secondary Education. Of the teachers 

surveyed, 68% held diplomas, while 14% had university degrees and 4% had Masters degrees, as 

shown by the graph below (see Figure 4.4).  
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Figure 4.4: Teachers’ qualification 

4.3.7 Analysis of data produced by the survey instrument 

This section provides insight into the experiences of the teachers regarding GCE through their 

involvement in CCP schools. The first seven items of the questionnaire were developed to explore 

the respondents’ views of global citizenship education in Zimbabwe. Teachers were asked to 

respond to the statements using a five-point Likert scale ranging from 1 (Strongly Disagree) to 5 

(Strongly Agree). The findings are depicted in Figures 4.5 – 4.15. After performing the variable 

reduction analysis (principal component analysis) - a dimension-reduction tool that can be used to 

reduce a large set of variables to a small set that still contains most of the information in the large 

set – most teachers ‘Agree’ with a median score of 2 on the Likert scale. As explained in detail in 

the next section, teachers generally agree to an increase in the awareness of global citizenship. The 
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data from the questionnaire survey showed that global learning is seen empowers students with 

essential values, knowledge and skills, thus developing their competences as 21st-century citizens. 

Teachers generally agree on the importance of an increase in awareness of global issues and on 

the way that Zimbabwe is perceived, as shown by the table below.  

The researcher also employed semiotic analysis as part of data analysis. The Semiotic Framework 

was employed for understanding how teachers deal with information, and to interpret their 

experiences and views into sociotechnical requirements. According to Piccolo, Lara, Meesters, 

Kenny, Roberts and Shadrock (2018), the framework looks at how information plays out in the six 

levels of a semiotic ladder representing the perspective of the Physical, Empirics, Syntactics, 

Semantics, Pragmatics, and the Social world. Variables at the three lower stages deals with how 

information is structured, used, transmitted and its properties. The upper layers involve the use of 

signs, meaning in the communication and intentions, showing the information that is linked to the 

school’s environment from those that are part of the digital system. 

All the issues that came up in the interviews were captured without leaving out any. Therefore, all 

controversial issues were included. Views that were similarly brought up by different teachers 

were grouped and prioritised for further consideration. Critical elements that came up in the 

analysis were categorized in the three layers informal, formal, and technical, following the 

metaphor of the ‘Semiotic Onion.’ Teachers’ beliefs, values and motivations were in the informal 

level, the elements that influence their behaviour were in the formal one, and the technical aspects 

were in the core.  

The main hindrances that came up in the informal level were related to reluctance of other teachers 

and policymakers to adopt the competency-based curriculum. The lack of ICTs and familiarity 

with technology were mentioned as barriers to the delivery of GCE. The informal and formal 

aspects involved the organisation of the schools, looking at how they were structured and how they 

interacted with other international partners. These aspects differ from one school to another, and 

the school exchanges could improve such relations. Also, CCP was aligned to the priorities of local 

government hence it could be adopted for influencing policy dialogue. The analysis showed that 

the delivery of CCP raised awareness on the importance of GCE in the schools’ system. 
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Summary Statistics – Likert Measure 

 

Question  Mean Median 

Increase in awareness of global issues 1.60 2.00 

Increase of awareness of how Zimbabwe is perceived 1.60 2.00 

Increasingly keen to learn more about the opinions and interests of 

people from backgrounds and cultures different from their own 

1.52 1.50 

Learners’ academic performance is improving because of my 

involvement in Connecting Classrooms Programme 

1.74 2.00 

Motivation is improving because of my involvement in Connecting 

Classrooms Programme 

1.62 2.00 

Learners’ attendance in school is improving because of their 

involvement in Connecting Classrooms Programme 

2.14 2.00 

Learners have the ability to name and understand at least one major 

global issue and explain how this issue could affect their own country. 

2.24 2.00 

Learners have the ability to talk about the beliefs and understandings of 

somebody from a different background to their own. 

2.00 2.00 

Learner have the ability to identify their own country’s position on a 

map of the world and name other countries from the same region. 

1.59 1.00 

Learners have the ability to acknowledge and understand the main 

principles of a religion or culture different from their own. 

1.88 2.00 

Learners have the ability to identify an issue that could be improved 

within their own community, as well as thinking about how they could 

get involved 

1.74 2.00 

 

Table 4.2 Summary Statistics – Likert Measure 

Scale: 1= Strongly Agree, 2=Agree, 3=Slightly Agree, 4=Slightly Disagree, 5=Disagree, 6= 

Strongly Disagree 

Figures 4.5 – 4.15 display the descriptive statistics of the findings. From Figure 4.5 below, the 

teachers observe an increase in awareness of global issues through the implementation of CCP 

joint curriculum projects between Zimbabwe and UK. Teachers and students were involved in club 
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activities including science clubs, biodiversity clubs, music, dance, entrepreneurial clubs, and 

drama clubs and they had the opportunity to compare and share approaches overseas with other 

countries, thus building their confidence and the ability to promote intercultural dialogues. From 

the graph below it is evident that 22% of teachers strongly agree, while 26% agree and 2% slightly 

agree that there has been an increase in awareness of global issues. 

 

Figure 4.5 Increase in awareness of global issues  

 

From the questionnaire survey for the teachers involved in the CCP, one of the major impacts was 

an increase in awareness of the global issues as shown by Figure 4.5. Twenty-two teachers strongly 

agreed, while 26 agreed that there was an increase in the levels of awareness of global issues as a 

result of their participation in international school partnerships. The teachers indicated that their 

involvement in CCP revealed generalised misconceptions on the part of the UK teachers. From 

the feedback received from questionnaire survey, most teachers indicated that their UK partners 
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held stereotypical misconceptions about Zimbabwe prior to visiting Africa, i.e. they had very little 

prior knowledge other than what they had previously seen in the media. According to the British 

Council (2010), the Zimbabwean teachers reported that the UK teachers who were in partnership 

with Zimbabwean schools knew very little about Zimbabwe other than the political situation and 

when they searched on the internet, there were several references to protests, the economic crisis 

and high levels of unemployment. According to the British Council Report (2012), interactions 

through CCP brought an increase in awareness of global issues, as UK teachers came to realise 

that despite the economic and political challenges Zimbabwe faces, there was still a robust and 

functional education system; for example. Zimbabwean teachers also noted that some students in 

the UK regarded Africa as one country with one president. Respondents reported that some UK 

students thought that Africans from Cape to Cairo were all black and that they were very poor, 

backward, and that Africans speak one language and practice one culture. After the visit by the 

Zimbabwean teachers to the UK, the UK teachers had a better understanding of Zimbabwe, namely 

that it is part of the African continent, which has more than fifty countries with different presidents 

and cultures. The experiences of the Zimbabwean teachers reflects the experiences of the UK 

teachers in the study done by Edge, Frayman and Lawrie (2009), where the UK teachers reported 

acquiring a sense of common purpose and responsibility as a result of their collaboration and 

exchange of ideas across the curriculum with teachers from other countries. In addition, the UK 

teachers reported that they had become more topical in their teaching, as they introduced 

international world events into their lessons and compared what they did in school with the world 

outside. Many Zimbabwean teachers found the school partnerships especially helpful and 

refreshing by teaching from an informed international perspective. 

 

From the interview data, Zimbabwean teachers mentioned that core skills develop the total being 

of young people, with greater independent thinking, collaborating with others and eventually 

growing into agents of positive social change, and more prepared for life and work. This personal 

growth allows students to fare better outside of school, and core skills equip students with the 

necessary employability skills in an increasingly competitive and globalised world. One of the 

interviewees explains that with the constantly changing global economy, ‘CCP offers a platform 

to teach transferable skills for jobs we do not know yet.’ As such, teachers consistently felt that 

that CCP goes beyond academic performance and supports learners by providing wider life skills. 
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Figure 4.6 Increase of awareness on how Zimbabwe is perceived 

 

From Figure 4.6 above, 22 teachers strongly agreed, 26 agreed while 2 agreed slightly that there 

was an increase of awareness of how Zimbabwe is perceived as a result of CCP. Figure 4.6 

substantiates this, as 22 teachers strongly agreed, and 26 of them agreed whilst 2 teachers slightly 

agreed that there was an increase in awareness on how Zimbabwe is perceived as a result of their 

involvement in CCP. Other British Council (2009) literature touches on the increase of awareness 

by the students pointing out that many people outside of Zimbabwe are informed by the media 

about the situation on the ground in Zimbabwe. From the British Council publication (2009), the 

Zimbabwean teachers revealed that sometimes the media may be biased as they tend to 

misrepresent facts on the ground. Through the CCP exchange visits the UK teachers had an 

opportunity to get a truer reflection of Zimbabwe. Most international teachers who visited 
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Zimbabwean schools revealed that, because it was their first visit to Africa, they had very little 

prior knowledge other than what they had previously seen through the media.  After speaking to 

members of the community, they were able to fully understand the current situation. The previous 

stereotypical misconceptions that UK teachers held about Zimbabwe were significantly altered. 

From the interview data, teachers highlighted their own professional learning from school 

exchange visits. International school visits allowed them to reflect critically on their own teaching 

practice when observing other teachers in a completely different context. One teacher called her 

international visit a ‘really powerful reflective experience’ and emphasised that this reflective 

component of the programme made it particularly unique by connecting with more schools at an 

international level especially, with a higher standard, where they learned more from them and their 

environment. 
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Figure 4.7 Students increasingly keen to learn more about the opinions and interests of people 

from backgrounds and cultures different from their own 

 

Figure 4.7 shows that 25 teachers strongly agree, and 24 teachers agree, while 1 teacher slightly 

agrees, that their learners are increasingly keen to learn more about the opinions and interest of 

people from backgrounds and cultures different from their own. According to the teachers 

surveyed, students generally became more enthusiastic to learn about the opinions and interests of 

people from backgrounds and cultures that are different from their own. Through pen-palling, 

emails, skype calls, blogs and a shared programme of activities, teachers and students in Zimbabwe 

shared educational and cultural ideas as well as other information with their UK partners. When 

asked about the kind of events that the teachers and students on CCP delivered, the teachers 

mentioned global sports days, culture weeks, and pen-palling saying these events motivated them 

as teachers to conduct research and discover truer reflections of the UK and other African cultures. 

A better understanding was noted on the part of teachers and students regarding the meaning of 

global citizenship and the roles and responsibilities associated it. When asked about their CCP 

experiences with regards GCE, teachers highlighted that every topic is now viewed in a broader 

perspective and in terms of its impact on the global village. One teacher also reported that the 

opportunity for reflection provided by her international school partnerships visits had translated 

into the broadening of her own horizons. The teacher reported in an interview to have benefited 

from a student leadership project, where UK teachers had helped to encourage greater participation 

of students in projects that celebrate diversity and foster inclusion.  

 

Stellenbosch University  https://scholar.sun.ac.za



 

122 

 

 

Figure 4.8 students’ academic performance is improving because of my involvement in CCP 

 

When asked if GCE improved students’ academic performance as a result of their taking part in 

the Connecting Classrooms Programme, the opinions were positive in general. In terms of CCP 

contributing towards students’ academic performance, the graph in Figure 4.8 shows that 20 

teachers strongly agree, 23 agree while 7 slightly agree that CCP enhanced achievement. From the 

British Council Evaluation Report (2015), teachers said they adopted creative teaching styles 

including multimedia, role-plays, focus groups, peer assessment, Socratic questioning and other 

deeper learning styles. The teachers highlighted that they brought an international dimension into 

teaching and learning, which made learning a lot more interesting. The teachers also explained that 

through CCP they moved the students from surface learning to deeper learning as they inculcated 

higher-order thinking skills amongst their students. Some teachers said they saw an improved 

student scores. For example, the Geography learning area has really seen an increase in the number 
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of students who have used the internet and the e-library resources. This is corroborated by the 

British Council (2016), which states that students across the board have embraced digital literacy 

and this has really improved their performance in their respective subjects. This result supported 

the logical inference that global citizenship education is crucial for Zimbabwean education, while 

civic education in particular is  defined  as   a  formal  school  subject  aiming  to  help students  

develop sound citizenship  values within  the  education  system. 

 

 

Figure 4.9 Motivation is improving because of my involvement in CCP 

 

From Figure 4.9 above, it is evident that 22 teachers strongly agreed, 21 agreed while 4 agreed 

slightly that the motivation of students improved because of CCP. The teachers attributed the 

reasons for this positive feedback to the understanding that GCE contributes centrally to the active 

participation of students’ acquisition of essential competencies such as personal and interpersonal 
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intelligences, conflict management, grooming and etiquette, teamwork, and citizenship.  Teachers 

highlighted that their attitude towards the students improved as they exposed them to international 

education and equipping them with skills such as digital literacy. From the in-depth interviews, all 

the teachers reported that the CCP had a substantial impact on their professional development as 

teachers. Similar gains were reported in what teachers teach, showing some potential impact on 

the curricular content. There were also moderate gains and changes to teaching methodologies and 

classroom practice. As such, the teachers viewed themselves as facilitators and that the students 

were also regarded as partners in the learning process. Teachers reported that the use of multimedia 

motivated the students to remain engaged throughout the lessons. The teachers concurred that their 

approach to teaching had drastically changed through participating in CCP. The Programme was 

said to have provided the teachers with an opportunity to develop students’ confidence, since 

participatory teaching and learning methods such as discussion activities, role-plays and field trips 

enabled students to share their ideas with each other and develop their own knowledge.  

 

El Haj (2009) corroborates this finding by pointing out that studies show students from various 

backgrounds demonstrate a willingness to be active agents of social cohesion. Some common 

attributes include an understanding of globalization and the idea that individuals need knowledge, 

skills and understanding to have a global mind-set, to respect and appreciate diversity, and to make 

a difference at local, national and international levels. Willinsky (2008) adds that studies make a 

common observation that GCE can open spaces for the development of various and multi-levelled 

identities of young people. 

 

Oxfam (2006) support the teachers’ claims about the impact of GCE on students. They commend 

the wide range of programmes in education institutions, the focus on wellbeing, citizenship and 

vocation-technical education, arguing that such wide coverage is necessary to prepare school 

leavers for the modern economy and active participation in civic affairs. They see the new 

emphasis on ‘learning by doing’ as an excellent tool to bridge the gap between school and life in 

general and the relevance of education to practical life to help students appreciate the concepts 

taught in the classrooms. A school that connects classroom lessons and social realities produces 

intelligent students who can be successful in the activities they embark on. This educational 

approach moulds agents of constructive social change, and the schools which offer such education 
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can champion curriculum reform. Indeed, it is this approach that makes progressive education 

plausible; the Plowden Report (1967) has argued that a school is not solely a teaching shop, but it 

must impart values and positive attitudes. It is an ecosystem in which children co-exist peacefully 

first and foremost as children and not as future adults. In family life children learn how to put up 

with people of all ages. The school should aim at designing an environment that enables learners 

to be expressive and grow at their own pace. It seeks to create equal opportunities and cater for 

inclusion. The teacher’s experiences reveal that CCP focuses on self-discovery, hands-on learning 

and on opportunities for collaborative and creative work. The ethos of CCP insists that concepts 

do not exist in silos, and that work, and play are not opposites but complementary.  

 

Davis (2008) assert that cosmopolitanism is at the heart of modern global citizenship education. 

These authors contend that inasmuch as GCE involves uniting people to challenge societal 

injustices including hunger, poverty, unequal relationships and prejudice, it also encourages people 

to respect human rights and diversity. Waghid (2018) state that in Southern Africa, for example, it 

is necessary to cultivate the conditions required for people to live in genuine equality and 

independence. The expansion of human capabilities would be improved through programmes such 

as CCP, which encourage educators and students to adopt the principles of global citizenship in 

pursuit of social justice and a celebration of diversity.  

 

According to Davies (2006) GCE is viewed as tool for understanding an interdependent world as 

a means of realising social justice, environmental sustainability, intercultural dialogue, identity 

and belonging as well as promoting critical thinking and problem-solving skills. The researcher 

corroborates these claims through using the data from the quantitative survey in the following 

section. 
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Figure 4.10 Students’ attendance is school is improving because of their involvement in the CCP  

 

In understanding how students’ attendance in school improved because of their involvement in 

CCP, there was a majority view that the programme played a crucial part in motivating students 

through project-based learning activities. From Figure 4.10, eleven teachers strongly agreed that 

CCP improved school attendance, twenty-six agreed, while five teachers did not agree, mentioning 

perennial challenges to do with access that students face, including walking longer distances and 

recurrent droughts causing severe hunger, also affecting attendance. These factors fall outside of 

the influence of the CCP. Most teachers indicated that CCP is a refreshing programme that helps 

widen and strengthen the curriculum through interactive club activities. The joint curriculum 

projects are embedded in the schools’ curriculum. Evidence from the questionnaire survey 

administered to teachers from the participating schools supports Bourn and Cara’s (2012) claim 
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that school exchanges make learning more exciting and real. Teachers discussed how their students 

were able to see issues from multiple perspectives, which helped them to reason more carefully.  

 

Teachers reflected that the students were improving their approach to tasks where they needed to 

work together to solve a problem or to discuss an idea. It was reported that students had benefitted 

from the school partnerships, particularly in terms of increased global awareness. From the survey 

undertaken by the British Council (2010), it emerged that students would come to schools looking 

forward to taking part in CCP events such as pen-palling, skype calls, global sports days, culture 

days, international school exchange visits and a sport-based education programme called 

Dreams+Teams.  

 

Some teachers said they had adopted the idea of homework diaries that they had learnt from CCP 

professional development courses, which improved students’ attendance. The teachers revealed 

that the first teacher of the child is the parent. Therefore, the homework diaries project was meant 

to bridge the gap between homes and school, so that the learners viewed the home also as a learning 

institution and understood that schools are there to communicate and collaborate with the parent. 

Figure 4.10 above indicates the impact of CCP on school attendance; the teachers reported that 

through the homework diaries there was an improvement in students’ attendance, improved 

teacher-student rapport as well as parent-teacher rapport, and motivated students as homework 

could be done over the weekend and holidays.  
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Figure 4.11 Students can name and understand at least one major global issue and explain how this 

issue could affect their own country  

 

The interviewees were questioned about whether the students had the ability to name and 

understand at least one major global issue and explain how this issue could affect their own 

country. There were unanimous supportive views on this question. The teachers said that through 

CCP the students were involved in global issues such as environmental and sustainability projects, 

including tree planting, clean-up campaigns and researches on global warming (causes, effects and 

solutions). The students raised awareness in their communities when they went around educating 

the communities on good farming practices, afforestation and protection of the environment. From 

the graph above (Figure 4.11) 7 teachers strongly agreed, 28 teachers agreed, 10 teachers agree 

slightly that learners can name and understand at least one major global issue and explain how this 

issue could affect their own country. Four teachers, however, disagreed, mentioning that they see 
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CCP as an add-making the syllabus too packed, and that they were racing against time to complete 

the syllabus. They said they do not get time to explore the deeper learning of CCP themes.  

 

Through the CCP, some students have participated in United Nations Environment Programme in 

South Korea, Canada and Cameroon, where they represented Zimbabwe and presented papers on 

various issues affecting the world to do with sustainable development. Such CCP clubs gave the 

students the ability to familiarise themselves with future occupations, understand major global 

issues and explain how these could affect them. This notion resonates with Dewey (1937), who 

observed the need for exposing students to an education which appeals to their different 

orientations and will empower them with practical skills relevant for life and work. Such an 

education is considered as engaging the full spontaneous aspirations of students. Dewey (1937) 

argues that such an education keeps them captivated and stimulated, instead of being docile and 

passively receptive, making them more productive and hence more willing to develop their 

communities.  

 

Teachers perceive schools as institutions for bringing home to the students some of the basics of 

community life. The teachers reported that CCP was a vehicle through which the school itself 

became an ecosystem of active community life instead of an isolated place to learn lessons. Oxfam 

(2005) corroborates this view by highlighting that GCE employs a myriad of active pedagogies, 

including discussion and debate, role-play, ranking exercises, cause and consequence activities, 

and project-based learning. These methods are not a preserve of GCE exclusively and when 

adopted together with an international perspective, they can enhance global awareness while 

improving skills such as critical thinking and questioning, communication and cooperation.  

 

Most strikingly, most respondents felt that the inclusion of GCE in curriculum content and as topic-

based learning has a positive impact on students. The teachers asserted that the students have been 

taking part in activities connected to the CCP such as dances, music, interaction clubs and 

community outreach programmes, and that the prominence of these activities meant that students 

were developing their skills in these areas. One music teacher reported that students learn about 

music from many different cultures from Africa, Europe and Asia through songs that contain 

salutations in different languages, which helps the students develop language proficiency. As such 

Stellenbosch University  https://scholar.sun.ac.za



 

130 

 

students learn to relate with teachers and fellow students from foreign countries.  According to the 

teachers, students have been motivated to learn about other people who have different backgrounds 

from their own and to understand global issues such as Ebola, global warming and the environment 

(nature and animal preservation). These findings are supported by Sizmur et al. (2011), who point 

to the impact that international collaborations have on students’ international awareness, 

understanding and attitudes towards global issues in schools.   

 

 

Figure 4.12 Students can talk about beliefs and understandings of somebody from a different 

background to their own 

 

When asked about the students’ ability to talk about beliefs and understandings of somebody from 

a different background to their own, most teachers were affirmative. From the Figure 4.12 it can 

be seen that 10 teachers strongly agreed, 31 agreed, while 7 who agreed slightly that students had 
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an opportunity visit partner schools in the UK and Sub-Saharan African countries, and so had first-

hand experiences of the different beliefs and cultures. Students were motivated to learn in the hope 

of furthering their education abroad, if possible, in the countries of their partner schools. It was 

noted in the interviews that teachers typically confirmed that the students’ cultural awareness 

increased as a result of their involvement in CCP, since they became world citizens without losing 

their roots and while continuing to play an active part in the life of their nation and their local 

community. One teacher said they adopted the statement ‘Think globally and act locally’ as a 

mission statement for all their CCP club activities. Through CCP, teachers and students undertook 

projects based on global citizenship themes, including peace and conflict, citizenship, social 

justice, identity and belonging, thus increasing the ability of students to talk about the beliefs and 

understandings of people from different backgrounds to their own.  
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Figure 4.13 Students have ability to identify Zimbabwe’s position on a map of the world and name 

other countries from the same region  

 

Most respondents confirmed that students had the ability to identify their own country’s position 

on a map of the world and name other countries from the same region. Thirty teachers strongly 

agreed, while 13 teachers agreed and 4 agreed slightly that they had the ability to identify their 

own country’s position on a map of the world and name other countries from the same region. 

Teachers highlighted that through the international partnerships and shared programme of 

activities between the Zimbabwean teachers and their partners, students learnt to identify their 

position in relation to the position of others from different continents. This was done through topics 

and activities (environment and sustainability, peace and conflict and zero hunger campaign) 

dealing with globalization. Partnerships have blogs to enable learners and teachers to share ideas 

and information about geography, citizenship and international education in their respective 

schools. There were 2 teachers who disagreed, arguing that CCP was not deeply embedded into 

the whole school curriculum, since only a few select classes had the privilege of participating 

directly in the project. The teachers mentioned that the classes which were to participate on CCP 

were chosen by the Head teacher. It is not clear what criteria the Head teachers used to select 

classes that would connect with UK classes, but some teachers reported that favouritism would 

come into play, i.e. the Head chose those classes taught by the teachers he or she liked. As such 

the classes that were left out of consideration were disadvantaged as those students remained 

ignorant about global citizenship.  GCE notably provides students with opportunities to explore, 

imagine, understand and act as global citizens at local, national and transnational levels.  
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Figure 4.14 Students can acknowledge and understand the main principles of a religion or culture 

different from their own  

 

The data from the questionnaire showed that 15 teachers strongly agreed, 25 teachers agreed, while 

9 slightly agreed that teachers had the ability to acknowledge and understand the main principles 

of a religion or culture different from their own (Figure 4.14). During the interviews the researcher 

probed the teachers further on their ability to acknowledge and understand the main principles of 

a religion or culture different to their own to ascertain their deeper thoughts about the socio-cultural 

factors constituting this phenomenon. The teachers indicated that through the CCP they acquired 

deeper knowledge of other countries, facts, cultures, history, traditions and economics and 

development. Most students now know the norms, values and main principles of the cultures of 

their partner countries in the UK and Sub-Saharan Africa. The students corresponded well with 
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each other. Culture weeks enabled the UK teachers to teach the culture of Zimbabwe, whilst 

Zimbabwean teachers to teach the culture of the UK for a whole week.  

 

Through projects such as A Day in the Life of…, Zimbabwean and UK students exchange 

communications describing their typical daily routines, school systems, clothing, religion, diet, 

forms of traditional games, inter alia. Oxley and Morris (2013) explain that intercultural citizenship 

is associated with global cultural citizenship, which speaks to cultural abilities, intercultural 

dialogue and experience through travel, reading, physical contact and cultural media (art, music, 

film, etc.), and the students’ critical reflections are important attributes in this kind of citizenship. 

These variables are essential in intercultural citizenship as students from diverse countries 

speaking different languages engage in collaboration, become intercultural ambassadors (Byram 

2008) and develop critical thinking and problem-solving competencies through understanding of 

their position in the global world. The comparative perspective in students’ languages, beliefs and 

experiences facilitates critical analysis, evaluation and reflection.  
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Figure 4.15 Students can identify an issue that could be improved within their own community as 

well as thinking about how they could get involved  

 

On the citizenship side, most of the respondents valued the empowerment of learners by CCP in 

that the students demonstrated the ability to identify issues that could be improved within their 

communities as well as community engagement (Figure 4.15). The 20 teachers who strongly 

agreed and the 21 who agreed highlighted that there was greater incorporation of concepts of 

citizenship into lessons. School lessons included teaching on citizenship such as issues around 

being more responsible citizens and the values related to positive citizenship. The qualitative data 

presented later in this chapter show some evidence of issues of global awareness being included 

more through discussions around other cultures and issues of conflict and immigration in classes. 

Navarro-Perez and Tidball (2012) add that the realisation that education is a vehicle to enhance 

knowledge and awareness about biodiversity is deeply embedded in the education for sustainable 
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development (ESD) approach, which proffers strategies to address environmental concerns 

through education. Teachers reported that students were able to demonstrate citizenship in the 

wider community owing to their participation in CCP through planting trees and cleaning up the 

community centres on commemorative occasions to mark important international days such as 

World Environment Day.  

 

Teachers further note that students adopted orphanages and old peoples’ homes, which they help 

with buying groceries and clothing, and the proceeds from their different school-based 

entrepreneurial activities like cake-selling, variety shows, sports games, among others. Some 

students fixed potholes in their localities. These best practices are explained by Gaudelli and 

Schmidt (2018), who state that the subject of Geography provides a platform for students to 

evaluate their position in the communities as cosmopolitans. This includes understanding the 

interdependence of flora and fauna co-existing in a global village. People depend on the earth’s 

resources and interactions with one another for survival. Gaudelli and Schmidt (2018) add that 

geographical analysis advocates for a GCE that examines how communities are changed by 

citizenship and how spatial analysis influences civic participation. GCE emphasizes that 

communities are interdependent, so education must investigate the social interactions in 

communities involved. 

 

The teachers’ reports have shown that global citizenship learning appears to have an impact on the 

development of pupils’ values, knowledge and skills, developing their competences as 21st-century 

citizens. However, further empirical studies that specifically examine cause-effect relationships 

would need to be conducted to generate corroborative evidence. For many schools CCP appears 

to have impacted on students’ achievement; it has developed students’ awareness and interactions 

with diverse groups as well as their thinking and communication skills; it has also increased their 

motivation to enhance their education. In some cases, global learning is used to identify students’ 

place in an increasingly interconnected world. Teachers also highlighted their own professional 

learning from school partnerships. International school visits allowed them to reflect critically on 

their own teaching practice when observing other teachers in a completely different context. There 

was also a consensus that international visits were a powerful reflective experience.   
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In the next section the researcher reports on the findings from the qualitative interviews and FGDs 

aimed at understanding teachers’ lived experiences of the CCP.  

 

 

4.4 Teachers’ experiences on Global Citizenship Education - International School 

Partnerships: (Interview data) 

 

The questions were deliberately developed to explore the teachers’ perceptions of global 

citizenship education in Zimbabwe regarding the knowledge, skills and understanding they gained 

as a result of taking part in CCP, an international school exchange programme. 

 

School partnerships give teachers the chance to collaborate with their international peers on 

curriculum-based activities. According to the British Council (2015), teachers help students gain 

a fuller understanding of other countries and cultures. It also helps educators to share best practices 

with their colleagues at home and overseas, and to learn from education systems in other countries 

through the partnerships. Partnerships between schools in the UK and other countries bring lasting 

benefits for young people wherever they live. Students get a chance to tackle challenging global 

themes, explore their rights and responsibilities and prepare to work in a global economy. 

 

After responding to the questionnaire, the subjects were also invited to take part voluntarily in the 

follow-up interviews. The researcher employed purposeful sampling for the qualitative interview 

component of the study. Ten teachers agreed to take part in the interviews. The transcribed 

interviews were recorded using a voice recorder and were stored on a laptop.  

 

4.4.1 Demographic information of the Interviewees 

Of the 10 teachers interviewed 5 were from independent schools and 5 from state schools. There 

was also a geographical mix with 5 schools situated in urban areas while the other 5 are in rural 

areas. The overall teaching experience ranged from 10 to 20 years. All of them held teaching 

qualifications, with 4 teachers holding diplomas and 6 with degree qualifications.  
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Table 4.3. Demographic characteristics of interview participants 

Respondent Age Sex Qualification  

Teacher 1 45 Male Degree  

Teacher 2 52 Female Degree 

Teacher 3 45 Female Diploma  

Teacher 4 54 Male Degree  

Teacher 5 37 Female Diploma  

Teacher 6 62 Male Diploma  

Teacher 7 50 Female Diploma  

Teacher 8 41 Male Degree  

Teacher 9 27 Female Degree  

Teacher 10 52 Male  Degree  

 

The interviews took place at the schools where the teachers work. Before the start of the interviews, 

the teachers were informed about the purpose of the interview for them to be clear about the whole 

process as well as for the researcher to establish a rapport with the interviewees. I reassured 

interviewees that their responses were going to be kept strictly confidential and that they were 

going to be assigned numbers to maintain anonymity. The interviewees were offered an option of 

choosing the language that they were comfortable using, either English or Shona. The interview 

questions were posed one by one and adequate time was allowed for the interviewees to respond. 

The subjects were quite cooperative, and they responded well to the questions, thus providing 

credible data for the verification of corresponding data in the survey questionnaire. The quotes 

presented in this section of the thesis were carefully chosen to highlight teachers’ perceptions 

regarding GCE. All the interviewees were generally helpful and enthusiastic. Therefore, the overall 

quality of the data was valuable for the verification of the corresponding data in the questionnaire 

survey. From of the interviews discussed in this chapter were selected because of their significance 

in reflecting the teachers’ key notions about the issue. Following the order of their appearance in 

the interview sessions, the 10 teachers were codified as Teacher 1 – 10. Next the method used to 

analyse the qualitative data is discussed.   
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4.5 Data analysis 

This section describes the use of the constant comparative method of analysis, a method the 

researcher used to analyse qualitative data. The researcher made sense of the data collected through 

keeping a journal and audio-tape interviews. Evidence for the practical constant comparative 

method approach to data analysis is indicated in the Figures 4.16 - 19 below. 

 

 

Fig 4.16 Qualitative data analysis - themes on core skills and teaching styles 
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Fig 4.17 Qualitative data analysis - themes on intercultural dialogue and education enrichment 
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Fig 4.18 Qualitative data analysis - case studies from project-based learning 
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Fig 4.19 Themes on community engagement and challenges of CCP 
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The researcher analysed the data using large sheets of paper as he coded a variety of recurring 

concepts, phrases, topics, patterns and themes drawn from the interviews, journal and literature. 

The information gathered up to that point was not yet final. It was just a start. As Lincoln and Guba 

(1989) note, the important task was to come up with initial categories with information belonging 

to the same group, establishing attributes that identify categories as well as to give a foundation 

for later tests of replicability and to render the category internally consistent.  

 

In the categorizing and coding procedure, the researcher sought to come up with data sets that 

provided a rational rebuilding of the data he had collected. The four stages of constant comparative 

method which guided him were: (i) inductive coding and continuous checks of units of meaning 

across the sets; (ii) distilling of data sets; (iii) analysis of trends across categories; and (iv) 

assimilation of information leading to an understanding of people and contexts being investigated. 

The researcher re-examined the first discovery sheet of synonymous concepts and themes as he 

established prime themes to constitute the first provisional data set. All the data cards that ‘looked 

like/felt like’ identifying with the first provisional categories were placed under that data set. The 

process was repeated several times until he established different provisional data sets based on 

different data cards. In this systematic procedure salient data sets were constructed.  

 

Data sets were revised again to confirm attributes of cards grouped together under the category. 

The aim was to refine the meaning in the cards and to write the rules of inclusion. Rules of 

inclusion, stated as propositions, began to show what the investigator was finding about GCE and 

the critical stages he had to go through to establish the findings. He went on to examine trends and 

connections in order to analyse several leading statements that had stemmed from a meticulous 

evaluation. Some data were more definitive than others in contributing to an understanding of his 

focus of investigation. These propositions gave the investigator some idea of provisional 

outcomes, but were not yet meaningfully connected, though some resonated with each other. As 

data analysis is a continuous task, the investigator undertook further data-gathering efforts as some 

data sets and connections were not convincingly supported by the information collected yet.  

 

In some instances, it was not easy to proceed given the inadequacies of the data. For example, very 

little emerged regarding the concept of community engagement, despite the importance of this 
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concept from literature review. It appeared that the investigator had not probed the teachers deeply 

enough to draw in-depth information and elicit profound experiences with regards to GCE. 

Hammersley and Atkinson (2007) also identified the same problem and the researcher realised that 

it was a common experience with researchers, namely missing key information needed to verify 

conclusions. The researcher recognised how much the issue of challenges regarding delivery of 

CCP kept coming up and he knew that he could analyse that data using critical GCE approach. 

Midway through the information analysis, the researcher observed that he needed further deeper 

interrogations of these challenges to understand why that was so much of an issue to teachers. The 

researcher was fortunate in that some teachers had provided this data unsolicited, and he had 

included this into his evaluation and was still able to arrive at credible outcomes.  

 

However, future studies could benefit from an examination of the discourse and appreciating other 

perspectives on GCE. These ‘why’ questions played an important part in interpreting the meanings 

of GCE for teachers and this investigation was in line with the Critical Global Citizenship 

Education (CGCE) theoretical framework being used in this study.  

 

Qualitative research entails the idea that using various qualitative data analysis techniques can 

increase triangulation; thus, the researcher systematically chose various relevant analytical 

techniques, including persistent observation and constant comparative analysis (Leech & 

Onwuegbuzie, 2008). The researcher also incorporated persistent observation, a technique which 

ensured the depth of experience and understanding in addition to the broad scope facilitated 

through prolonged engagement. To be persistent, the researcher investigated the details of the GCE 

through CCP to a deep enough level that he could decide what was important and what was 

irrelevant and focused on the most relevant aspects. Miles and Huberman (1994) argue that the 

strengths of qualitative data rest on their richness and holism, with a high likelihood of showing 

complexity; such data provide thick descriptions that are vivid, grounded in a real context, and 

have a ring of truth that has a strong impact on the reader.  
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The last step in data analysis was that of writing up what he had heard, seen and understood to 

weave a logical explanation from the information in the light of GCE, as shown in the next section. 

 

4.5.1 Promotion of inter-cultural dialogue (interview data) 

The interview sessions were conducted after school hours so as not to interfere with the informants’ 

normal teaching duties. Before the start of the interview questioning, the interviewees were told 

what the purpose of the interview was. As such the teachers voluntarily participated without them 

feeling a sense of coercion. Therefore, the researcher elicited quality data. The following themes 

(community engagement, enriching education, promotion of intercultural dialogue, teaching 

styles, assessment and subject specialisation) were analysed from the data gathered through from 

the interviews and FGDs undertaken. 

 

Interview respondents observed that the school exchange programme was a very interesting 

experience. As they expanded their networks to include different locations, CCP became more 

interesting; they learned about the diversity of cultures and from the experiences of the other 

teachers and students. After posing questions which sought to explore the impact of global learning 

on learners’ engagement with joint curriculum projects, projects on social justice, peace and 

conflict, identity and belonging, environmental sustainability, and rights and responsibilities came 

across strongly, thus enriching education and enhancing intercultural dialogue.  Evidence from the 

qualitative data collection in the 10 participating schools support the claim in Edge, Frayman and 

Lawrie (2009) that the first-hand experiences in other countries as part of the global dimension are 

‘eye-opening’ and ‘life-changing’ for the participating students. Students who have been involved 

in planning and leading global dimension activities or projects seem to have become more 

independent and proactive. In addition, external recognition, such as awards or invitations by 

external agencies, boosts the learners’ self-esteem.  

 

The views from the teachers on intercultural dialogue corroborate  the views of Castagno and 

Brayboy (2008), Dick, Estell and McCarty (1994) and Bishop, Berryman, Cavanagh and Teddy 

(2007), who state that one of the key terms in education studies that frames some of the important 

debates in this area is culturally responsive schooling. The term used is often culturally responsive 

pedagogy. By way of a definition, culturally responsive pedagogy emphasizes and respects 
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students’ identities and backgrounds as meaningful sources for optimal learning. It also considers 

student voice and ensures that their aspirations are realised.  Additionally, Castagno and Brayboy 

(2008) argue that a culturally responsive pedagogy is realized when teachers redesign their 

teaching pedagogy, methods, curricular materials, personal dispositions and school-community 

relations. 

 

One teacher said they aimed to improve learners’ global awareness and general awareness of 

themselves as global citizens through the CCP. The teacher said that by taking continuous 

professional development core skills courses with the aim of weaving global themes throughout 

the curriculum as well as promoting special education needs and inclusion was highly beneficial 

to their school. She said she embeds pupil’s rights and responsibilities through the various learning 

areas. She investigated the rights of children in UK and the UK partners also did the same and that 

allowed their students to feel closer to what it is like growing up in another country. 

 

Teachers reflected on the various global learning activities and approaches that their schools 

adopted, which included international school awards and community engagements through school 

exchange visits. Through the online interactions students would introduce the joint curriculum 

projects in their respective schools. Though there were challenges with online connectivity to 

ensure sustainable conversations, the students used their phones to communicate via Skype and 

WhatsApp. The students were engaged in intercultural dialogues, for example, Zimbabwean 

students shared with their UK partners a play depicting the traditional socio-economic and political 

structure of traditional Ndebele society.  

Students would organise fundraising sporting events like Sport Relief Mile and donate the 

proceeds to orphanages. The teachers reported that the events were led by the Young Leaders 

Clubs formed under the banner of CCP where the students were mandated to demonstrate 

leadership qualities in organising and managing events for charity work. Evidence from qualitative 

data collected from the schools confirm Bourn and Cara’s (2012) claim that GCE makes learning 

more meaningful as students interact with real-life issues in a real-life context through doing 

citizenship work.  
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The photos below show respondents’ responses to the question on the greatest benefits of global 

learning to the school community. Teachers were asked to explain how students demonstrated 

citizenship skills in the school and in the wider community. Teachers felt that the student-led 

activities below indicate that global learning had a strong impact on community cohesion, school 

ethos and student voice. Clarke and Carter’s (2010) research also highlights the link between 

global learning and community cohesion with schools taking part in the citizenship projects noting 

impacts which included more understanding of other people within their community and the wider 

world.  

Some teachers pointed out that the students in partnership between Nigeria, Zimbabwe and the UK 

(NIZUK Bell) organised the Sport Relief Mile to raise money for orphans. Hundreds of people 

attended the events and among the notables were education authorities from the provinces, heads 

from the five schools and parents, as they involved the wider community thus demonstrating their 

citizenship skills. This student-led project based on social justice speaks to the Communitarianism 

citizenship theory, which states that the basic premise is that people are by nature part of a 

sociocultural community. According to Dekker and De Hart (2005), what matters is the individual 

contribution to the greater whole (i.e. the community). In other words, the central focus is not on 

meeting individual goals, but rather on achieving common goals. Loyalty to the community is an 

essential value. Consensus and the absence of conflict are key elements of a well-functioning 

society. Janoski and Gran (2002) contend that Communitarianism means that citizens actively 

participate in society and put the common good ahead of individual gains. This theory endorses 

the moral dimension of citizenship in the form of participation in the community on both a social 

and a cultural level. Teachers reported that by applying the global themes of fairness and equity 

and receiving training from British Council Core Skills courses in developing global links 

throughout the school, they ensured that inclusion was heavily promoted so that they could provide 

a quality education for all.  

 

‘We are inspiring our children to develop a sense of curiosity in the world around them and expose 

them to different learning environments and different cultural settings as this is lacking within our 

curriculum,’ said one teacher.  
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This view is supported by Sant, Lewis, Delgado and Ross (2018), who argue that themes of 

economic justice and class exploitation are not deeply interrogated in the school curriculum as 

well as the research literature in social studies and global education, the key areas for teaching and 

researching global citizenship. This anomaly reveals the paucity of both curriculum and research 

on global citizenship education and leaves little or no room for consideration of class-based 

identity as social, cultural or economic subjectivity. And because economic justice and class issues 

intersect and interact with cultural and psychological processes as well as relations of power, our 

understanding and exploration of the full range of human experience is limited. This suggests that, 

CCP falls somewhat short of linking citizenship issues to economic justice and social class, thus 

weakening its efforts to enable students to understand the root causes of social problems, which in 

distorts students’ conceptions of and inquiry into possible responses and solutions. The 

contribution of the Programme towards generating greater awareness of developmental issues 

among teachers, teachers, parents and local communities can be demonstrated through the images 

below by the NIZUK partnership Sport Relief event-NIZUK is an acronym for Nigeria, Zimbabwe 

and UK. 

 

According to Le Grange (2000b), language remains one way of representing social life. Language 

is used to represent and not present social life. The photographs below give an opportunity to 

reflect about the language use, enabling one to express social life differently. The photographs 

highlighted the core skill of student leadership. The use of photographs on the impact of CCP in 

various school settings was particularly illuminating as they provided a deeper insight into how 

GCE was delivered through the CCP. 
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Figure 4.20 Participants marching from Harare CBD to Prince Edward School 

 

Sports Relief Mile was a student-led event where students were given a chance to demonstrate 

their leadership, journalism, creativity and sporting skills. In the picture above, the students led a 

procession from the CBD right to the host schools were the event was taking place. The researcher 

included photographs because they enable better engagements with those less educated readers, 

those who may not be conversant with the technical jargon of researchers. Photographs enabled 

the researcher to triangulate representations of phenomena in the form of numbers and words. The 

researcher found the photographs to be compelling as they can help to enrich the thick descriptions 

in this present study.  
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Figure 4.21 Sports Relief Mile at a Prince Edward School 

 

Bourn (2011) asserts that within the discourse of inter-cultural dialogue, the educational agenda 

includes not only helping students to acquire and share knowledge, but also to make them aware 

of the impact of power relations and politics. The rationale is that education is supposed to 

empower the marginalized and transform social inequalities. Educators act as social activists and 

change agents who have an impact both on their students and society. Teachers said that CCP 

enriched their experiences and they were now more interested in real issues and have developed a 

stronger sense of fairness and justice. One teacher said there was an increased thirst for knowledge 

which would provide students with a better and more in-depth understanding of major issues such 

as the Nigerian civil conflicts. As Dewey (1937) pointed out, the introduction into the school of 

various forms of active occupations renews the entire spirit of the school. The school then has a 

chance to associate itself with real-life situations, to become the child’s habitat, where students 

learn through directed learning, instead of school being only a place to learn lessons that have an 

abstract and remote reference to some possible living in the future. The school gets a chance to be 

a miniature community, an embryonic society. To do this, Dewey (1937) adds, means to make 
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each one of the schools an embryonic community life, active with the types of occupations that 

reflect the life of the wider society. 

 

On asking about the GCE experiences that the teachers encountered as a result of their involvement 

in CCP, the kind of response below was common amongst teachers. During conversations and 

interviews Teacher 1 made the following comment: 

 

My understanding of global issues increased from the interactions with Nigerian partners. 

There was a time when we were planning to go for an exchange visit to Nigeria and our 

partners advised us that it was not safe owing to civil conflicts there in Nigeria. As a teacher 

I then began to appreciate what life is like in other countries compared with life in 

Zimbabwe. I began to research the structural causes of perennial conflicts in Nigeria and 

ended up teaching my students from an informed point of view. My mind-set was 

broadened to understand the real situation on the ground obtaining in Nigeria. 

 

UNESCO (2017) further amplifies the close association between education for sustainable 

development and global citizenship education, highlighting how it has developed rapidly in the 

past few years. The UN Secretary General’s Global Education First Initiative that was launched in 

2012 sees GCE as drawing on learning from education for sustainable development in order to 

achieve its goal (UNESCO 2013). Global citizenship education aims to empower students to 

engage and assume active roles both locally and globally to face and resolve global challenges, 

and ultimately to become proactive contributors to a more just, peaceful, tolerant, inclusive, secure 

and sustainable world.  

On the other hand, Freire (1970) argues that GCE that situates and justifies the conversation on 

global inequality in terms of its own self-righteous benevolence not only fails to support the growth 

of critical consciousness and the practice of freedom that such education seeks to foster amongst 

the youth, but arguably actually exacerbates injustice by downplaying less popular options and 

critical actions directed at addressing it structurally, thereby incapacitating the powers of freedom. 

As such, CCP needs to inculcate critical consciousness amongst students so that they can be 

empowered to deeply interrogate the root causes of global imbalances and social injustices.  
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4.5.2 Community engagement 

From the qualitative data it emerged that the teachers who were involved in the CCP reported that 

one of the major impacts was the access to increased resources and direct contact with the wider 

community. The teachers observed that community cohesion was enhanced when the entire 

community engages in conversations and decisions about the school. According to the teachers’ 

reports, CCP gave them an opportunity to engage the community to build greater ownership of the 

work of the school, develop a shared understanding and learning about leadership and decision-

making as well as encouraging parents to become meaningfully involved in the school and in their 

own children's learning. 

 

In the focus group discussions with teachers there was evidence of students embracing the GCE 

philosophy of ‘thinking globally and acting locally.’ The evidence would suggest that CCP assists 

learners’ understanding of the ‘global’ concepts of social justice and gives them confidence to 

apply their understanding in the wider community. Through their participation in CCP, the teachers 

felt that schools needed to be sensitive to the needs of the communities they operate in, and to be 

relevant through engaging the wider community.  

Teacher 3 confirmed this, adding: 

The students came up with an idea of adopting orphanages and old peoples’ homes. So, the 

students would pool together subscriptions, groceries and clothing for the local orphanage 

and old people’s home. The students had an appreciation of another life, thus developing a 

sense of Unhu/Ubuntu/Humanness, empathizing with the orphans and vulnerable children. 

This was a very important learning curve for the students as they grow up into leaders 

appreciating that they need to demonstrate social justice in the wider community. The 

students would go there and spend time with the children at the orphanage and help them 

in their daily chores. 

The teachers were satisfied by the fact that these projects were student-led. The effect on students 

as reported by their teachers was quite positive, as most of the teachers noticed changes in their 

awareness and knowledge. The teachers mentioned more specific examples that demonstrate 

students’ change in skills, participation and organisation of different activities and events related 

to the programme and global development. In the CCP meetings the teachers reflected that the 
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students were accorded space to demonstrate critical cultural values, opinions or views that are 

attractive and desirable in influencing citizenship, i.e. the choice of positive actions, intentions and 

end behaviour. According to Mhlauli (2012), values also support stable choices or preferences 

about how to be or behave and, in relation to education, concern for what education is expected to 

achieve. In every choice a certain group of values will influence one’s decision, for example, to be 

obedient to healthy societal norms. Unhu/Ubuntu and education cannot be separated. Education at 

home or at school will always take place, if not in a formal way, then in an informal way.  

Teachers recalled that the teaching of values such as respect, curiosity, equity, mutuality and 

diversity has been the key task of CCP in the schools as the goals of education are to develop 

knowledge and character. There can never be enough people to guard society against ill-disciplined 

individuals; therefore, one of the main aims of education is to develop character and to nurture 

responsible people with healthy values. According to Hapanyengwi and Shizha (2012), 

Unhu/Ubuntu started from the time humanity came into existence. It is the humanness that defines 

and spells out the way we live and interact with each other in our societies. However, Unhu/Ubuntu 

is manifested in various cultural practices and may sometimes vary from one place to another. The 

principles of Unhu/Ubuntu apply in almost in every aspect of our lives, for example in education, 

business, religion, workplaces, government and research. According to Gutuza and Mapolisa 

(2015) Unhu/Ubuntu stresses the African way of life regarding respect and human dignity that are 

fundamental to being able to overcome tribal and ethnic divisions by working together and 

respecting each other. People who truly practise Unhu/Ubuntu are always open and make 

themselves available to others, appreciating others and do not feel threatened that others are able 

and good. With Unhu/Ubuntu, one has a proper assurance that comes with the fundamental 

recognition that everyone belongs to a greater community. About GCE and Ubuntu/Unhu, Abdi, 

Shultz and Pillay (2015) assert that the concept undoubtedly emphasizes responsibilities and 

obligations towards a collective wellbeing. On a global scale, greater co-operation and mutual 

understanding are very necessary to ensure a sustainable future for all with respect to the 

ecological, moral and social wellbeing of global citizenry. Unhu/Ubuntu provides legitimizing 

spaces for the transcendence of injustice and a more democratic, egalitarian and ethical 

engagement of human beings in relationship with each other. In this sense, Unhu/Ubuntu offers 

hope and possibility in its contribution towards sustaining human rights, not only in African 
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contexts, but also across the globe. This is perhaps one of the most powerful arguments for the 

‘ubuntunizing’ of global citizenship discourses and its education. 

 

The Ministry of Primary and Secondary Education (2015) concurs with the outcomes of the CCP, 

since the curriculum review findings showed that Zimbabweans expressed the view that education 

should lead to the production of school-leavers who adhere to the concepts of Ubuntu/Unhu. One 

element of Ubuntu/Hunhu is compassion which entails showing concern for the misfortunes of 

others paired with the wish to help them. It is also a deep awareness of the suffering of another 

associated with the desire to relieve it.  Under CCP, students are encouraged to be kind, humane, 

caring, considerate, tender-hearted, and to have empathy and deliver charity work.  

 

Ndawi and Maravanyika (2011) observe that people are observed as a family, a family of 

neighbourhood, home, language and a nation. It is doing things correctly and properly as is 

determined by society. For example, when a neighbour loses their loved ones, as members of the 

community people are expected to attend the funerals and comfort the bereaved. Compassion goes 

straight to the community’s wellbeing. Ubuntu/Hunhu creates a social love story rooted in 

community group aspect. Being compassionate also promotes respect for oneself, others and the 

environment. It is an invisible unifying force.  

 

The responses from the teachers, suggest a focus on global learning to foster interpersonal skills, 

responsibility towards others and respect for diversity, i.e. ‘soft’ global citizenship education, with 

less importance placed on the role of global learning as a tool for activism and for understanding 

the roots of injustice, i.e. ‘critical’ global citizenship education, according to Andreotti (2006). The 

responsibility is to respect others, but without necessarily challenging injustices or understanding 

why they come about. As previously mentioned, students are asked to develop an interest in social 

justice. The researcher notes that the students need to be empowered to critically examine and get 

a deeper understanding of the contexts (economic, political and social) of the orphans and 

vulnerable children. The responses raise questions about whether CCP’s softer approaches to 

global learning is more appropriate for younger children (and can potentially act as a precursor to 

more critical approaches as they get older) or whether teachers do not feel comfortable/able to 
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teach more critical approaches to global learning. This will be discussed in greater detail in Chapter 

5. 

 

4.5.3 Enriching education – curriculum 

When asked about their experiences on education enrichment, the teachers felt that having a first-

hand experience of another country was very constructive.  Having experienced the different 

lifestyle and culture through exchange visits, the teachers were empowered to teach from an 

informed viewpoint. The curriculum normally requires them to teach about countries they have 

not had any experience of, but through CCP they felt able to adapt the content to include their 

partner schools’ countries. Through the CCP the teachers also had a wider range of resources to 

draw from. The links between the partnerships remain strong, sharing lots of information on, for 

example, tree planting, anti-pollution awareness, sustainable living, healthy living, digital literacy 

and social justice. Teachers inspired students to design posters that educate the community on the 

effects of sustainable development.  

 

Teacher 2 said:  

As partners, the project went on to educate the communities on the importance of 

preserving trees and we went on to do massive campaigns on tree planting which was very 

successful. On sustainable living the students then went on to work on recycling of waste 

material. The project was very successful and up to now the students still enjoy recycling 

of waste material and the community at large is benefiting from the knowledge. Students 

now have confidence that they can make an impact on the community as evidenced by 

these campaigns on anti-littering and tree planting. They can be heard clearly by the 

community and they are stake holders in looking after their environment. The students also 

appreciate that while they have the right to have access to a clean environment, they also 

have the responsibility of protecting the environment for themselves and the generations 

to come. Our students volunteered to periodically clean up the education offices and the 

local clinics as a way of practising the citizenship values they learnt from CCP. 

 

Schools in this study worked actively to ensure that GCE work was embedded within their overall 

school strategy displays, work process and structures. One of the teachers interviewed included 
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the CCP in some form as a feature that had to be included within the planning of the school year, 

its activities, ethos and general approach. Schools have worked to ensure that their CCP focus has 

been spread across all aspects of the school. In some schools show evidence of their work and 

efforts, for instance, CCP walls and corners, the gardens and landscaping, school displays, 

newsletters and assemblies.  

 

 

Figure 4.22 Global Connect Wall with CCP objectives, countries and priorities 

 

The above picture shows the impact of international school partnerships on students in relation to 

the way that global learning is integrated into the overall school strategy. Teachers felt that 

increasing the visibility of GCE helped to bring an international dimension into the students’ and 

teachers’ conversations in the school. Most strikingly, respondents felt the inclusion of global 

learning as part of the curriculum content as topic-based learning has a positive impact. Clarke and 

Carter (2010) also indicate that the benefits of including the global dimension in the school 

curriculum and the importance of global learning in subject knowledge are that it increases 

students’ sense of ownership, engagement and enthusiasm in the activities and the school. The 

teachers reported that the impact of school linking programmes on students’ awareness of 

development issues had been very limited before they experienced such global learning. 

Respondents further indicated that introducing aspects of global learning into these contexts 

broadened students’ horizons by cultivating critical thinking.  
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4.5.4 Teaching styles  

Respondents were asked to report on the impact of CCP on their teaching styles. It was clear that 

teachers valued CCP particularly in terms of skills development and understanding the importance 

and benefits to students of core skills. Teachers mentioned that 21st-century skills allow for the 

development of students into more rounded individuals, who can think for themselves, work with 

others and ultimately grow into better human beings, more prepared for the demands of life. 

Teachers’ involvement in the project offered them a platform to interact with ICTs as they 

exchanged views with partners on various joint curriculum projects. They felt that the use of 

multimedia in teaching and learning motivated the students.  

 

Teacher 5 had this to say: 

 

The core skills are very rewarding and motivating teaching techniques, particularly when 

compared to the traditional ‘rote’ or ‘lecturing’ method of teaching. Incorporating 

multimedia in the lessons makes learning more enjoyable than lecture-style classes, both 

for teachers and students. 

 

Teachers were motivated to prepare lessons using creative learning methods including team 

teaching, which is commonly practised in the UK. The inclusion of the global themes in the 

curriculum enriched the material the students learned, which was a positive development.   One 

teacher mentioned how she had appointed different class representatives to support her with the 

class to encourage students to take on more responsibilities. Other teachers talked about projects 

and group work that they used to provide students with an opportunity to lead in activities.  

 

Teacher 6 responds to a question about the effect of CCP on pedagogies as follows: 

 

I borrowed interactive pedagogies from the international partners in practical subjects like 

textile designing and wood technology. I brought e-learning resources on Science subject, 

for example, where some students dramatize the flow of oxygenated and some do the de-
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oxygenated blood cells, going around as the teacher gives instructions. The teacher gives 

an instruction of the person exercising and the learners go faster and again of a person 

relaxing they would go slower. When I came back, I shared it with our science department, 

we gave them DVDs from our partners in Uganda and UK. The learners enjoy the use of 

multimedia and interactive pedagogies.  

 

4.5.5 Assessment 

The other area that the interviewees described in detail associated with these core skills was 

assessment of students. This aspect was particularly evidenced in schools involved in the CCP 

where the teachers gave well-thought-out tasks, e.g.  research on causes and effects of global 

warming, identity and belonging, and peace and conflict, which allowed teachers to assess a broad 

range of traits, skills and abilities, while at the same time making assessment a learning experience 

which deepened learner engagement. These research-based assignment tasks would provide an 

opportunity for the teachers to note the level of students’ understanding. 

 

The teachers felt that the joint curriculum projects and visits to other countries helped them to 

appreciate continuous assessment (CA), which is more common in the UK than in Zimbabwe. CA 

has an advantage of assessing individuals holistically over a long period, rather than on limited 

separate aspects of a child’s life. Assessment leads to talent identification and the talent is nurtured 

accordingly. Some schools reported that they had since borrowed the idea of specialization, which 

is commonly practised in the UK schools valuing diverse students’ aptitudes to do with sport, 

physical education, art, music, etc. From the interviews with teachers, subject specialization was 

mentioned a lot. Next, the specialization of subjects is discussed. 

 

4.5.6 Subject specialization 

Teachers who visited the UK observed that students in the UK are given full opportunities to 

develop in areas in which they tend to excel the most. Learners in the UK are not forced to pursue 

areas that are not of interest to them, unlike in Zimbabwe where students are examined on a narrow 

grid of academic subject matter. It is a widely held belief that people have different intelligences 

and that their unique intelligences and learning styles should be considered in the classroom and 
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in general. The multiple intelligences (MI) theory recognises the fact that students in the same 

class possess different abilities. Schools in the UK value Gardner’s (2011) theory of 8 

intelligences, i.e. linguistic (language), logical-mathematical (logic, mathematics), musical 

(music, sound and rhythm), bodily-kinesthetic (body movement and control), spatial-visual 

(images and space), interpersonal (other people’s feelings) and intrapersonal (self-awareness).  

 

According to Gardner (1983), everyone possesses each of the intelligences, but no two individuals 

exhibit the same profile of intellectual strengths and weaknesses. Each of the intelligences exhibits 

its own developmental trajectory. Gardner (2011) argues that, if assessed, intelligence needs to be 

approached on its own terms rather than through the language-logic lens of a traditional test. 

Adopting different assessment modes and strategies could help to address different levels of 

performance and student diversity as well as provide equal opportunities for student to demonstrate 

their achievements. As will be shown below, the teacher reported that through the CCP and 

embracing MI theory in assessment, they were better equipped with multiple ways of assessment, 

a strategy that enhances students’ intellectual strengths.   

 

According to Christodoulou (2009), teachers seeking to utilize multiple intelligences theory in 

their classrooms must determine their students’ strengths, weaknesses and their combination of 

intelligences in order to provide meaningful learning experiences for them. The challenge, 

however, is to figure out what these combinations are and how to best engage them. There is no 

one right tool for assessing a student’s intelligences. A holistic approach to assessment provides 

the best scenario. Through the CCP students were immersed in collaborative activities, and through 

observations, teachers could see which intelligences dominant and those which are less so.  

 

Teachers discussed avoiding uniform approaches to teaching and assessing by focusing on 

individualizing instruction and curricula, saying that students were reached by teaching concepts 

in a variety of ways. Interviewed teachers suggested that they framed assessment in such a way 

that students demonstrated their knowledge using their stronger or more dominant intelligences. 

Meaningful learning experiences involve student interaction and multiple intelligences encourage 

collaboration naturally. By using rich ideas and materials, students can work together using their 

combinations of strengths and weaknesses. Students with compatible profiles seek to solidify and 
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build on strengths, while students with complementary profiles strive to compensate for one 

another. In ideal instruction taking account of multiple intelligences, rich experiences and 

collaboration provide a context for students to become aware of their own intelligence profiles, to 

develop self-regulation, and to participate more actively in their own learning.  

 

The researcher demonstrates in detail below using pictures how CCP leveraging on the theory of 

multiple intelligences brought out the best in students.  

 

 

4.6 The eight intelligences and applicability to CCP 

4.6.1 Visual/Spatial Intelligence 

According to Gardner (1999), visual/spatial intelligence (VSI) entails visual conception of the 

environment, and the ability to perceive in images and pictures abstractly. VSI is catered for in the 

Visual Arts section of the Creative Arts learning area in the senior phase curriculum in Zimbabwe. 

According to Ministry of Primary and Secondary Education (2015), students do storytelling 

through drawing patterns, images and objects. They employ various materials to construct a variety 

of objects such as pasting, weaving and plaiting as communicative tasks. Field trips allow the 

development of gross and fine motor competencies through ball games, climbing, balancing and 

many other tasks which enhance wellbeing. By so doing, students develop their social, linguistic 

and emotional abilities. In Visual Arts students learn to present their views through symbols and 

visual means.  

 

Teachers pointed out that they used ICTs as interactive tools throughout lessons to assist the 

progress of students’ learning in the subjects taught (with the use of PowerPoint slideshows, video 

clips, websites and educational software). Through CCP digital literacy and multi-media courses, 

teachers were exposed to 21st century teaching styles and they were enabled to demonstrate, apply 

and reinforce students’ understanding and to engage students in higher-order thinking skills. The 

development of visual/spatial intelligence was spread across other subjects such as Mathematics, 

Geography and Natural Sciences, where symbols are used as well. Students with well-developed 

visual/spatial intelligence could express themselves well in symbolic and visual ways through 

paintings or drawings.   
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The illustrations below show how CCP embraces the theory of multiple intelligences across the 

learning areas in schools.  

 

 

Fig 4.23 evidencing the Digital Hub donated under the CCP 

 

Fig 4.23 demonstrates that CCP champions digital literacy in schools. At central CCP schools, part 

of the funding was channelled towards setting up of digital hubs at a school central within a cluster 

of schools. At the above school, teachers reported that, Early Childhood Development (ECD) 

learners were now highly motivated to attend school every day, implying that CCP helped to 

reduce absenteeism in the junior grades. Teachers also noted that digital (DL) fostered learning 

through technological games and songs thus encouraging communication and collaboration 

amongst the learners. DL also promoted engagement and mastery of development tasks. The 

integration of (ICT) Information Communication and Technology across the curriculum reduced 

boredom and corporal punishment. It was reported that digital literacy made teaching and learning 
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easier as learners increased their concentration on the given work thereby reducing 

mischievousness. Learning through games helped learners to remember the content than abstract 

learning, thus improving achievement. 

 

 

Figure 4.24 Learners using multimedia in a CCP Hub donated by the British Council 

 

4.6.2 Verbal/Linguistic Intelligence 

According to Maphalala (2017), verbal/linguistic intelligence (VLI) involves reading, writing, 

speaking proficiency. Mastery of language help students to acquire knowledge, to present their 

identity, feelings and views, to socialise and to navigate their world. According to the British 

Council (2009), CCP enabled students to engage in prepared speech, oral presentations/reports, 

role-plays, poetry, drama, novels, short stories, and folklore. Teachers explained that students 

involved in CCP engaged in these learning activities through their joint curriculum projects and 

time was allocated for each activity in the timetable/curriculum. Verbal/linguistic learning 

activities helped students to develop language skills, i.e. the use of tone, voice projection and 
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gestures, correct pronunciation of words without distorting meaning, and to argue different 

viewpoints on a chosen topic. 

 

 

Figure 4.25 Student from CCP Club reciting poetry on identity and belonging 

 

Teachers noted that since language is a tool for thought and communication, it is an essential 

vehicle for cultural and aesthetic means for socialisation. CCP provided teachers and students with 

a linguistic opportunity to express themselves through intercultural dialogues with their partner 

teachers in the UK. Language also provided students with a rich, powerful and deeply rooted set 

of images and ideas that were used to share their respective worldviews. Through joint curriculum 

projects between schools in Zimbabwe and the UK, language, cultural diversity and social relations 

were expressed and constructed, and these realities were either altered, widened or refined.  
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4.6.3 Logical/Mathematical intelligence 

After attending the British Council core skills courses, teachers described how they were inspired 

to identify creative approaches in their lesson planning, including designing their own activities 

for the class in line with logical/mathematical intelligence. According to Armstrong (2009), 

logical/mathematical intelligence helps one to address mathematical problems, think rationally and 

acquire computing abilities. In Mathematics students use symbols and notation to learn numerical, 

geometric and graphical linkages. Students are expected to note, represent and study trends and 

quantitative correlations in physical and social phenomena as well as between the mathematical 

objects themselves. According to Department of Basic Education (2011) in South Africa, 

mathematics helps in the acquisition of critical thinking and problem-solving skills, precision and 

decision-making. Natural Science subjects help students to appreciate empiricism and how they 

can employ it to shape their own ideas.  

 

Teacher 7 had this to say about logical intelligence: 

 

When teaching about the volume of trapezoid, I had to go an extra mile. I made a 3D model 

for the class to be able to visualise the depth of the model. I used ICTs and visuals as 

interactive tools throughout the lesson to assist and progress students’ learning in the 

subjects taught (with the use of models, PowerPoint slideshows, video clips, websites and 

educational software). I used these to demonstrate, apply and reinforce students 

understanding and to engage students in higher-order thinking skills 

 

4.6.4 Musical Intelligence 

According to Gardner (2011), musical intelligence help individuals to express themselves 

musically and through rhythm. Students with musical intelligence can perform, compose and 

appreciate music. The Creative Arts learning areas give exposure to and study of a broad art forms 

including dance, drama, music and visual arts. In the interviews one of the maths teachers pointed 

out how he had started using songs to encourage learners to remember and internalise maths rules. 

The teacher devised songs for different maths topics, but also encouraged students to come up with 

their own songs. During the classroom observation, one student sang her own song on the 

properties of a circle, which she was then going to teach the class in the next lesson. The teacher 
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mentioned that since beginning to use songs in class, students had become less fearful of maths 

and were more relaxed in class. Through the CCP creative pedagogy, the teacher felt empowered 

and students took more ownership of the learning material. 

 

 

Figure 4.26 Students get down to music and dance at a CCP musical and cultural festival 

  

According to Maphalala (2017), creative arts creates a platform for students to experience dancing, 

to use their bodies safely, to engage in the physical exercise demanded by dance, as well as learning 

body coordination and understanding dance as a creative art. Students can play musical 

instruments, sing songs/melodies that suit a specific scenario and perform rhyming poems. 

Interviews with teachers showed and understanding of the value attached to the use of creativity 

in the classroom, and teachers spoke about encouraging students to use their own ideas and 

imagination to write poetry, stories and speeches. 
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4.6.5 Bodily/Kinaesthetic intelligence 

 

Figure 4.27 Students playing games and sports during an international school exchange visit 

 

According to Armstrong (2009), bodily/kinaesthetic intelligence (BKI) involves learning through 

physical movements and coordination using fine and gross motor skills. Through this intelligence, 

students are inspired to engage in physical activities such as sport and dance to improve their own 

fitness and physical wellbeing. Teachers said through the Global Sports Days held concurrently 

with the UK partners they could assess bodily-kinaesthetic intelligences through dance, sports, 

simulations, exercises and physical movement.  Teachers suggested that in the CCP they used a 

wide range of creative activities, including sporting games and exercises, imaginative scenarios or 

thinking through GCE from multiple perspectives.  

  

4.6.6 Interpersonal intelligence 

According to Gardner (1983), interpersonal intelligence enables individuals to socialise and be 

able to communicate with others. It allows people to work effectively with others. Teachers, 

preachers, political leaders and salespeople need this intelligence. In the CCP Life Skills Clubs, 
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one teacher reported that students were encouraged to develop beneficial social interactions, such 

as respecting others’ rights and values. Using various activities in CCP such as role-plays, group 

discussions, pair work, debates and case studies interpersonal intelligence was developed. These 

teaching methods encouraged students to participate actively and reinforce learning through 

interaction and sharing of ideas. Conversations amongst the students created an opportunity for 

them to practise various skills such as communication, articulating and defending one’s ideas, 

interpersonal skills and respecting a different point of view. In CCP interpersonal intelligence was 

demonstrated and assessed by students’ ability to show empathy and help less privileged groups 

in society such as orphans and vulnerable children. In one school various cartoons depicting 

aspects of religion were used to focus group discussions on the values of peace and tolerance. In a 

social studies class on gender stereotypes, digital images of women doing different roles were used 

to stimulate discussion of the types of gender stereotypes and the negative consequences of these 

stereotypes.  

 

Asked on how the CCP had impacted on learners’ interpersonal skills, Teacher 9 had this to say: 

 

I gave my learners real-life scenarios on empathy and acting in the community. The 

learners came together and shared the idea of helping the orphans and vulnerable children 

in our community. As such they adopted the orphanage home which they have since visited 

frequently to play with the children and donating various goods. The learner-led project is 

dubbed, ‘Put a Smile Campaign.’   
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Figure 4.28 CC Club donating goods to an orphanage home 

 

Although charities advance a good cause, particularly in the short term, scholars are scrutinizing 

the good cause through critical global citizenship lenses (Andreotti 2006). First, the scholars argue 

that the welfarist approach is paternalistic. The people who are said to be changing the lives of the 

poor are always glorified, while the poor are presented as passive victims who are not consulted 

on what they require. While the researcher does not wish to downplay the heartfelt concerns of the 

students, charity work sometimes conceals the root causes of social injustice and poverty. 

 

4.6.7 Intrapersonal intelligence 

According to Armstrong (2009), intrapersonal intelligence enables individuals to understand 

themselves and be able to exercise self-control. A person with highly developed intrapersonal 

intelligence knows how to do self-introspection and identify their strengths and weaknesses for 

self-improvement. According to the British Council (2010), CCP enabled the development of the 
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students by exposing them to the concept of self-image through which they were supposed to 

identify and reflect on their positive personal qualities and relationships with self, family, and 

friends. Teachers used various learning activities (such as role-play, drama, daily journals) to 

enhance self-image through instilling positive attitudes. Through role-plays and public debates 

students learnt about self-image, peer pressure, personal diet and nutrition, self-formation and self-

motivation, sexuality, relationships and friendships, goal-setting skills, personal lifestyle choices, 

sexual behaviour and sexual health, and dealing with challenging situations such as depression, 

grief, loss, trauma and crisis.  

In the ‘If I were President’ activity, teachers said that students demonstrated leadership skills in 

the way they conducted themselves and how they interacted with others. Some also explicitly 

recognised that it was important to lead by example and to ‘do their bit’ to make a positive 

difference in their school or in their community. For example, many of the students who held 

leadership roles also cited enthusiasm for their role and valued the opportunities it presented to 

them – such as providing feedback to the teachers and taking responsibility in the class if the 

teacher was absent. Teachers explained how students demonstrated strong evidence of core skills 

in the ‘If I were President’ exercise relating to citizenship values.  

Teacher 10 said: 

One student suggested that he would invite the poor to live in the presidential mansion. 

Another talked about ensuring that no rural area was left behind in a drive for fairness. 

Fairness was also shown through the suggestion of a more progressive tax structure. 

Another student mentioned the importance of governing with integrity if they were to be 

president. Students mentioned reconciling aggrieved and conflict-torn communities and 

raised issues of reducing child abuse and working to ensure more piped clean water. 
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Figure 4.29 Drama Club takes a bow after portraying child abuse themes through a play 

  

4.6.8 Naturalist intelligence 

According to Moran, Kornhaber and Gardiner (2006), naturalist intelligence allows people to 

appreciate the natural environment. This is not one of Gardner’s’ multiple intelligences. With this 

intelligence, the natural environment is dear to people with a naturalist intelligence; they appreciate 

plants, animals and nature resources. Teachers highlighted that CCP Environmental Clubs help 

students to understand their environment. They alert students to human activities that affect the 

environment and how to interact with the natural environment. Teachers deeply embedded the 

CCP agenda in the natural sciences subjects, thus teaching students the sustainable use of natural 

resources, such as plants, and animals. Students related well to their natural environment as they 

understood and cared about them. Teachers and students received funding from the CCP to go on 

field trips, undertake outdoor activities, solve environmental problems, plant trees, draw pictures 

of natural objects, describe geographical sites and features, identify and classify birds/trees/insects, 

and write about caring for plants and animals. 
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Figure 4.30 CCP Environmental Club plants trees to commemorate World Environment Day 

 

The Zimbabwean teachers felt that schools have the responsibility to nurture autonomous learners, 

critical thinkers and people who can face the challenges of life. The teachers reported that core 

skills courses enabled teachers to broaden their views and approaches to teaching environmental 

sustainability. Moreover, upon their return from the international school exchange visits, some 

teachers cascaded the lessons learnt down to the rest of the staff members for staff development.   

 

Teacher 7 said, 

 

Before attending the core skills course, learning concepts of environmental conservation 

was by and large abstract and proceeded by way of rote learning. Within the school context, 

I also noted many problems such as pollution of water sources, poor farming techniques, 

non-collection of garbage, among others. I then felt that when learners engage with these 

topical issues, they would be able to contribute to the discourse on environmental 

conservation. 
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Teacher 7 went on to say the introduction of core skills empowered students to engage on advocacy 

regarding environmental issues, and consequently their interest in and motivation for learning 

increased and learning became enjoyable in real-life and authentic contexts. The school noticed 

that students became more engaged and leaders in their own pedagogy as they were able to apply 

critical thinking and problem-solving by evaluating different perspectives. The impact was also 

noticeable in the community as evidenced by the reduced environmental degradation and 

awareness of climate issues and improved school-community links. In terms of outcome, the 

teacher said there was an improvement of students’ scores by 20 percentage points from a mean 

mark of 40 to 60. 

 

4.7 Achievement  

According to British Council (2016), it is difficult to claim links between global learning and 

attainment levels in schools. Participants in the review of the International Dimension in Education 

in Wales thought that children’s attainment levels had risen through involvement in the global 

dimension but noted difficulties in linking this attainment rise causally to the global dimension. 

This study also faced challenges with providing solid empirical evidence to demonstrate the link 

between CCP and achievement. However, there was also anecdotal evidence that CCP was 

translating into improved performance of students in the classroom. Teachers strongly agreed that 

there had been changes in student attitudes and behaviour since the introduction of different 

teaching techniques. Several teachers mentioned that the use of questioning styles and empowering 

students with more ownership over their learning had made them more curious and inquisitive in 

the classroom. Students were now said to be more reflective about their learning and tended to ask 

more questions. Such teaching methods were also said to have made students more active and 

involved in classes. 

 

Some teachers argued that better retention of learning together with improved reasoning ability 

was translating into improved academic grades. One teacher said that his changed teaching 

methods had led to significant improvements in student academic performance.  

 

  

Stellenbosch University  https://scholar.sun.ac.za



 

173 

 

Teacher 9 said,  

 

The level of enjoyment from learning has increased, and students described feeling 

motivated to learn more, think independently and share with their peers. These students 

now learn enthusiastically. Learning is interesting. At times, we wish to stop and now they 

will say ‘we want to continue!’ because they are getting what we are teaching. Before, they 

looked bored and some might be sleeping at the back. But now, all of them are active; they 

are participating in class. 

 

Some teachers reported that better retention of learning together with improved reasoning ability 

was translating into improved academic grades. The evidence above on how CCP positively 

impacted on pedagogy and achievement was further reinforced by the observations of Teacher 8 

who said,  

 

I am happy to be part of the CCP as results of my students continue to improve year after 

year. To date I have the best results in the province, and we are in top five in the country, 

thanks to the British Council. CCP has exposed me to 21st-century teaching styles that are 

highly interactive. A classroom that is like a workshop is easy to manage as every student 

gets busy working on tasks. Busy students are easy to manage. There is less deviance in a 

classroom where students take ownerships of the process, feeling that they are partners in 

teaching and learning.  Through discovery-learning, research-based assignments, role-

plays, storytelling and peer assessment, students are motivated and hence they quickly 

grasp concepts. The classroom is easy to manage, and pupils are all geared to work. My 

experience with CCP is that all students are equally important, no child should be left 

behind, and no one should have an idle mind.  

 

The next section looks at the impact of CCP on learners. It explores how the teachers leveraged 

the ethos of CCP to regulate students’ behaviour. 
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4.7.1 Soft skills 

The Zimbabwean teachers concurred that their UK counterparts learnt a lot from them in terms of 

classroom behaviour management and imparting of related soft skills. UK teachers noted that the 

children in Zimbabwe seemed outwardly to display more respect for the adults and peers alike. 

For example, they would stop to greet teachers and visitors and allow them to pass first, approach 

visitors and asked if they needed any help, and they stood up whenever a visitor entered the 

classroom and greeted them. The teachers highlighted that the UK partners were impressed by the 

high discipline levels in Zimbabwean schools.  

 

Sebba and Robinson (2009), in their research involving 31 schools, supports the above teachers’ 

claim regarding the impact of imparting soft skills on students. Teachers in the schools in which 

the study was fully implemented reported that their students showed rights-respecting behaviours 

and participation. Sebba and Robinson (2009) report that students demonstrated a greater 

understanding of rights and responsibilities than did their peers in the schools in which the 

experiment was not done. They had knowledge of the specific rights of the Convention on 

Children’s Rights, they understood the nature and value of respecting rights, and they understood 

what rights imply. GCE has proved to be a very effective means for education on children’s rights.  

 

The teachers viewed GCE as a way of equipping young people with the skills deemed necessary 

to prepare them for the challenges and opportunities afforded by the global economy. These 

included cultural understanding, flexibility, adaptability and competitiveness. Within neoliberal 

ideology, education is viewed as a process of human capital formation (Apple 2000). It is seen as 

important in fostering the knowledge, skills and attitudes needed for a productive, profit-making 

workforce. GCE was perceived to play a role in preparing individual students for life and work in 

the global economy and increasing their employment chances. 

 

Some teachers felt that they were helping with preparing students, since they would be competing 

with other international students from all over the world when they apply for jobs. Also, when 

students apply for university places, schools should prepare them to be aware that this is not just a 

national competition. Lauder (2012) asserts that this way of thinking about international 
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competition is widespread and is fuelled by the constant comparisons between national educational 

systems in international rankings. 

 

Whether seen as a challenge or an opportunity, the global economy was predominantly viewed as 

something that students need to embrace, adapt to and prepare for when seeking employment in 

the future. Students were thought to need to be able to get on with people from different cultures, 

to be able to speak foreign languages, to be confident and to understand the nature of global 

competition. Teachers reported that GCE is important in preparing students for international 

competition, raising awareness of the different opportunities available to them, and fostering the 

skills needed to move between cultures and economies. 

 

4.7.2 Citizenship education 

One teacher reminisced the week-long visit by the UK teachers where the Zimbabwean students 

were introduced to Student Executive Council elections as practised in the UK schools.  

Zimbabwean students led the elections which saw them gaining significant insight into the concept 

of citizenship. The purpose of a Student Executive Council is to give students an opportunity to 

develop leadership skills by organizing and carrying out school activities and service projects. In 

addition to planning events that contribute to the school spirit and community welfare, the Council 

is the voice of the student body. The teachers highlighted that preparing learners for the future 

remains a daunting task as modern-day society demands young people who can voice their 

opinions and act as agents of positive social change in the societies. 

 

When asked about their views on the CCP, Teacher 10 said: ‘The Student Executive Council 

elections taught learners how to develop good communication and collaboration skills as they were 

presenting their manifestos to other learners in order to be selected into the Council.’ 

 

Sibanda (2015) notes that Zimbabwean students also needs citizenship education in order to 

become more responsible, tolerant and rational future citizens who would fit well within the 

diverse and pluralistic society that characterises the country. It is important, however, that the 

practice of citizenship education in Zimbabwe should not separate abstract rights from the realm 

of everyday life. Sibanda (2015) goes on to say that a citizenship education programme that would 
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be relevant to Zimbabwe should not be just theoretical but must be consonant with what especially 

older citizens or leaders uphold as genuine societal values and norms in real life.  Several cases 

have been reported in Zimbabwe of political leaders who engage in illicit deals. Citizenship 

education would be needed to address such vices. Valk (2007) concurs that citizenship education 

should therefore seek to cultivate genuine political participation among the young generation of a 

country. 

 

Sibanda (2015) posits that voter apathy, which has been characterising the electoral process in 

Zimbabwe for a long time now, could also be a manifestation of the lack of genuine citizenship 

education in the country’s school system. Parsons (1977) argues that governments cannot suddenly 

claim to give equal direct political participation without educating citizens about their rights, 

freedoms and responsibilities. This should start from primary school and should not only be 

instituted when there is a looming electoral process. The design and implementation of citizenship 

education should, in effect, be pivoted on specific policies. It should be noted, however, that 

despite such efforts as suggested, the possibility that not all citizens would automatically enjoy 

full political participation in its true essence must be borne in mind. Parsons (1977) argues that, 

for instance, persons with profound disabilities may need to be catered for by specifying how they 

can be cared for and included in the citizenship education equation. For this reason, citizenship 

education policies should be dynamic and should cover aspects such as the way that people with 

disabilities would be included in social processes including politics.  

 

Koyama (2016) argues that scholars explain the dangers and risks of constructing and relaying 

notions of global citizenship through schooling. For example, Zembylas (2010) points out that 

learning about others and their cultures without experiencing democracy in the life of schools is a 

mistake. He promotes developing a social outlook geared toward examining taken-for-granted 

realities and power relations. GCE can reinforce Western-centric humanitarian discourses of 

learning about global ‘others’ who need ‘our’ help. In this sense GCE risks stepping over the 

keyways in which individuals and groups are both interconnected and interdependent. Research 

with school children in the UK by Niens and Reilly (2012) confirms a consensus in the critical 

GCE scholarship that in the right context and with appropriate pedagogy, GCE can potentially 

reduce prejudice. However, in accordance with critiques of GCE, CCP may support a tendency for 
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students to speak to injustices in other parts of the world or as a global phenomenon and to overlook 

local prejudices. There is therefore a need for the teachers to empower students and create a 

environment where students can speak up to some of the injustices happening within their schools 

and communities. 

 

From the interview data gathered, the next section explores how teachers experienced the impact 

of CCP core skills courses - professional development courses on teaching and learning. 

 

4.8 Teachers’ perceptions of Core Skills: Professional Development Courses (interview data) 

The questions 10 – 11 were designed to elicit the teachers’ thoughts about the GCE based on the 

core skills training they received in the CCP.  The core skills training provided professional 

development opportunities for teachers and school leaders to acquire the knowledge and 

approaches they needed to effectively implement the teaching of six core skills across the 

curriculum.  

 

According to the British Council (2015), the core skills, sometimes referred to as deep learning 

skills or 21st-century skills, introduce young people to new ways of working, new ways of thinking 

and new ways of living in a global world. The British Council through the CCP delivered 120 face-

to-face courses that supported educators to deepen their professional experiences and skills in 

critical thinking and problem-solving, creativity and imagination, digital literacy, communication 

and collaboration, citizenship, student leadership and personal development. Trained teachers 

explained how they incorporate an international dimension into the curriculum to improve their 

teaching as a result of the core skills training. Through the training programme, the teachers 

broadly reported that they are now better equipped to improve their skills on pedagogy and 

curriculum enhancement. Core skills courses have been seen to positively impact on interactive 

learner-centred teaching styles. 
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4.8.1 Improved teaching styles 

When asked about their experiences regarding the core skills courses, it was no surprise to note 

the teachers generally concurred that the courses helped them a lot in terms of broadening their 

horizons on the subject areas and 21st-century teaching styles. Teachers highlighted that, since 

doing the courses, they have started to view themselves as facilitators instead of teachers as they 

were allowing more room for the students’ voices and doing less talking themselves. Students were 

said to have more autonomy to determine their own learning, while the teachers’ role was that of 

guidance, assisting them in developing their line of thinking. Others indicated that there was a 

great improvement in handling students and teaching essay writing, while some said the courses 

helped them to adopt learner-centred approaches. All this contributed to great lessons being 

delivered to learners. Teachers discussed how their students were able to see issues from multiple 

perspectives, which helped them to reason more carefully. Teachers reflected that the students 

were improving their approach to tasks where they needed to work together to solve a problem or 

to discuss an idea.  

 

Teacher 4 said, 

 

Before students were taught core skills, they relied on other people to solve their problems. 

The main problem being inability to fend for themselves. Many students come to school 

on empty stomachs which results in them not having a conducive learning environment. 

Because the school is in a rural community, very few parents/guardians can pay for school 

fees, thus making teaching and learning very difficult. As a result of the student-led 

agricultural projects that we undertook, we were able to harvest the maize and tobacco 

which we sold and generated income. Through these entrepreneurial projects, we were able 

to feed our students and equip them with skills on how they can be self-reliant. 

 

From the interview data, it was clear that teachers valued CCP particularly in terms of skills 

development and understanding the importance and benefits to students of core skills. Teachers 

mentioned that 21st-century skills allow for the development of students into more rounded 

individuals, who can think for themselves, work with others and ultimately grow into better human 

beings, more prepared for the demands of life. This personal development allowed students to 
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achieve greater success outside of school, and the core skills helped them with the necessary 

competencies to find employment in an increasingly competitive and globalised world.  

 

Teacher 5 said, ‘With the constantly changing global economy, core skills are the future… it is a 

priority to teach transferable skills for jobs we do not know yet.’ 

 

 As such, teachers consistently understood that GCE goes beyond academic performance and 

supports students by providing them with wider life skills. 

 

Teachers revealed that they were enabled to facilitate critical thinking using open-ended questions 

as an appropriate pedagogy to draw as much from the students as possible, especially Socratic 

questioning. Named after Socrates, the Greek philosopher, a Socratic approach to teaching is based 

on question-led dialogue. The instructor professes ignorance of the topic under discussion in order 

to elicit an engaged dialogue with students by asking key questions. It was noted that the higher-

order thinking skills were inculcated into the students, equipping them to think in new ways in 

adapting to an ever-changing contemporary world.  

 

Teacher 6 added that ‘Even those with barriers to learning can write creatively if they are given 

room to express themselves through a question-led dialogue.’ 

 

Teachers said they are preparing the students for the future in an atmosphere conducive to learning 

in which core skills are used which can make them relate and interact with the subject content with 

greater interest and meaning. These changes have seen students with below-average performances 

rise and improve their results. The quote below further illustrates the positive contribution of core 

skills courses to teaching styles, which in turn impact on the learners’ non-cognitive skills and 

performance.  

 

According to Teacher 7:  

 

After the core skills training session with the British Council, I saw a remarkable 

improvement in the way I deliver lessons. I set out to improve as well as empower my 
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students. I approached five teachers in my school who showed a keen interest in using the 

open-ended questioning technique in their learning areas as well. In my school, students 

mostly come from high-density suburbs and thus lack essential communication skills as 

they are not proficient. Most of the learners prefer to use Shona in all their lessons, so it 

was quite a challenge to introduce the open-ended questioning technique in the learning 

process. The few students who show confidence and attempt to speak in English are 

laughed at and shot down by their peers. It therefore becomes an uphill task to get the 

students to answer open-ended questions. However, despite all these hindrances, we all did 

not give up in implementing the new teaching strategy. Of course, some teachers 

complained that we would not be able to complete the syllabus if we continued to use 

creative and interactive techniques as they are time-consuming. As the teachers and 

students got used to the technique, the situation has improved and the students are now 

embracing the importance of proficiency, a necessary competency in the business world 

and the world of work. 

 

Teachers acknowledged the role that school heads are playing in supporting the new ways of 

learning to enrich education. The schools’ end-of-month tests are now centralised in departments 

and the heads of schools strongly discourage one-word answers or objective type questions. Even 

though teachers feel the open ended/subjective questions take longer to mark, the positive impact 

outweighs the negative aspects. Though classes are quite large, which sometimes makes it 

cumbersome in the teaching/learning processes, teachers are adapting to the new way of teaching. 

Teachers felt that most of the students now appreciate the research skills they are gaining through 

collaborations instead of competition, as they look for deeper meanings in answering questions. 

The tone within the schools is more amicable as the teachers also work collaboratively towards a 

common goal.  

 

The quote from one of the teachers below captures teachers’ views of the benefits and changes to 

teaching methodologies and classroom practice in particular.   
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Teacher 4 said,  

 

I am tremendously grateful to the British Council and the training facilitators for giving me 

an opportunity to significantly improve my teaching practices. Formerly, I have been using 

teacher-centred approaches in teaching and learning. In hindsight, I can now clearly see the 

shortcomings of my former strategies; which include apathy in students, passiveness, 

individualism, low grades and surface learning. However, after having attended the core 

skills training, I have been able to stimulate students’ interest so that they are now actively 

involved in their own learning. They are now highly motivated and creative. Following 

such smart strategies as peer assessment in oral presentations and written assignments, 

students have developed critical thinking, value judgements, decision making and problem-

solving skills. I have also noted with gladness that students are enjoying learning with and 

from each other through the introduced interactive teaching and learning methods. This has 

helped weaker students to learn from their more knowledgeable peers, and this it is in 

tandem with communication and collaboration, one of the core skills. 

 

Teacher 10 corroborated the sentiments above: 

 

The CC Courses were quite helpful. I particularly enjoyed the leadership courses which 

were quite life changing. I then realised that I am not only a teacher, but I am also a leader 

whom the students look up to and it is not just about delivering lessons. I also must possess 

the leadership skills. I then began to view myself as a leader who leads the students. I used 

to view myself as the superior owner of knowledge, while looking at students as lesser 

beings, but after the core skills training, I began to understand that in class we are partners 

of learning. I moved away from being a teacher to a facilitator of learning. It was not 

necessarily me imparting knowledge but facilitating the students to discover learning 

through creativity and imagination. In my classes, learning shifted from teacher-centred 

approach to learner-centred approach.  

 

Interviewees highlighted that the incorporation of the discovery approach to learning using 

pedagogies including debates, focus group discussions, role-plays and panel discussions motivated 

Stellenbosch University  https://scholar.sun.ac.za



 

182 

 

students. These participatory and highly interactive methods led to higher levels of attendance and 

participation by the students at schools.  

 

The responses also show the positive effect of core skills helping the teachers to develop 

professional skills in project planning and management, thus turning their enthusiasm, drive and 

dreams into powerful tools for community development. 

 

Teachers’ horizons being broadened as a result of their involvement in CCP 

Teachers who attend local and international CCP professional development courses noted that their 

eyes were opened to multiple perspectives on subject content and the science of teaching. Some 

teachers were seconded to take up training, planning and subject specialist roles at the District, 

Provincial and Head offices as a result of their involvement in the CCP Policy Dialogues. Local 

teachers who attended International Policy Dialogues on Assessment learnt international best 

practices, for instance, from countries like Lesotho, Swaziland and South Africa, which have a 

matriculation system different to the system in Zimbabwe. The teachers noted that, in South Africa, 

for example, matriculation (or matric) is a term commonly used to refer to the final year of high 

school and the qualification received on graduating from high school, although strictly speaking, 

it refers to the minimum university entrance requirements. In general usage, the school-leaving 

exams, which are government administered, are known as the ‘matric exams’ by extension, 

students in the final year of high school (grade 12) are known as ‘matrics.’ Once the matric year 

has been passed, students are said to have ‘matriculated.’ For matric content coverage is different 

at Advanced Level with the Zimbabwean system and a minimum of 3 subjects is required in 

Zimbabwe yet in Matric a minimum of 7 subjects is required. Respondents also noted that some 

countries like Namibia send their pre-service teachers to attend Colleges in Zimbabwe especially 

on subjects like Science since they hold the education system in Zimbabwe in high esteem. 

 

4.8.2 Case Studies 

In the next section, the researcher asked the teachers to submit qualitative case studies based on 

the CCP professional development courses that were delivered by the British Council. In this 

exercise the researcher asked them to report on how the courses had impacted on their personal 

and professional development, the students, and the school and the wider community. While this 
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is only a snapshot of a localised and contingent reality, through the images constructed by teachers 

and students and the discussions that took place it is possible to gain insight into the teachers and 

students’ knowledge and perceptions of CCP, as well as some broader GCE-related issues. 

 

The location, intake and extent to which global learning was embedded in schools were 

purposefully different between the schools. Teachers noted that students had become more 

enthusiastic and motivated about learning in general as evidenced by the bee-keeping case study 

below. The attitude of students towards school really changed drastically. Students were said to be 

now enjoy learning using multimedia and project-based scenarios. The evidence from the teachers 

below is grounded in project-based learning (PBL), which is an instructional approach built upon 

learning activities and real tasks that bring challenges for learners to solve. The activities generally 

reflect the types of learning and work people do in the everyday world outside the classroom. PBL 

teaches students not just content, but also important skills that they need in order to function like 

adults in our society. These skills include communication and presentation skills, organization and 

time-management skills, research and inquiry skills, self-assessment and reflection skills, group 

participation and leadership skills, and critical thinking. There was also anecdotal evidence that 

PBL was translating into improved performance of students in the classroom. Teachers strongly 

agreed that there had been changes in student attitudes and behaviour since the introduction of 

practical learning. The teachers reported that the students became critical thinkers, good 

communicators and collaborators as well as digitally literate. Students’ confidence and a greater 

sense ownership over their schoolwork improved as a result of PBL.  

 

The researcher made use of photographs as part of data presentation since they are precise and 

accurate and ‘see’ differently to how we, humans, see. In this study, photographs were very useful 

in terms of providing context, thus giving background information on the history and culture of 

the CCP.  The photographs below were related to the Connecting Classrooms projects and the 

teachers felt that they could emphasize the implementation of Project Based Learning pedagogy. 

The photographs show the kind of impact the CCP core skills courses have had on the science of 

teaching and learning in the classrooms.  
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4.8.2.1 Case Study: Creativity & Imagination – Beekeeping 

 

After attending British Council core skills courses, teachers were motivated to develop a 

unique school-based intervention on creativity and imagination. After receiving the training, 

teachers went back to our school and talked to the teacher in charge about the importance of 

core skills and the need to develop a project on creativity and imagination for early childhood 

development learners. Several meetings were held to get school management’s buy-in in 

order to embed core skills into the curriculum. One of the challenges that the teachers 

encountered was that of lack of resources. Teachers mentioned to management that they 

were going to use cheap and available resources to kickstart the project. The other issue was 

that some of our teachers were newly trained teachers and they were not motivated to 

embrace core skills. An ongoing teacher professional development initiative (CPD) was 

introduced to prepare teachers for the teaching of core skills. A creativity desk was 

established with the following responsibilities:  

● Research work on creativity solutions;  

● Coming up with a creativity theme for each term; 

● Validation of schemes of work to check whether creativity work is up to required 

standard; 

● Checking of student work to assess creativity; and  

● General implementation of the core skills project.  

The Head teacher appointed one of the teachers who had attended the CCP core skills course 

as the project leader for creativity and imagination to drive the implementation of creativity 

projects and for the embedding of creativity in the school curriculum. A theme for the junior 

grades, i.e. beekeeping, was identified. In the past the teaching of abstract concepts took 

place too much at the expense of actively developing core skills. The school then decided to 

teach students in authentic contexts in real-life situations. Having identified the theme of 

bees, teachers then engaged students in a detailed study of the bees to find out the following: 

● The physiological structure of a bee; 

● Life cycle of bees; 

● How bees make honey; 
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● The nature of the honeycomb. 

Teachers took the students on a field study. Because the school has lots of flowers, students 

had so many bees to study by looking at the movement of bees and their hives. Having done 

the practical fieldwork, the next step was to teach students concepts, for example, shapes 

using honeycombs and physiological structure of the bees. Using locally available resources, 

students created various models and images of the bees. Teachers discovered that students 

understand better when they learn in authentic and real-life situations. Their interaction and 

connection with nature enables them to retain knowledge and discover information on their 

own. The project on bees was a journey of self-discovery and connecting with nature. 

Before implementation of the project, the predominant teaching style was rote learning, 

teaching of abstract concepts leading to poor knowledge retention, lack of concentration in 

class, low self-esteem and lower student scores. After the project, teachers noticed improved 

knowledge retention, active and engaged learners, improved concentration in and out of 

class, an enhanced self-esteem and a deep understanding and connection with nature.  

 

 
Figure 4.31: Case Study: Creativity and Imagination-Beekeeping 
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 Figure 4.32: Worker bee 

 
 Figure 4.33: Different roles of bees  
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The teacher who provided this evidence said they were motivated by Bloom’s taxonomy (1956) 

to design instructional and deep learning activities that cover the six levels of the hierarchy, namely 

remembering, understanding, applying, analysing, evaluating, and creating. The teacher said 

sometimes they are closed-minded and seem to be ‘dictators’ in the classroom, hence they needed 

to free up the space and give students more room to actively participate in the teaching and learning 

process. Bloom’s taxonomy is a multi-tiered model of classifying thinking according to six 

cognitive complexities. The lowest levels are remembering, understanding and applying. The 

highest three levels are analysing, evaluating and creating.  

Today’s teachers must align educational objectives with local, state and international standards. 

The taxonomy helps teachers make decisions about the classification of content, to map content to 

tasks that students need to perform, and to guide teachers to develop higher levels of thinking 

process for critical thinking or creative thinking. Using the taxonomy, a teacher develops questions 

or projects that require the development of thinking and reflection from the knowledge level to the 

evaluation level.  

The finding from the above case study corroborates the views of one of the teachers interviewed 

who said that the pedagogy helps all students to explore, especially those who are more introvert, 

as they tend to open up.  

Teacher 10 said, ‘For instance, I have a learner who is slower when it comes to classrooms 

academic stuff, but I discovered that through this project-based learning he was at the forefront 

and he is very good at that.’ 

Teacher 7 said, ‘Project-based Learning (PBL) promotes a spirit of enquiry as students began to 

find solutions to problems affecting their community.’ 

Teacher 4 said,  

After the introduction of project-based learning, students were active and engaged in 

poultry projects to alleviate poverty and improve sustainable development endeavours of 

their communities. It was noted that nutrition and wellbeing of the families improved. 

Learning practices translated to home-based initiatives. The general standard of living 
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improved.  Adoption of project-based learning enabled students to apply knowledge learnt 

in classroom contexts to real life situations.  Abstract concepts were deconstructed and 

easily understood in practical situations. Introduction of project-based learning improved 

student scores as they performed better in practical work. Students were thus prepared for 

life after school where unemployment is very high and formal employment is now a 

preserve for the few. 

Teacher 3 said,  

Since introduction of CCP core skills, learners have been focussing on upgrading their 

leadership skills as well as aiming higher using highly interactive pedagogies. I have 

transformed myself immensely as I have acquired essential skills to handle students as first 

actors of learning. Teaching methodologies have changed, students determine their 

learning to avoid spoon-feeding and the culture of teaching for the exam. 

Teachers felt that through PBL, the students became more motivated in their lessons as they saw 

their learning valued in the community and understood how important it was for their future. 

Blackboard concepts moved from being abstract to practical. The students also started coming to 

school with full stomachs. Their nutrition and wellbeing had improved as a result of the products 

and income from fish farming, chicken farming and bee-keeping projects. As the projects 

expanded across the learners’ lives, from a small activity in the school, expanding to a project 

reaching across the whole community, they became prepared for life after school. The work 

enabled them to feel valued in their society and see a positive future within it. 

Below is another case study submitted by the teachers from a special school, the Margaret Hugo 

School for the Blind, who were involved in the CCP core skills courses. The case study highlights 

the impact that the course had on the teacher, students and the school.  

The Case Study below for Margaret Hugo School of the Blind exemplifies the kind of pedagogical 

approaches generally evident in the schools which went through the CCP core skills courses. 

Where the researcher was not able to visit the school sites due to budgetary constraints, especially 

those teachers who were hundreds of kilometres apart, photographs could be used to add value to 

the research.  
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4.8.2.2 Case Study: Margaret Hugo School for the Blind  

 

Background information 

M. Hugo (Copota) Primary School for the Blind provides education targeting students and 

adults with visual impairment, albinism, multiple disabilities and are deaf blind. The school’s 

motto says, ‘I will try’ and as an institution we will remain focused and dedicated in trying 

to meet the needs of people with visual impairment and other disabilities in realizing the 

importance of social enterprise for students with special needs. After attending the British 

Council core skills course on critical thinking and problem-solving, we went back to the 

school and thought of mainstreaming social enterprise in teaching and learning at the school. 

The school was partnered with schools in the UK and Nigeria. From the partnership, the 

teachers reported that they learnt inclusive pedagogies such as the use of teaching aids that 

communicate with the learners, e.g. tactile diagrams and use of large prints/font. From these 

teaching aids students can deduce questions thereby promoting independent learning. The 

teachers said they ensure that the classrooms become ‘talking classrooms’ – through the 

displaying visual aids. The teachers reported that from the core skills course they also learnt 

the importance of touch-sign language which was very useful for the students with multiple 

disabilities (those who are hard of hearing, visually impaired and mute) and teaching of 

content in small doses.   

 

Story title: Social enterprise for students with special needs 

The school sought to provide social entrepreneurship education to develop the skills and 

understanding to live a good, meaningful and fulfilling life in the 21st century.  The 

Headteacher’s goal of organic production is to develop skills and enterprises that are 

sustainable and in harmony with the environment and to change perceptions of students with 

disabilities. 

 

What is the change that is at the heart of the project? 

The school promotes child empowerment for independent living, self-reliance and income-

generation after graduating from school. The project improves learners’ diet. From current 

Stellenbosch University  https://scholar.sun.ac.za



 

190 

 

research, it is being advised to use organic produces, as the use of fertilizers and chemicals 

is having negative health effects. The aims are:  

● Improved poultry projects;  

● Improved fishery projects; 

● Improved piggery projects.  

 

Children with disabilities (CWDs) in the rural areas live under difficult circumstances as 

they face negative attitudes, beliefs, labels and stigmas from the community that militate 

against their rights. They face challenges and problems that ordinary children do not 

experience. They have limited access to facilities and to fundamental rights, such as 

education, a livelihood and health. At community level, CWDs and their families are often 

subjected to stigma and discrimination as a result of the disabilities for they may be viewed 

with suspicion and are often excluded in community development initiatives. 

 

Target: CWDs under the age of 25 

Action: Firstly, a group was selected from the school and was trained in organic gardening.  

 
Figure 4.34 Siting of the garden  
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Figure 4.35 Allocation of individual beds to learners  

 

 
Figure 4.36 Rejoice drawing water for her garden  
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Figure 4.37 Rejoice together with School Head during needs assessment  

 

 
Figure 4.38 Rejoice and her mother in their garden 

 

The project has managed to change the perceptions of the people in the community. 

Previously, there was rampant stigmatization and stereotyping and the students lacked 

proper nutrition, hygiene, clothing and care. Because of the negative cultural norms, values 

and beliefs, their families perceived them as a life-long liability. The families regretted 
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having disabled children because they thought that disability was a result of witchcraft, 

curses or punishment for the sins they committed. They did not see any value in sending 

them to school because of the challenges they would face – being mocked by other children 

at school. Now the in-school students with disabilities are quite engaged in agricultural 

activities for social enterprise and the community has come to realise that like the able-

bodied learners, CWDs can also do the same. Rejoice now has an improved diet for she is 

growing a variety of crops in the garden. Rejoice’s brother together with some members of 

the community are helping her with bed preparation and planting.  The proceeds are going 

towards the fees for the CWDs, while some are going towards the canteen, since the school 

is a boarding school.  

 

 

In the next section I discuss challenges encountered by the teacher with regards to GCE. 

Teachers were asked to identify the greatest challenges to CCP in their schools. Responses show 

that demand on staff time was perceived as the most prominent inhibitor of global learning, with 

the need to focus on core subjects and the demands on student time were also significant. 

Responses that highlight the need to focus on core subjects imply that for many, global learning is 

still viewed as an add-on and not central to all subject disciplines. In order to assess the challenges 

in implementing GCE, in the context of CCP in schools the section below gives detailed evidence. 

 

4.9 Challenges in implementing GCE in schools 

The researcher would like to point out some limits of implementing GCE in schools as reported 

by the teachers. Schools have a role in society, which is to discipline and socialize students into 

the current social and political order. Despite the wide global consensus around the idea of, and 

the need for, GCE there have also been criticisms. The school project inevitably implies that young 

people should adapt to society's values and procedures. Therefore, regardless of approaches to 

teaching citizenship, schools have some limits in their ability to reach out to learners as discussed 

in the section below. 
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4.9.1 CCP as an extra burden 

Respondents highlighted that the need and expectation of the school management to focus on core 

subjects implied that for many GCE is still viewed as an add-on and not central to all subject 

disciplines. Holden (2013) confirms this, describing a tension between the demands of teaching 

such topics (those related to citizenship education) and the time currently devoted to the teaching 

of literacy and numeracy in order to meet government targets. One teacher felt that her schools, 

which had previously abandoned the timetable to devote a week to global or community issues, 

was often wary of losing time from the core subjects.  

 

From the interviews there is evidence that CCP proved to be difficult for teachers where the 

teacher-student ratio was higher, i.e. bigger classes. The teachers reported that it is difficult to 

embed GCE in the curriculum as much of the effort is directed towards finishing the syllabus on 

time and making time to revise the work covered from earlier years.  

Teacher 4 said, ‘My challenge with implementing core skills is that currently my school values 

mastery of subject content at a rapid pace ahead of higher-order thinking skills, and this involves 

rapid assessment. We are mainly teaching for the exam.’ 

The teachers reported that the curriculum was weak in promoting critical thinking and problem-

solving in most subjects.  They felt that it was imperative that these important skills be acquired at 

a very early age.  

 

4.9.2 CCP needs to be more critical 

The experiences of the teachers who were involved in CCP confirm a focus on global learning to 

foster interpersonal skills, responsibility towards others and respect for diversity and culture, i.e. 

‘soft’ global citizenship education, with less importance placed on the role of global learning as a 

tool for activism and for understanding the roots of injustice, i.e. ‘critical’ global citizenship 

education. The focus of CCP is respect for others, but it does not go all the way to educate students 

on how to challenge injustices or understanding why they manifest in society. For instance, 

students are asked to develop an interest in cultures and countries, but not to fully understand the 

contexts (economic, political and social) of the people living there. The teachers’ perceptions raise 
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questions about whether engaging with softer approaches to global learning is more appropriate 

for younger children (and can potentially act as a precursor to more critical approaches as they get 

older), or whether teachers do not feel comfortable/able to teach more critical approaches to global 

learning.  

According to Sibanda (2015), teachers need to change in order to enable global citizenship 

education.  Not only in an educational context, but also within a broader social structure 

contradictory values occur. In fact, aspects of the educational setting that contradict GCE are 

entrenched in Zimbabwean socio-political order. In Zimbabwean society teachers commented that 

the issues of racism and social-class stratification should be noted and challenged to promote GCE. 

Teachers noted with concern that it becomes difficult to teach and encourage students to be 

respectful, tolerant and good collaborators when some leaders from the government of Zimbabwe, 

through hate speech directed at minority groups, go against the values of GCE, which include 

respect, tolerance, diversity and interdependence. For example, Sibanda (2015) contends that voter 

apathy, which has characterised the electoral process in Zimbabwe for a long time now, could well 

be a manifestation of the lack of genuine GCE in the country’s school system. As mentioned in 

Chapter 2, Parsons (1977) adds that governments cannot suddenly claim to give equal direct 

political participation without educating citizens about their rights, freedoms and responsibilities. 

This should start from primary school and should not only be instituted when there is a looming 

electoral process. The design and implementation of GCE should, in effect, be pivoted on specific 

policies. 

 

4.9.3 CCP should be more inclusive 

According to Gould (2007), global citizenship can be and often is very exclusive. The question is 

whether it is possible to build global citizenship based on inclusion and, if so, how? GCE is 

intensely related to issues of solidarity. Solidarity is not limited merely to empathy but transforms 

people into readiness to act in support of others. By aiming at eliminating oppression, appealing 

to a shared struggle, global citizenship differs from charity. For instance, showing dying children 

in Ethiopia, exploited migrant construction workers, or a man covered in blood in Afghanistan 

does not point to the problem but exposes the victims. By looking only at the victim, we cannot 

move towards dismantling mechanisms of power. These representations mask the real problem, 
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i.e. the mechanism of making workers invisible, children starve and die; the mechanism behind 

the war in Afghanistan, for example. Gould (2007) asks why people turn a blind eye to military 

cooperation, corrupt African local elites, statesmen, and multinationals companies and multilateral 

institutions which exploit developing countries, destroying forests and polluting land and selfish 

managers robbing the workers. Therefore, CCP should be deepened so that such representations 

can be discussed in relation to solidarity. By dismantling the mechanism that cause oppression of 

workers, starvation and death of children in DRC, a poor human rights record in Zimbabwe and 

the wars in Sudan - we can build a space for solidarity, a frame for agency and resistance across 

the borders. 

For instance, when students are doing projects under the social justice theme, CCP should also 

include the structural causes that gave rise to these global inequalities. People of the global North 

are rarely portrayed as responsible for the poverty in the global South. CCP should empower 

students with a narrative that challenges common assumptions that conceal the historical and 

structural roots of unequal power relations. CCP does not seem to discuss the roots of global 

inequality as part of its agenda. Boaventura de Sousa Santos (2014) explain that people are living 

in a time when even the most repulsive social injustices do not generate enough political will to 

fight the injustices effectively. As such, the distorted worldviews portrayed in the GCE should be 

interrogated using critical global citizenship education theory.  

 

4.9.4 Lack of Information and Communication Technologies (ICT) infrastructure 

Although employing the core skills courses has proven to be worthwhile, the teachers reported 

having some challenges in applying these skills. The major challenge cited was that of lack of ICT 

and teaching resources. Teachers highlighted the fact that digital literacy was still a far cry from 

what they expect. Internet access is still a major problem in rural schools as the schools are not yet 

electrified. Some teachers lamented that their schools have double sessions, which makes it 

difficult to explore deeper learning because of the tight timetables. The challenges were further 

reinforced by the observations of individual teachers below. 
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Teacher 1 said, ‘Our internet is not reliable and that poses major problems to the teachers and 

students when it comes to conducting researches online. In our case we have limited resources, 

that is, computers and white boards’ 

 

Teacher 3 said, ‘Most of the time internet is down thus making it difficult for the teacher to access 

the needed information. The school should make sure there is working internet for students in their 

research and communication with their international counterparts.’ 

 

4.9.5 One-way school exchange visits 

Another criticism of CCP, especially in the third phase (2015-2018), was that the school visits 

were one-way, i.e. only the UK teachers could visit their Zimbabwean partners, but the 

Zimbabwean teachers could not travel to the UK. Zimbabwean teachers were expected to undergo 

experiential learning through the visits by UK teachers. As such, the Zimbabwean teachers argued 

that there was no longer reciprocity and that their opportunities to visit the UK to for the sake of 

experiential learning had been seriously eroded. Dobson (2006) argues that engagements based on 

such an unequal footing are easily withdrawn and end up reproducing unequal power relations and 

increasing the vulnerability of the recipient. For him, equity-based relations are a better ground for 

the exchange of ideas and thinking, thereby prompting fairer and more equal benefits. The ‘global’ 

dimension in the dominant discourse is the political space in which a dominant local seeks global 

control, and frees itself of local, national and international restraints. In that vein it can be argued 

that CCP no longer represents universal human interests; it represents a local and parochial interest 

which has been globalised through the scope of its reach. 

 

 

4.9.6 Whose knowledge? What agenda? 

Although CCP is premised on the philosophy of GCE, it is silent when it comes to educating 

students on the motives of knowledge constructors. Postcolonial theorists such as Said (2003) also 

argue that GCE should re-examine the political and historical processes around knowledge 

construction. Said (2003) draws attention to the political processes at work in processes of 

knowledge production, observing that this can contribute to a different understanding of past and 

contemporary injustices, and of the limitations of current ways of thinking and relating. The 
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researcher aims to invoke the argument for Critical Global Citizenship Education (CGCE), which 

advocates that GCE initiatives are too often reproduced Northern or Western contexts and tend to 

turn a blind eye to African Indigenous Knowledge Systems. Some teachers revealed that during 

the CCP brainstorming phases, when they were coming up with project plans, the UK teachers 

tended to want to dominate the whole process and the projects ended up being Eurocentric. Post-

colonial theorists concur that Europe and the West are portrayed as the most important, while the 

rest of the world is introduced only in relation to Western Europe. CCP should avoid wanting to 

correct, teach, theorise, develop, colonise, appropriate, use, record, inscribe and enlighten the 

Other (Africans) on the basis that the funding comes from UK. Rather, the process is about being 

open to also being taught by the Africans. The same could be said in relation to educational 

structures and institutions. This allows educators to raise questions about the ways in which 

policymakers and advisors, curriculum designers, textbook writers and teachers/educators select, 

portray and use stories, literature and materials from different perspectives. 

 

According to Apple (2013), as mentioned in Chapter 2, if GCE discourses (in the form of CCP) 

are framed within curricula and pedagogical approaches that do not challenge the reductionist 

commodified interpretations of the purposes of education, then the liberatory and revolutionary 

potential of these discourses is thwarted in favour of an advocacy that serves the interests of a 

conservative Europe and the West. The discourses on learning, on what Biesta (2014) refers to as 

‘learnification’ discourses, view educational processes in instrumental terms as the transference 

and commodification of knowledge as decontextualized content and universal skills, not related to 

the uniqueness of persons and purposes situated in local contexts. 

 

4.9.7 Revision of CCP themes 

CCP should also incorporate through its globalisation theme the supra-national characteristics and 

operations of global corporations, the impact of migration on societies in the global North, and the 

impact of neoliberal globalisation on both the global North and global South. Andreotti and de 

Souza (2008) contend that this is significant in relation to GCE, especially given the instrumental 

policy context which focuses on preparing young people for their role in the global economy. 

Davies (2006) argues that the point here is that there is a need for tools to facilitate critical 

engagement with questions such as what the global economy is, how global corporations secure 
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and sustain their power, and what the nature of global competition is? These are currently not 

adequately addressed in the CCP discourse. There is therefore a need to revise the content around 

the GCE themes and how they can be put across in such a way that students can be empowered to 

interrogate inequality in the political, environmental and socio-economic world order.  

 

Instead of Zimbabwean students regarding themselves as the ‘lucky’ few, by virtue of taking part 

in CCP, the researcher, like de Oliveira and Pashby (2013), urges educators to focus on questions 

such as: What creates poverty? What creates wealth? How do different lives have different values? 

How are these two things connected? What are the relationships between social groups that are 

over-exploited and social groups that are over-exploiting? How are these relationships maintained? 

How do people justify inequalities? What are the roles of schooling in the reproduction and 

contestation of inequalities in society? What possibilities and problems are created by different 

stories about what is real and ideal in society? In the search for answers to questions such as these, 

Zimbabwean students can learn to relate their material reality, such as the food they eat and the 

clothes they wear, to a historical, structural and material analysis. 

 

4.9.8 Exclusion of Africans in knowledge construction 

According to Solhaug (2012), the emphasis on school as an arena for public debates leads to the 

following question: What information should be presented in citizenship education? Information 

is the basis for our understanding and our judgments, which feed the feelings upon which we act. 

Now looking at the information that is provided for in GCE, is it not somewhat biased in relation 

to class, gender, ethnicity, political interest, culture and heritage, and never neutral? The same can 

be said for CCP, its UK origins, the ownership, the funders as well as the philosophy of GCE 

behind it. It would be worth including Africans during the project design so that the Africans can 

also give their input with regards to their African values, tradition, history and African philosophy 

of life, if equilibrium is to be maintained with regards to knowledge construction. GCE-transmitted 

political awareness often tries to achieve neutrality or ‘political balance’ by using statements like 

‘most people believe that…’ or ‘it is widely accepted that...’ As stated in Chapter 2, Børhaug and 

Christophersen (2012) argue that the writing of textbooks is therefore highly political despite 

attempts to achieve neutrality. A critical view of the socialization approach to civic education 

maintains that teachers and students should influence what to learn by asking their own questions. 
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Despite understanding and valuing core skills, teachers cited several barriers to the teaching of 

GCE that limited the extent to which they were able to change their practices. Some teachers 

consistently agreed that they needed better support and follow-up to fully incorporate core skills 

into their lessons and to embed core skills within their current curriculum. Some teachers also 

highlighted that they felt somewhat overwhelmed with the amount of additional preparation and 

planning required for embedding the core skills in the curriculum and developing appropriate 

classroom activities. Other teachers mentioned that they did not yet feel completely confident in 

the new practices and reported that they needed further support and training in certain areas.   

 

In one school a respondent mentioned a challenge in gaining support from other teachers in the 

school and particularly among older teachers. These older teachers in school were too accustomed 

to the traditional ‘rote’ method of teaching and for them to change their style of teaching to have 

‘student led’ classes would require a complete change in mind-set. As a result, the philosophy of 

21st-century skills was unlikely to have as big an impact on older teachers. One teacher reported 

that other teachers tended to re-arrange the desks after they had been changed to better support 

group work.  

 

4.10 Summary of the Chapter   

This chapter presents and summarises the findings of the questionnaire survey, interviews and 

FGDs. It affirms that the outcomes of the questionnaires, interviews and FGDs are to a great degree 

in line.  That means the experiences of the participating teachers on CCP had a significant impact 

on teaching styles, curriculum, classroom behaviour management, achievement, citizenship, 

community engagement, global awareness, professional and personal development of teachers.  

The study has shown that global learning is seen influences the development of students’ values, 

knowledge and skills as 21st-century citizens. For many teachers global learning has impacted on 

students’ motivation it has developed their awareness by their interactions with people from 

diverse backgrounds and has developed their thinking, creativity and communication skills. In 

some cases, CCP is used as part of a drive for school and community improvements, in others it is 

a way for schools to identify their place in an increasingly interconnected world.  
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The chapter concludes with an evaluation and critique of the limitations of CCP. Some of these 

include less emphasis on critical engagements with global learning and the teaching of 

controversial or ‘difficult’ issues, such as conflict, social justice and developing an understanding 

of power inequalities in the world. CCP is said to be premised on the softer approaches to global 

learning and the Eurocentric nature of GCE. The discussion of these findings in the context of 

existing theory and research questions is detailed in the next chapter, which provides a discussion 

and analysis of the research findings.  

5.0 CHAPTER 5 – DISCUSSION 

5.1 Introduction 

This final chapter presented the findings of the mixed-methods research approach in this study, 

which was a combination of a questionnaire survey, interviews and FGDs. The study aimed 

primarily to investigate the views and experiences of the teachers of global citizenship education 

(GCE) who participated in the Connecting Classrooms Programme (CCP). This chapter presented 

an analysis and discussion of the results in the light of the literature review and the conceptual 

framework presented in Chapters 2 and 3 of this study. Through this process three research 

questions below were addressed.  

1. How do teachers participating in the Connecting Classroom Programme, view Global 

Citizenship Education?  

2. How has teacher participation in the Connecting Classroom Programme influenced their 

teaching and learning of GCE? 

3. How do teachers experience their involvement in the Connecting Classrooms Programme? 

 

5.2 Data analysis and discussion against the research questions 

 

5.2.1 Questionnaire data 

The questionnaire explored the views of GCE of the teachers who participated in the Connecting 

Classrooms Programme. Table 5.1 presents statistical summary measures in the form of relative 

frequencies and the mean and median of each research question on teachers’ views of GCE. After 

performing the variable reduction analysis (principal component analysis), it emerged that most 
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teachers ‘Agree’ with the proposition that CCP increases teachers’ awareness of global issues, with 

an average median score of 2 on a Likert scale. They generally agree to an increase in awareness 

of global citizenship education as a result of taking part in Connecting Classrooms Programme.  

Findings from the questionnaire showed that respondents’ attitudes to GCE were positive. 

 

Table 5.1: Teachers views regarding GCE (Summary Statistics – Likert Measure) 

Variable  Mean Median 

Increase in awareness of global issues 1.60 2.00 

Increase of awareness on how Zimbabwe is perceived 1.60 2.00 

Increasingly keen to learn more about the opinions and interests of 

people from backgrounds and cultures different from their own 

1.52 1.50 

Students’ academic performance is improving because of my 

involvement in Connecting Classrooms 

1.74 2.00 

Motivation is improving because of my involvement in the 

Connecting Classrooms Programme 

1.62 2.00 

Students’ attendance in school is improving because of their 

involvement in Connecting Classrooms 

2.14 2.00 

Students can name and understand at least one major global issue 

and explain how this issue could affect their own country 

2.24 2.00 

Students can talk about the beliefs and understandings of somebody 

from a different background to their own. 

2.00 2.00 

Students can identify their own country’s position on a map of the 

world and name other countries from the same region. 

1.59 1.00 

Students can acknowledge and understand the main principles of a 

religion or culture different from their own 

1.88 2.00 

Students can identify an issue that could be improved within their 

own community, as well as thinking about how they could get 

involved 

1.74 2.00 

 

Scale: 1= Strongly Agree, 2=Agree, 3=Slightly Agree, 4=Slightly Disagree, 5=Disagree, 6= 

Strongly Disagree 
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Examination of the details of the teachers' responses to the research questions related to this area 

could be useful. Regarding whether CCP increased teachers’ awareness of global issues, 91% of 

respondents responded very positively on the issue, with an average median score of 2 on a Likert 

scale. In relation to the role of CCP in motivating students to learn more about the opinions and 

interests of people from backgrounds different to their own, 98% of respondents were very positive 

about the proposition, while only 2% slightly disagreed on a 5-point Likert scale. The teacher’s 

views were supported by the observation made by the British Council (2010) that most of the 

teachers agreed that the Connecting Classrooms Programme had broadened their horizons in 

different ways.  

The programme provided the teachers with a platform to have face-to-face and virtual meetings to 

discuss and debate how to achieve their goals; indeed, this planning process was integral to the 

project. Thus, the planning facilitated deliberations on the need to deal with and respect diversity 

until an equitable consensus could be reached. The teachers would then be responsible for creating 

an environment conducive to the cross-pollination of such skills in teaching and learning. The 

project itself was broad in scope, for instance, the joint curriculum projects ranged from 

exchanging personal letters between the children to booklets about their environment, with pictures 

of geographical features as well as exchanges of material between the teachers on popular folklore, 

traditional cuisines, language guides and maps. The researcher noted that many learning areas had 

content with an implied global dimension, for example, on diversity and inclusion. Some teachers 

could focus on supporting students in the classroom by mainstreaming the global element, e.g. 

through looking at historical events, the reasons for migration, current conflicts and movements of 

people. These lessons could look at ways of how stereotypes for people from other countries were 

formed through the media and through charity campaigns, demonstrating activities to help students 

critically analyse the images they are fed from various biased sources. 

Teachers developed their skills to teach global citizenship issues as well as learn about different 

educational systems. The philosophy of CCP, that of bringing an international dimension between 

Zimbabwean and UK teachers, was rooted in social constructivism. Ross (2007) describes social 

constructivism as the process of growing one’s consciousness of identity and belonging through 

socialisation, i.e. our values are social constructs which come through social interaction with 

others. CCP included the professional development of teachers through interactive methods of 
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engaging students with curriculum content through a cocktail of learner-centred pedagogies. These 

were particularly helpful and essential when teaching global issues. According to Wolf and 

Alexander (2001), active learning means that the teacher is not the fountain of knowledge, but 

students are active stakeholders in their own learning through self-directed methods. The 

researcher noted that many global topics do not have simple answers and students must be imbued 

with the critical thinking and problem-solving skills to interrogate issues from multiple angles. 

Through participatory learning, educators facilitated self-discovery learning and ensured that no 

student was left behind in the class. Teachers reported that delivering a wide range of activities 

from simple card sorting and debates, role plays, project-based learning and simulation activities 

made learning more enjoyable and memorable, complementing more formal assessments such as 

written exams. 

According to Freire (1993), education has been predominantly a process whereby teachers transmit 

knowledge to passive students. Besides facilitating teaching and learning, the teacher gives 

instructions, which the student passively decodes, memorizes and regurgitates. Freire (1993) 

referred to this process as the ‘banking’ model of education, in which the students are restricted in 

terms of constructing their own social realities. The student can memorize facts and concepts, but 

this stifles their creativity and imagination and critical thinking skills. The teachers who were 

interviewed agreed that before engaging with the CCP, learning of concepts had by and large been 

abstract and proceeded by way of rote learning.  

When asked whether students’ academic performance improved as a result of their taking part in 

CCP, 86% of respondents were very positive about the question. In relation to the role played by 

CCP in increasing motivation for learning, 93% of respondents were very positive. The British 

Council (2010) reveals that, according to the teachers, not only were the students better informed 

and knowledgeable about other children in UK and Zimbabwe, but they asked follow-up questions; 

they had developed a curiosity that led them to engage with the world around them more critically. 

This curiosity and critical thinking embedded in the diverse topics and flexible pedagogy had 

allowed the students to learn about UK’s and Zimbabwe's political and educational institutions, 

climate and local environment, food, language, music or websites in a sincere and engaging way. 

The process of interaction seemed to create confidence in the students. Many teachers noticed a 

transition of students from a certain reserved shyness to a desire to learn more. As one teacher 
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said, ‘Before the introduction of CCP, some of the students were shy. After taking part they 

interacted more, and they made friends from the other schools and corresponded with them. The 

students were more confident and appreciative of global issues than before.’ 

UNESCO (2017) corroborates the social reconstructionism implicit in GCE, asserting that GCE 

promotes active, learner-centred and inclusive teaching and learning practices. Such education is 

central to the objectives of GCE. 

Another teacher had this to say about the CCP: 

After the introduction to core skills students engaged on advocacy regarding environmental 

issues, their interest and motivation in learning increased and learning became enjoyable 

in real-life and authentic context. The school noticed that students became more engaged 

and leaders in their own pedagogy as they were able to apply critical thinking and problem-

solving by evaluating different perspectives. Sustainability captured the interest of students 

because they could see its relevance to their own lives and future. 

When asked about the impact of GCE on students’ citizenship skills, most of the teachers 

concurred that students had the ability to identify an issue that could be improved within their own 

communities as well as thinking about how they could get involved. CCP sits firmly within the 

purview of GCE. Parmenter (2018) argues that GCE enhances the potential of educators and 

students to develop a global awareness, incorporating their local perspectives; calling for a 

broadening of horizons as individuals begin to think globally and act locally. As such, teachers 

attested that CCP enabled students to see global issues through the lens of the local, as they were 

inspired by the philosophy of ‘thinking globally and acting locally.’ 

This part of the research revealed that most teachers held very positive views on GCE as well as 

students' ability to demonstrate the knowledge, understanding and skills on GCE. The respondents 

were positive, and this measure gives an important indication that teachers were enthusiastic about 

GCE and had positive expectations about its impact on themselves, the students, the school and 

the community. It also informs us that the teachers were not very satisfied with the current 

schooling environment and a restrictive curriculum which curtails full realisation of knowledge, 

skills and understanding of GCE. 
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The data are analysed and discussed corresponding to the three research questions below. 

 

5.3 Research question 1: How do teachers participating in the Connecting Classroom 

Programme view Global Citizenship Education? 

 

5.3.1 Interview data 

5.3.2 Awareness of global issues 

Most of the respondents concurred on the vital value of GCE and its underpinning purpose of 

preparing students to become competent global citizens. Overall, none of the interviewees objected 

to the centrality of global citizenship education in Zimbabwe. This result was consistent with data 

produced by the questionnaire informants. Teachers observed that after being introduced to the 

concept of globalisation, they became conscious of the wider world. From a functionalist 

perspective, according to Haralambos (1986), education is expected to mould students with a sense 

of responsibility, morals and values supportive of co-existence in society. Since the world is now 

a global village, education is seen as a critical tool for developing a global person - one with 

international exposure and respect, valuing diversity and expressing a concern about global issues.  

Since CCP is premised on global citizenship themes, the teachers recalled how working with 

international schools on joint curriculum projects including conflict and peace, social justice, 

rights and responsibilities, identity and belonging, sustainable living and fairness and equality 

deepened their knowledge, understanding and skills in GCE. Pashby (2018) supports the 

philosophy of GCE, emphasizing identity and belonging to a wider society and common humanity. 

GCE advances political, economic, social and cultural interconnectedness between the local, the 

national and the global. UNESCO (2005) also corroborates the views of the teachers regarding 

CCP, asserting that through GCE students learn to appreciate their heritage and their position 

within diverse ecosystems (for instance, family, friends, school, local community, country and 

nature), as a starting point for comprehending the international perspective of citizenship. 

Students in Zimbabwe and the UK were developing critical thinking skills through sharing 

perspectives on world hunger. Students exchanged best practices in learning with their 

international partners on a weekly basis. They shared questions and photographs, made 

Stellenbosch University  https://scholar.sun.ac.za



 

207 

 

scrapbooks, and presented their ideas through music, drama and art. They also communicated 

through a variety of digital forms. In schools in both countries the students began to ask higher-

order questions. They had a better understanding of world hunger, which includes taking into 

account different cultural perspectives. Involving parents deepened the students’ engagement and 

understanding of world hunger in schools in both countries. The partnership helped students grow 

in confidence, communicate effectively and share learning internationally. 

It was clear that the teachers valued GCE and its importance in terms of developing students’ 

knowledge and understanding of the wider world. Teachers felt that the students who visited the 

UK partner school brought back richer experiences which they then cascaded down to their peers. 

Such lessons included cultural exchanges on the cultural days in Zimbabwean. In the UK, the 

Zimbabwean students showcased their traditional harvest dances known as Mbakumba, a 

celebratory dance performed to thank God for a good harvest. The students learnt valuable lessons 

that they need to accept, tolerate and appreciate other people’s cultures. As part of wider humanity, 

the Zimbabwean students understood that they had something in common with the UK students 

that brings them together. Osler and Starkey (2010) attest to the value of this view, noting that the 

processes of globalisation and increased interdependence mean that no one, wherever they live in 

the world, can remain completely isolated within a single nation. Similar findings can also be 

found in the study by Davies, Harber and Yamashita (2004), who observe that GCE can be 

embedded in the curriculum since various learning areas provide a good launch pad for the content 

of GCE – cultural heritage, current affairs, developmental issues and local-global linkages.  

With regards to the role that CCP played in the promotion of Zimbabwean indigenous knowledge 

beyond its borders, Higgs, Higgs and Venter (2003) advocate for the inclusion of Indigenous 

Knowledge Systems (IKS) in the global narratives; as Gough (2002) observes, the marginalisation 

of IKS by Western knowledge systems has dismissed the former as non-formal, uninformed, non-

contemporary, traditional, and so on.    

On the other hand, the researcher encourages CCP to factor in African perspectives and IKS in its 

programme design and content production. For Pashby (2013), the shift from an industrial to a 

post-industrial and ‘knowledge-based’ global economy meant that educational systems regarding 

international trade and commerce became unequal. Andreotti (2011) argues that currently 

education is guilty of classifying people and knowledge through the lens of colonization. As 
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Swanson (2015) states, local and indigenous knowledge is dismissed in favour of global universal 

forms as the normative condition for development and cosmopolitanism under the guise of 

‘upliftment,’ ‘progress’ and ‘modernization.’ Andreotti (2011) asserts in a ‘soft’ critical global 

citizenship theory that the global citizen is thus caught up in a politics of goodwill that widens the 

gap between the rich and poor. In these terms, GCE reinforces uneven relations. 

Drawing from the above, some of the Zimbabwean teachers reported that a few UK teachers saw 

CCP as an add-on hence they did not fully commit to some partnership projects. A few 

Zimbabwean teachers felt that the partnerships were not founded on an equity-based principle, 

arguing that the UK teachers became dominant since the programme was funded by the UK 

taxpayers. As such the Zimbabwean teachers noted that the UK teachers dominated the joint 

curriculum discourse/projects and that they were not so keen to learn from African perspectives. 

Due to stereotypical misconceptions, the teachers indicated that the UK partners viewed the 

Zimbabwean teachers as a basket case. For the CCP to achieve its full intended benefits, the 

researcher is of the view that UK teachers should shake off the stereotypical misconceptions and 

prejudices they might hold about their Zimbabwean partners. As the teachers form partnerships, 

the relationship must be equity-based, and no partner should be considered superior than the other. 

Gregory (2013) explains that, in order to appreciate international affairs, the intricacies of the 

international world order need to be analysed and reconfigured. In as much as the current 

generation of educationists are eager to change the world through CCP, it would be difficult to 

achieve that goal of building mutuality if they present their own beliefs and values as universal. 

As such this will only reinforce an exclusive global hegemony and stimulate unrest as in the 

colonial periods. GCE that is Eurocentric is self-seeking, as it ignores the concerns and needs of 

the Zimbabwean community.  

On the other hand, the researcher noted that some of the Zimbabwean teachers displayed an 

inferiority complex when entering these partnerships. They were not confident enough about their 

own convictions, as they seemed to glorify the UK teachers and their education system whilst 

diminishing themselves and the best practices and positive tenets of the Zimbabwean culture and 

education system. This lack of self-esteem could have partly led some of the UK teachers to want 

to dominate the school partnerships. The quote below could be interpreted as illustrating the lack 

of self-belief as a Zimbabwean teacher.  
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One teacher had this to say: ‘I thought the British teachers would not want to see my teaching 

styles. Maybe they would, but not necessarily. I am not sure but I think our education system is 

still miles away from theirs.’  

Hoppers (2009) adds that what needs to be transformed are structures, (belief) systems, 

institutions, assumptions, cultures, individuals, relationships, so that injustices are corrected and 

equity-based relations are established for people to have more latitude to negotiate their own 

development. Schultz et al (2010) adds that to avoid such a welfarist approach, critical theorists 

advocate for the abolition of global hegemonies and for the urgent need to redress the uneven 

distribution of resources, power and labour in the world. CCP can be improved by appreciative 

enquiry theory, i.e. one’s view is only one of many, and so critical conversations can be done to 

cultivate tolerance of divergent views, including those of the disadvantaged and oppressed. CCP, 

however, does also influence social, economic and democratic change through altering attitudes 

and behaviours of educators and students using education as a vehicle.  

On the other hand, teachers reported that they learnt about the idea of homework diaries from their 

partner schools, based on the philosophy that the first teacher of the child is the parent. Therefore, 

the introduction of the homework diaries project by the teachers was intended to bridge the gap 

between homes and school. Students regarded the home as a learning institution also because of 

the effective communication and collaboration between the teacher and the parents. Teachers said 

the project promoted communication and collaboration between the learner, parent and teacher; 

this gave immediate feedback by monitoring students’ progress by both parent and teacher. 

Teacher 4 said,  

My experience sharing visit to a school in the UK taught me a great lesson. I was able to 

witness the indispensable role parents play in crafting responsible citizen.  By adopting this 

culture, we have now established a monthly forum with parents and regularly discuss 

ethical issues, academic performance and motivation of students.  Dropout rate has now 

fallen significantly, students have become more interested in school activities and parents 

have taken a meaningful stake in the school.  Attendance of students has now improved, 

and discipline problems have dissipated. 
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Respondents also noted that personal development allows learners to have better success outside 

of school, and core skills help to equip learners with the necessary competencies to find 

employment in an increasingly competitive and globalised world.  

One teacher highlighted that:  

With the constant changes in the global economy, CCP provides students with 

employability and sustainable skills, enabling them to be creative, to work with others, to 

inspire others and communicate well. Core skills go beyond academic performance and 

support students with wider life skills. 

One teacher mentioned that students with global citizenship values are empowered to interact and 

learn from others across the globe. Global awareness was important to help students understand 

what goes on outside their bubble. Similarly, another respondent felt that citizenship encouraged 

students to take responsibility in school and in their own lives. This view echoes Holland’s 

perception (1997), that GCE helps students to choose and develop critical abilities and 

employability skills needed for success in the workplace, as well as the skills needed for effective 

communication, teamwork and leadership. In their guidance and career education courses, students 

acquired knowledge on the changing nature of jobs and trends affecting the workplace and 

appreciate the challenges and opportunities they faced in the modern economy.  

Some teachers who went to the UK on school exchange programmes concurred that the visits were 

a very useful learning curve. It was during the visits that the teachers undertook joint curriculum 

projects together in proximity thus embedding the skills, knowledge and understanding of 

citizenship as well as facilitating the cross-pollination of international best practices. Byram (2010) 

confirms this view and suggests that teaching focused on valuing diversity, respect for indigenous 

knowledge, cooperation, equality, anti-discrimination should be at the centre of GCE. 

Teacher 8 said,  

We discussed quite several global citizenship themes during the UK visit and we decided 

to focus on sustainable living. We had a discussion on the need to consolidate the 

agriculture project. The green team of my partner school took me around their school 

premises and talked about the plans they had on living sustainably. The green team was 
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planning to have compost made from fruit residue that would develop into garden compost 

which they would use to fertilize the plant to be grown. We did Skype sessions whereby 

students discussed their respective cultural activities, record dramatizations of cultural 

activities and shared on our digital project space. We also had a feel of English culture by 

trying the English traditional food of which they did the same with our traditional foods in 

Zimbabwe. 

The views of the above teacher resonate with those of Hanvey (2004), who advocates for cross-

cultural awareness and explains that it is more than tolerating cultural diversity, but also having 

empathy for other cultures.  

Teachers also saw the importance of citizenship in that students with global citizenship values 

were empowered to interact and gain from engaging with others across the globe. Teachers 

concurred that global awareness was important to help students gain an appreciation of global 

issues outside Zimbabwe. CCP leveraged on the launch of the South Africa 2010 World Cup 

competition dubbed 'Score for Simunye' and sport-based projects on fairness and equality and 

teamwork themes were implemented. Coincidentally, there was a partnership between Zimbabwe, 

Kenya and UK that bore the name Simunye, a Zulu word meaning 'togetherness'. Through that 

competition the students explored ways in which football could unite people. The competition also 

offered students an opportunity to showcase their creative skills. They were excited to participate 

in this project and teachers mentioned that CCP widened the curriculum through fun-filled co-

curricular activities which led to a greatly increased motivation on the part of students who were 

passionate about soccer. As elaborated in the literature review, Oxfam (2006) states that GCE is 

essential for engaging young people fully in education using a wide range of learner-centred 

pedagogies. These captivate the student while developing confidence, self-esteem and skills of 

critical thinking, communication, co-operation and conflict resolution. These are all vital elements 

in improving motivation, behaviour and achievement across the school.  

CCP brough an international dimension to the school curricula as teachers were now teaching from 

a first-hand experience. After undertaking a visit to Nigeria, Teacher 1 explained that  

I learnt that Kano is a state in the Northern part of Nigeria. It is a densely populated state 

with a population of between 12 - 15 million people. The streets are usually congested by 
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a combination of pedestrians, cars, motorbikes and scooters. A common sight on the street 

sides were people selling gallons and sachets of water, since taped water is not easily 

available. Kano is dominated by the Muslim religion which implies that all activities are 

governed by the religion. They have prayers every 5 hours and before they pray, they must 

wash their feet, their hands and their mouths. Because of this everywhere you go, be it in 

the streets, the schools, even in offices in town, you would see little teapots of water meant 

for this purpose, so that people could carry out their prayers anywhere when their time is 

up. Before getting actively involved in CCP, diversity never meant anything to me. Even 

though I always dealt with students from different religious and cultural backgrounds, it 

never occurred to me that everyone was equally important regardless of their distinct 

identities. As a history teacher, I needed to substantiate the lesson with concrete examples, 

but I only preferred to dwell on examples from my own religious and cultural practices. 

CCP exposed me to cross cultural issues and deepened my understanding on the importance 

of valuing diversity. CCP has helped me cast away my blinkers. What is more rewarding 

than moulding a generation that believes in equality, tolerance and respect for diversity.  

As critical theory proposes, it is important that CCP moves beyond empowering teachers to giving 

accounts of the existing world order as done by the respondent above. According to Parmenter 

(2018), CCP should also bring to the surface the historical factors leading to the current political 

world order of states. It is vital that young people appreciate the way in which the current world 

order and power dynamics have come about. Johnson and Morris (2011) point out that critical 

teachers should facilitate critical debates for the attainment of appreciative enquiry, reflective 

action and a concern for social justice. As students appreciate this, they begin to challenge the 

unequal world system and view global affairs from an alternative, more critical perspectives. CCP 

provides a starting point for building on the historical understanding as outlined above by the 

teacher, but the teachers should also strive to move beyond surface knowledge and understanding 

to be able to critically appreciate and interrogate the deeply-seated global inequity from different 

standpoints. This calls for intercultural skills supported by political awareness. For example, 

learning about the United Nations Security Council and its role is vital, but so is curiosity to 

understand why the five permanent members of the Security Council are China, France, Russia, 

the UK and the USA alone, and why 60 United Nations member states have never been members 

of the UN Security Council? More so, what are the implications for decisions made about the 
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world? In this regard, the literature on politics, including international relations and global politics 

textbooks, provides a rich resource for education for informed global citizenship. UNESCO (2017) 

sees GCE as drawing on learning from education for sustainable development in order to achieve 

its objectives. Environment and sustainability and discussed in the next section. 

 

5.3.3 Environmental sustainability 

GCE aims to equip students to become responsible citizens who can contribute towards a 

sustainable world. The teachers interviewed pointed out that by interrogating environmental issues 

pertinent to their communities, they enabled students to look at problems from different 

perspectives, whilst deepening their understanding of the concept of sustainable living. Teachers 

also linked the use of deeper learning to greater student independence, explaining that independent 

research allowed them to think through concepts on their own and come up with answers 

independently of the teacher. The British Council CCP created a platform for students to 

participate in the United Nations Environment Programme. As such, one teacher recalled how her 

students in their mining community engaged the community on land rehabilitation, which 

culminated in writing a research paper on this topic. The paper was sent to the 5th World 

Environmental Education Congress, Montreal, Canada and the students were invited to present 

under the subtheme, ‘Schools, their community and the environment.’ The highlights of their 

presentation were the effects of climate change on behaviour patterns in their mining community. 

They focused on the actions that had been done and, most importantly, what still needed to be done 

in their area if climate change was to be stopped. As such, the students were outstanding at the 

Congress as they displayed a deep understanding of the subject content. Ministry of Primary and 

Secondary Education gave the students the role of being ambassadors to champion sustainable 

living in Zimbabwe.  

The students’ passion for making a difference in their community was congruent with the view of 

UNESCO (2005), which points out that students can embark on community-based action-research 

projects which address their current social, political, environmental and economic affairs, 

culminating in active community involvement. This is in line with UNESCO’s (2014) paradigms 

of learning, which are, learning to know, learning to do, learning to be, and learning to live 

together, and learning to transform oneself, peers and others - promoting the development of a 
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total being.  The United Nations (2009) seeks to combine the principles, values and practices of 

sustainable development into all aspects of education and learning. This approach seeks to enhance 

new thinking that leads to a more sustainable future regarding environmental integrity, economic 

viability and a just society for current and subsequent generations. Apart from learning sustainable 

development, the researcher thinks that students should have a platform from which to deeply 

interrogate the concept of sustainable development and critically evaluate the sincerity of member 

states, particularly the Western world in as far as their commitment to sustainable development is 

concerned. The main challenge in realising sustainable development outcomes is the absence of 

global agreement on how to achieve equity-based economic, social and environmental objectives. 

This is reinforced by Sachs (2012), who argues that all states purport to be committed to 

sustainable development agenda, but the specific interests vary internationally amongst countries 

and no agreement regarding the trade-offs and synergies across the economic, environmental, and 

social goals has been agreed yet.   

The researcher argues that CCP, under the theme of sustainable living, must critically engage with 

tokenistic subscriptions and the sincerity of member states when it comes to their commitment to 

the sustainability agenda. Rogelj (2016) adds that even when there are agreements, for example, 

the United Nations Framework Convention on Climate Change’s (UNFCCC) Paris Agreement on 

Climate Change, the goals can be set too low to achieve the desired outcome. For example, the 

commitments made by countries at the historic Paris agreement on climate change would lead to 

severe global warming.  

Harding (2006) further elaborates that the lack of wider global pledges on sustainable development 

has to do with government policies preferring short-term development plans over longer-term 

plans, and there is an absence of specific arrangements and investments. Generally, there are gross 

inconsistencies regarding institutional frameworks of society in several countries. Griggs et al. 

(2013) propose that the SDGs need to look forward, to 2030, and that while the goals do have 

milestones, these are not easily measurable; a basic monitoring and evaluation element is critical 

for their success.  

Some teachers revealed that because of their already packed timetables, they may find themselves 

rushing to complete the syllabus at the expense of critical analysis of sustainable development 

goals. Others pointed out that it is the pressure to complete the syllabus that usually forces them 
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to teach for the exams. The problem for GCE is that it is viewed as add-on learning area and seems 

to be congesting already tight school schedules.  

Dobson (2006), however, maintains that GCE can be biased regarding issues of ecological justice. 

As such, CCP should cater for the interests of all the parties involved and avoid advancing a 

parochial agenda of the United Kingdom which has been internationalised through the scope of its 

reach. According to Shiva (1998), the Group of 7 (G7) - made up of Canada, France, Germany, 

Italy, Japan, the United Kingdom and the United States - determines the international agenda, yet 

they always place their national interests ahead the interests of the rest of the world. For example, 

in 2001 the USA refused to ratify the Kyoto protocol on global warming, demonstrating that 

America was unmoved by the importance of ecological justice thereby sacrificing the sustainable 

development objectives in pursuit of its self-interest. He resented the protocol under the guise of 

protecting America’s economic interests. The then President, George Bush, openly said he rejected 

the Kyoto protocol which aimed at eradicating emissions of greenhouse gases using the mantra 

that protocol could cripple America’s economy. Next, the researcher discusses fairness and 

equality as reported by the teachers. 

 

5.3.4 Fairness and Equality 

The British Council (2015) observes that the equity-based partnerships involving teachers in the 

UK and Zimbabwe foster trust and collaboration on joint curriculum projects. These relationships 

were built over a long period of time, from 3 - 5 years - and require understanding and commitment 

from all parties. Some CCP partnerships were formed between schools with very diverse cultural 

beliefs and levels of resourcing, and there can be an additional challenge to equality and trust-

building. Through CCP, social relations between the teachers in the UK and Zimbabwe were 

improved so much that an infringement of the basic self-entitlements in either country is noted and 

felt by the other. Teachers reported that students in CCP sought to understand issues such as war 

- in the current times and not 50 years ago. They noted that students were keen on discerning the 

causes of war and the reasons for prejudice. From their study, Davies, Harber and Yamashita 

(2004) support the teachers’ views, highlighting that students were eager to understand exactly 

what was taking place in Iraq, the persons behind the decisions made, why there was such a huge 

fuss about oil, and why some countries were involved in the war and not others. Students wanted 
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to learn about both sides of the story, and they were concerned about the stance adopted by former 

Prime Minister of the UK, Tony Blair, to explain his actions. 

Teachers felt that CCP offered opportunities for students to understand the world system in socio-

economic and political terms. However, the researcher observed that CCP should go beyond 

equipping students with knowledge about the world order and empower them with knowledge on 

the structural causes, the hegemonic tendencies of the metropole countries, and the negative effects 

that has had on the peripheral countries. As mentioned in Chapter 2, Shizha (2011) observes that 

the colonial education policies in Zimbabwe were by and large discriminatory in the sense that the 

locals received manual training only, while their white counterparts were given advanced 

education in the business of life. It seemed that locals were viewed as helpful auxiliaries to help in 

advancing the careers and ventures of the whites.  

In one of the partnerships, one teacher reported an element of global awareness regarding other 

cultures and issues of religion and diversity. The teacher had a partnership with a UK school and 

there was strong evidence of global citizenship values being encouraged through this partnership. 

After visiting the UK partner school, Teacher 3, a Muslim teacher, had this to say:  

Though I was delighted by the chance to travel to the UK, I was concerned how I would 

be able to exercise my religious obligations as a Muslim.  This was due to my assumption 

that the place is not convenient for this purpose.  However, my host family in the UK had 

facilitated a room for me in which I was able to pray five times a day without any 

interruption.  I was very grateful to this family and I realized that my preconceived 

understanding about the people and the country was wrong.  I learnt that this family was 

aware of my values in advance, which was a lesson for me that understanding people means 

understanding their values.    

Oxfam (2006), however, notes that equality is a mirage, since we live in an unequal world where 

people have competing interests and aspirations. Wallerstein (2004) warns that some rich countries 

try to justify their capitalist power through providing educational grants and institutions to teach 

students from developing countries their ‘proper’ roles in a capitalist society. Through its social 

justice theme, CCP should create the space for such critical conversations to make students 
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understand that the developed world force poorer regions and countries into a subordinate 

economic and political position. 

Some teachers shared notes regarding the Student Executive Councils (SEC) with a view to 

stimulating citizenship skills. Student-led elections were held where the students gained significant 

insights into the concept of democracy and civic rights. After running a successful election to elect 

a new Executive Council, Teacher 4 had this to say: 

The Student Executive Council (SEC) elections taught students good communication skills 

as they were presenting plans to other students in order to be selected into the Council. I 

hope the SEC exchanges continue to work on joint curriculum projects using the internet 

in order to improve their leadership, communication and collaboration and digital literacy 

skills. 

The interviewed teachers further noted that CCP recognised that food and clothing were necessities 

for all humans. They therefore embarked on food campaigns in the community and at school, 

requesting fellow students to donate food, clothing and shoes for the orphanages in their 

communities.  In order to contribute towards the provision of education, which is a basic right for 

all children, the students also held fundraising activities to help orphans in the community with 

school fees and uniforms. 

As discussed in Chapter 2, some scholars are of the view that schools cannot discuss everything 

and often must provide selected information on issues. On the other hand, critical scholars like 

Davies (2006) contend that to acquire politically literacy, students need to engage critically with 

concepts and issues which are practical and relevant to their lives. The issues which are chosen for 

debate should resonate with their experiences in the sense that there is no one ‘correct’ answer to 

a question. But Sibanda (2015) cautions that this creates a dilemma for teachers and education 

managers: to balance facts, debates and practices in GCE.   

With regards to social justice initiatives under CCP, Teacher 10 told how she was touched by the 

reaction of her UK partner upon visiting an orphanage and a home for the people living with HIV 

and Aids. She described her partner’s reaction below:  
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For the first time in her life, she was speechless when she was asked to say a few words at 

the Orphanage.  In our view it was a bit strange for her to give the children affection, 

considering the differences in ‘do not touch’ culture in the UK, yet they all melted her 

heart. She said the lump in her throat grew when we moved on to the HIV/AIDS support 

centre.  Hearing the people there talk so honestly and courageously was remarkably 

motivating. She was awed by the ability of people to keep so positive, which was a real 

inspiration.  She said that was the highlight of the trip for her.  She was moved emotionally. 

UNESCO (2015) reflects the above sentiments from the teacher, reinforcing that GCE develops 

empathy, values of fairness and social justice amongst individuals.  

As mentioned in the literature review (Chapter 2), Magudu (2012) notes that the need for the 

education system to equip students with knowledge about fairness and equality is acknowledged 

in Zimbabwe. There is, however, a parochial understanding of GCE in the Zimbabwean education 

system, which means that CCP comes in handy to fill the gaps in the national curriculum. Teachers 

felt that the predominant socio-political atmosphere in Zimbabwe curtails meaningful delivery of 

the GCE. The desire to educate students through genuine GCE has been hijacked by another 

agenda to indoctrinate them for the sake of narrow partisan interests.  This implies that CCP needs 

to be revised so that it adopts the kind of critical literacy that enables students to interrogate their 

own needs, positions and aspirations within the complex political order. Andreotti and Souza 

(2008) adds that critical literacy is not about ‘unveiling’ the ‘truth’ for the students, but about 

giving them a platform to define their needs, evaluate their context, take charge and shape their 

future. As such, CCP should mould individuals to critically analyse their own affairs and 

development agenda and empower them to actively curate a different future for themselves based 

on the principles of social justice. Identity and belonging are explored in the next section. 

 

5.3.5 Identity and belonging 

The theme on identity and belonging under GCE is quite important and the researcher sought to 

find out how the teachers defined their local identity within the global ecosystem. Teacher 9 who 

visited their partner school in Manchester reported as follows:  
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I also got a chance to teach Shona to Year 7 in the Religion and Citizenship class. The 

students were very receptive, and they even took notes. I was impressed by the way they 

asked questions and were keen to know more about Africa. My school Head also taught 

our traditional dances and music classes in Year 9 and Year 10 classes. The students were 

spectacular.  The lessons were amazing. We enjoyed the enthusiasm and willingness to 

learn from the teachers and students. The cultural exchange programmes we had with UK 

have had so much impact that our UK partner school set a date on the school calendar when 

students present cuisines, songs, traditional dance or play instruments even from the UK 

and other cultures to celebrate cultural diversity.  

The above quote is supported by scholars such as Bellamy and Weinberg (2006) who highlight 

that an international education experience is an important breeding ground for participatory GCE. 

Crabtree (2008) argues that from international scholarships, to involvement in global service 

projects or conferences, the desire for teachers and students to gain experience on multiple 

perspectives and practices of other cultures has been regarded as quite instrumental for peace and 

prosperity in this world order. In as much as international education experiences should imbue 

people with balanced views, there could be dangers that individuals can be entrapped within what 

are predominantly Eurocentric and Western paradigms of psychological or social thought.  

Whilst in the UK on exchange visits, all the teachers participating in the CCP highlighted that on 

the Cultural Day they showcased Zimbabwean traditional songs and ceremonies.  Teachers 

reported that they shared various social activities like nhimbe (work party), matare (platforms for 

dialogues), zunde raMambo (King’s food security project), folktales (ngano), among others, where 

the Zimbabwean communities lived and worked together, thus embodying the togetherness that 

characterises the Zimbabwean group aspect.  

One teacher said, ‘After visiting and sharing with people from other countries, I learnt a valuable 

lesson that we must accept, tolerate and appreciate other people’s cultures as humanity has 

something in common that brings us together.’ 

On the other hand, the Ministry of Primary and Secondary Education (2015) asserts that students 

should proudly identify themselves as Zimbabwean despite the diversity of origins or social 

classes. MoPSE realises that the process of assuming this national consciousness calls for every 
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student to comprehend and showcase the country’s history and heritage. This consciousness 

prepares students to make a difference in local and international events that cherish national 

identity. Kymlicka (2003) and Pashby (2018) assert that the critical dialogues in education 

exchanges on GCE require tolerance and multiple perspectives on citizenship that include respect 

for identity and belonging. Ross (2007) describes social constructivism as involving people 

shaping their sense of self-identity through interacting with others: all their identities are socially 

constructed as they position themselves in relationship to others. This is a logical process, for as 

one positions oneself in the social ecosystem, others also define their identity based on perceptions 

that may or may not tally with the identities they hope to assume. CCP gives a platform for people 

from diverse backgrounds to share and exchange cultures and best practices in education.  

According to Pashby (2018), critical theory provides the tools for critical analysis within which 

cosmopolitanism can be examined as well as being utilized as a pillar and ground of socio-political 

consciousness. Arnot and Swartz (2012) argue a great deal of information available in schools 

focuses on specific civic ideals, identities and participatory habits based on normative democratic 

values and not on an analysis of the causes of unequal power relations and social inequalities in 

education. Next the researcher looks in detail at how CCP provided a platform for teachers to 

challenge stereotypical misconceptions. 

 

5.3.6 Challenging stereotypical misconceptions 

Challenging prejudice was one of the focal points for the teachers interviewed in this study. Before 

the teachers entered partnerships, they said they had different sorts of stereotypes of each other. 

Zimbabwean teachers and learners perceived England as a very neat and beautiful country. They 

also saw it as experiencing very cold weather. The UK students were said to think that 

Zimbabwean students were illiterate, that they do not have access to ICTs and that they were 

uncivilized. The objectives of CCP in this regard were in sync with critical theory (Giroux:1980), 

which proposes critical character development through reflective inquiry and challenging 

assumptions by studying the contradictions in economic, social and political life.  

Teachers revealed that Zimbabwe was mainly portrayed in the UK media as a failed state. They 

reported that whilst Zimbabwe was going through a difficult period, at least some things were still 
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working, especially the education system. The teachers interviewed said it was interesting to note 

that most UK people were of the view that Africa was just one big country, with all black 

populations, and that all the people from Cape to Cairo were of one culture and speaking the same 

language. The teachers noted that their international partners expected to find the schools in a poor 

state of repair, but to their surprise they found them in order. The visitors were also pleasantly 

surprised that the teacher-pupil ratios were fair.   

One teacher reported that,  

Through CCP, students are more aware of prejudices and stereotypes, which has helped to 

break down barriers between different groups and has increased the involvement of 

students with specific educational needs. More so students now appreciate that it is good 

to be different because they learn more things from each other. 

Another teacher added that:  

Given the negative international press coverage, our partners expected a heavy police 

presence and a politically ‘difficult’ situation. However, they were pleasantly surprised by 

the openness and warmth, the positive and friendly reception they got from everyone they 

met from the airport to the streets and schools in Zimbabwe. The students they met were 

polite, interested and keen to learn and share with them. 

 

5.3.7 Experiencing an international dimension 

Several teachers interviewed reported that the major highlight of CCP was when they managed to 

challenge stereotypical misconceptions that partners held about each other. Before they travelled 

to the UK most Zimbabwean teachers revealed that they thought that that the UK was just one 

country with British people who are racist, anti-social and not friendly, that they were all white 

and spoke English, and that pupils in UK schools were generally noisy and did not like school. 

They assumed the UK students would be rude and not respectful, and that they are all rich. After 

the visits the teachers discovered that UK was not just one country, but comprised of four countries 

- England, Wales, Scotland and Northern Ireland. They also learnt that there are other languages 

such Welsh and that not all British people are white. Apparently, there was a huge Asian 
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community forming part of UK’s demography. Respondents highlighted that some of the schools 

that the Zimbabwean teachers visited were multiracial and cosmopolitan, with no dominant 

nationality. Teachers also discovered that students were not all noisy or rude, and many them were 

serious about school and were very helpful, courteous and respectful towards visitors. In this 

regard, CCP achieved its objective of challenging the stereotypical misconceptions that the people 

in Zimbabwe and UK hold about each other.  

Teachers in Zimbabwe talked about a range of benefits from international partnerships. First, they 

highlighted their own professional learning from such experiences. International school visits 

allowed them to reflect critically on their own teaching practice when observing other teachers in 

a completely different context. One teacher recalled her international visit as a ‘really powerful 

reflective experience’ and emphasised that this element of reflection in the programme made it 

particularly unique compared with the other curriculum-driven teacher training programmes she 

had attended.  

Another teacher echoed the insights gained from international school visits by saying:  

It was wonderful having the opportunity to teach students something that you had direct 

knowledge and experience of, rather than regurgitating facts I had gained through reading 

and seeing photographs on the internet. It was satisfying to know that the information I was 

passing on to students came as a result of experiential learning.  

Such a response is supported by Banks (2005), who suggests that it is important for students to 

gain authentic knowledge about democracy, empire, imperialism and power; prejudice, 

discrimination, and racism; migration; identity/diversity; multiple perspectives; and patriotism and 

cosmopolitanism.  

Some teachers travelled with several students from their schools aiming to give the students a first-

hand experience of the UK culture and education system. The teacher noticed that the UK people 

who came across them in various public places held the Zimbabwean students in high esteem. 

They were amazed by their discipline, proficiency and confidence. One teacher said:  

The UK was shocked at the behaviour of our kids as compared to theirs, not just at schools 

but even in buses, shops and on the plane.  Our students were interviewed on BBC, and 
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they were featured in the UK press as they demonstrated profound communication and 

collaboration skills. Students organised traditional stories where they told stories in Shona 

and English translations in a bid to promote intercultural dialogue. 

In the next section the researcher looks at the improvement of non-cognitive skills. 

 

5.3.8 Improvement of non-cognitive skills  

One of the major themes that emerged when examining the teachers’ interview data regarding the 

value of global citizenship education was the role CCP played in the acquisition of non-cognitive 

skills amongst the teachers and students. The participants in this study consistently stated their 

belief that global citizenship education was more applicable to the ‘real world’ than much of the 

content-based education in school, and this was in fact the main reason why they described CCP 

as a competency-based programme that exposed teachers and students to a range non-cognitive 

skills like critical thinking and problem-solving, communication and collaboration, digital literacy, 

leadership and global citizenship skills. 

According to Mutemeri (2010), like most countries, Zimbabwe is experiencing student 

indiscipline, and this is mostly rampant in schools. There have been concerns around bullying, 

rape, sexual indecency, fights, alcohol and substance abuse, coming late, bunking lessons, 

absenteeism, disrespect of teachers and many attitudes that are not in line with expected behaviours 

of good citizenship and achievement. The education reforms called upon by the stakeholders 

emphasize that schools should mould students who are imbued with both academic and non-

cognitive skills that they transfer even to their workplaces. As such, schools have a great role to 

play in cultivating students who are respectable and respectful, tolerant of others, courageous and 

confident, hardworking and self-disciplined.  

Respondents reported that, through its ethos, CCP enabled students to become well-behaved and 

morally upright persons with qualities such as responsibility, honesty, justice, integrity, 

cooperative spirit, solidarity, hospitality, trustworthiness, hard work, devotion to family and 

concern for the welfare of the community. Through self-discovery approach to education, CCP 

facilitates the acquisition of soft skills (including employability skills), thus ensuring that school 

leavers are prepared for the world of work. As highlighted in Chapter 2, Industrial Psychology 
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Consultants (2011) posit that employers prefer workers who are flexible, agile and receptive to 

change. They want employees who are entrepreneurial, understanding value for money and with 

the ability to work under minimal supervision.  

The teachers commended the underpinning ethos of CCP, which encourages respect, mutuality, 

curiosity, dialogue and celebration of diversity; these characteristics were inculcated in the 

students through the joint curriculum projects of CCP. As such, the students were empowered with 

such qualities and they began to think differently about other cultures and dispelling stereotypical 

notions about other cultures. The teachers noted that the students also managed to alter their 

English friends’ views of Africa, i.e. a continent that has been misrepresented as backward, 

poverty-stricken and experiencing unending wars and starvation.  

One teacher had this to say:  

Our students got a chance to speak to our visitors in their language and got ideas of their 

culture and realised that the British are normal people with whom we can share ideas with. 

The Zimbabwean students were immensely proud of the school and their country. They 

have a thirst and understanding that education is the way to improve their opportunities. 

It was reported that UK student leaders participate in planning meetings with school leadership, 

while in Zimbabwe they do not. Teachers said they admired the value placed on the students’ voice 

in the UK, where student leaders work hand in hand with management. This practice has since 

been adopted by the Zimbabwean schools in CCP, where they get input from the students on 

school-related matters such as governance, construction and programming. Teachers noted that 

CCP has a strong focus on student leadership and creates space for student voice in schools. This 

perception among the teachers is also described by Birney and Reed (2009) and Percy-Smith 

(2009), who give compelling evidence that the student voice is critical in school governance and 

curriculum design and implementation as it provides a stepping stone for their future social 

participation and leadership. Office for Standards in Education (Ofsted) (2010) discovered that 

young people’s involvement in student committees, school parliaments, school councils and green 

teams, and reporting high levels of achievement, enhance students’ confidence and their 

communication and collaboration skills. Similarly, Gayford (2009) adds that students viewed the 

school councils to be worthwhile as they gave room for their active participation in decision-
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making, conflict management, cooperation and leadership. Students enhance their critical thinking 

and problem-solving skills within the school, especially where students take part in meetings, 

communicate results to the wider school and act on them. In the USA in a study on education 

managers’ experiences working with students on environmental sustainability, Schusler, Kransy, 

Peters and Decker (2009) found that sustainability projects develop students’ skills for further 

involvement community engagements and contribute to both personal and community 

development. 

Teachers further observed that there was an improvement in their students with regards to English 

language proficiency as well as general communication skills. Students were also said to have 

gained knowledge of computers and had a better understanding of partnership countries through 

the exercise on ‘A Day in the Life of an International Friend Diary.’ 

One teacher shared a poem of a UK teacher as they reflected on their experience and hopes for the 

future of the partnership.  

Clusters of friendly people, 

Ambassadors for the world 

Reach out to one another. 

Hands of humanity warmly merge 

Expectant smiles meet hopeful eyes. 

Seeds of understanding carefully sown, 

Tended over time, 

flourish, 

ripen 

and flower. 

(Poem from one teacher celebrating their international partnership) 
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In the next section, the researcher discusses teachers’ views regarding enhancement of citizenship 

skills.   

 

5.2.9 Enhancement of citizenship skills 

Attainment and enhancement of citizenship skills is central to GCE. Guo (2014) posits that as 

citizens in the 21st century students are expected to be responsible and responsive to several 

complex problems and issues of global and local concern, whether in health, environment, peace 

or economic security. Respondents attached a high value to the school partnerships component of 

the programme. Teachers mentioned that the international teacher exchanges were a strong 

motivator for them. Teachers said Connecting Classrooms corners were popular in schools, where 

they displayed their joint curriculum work focused primarily on the links with their partner schools 

in the UK. 

One of the partnerships between Zimbabwe, UK and Uganda enabled young people to develop the 

skills to act as agents of positive social change and created opportunities for doing so. Learners 

became very active in implementing environmental conservation measures to combat the land 

degradation caused by mining in their area. They also came up with songs and a motto that summed 

up the project, such as ‘Global Connect: knowledge and understanding, skills and capabilities, 

values and awareness.’ Teachers revealed that the programme gave young people in the 

Zimbabwean cluster an opportunity to learn more about life in Uganda and the UK as they 

corresponded through dozens of letters and emails. One teacher remarked that  

Friendships were forged with close ties between local schools and links in Africa and the 

UK. Over 200 students from both Uganda and the UK collected letters from students in 

Zimbabwe and are still exchanging letters and emails on their different life experiences. 

As mentioned in the literature review (Chapter 2), globalization can be a threat for nation-states. 

It was also discussed earlier that national education and global citizenship education may not be 

mutually exclusive. Walzer (1998) argues that GCE is viewed by some as a contested concept with 

regards to the process of knowledge construction - whose reality, preferences, agenda and values 

should be championed?  The notion of global citizenship applies in the context of a global state, 

but because we do not have world state, the concept of world citizenship is not tenable. Some 
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authorities concur with this view, concluding that the notion of global citizenship is not practical. 

Data from the survey show that some teachers were of the view that GCE needed to be anchored 

in IKS in order to preserve the national heritage and identity in the national curriculum. Some 

interviewees preferred that GCE be a delicate balancing force against the imposition of national 

education in Zimbabwean schools. The teachers who argued that the concept of GCE needed to be 

contextualised mentioned the view of the Ministry of Primary and Secondary Education (2015) 

which holds that heritage, history, culture and traditions define the uniqueness and identity of a 

country in the African and global contexts. Teachers said students need to be assisted in building 

and enhancing their ethnic identity and emphasized the connections between local cultures and 

national identity. The Ministry further notes that valuing cultural diversity and tolerance should be 

advanced through learning about each other’s arts and crafts, music and dances, poems, rituals, 

cuisine and apparel. Next, the researcher looks at community engagement. 

 

5.2.10 Community engagement 

The British Council (2015) contends that education is essential in assisting students to shape a 

more just, peaceful, tolerant and inclusive world. It must give people an appreciation of social 

inclusion as well as the competencies and values they need to collaborate in addressing the 

complex challenges of the 21st century. Davies (2006) explains that education for social justice 

and political literacy is essential for students to appreciate international perspectives. Oxfam 

(2006) sees the global citizen as an individual actively engaged in the community from the local 

to the global level and is keen to shape an equal, just and peaceful world. From the interview data 

there was strong evidence of global citizenship values being encouraged through community 

engagement, as teachers highlighted that they witnessed environmental, charity and clean-up 

campaigns, as well as community-based projects initiated by their students. This is in line with 

what Falk (1998) points out, that there are five categories of global citizens (a) global reformers, 

(b) elite global businesspeople, (c) global environmental managers, (d) politically conscious, (e) 

regionalists and trans-national activists. British Council (2009) also says students should better 

understand their responsibilities in solving the challenges bedevilling world today, adding that they 

need to be compassionate towards people in their own community as well as in other communities. 

Teachers observed that CCP equipped students with the critical thinking skills necessary to work 
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together in today’s multicultural world by helping them build the knowledge, skills and values to 

live and work in a globalised economy. Teachers reported that students cited aspects of CCP they 

had enjoyed - including debates, global sports and cultural weeks, doing research, exchanging 

diaries with peers from other countries, having international visitors or going on visits abroad, 

doing charitable work and leading their own learning. 

 

5.3 Research Question 2: What has been the impact of the Connecting Classrooms 

Programme on curriculum areas? 

5.3.1 Core skills teaching styles  

Interviewed teachers provided clear evidence from their students who felt that telling them what 

to think and do was not an effective way of teaching and learning. Using 21st century teaching 

styles that the teachers acquired from the CCP workshops such as active, participatory and 

collaborative learning approaches, the teachers said their students enjoyed and achieved more, and 

this enabled the transfer of learning to everyday life. British Council (2015) champions the 

development of core skills and competencies by supporting teachers to develop their pedagogies 

through delivering teacher-training courses on critical thinking and problem-solving, 

communication and collaboration, digital literacy, creativity and imagination, citizenship and 

leadership. Hammet and Staeheli (2009) state that teachers feel inadequate about delivering GCE 

because of the lack of training and development opportunities. They go on to mention that teachers 

are entrapped in school life and so are oblivious of education processes elsewhere. It is against this 

background that CCP delivers professional development for teachers to acquire the above-

mentioned core skills courses.   

According to Desveaux and Guo (2011), recent studies show that new educators rarely commence 

practising with the profound pedagogies required to cater for the wide diversity of students in their 

classrooms. While they may take professional development preparation courses, many teacher 

candidates may not be fully armed with the theoretical knowledge and professional competencies 

to meaningfully facilitate students to become global citizens who can be instrumental in creating 

a more peaceful, environmentally secure and just world. However, the literature review conducted 

for this study indicates that there has been an insufficient focus on global citizenship education in 

teacher preparation and teacher training colleges in Zimbabwe. The Ministry of Primary and 
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Secondary Education (2015) corroborates that view by acknowledging that Zimbabwean teachers 

need to receive training on 21st century skills in line with international best practices for the 

students to be relevant in this ever-changing global world. The British Council (2015) asserts that 

its primary aim is to expose teachers and school leaders to the best practices required to 

meaningfully entrench the teaching of 21st century non-cognitive skills across the curriculum. 

 

5.3.2 Critical thinking and problem-solving 

Trained teachers who attended the British Council core skills courses highlighted the use of 

questioning as an important take-away technique in facilitating deeper learning in students. There 

was an understanding of the need to use ‘open’ questions in class, also referred to as ‘thought-

provoking questions’, or ‘non-routine questions.’ Trained teachers consistently described their 

effort to include more open questions that aim to answer the ‘how’ and ‘why’, whereas before they 

might have focused more on the ‘what’.  Alongside this, teachers emphasised that they had moved 

away from lecturing and mainly closed-questioning practices that encourage memorization or 

superficial learning of material.  

The core skills courses are buttressed by progressivism. According to Darling (1994), 

progressivism in education focuses on various characteristics that are critical for cognitive 

development. These include experiential learning, problem-solving and critical thinking, 

collaboration and development of psycho-social skills, social responsibility and democracy, goal 

setting and use of multi-media rather than depending solely on traditional textbooks. Progressivism 

inspired education institutions to widen their curricula, making education more appealing to needs 

and interests of students. Educational philosophies set the tone for teaching and learning. These 

educational philosophies are influenced by preferences of the educators stemming from the 

educator’s personal and professional experience. Some teachers explained that their personal 

assumptions determine student-teacher relationships, classroom behaviour management, and 

student learning. These internal assumptions influence the learning environment. Teachers pointed 

out that open questioning allowed students to look at problems from different perspectives, whilst 

also ensuring that students fully understood the concepts. Teachers also linked the use of deeper 

questioning to greater student independence, explaining that open questioning allowed students to 

think through concepts on their own and come up with answers independently of the teacher.  
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One teacher said, ‘Well, I ask them open questions; sometimes when I ask them open questions, I 

ask for their own viewpoints, so that we can see that it is good to see things from different 

perspectives.’ 

Another teacher added, ‘Before, when a child answers my question wrongly, I would knock them 

down ... but when I received the British Council courses, I learnt that no answer is wrong. If it is 

wrong, I now use it as a base to get the right answer. The questioning method has really helped me 

so much.’ 

The teacher’s comment shows that prior the introduction of CCP, the dominant philosophy guiding 

their teaching methodology was essentialism. Cohen (1999) posits that essentialism views the 

teachers as the fountain of knowledge and a learner as an empty vessel waiting to be filled with 

knowledge from the teachers. In learning areas such as art and music, where content is usually 

synonymous with creativity and imagination, the learners are required to master subject content 

and basic techniques, moving slowly from the simpler to the more complicated level. Freire’s 

(1993) pedagogy of the oppressed challenges the teacher-student relationship that treats students 

as passive recipients of knowledge. He further argues that, to the student, the concepts are 

presented as abstractions, hence the concepts become hollow and alienated, as the teacher 

discusses reality as if it were motionless, static, compartmentalized and predictable.  

It was also reported by one teacher that the opportunity for reflection provided by her international 

school partnership visits had translated into positive changes in her teaching approach. The teacher 

talked about how she had observed that UK teachers were good at posing very open questions, 

because they had no anxiety about students not knowing answers, whereas Zimbabwean teachers 

tended to be focused on moving through the curriculum and obtaining only the correct answers. 

This observation had given her more confidence to pose deeper questions to students.  There were 

also several changes observed through the interactive teaching techniques associated with digital 

literacy, communication and collaboration, and creativity and imagination courses that teachers 

used in lessons and greater use of practical examples and learning objects.  

For example, one teacher found the communication and collaboration course was useful in 

validating the ‘reciprocal listening technique,’ where students do collaborative reading, taking on 

different roles including those of speaker, listener and observer. In groups of three, the speaker 
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would choose a topic that would serve as a focus of conversation. The topic would be one that the 

speaker would be interested in and has definite views about and should be one that would be likely 

to generate debate. The speaker and the listener would hold a conversation for three to four 

minutes.  The purpose of the conversation would be for the listener to practise these listening skills: 

probing, reflecting and summarizing. The students would then rotate the role assignments. The 

teacher said she had no knowledge of this technique prior to the core skills training. 

 

5.3.3 Digital literacy 

The responses of the teachers in this study appeared to have confirmed that GCE in Zimbabwe 

should not remain conventional and traditional. Teachers in this study believe that digital literacy 

played an important role in developing the interests of the students in different subjects. 

Respondents highlighted that it supported the learning environment, enhanced the effectiveness of 

information presentation and stimulated students’ learning interests through appropriate 

multimedia, especially graphics and animation. Teachers noted that digital literacy was a good 

source of enjoyment, enthusiasm, motivation and professionalism for students. They felt that the 

use of multimedia allowed students to look at problems from different perspectives, whilst also 

ensuring that students enhanced their understanding of the concepts under investigation. 

 

Teacher 2 said: 

I thank British Council, our partners in learning, for the invaluable knowledge and 

experiences that I have attained from the Digital Literacy course. After training on core 

skills, I introduced the teaching of weather phenomena in my school using satellite images 

and Youtube videos. My objective was to teach students knowledge of weather phenomena 

using a variety of exciting methods that would engage them in learning activities and make 

learning interesting.  I wanted them to learn about different weather patterns and their 

effects.  I contemplated how I would make it interesting for them to know about tsunami 

waves and tornadoes, cyclones among others.  I then decided to use visuals satellite images 

of natural disasters. Using visuals, the students are kept captivated during the whole lesson. 
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Teachers further pointed out that after employing multimedia, the students were stimulated and 

recalled information well.  The concepts were well understood.  The reality of the topics was 

interesting and, for studying purposes, beneficial.  Teachers reported that the students were 

intrinsically motivated to study and investigate further. The students could also apply knowledge 

to local contexts and had a greater understanding of the difficulties faced by local communities as 

a result of unfavourable weather conditions and how these difficulties could possibly be overcome 

with appropriate human intervention.  With this approach, theoretical aspects acquired a more 

practical dimension. Teachers explained that at the end of the lessons the students showed keen 

interest in the subject and responded with questioning and positive feedback.  It was mentioned 

that students left the classroom keen to research further and followed weather patterns on visual 

media such as Sky weather forecasts and specialised software such as Google Earth.  

As one teacher stated: 

We have seen improved student scores. For example, Geography learning area has really 

seen an increase in the number of students who used the internet and the e-library resources. 

Our Advanced Level students across the board have embraced Digital literacy and it has 

really improved their performance. 

 

5.3.4 Communication and Collaboration 

The use of group work and group discussions was a further significant observation made by the 

respondents. Before receiving the Connecting Classrooms core skills training, teachers noted that 

they had predominantly been using traditional methods of teaching such as the lecture method and 

fewer interactive teaching and learning methods. Teachers said that a traditional method of 

teaching and learning such as Freire’s (1993) ‘banking model’ as expounded in the literature 

review was not effective.  

After receiving the core skills training, respondents mentioned how they started to incorporate the 

teaching skills such as role-plays, group work and discovery learning through discussions and 

debates. Several teachers referred to the ‘think-pair-share’ method that they had learnt during the 

training, where students thought through a topic, discussed their ideas in pairs, and then shared 

them with the wider class. Students in the classes of trained teachers were now commonly seated 
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in big groups and much of the lesson revolved around group discussions with a designated leader 

reporting to the class. It was now very common for teachers to start the lesson by setting a question 

or exercise for groups to discuss, followed up by a presentation to the class by a representative 

from each group to share their answers. Teachers described how the group activities were an 

opportunity for students to develop their confidence, since discussion activities meant that students 

were able to share their ideas with each other and develop their own knowledge before sharing 

with the teacher. The core skills pedagogies were congruent with progressivism, as noted by Cohen 

(1999), which advocates for the three approaches to teaching and learning, i.e. learning by doing, 

learning by integration, and learning through productive and creative activities. 

 

5.3.5 Critical thinking and problem-solving 

The Ministry of Primary and Secondary and Education (2015) realises that the curriculum in 

Zimbabwe since independence has largely remained academic. However, education should be 

based on a learner-centred, hands-on, multicultural, interactive and real-life approach. Therefore, 

the curriculum needs to be constantly adjusted to meet the imperatives of the times. The British 

Council (2015) supports this view, noting that non-cognitive skills such as critical thinking and 

problem-solving promote self-discovery learning that generates innovative ideas, problem-solving 

skills, critical evaluations of pedagogies, and effective decision-making. This line of thought is 

substantiated by critical theory which emphasizes learner-centred education, where the teacher is 

viewed as a facilitator, with the students being engaged stakeholders determining experiential 

learning.  

One teacher had this to say:  

After training on critical thinking and problem-solving course, I noticed the problems 

associated with summative assessment or the exam-oriented curriculum. The exam-oriented 

system of learning led students to regurgitating of facts during the examination without 

grasping the concepts. Students performed poorly in examinations and those who excelled 

did not develop desirable competencies such as critical thinking and problem-solving.  

Students were passive and were not active and engaged in teaching and learning, including 

assessment. I then developed a strategy to use assessment for learning through using peer 
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assessment. First, I needed to change the negative perceptions among students and teachers 

who felt that students are not qualified to assess other students. This was done through 

professional staff development meetings and mentoring of other teachers. Peer-assessment 

has improved significantly high-order thinking skills amongst our students.  

Respondents emphasised that they had shifted from lecturing and the use of closed-questioning 

practices that encourage regurgitation of facts inimical to critical thinking and problem-solving. In 

addition to that, other strategies as peer assessment in oral presentations and written assignments 

saw students developing value judgement, decision making and creativity and innovativeness. 

Another teacher concurred saying:  

After the training on core skills, I employed the use of the open-ended questioning technique 

to compel students to interrogate themes and ideas in music.  The open-ended questioning 

technique assisted me in providing the students with the opportunity to think critically about 

their own performances and attitudes. Use of questioning allowed students a chance to reflect 

on the meaning of words in the songs and the technical aspects of singing, which include 

intervals, rhythm, diction, posture and octaves among others. I successfully employed open-

ended questions to achieve higher cognitive thinking levels and students were also given 

time to ask questions. Music was now used also as a tool to celebrate the beauty, diversity 

and grandeur of life. Students could now think outside the box and create their own pieces 

of work. 

In line with the previous research Guo (2014) reinforces the teachers’ views by stating that GCE 

involves the development of deep learning and reflexivity. According to Amulya et al (2003), the 

kind of GCE that equips learners with surface knowledge without deeply engaging with the causes 

of global problems is not enough. He adds that it is important to critically examine the world 

systems and the structural power dynamics and undertake a causal analysis. With this approach, 

GCE should be able to empower learners to solve global problems. A global citizen is regarded as 

an instrumental player who can make a difference locally and internationally.   
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5.3.6 Creativity and imagination 

According to the British Council (2015), the creativity and innovativeness transforms the science 

and art of teaching and learning. The teachers interviewed mentioned adjusting their lesson plans 

to include a greater variety of activities and additional creative resources in the lessons. There were 

also examples from teachers in maths and languages who were introducing practical activities into 

their lessons and trying to think of creative ways to teach their subject. This enthusiasm for being 

creative in planning lessons and introducing a range of activities in teaching and learning 

contrasted with the pedagogies they had used before receiving the training, where teaching was 

predominantly based on the exercises in textbooks. Often the reason given for this was linked to 

the amount of the material in the textbooks that the teachers said they needed to cover. 

A biology teacher described how he taught the complex combinations involved in genetics by 

encouraging the students to create two envelopes. One would contain the genes from the mother 

and the other one the genes from the father. Then the students would select from each envelope 

the different genes to illustrate the characteristics of the child. Other teacher said they used a wide 

range of creative activities, including role-play exercises, imaginative scenarios or thinking 

through topics from multiple perspectives. Teachers also highlighted using songs to help students 

think creatively and learn more effectively, with one teacher getting students to compose their own 

songs around math topics.  

Teacher 5 had this to say: 

For example, one student sang her own song on circle properties as she taught the class in 

the next lesson. Since I started to use songs in class, students had become less fearful of 

maths and were more relaxed in class.  By so-doing I encouraged creativity and students 

took more ownership of the learning material. 

The teachers reported that CCP’s view of learning considered the students as active stakeholders 

in the process of knowledge acquisition. Open-minded understandings of perspective, culture and 

diversity were said to have emerged through open inquiry. 

The above good practice is in line with Steward (2009), who advocates encouraging students 

through captivating and relevant subject matter. Deep learning could be promoted with critical 

thinking skills and interrogating phenomena from different views. It is also possible to employ 
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purposeful interdisciplinary investigation, participatory learning and simulations to solve complex 

problems, such as using primary sources with an international dimension and focusing on relations 

with foreign people. These are some of the transdisciplinary methods and collaborative learning 

approaches required to mould global citizenship. 

From the interviews the researcher noted that implementation of core skills improved the 

motivation of students through project-based learning, which promoted co-construction of 

knowledge, for example, in the teaching of agricultural topics, pests and weeds. Teachers 

facilitated the students in their research on the various pests and weeds in the school garden and at 

home. Some worked in groups collecting the various pests and weeds for naming and describing 

their effects. Solutions on how best to control them were discussed in pairs then in groups by the 

learners. During class feedback the students and the facilitator corrected misconceptions about 

pests and weeds. Cohen and Sampson (2001) view peer learning as an educational process where 

students interact with their peers who share an interest in the subject and learn both with and from 

each other. Thus, this learning approach is beneficial for students in their quest for knowledge, 

ideas and experiences shared within the classroom. They go on to say peer learning enables 

students to develop their independence, which leads them to become more interdependent and yet 

independent in their ability to share with and learn from each other.  

Another respondent stressed the importance of core skills which enhance higher-order thinking 

skills:  

After attending the workshop, I started to employ open-ended questions on core skills, and I 

realized several hidden skills in students. They were so used to being given ideas on how to 

tackle a creative writing topic, but they quickly noticed that most of the time it was now 

them that had to provide the ideas. I also discovered that some students could think beyond 

the general expected experiences. For any given topic, they started exploring the underlying 

ideas and draw connections thus establishing a relationship before coming up with the best 

piece of work. 

Some teachers indicated that after receiving training on core skills, their teaching experience 

became more fun and exciting. They started to come up with creative methods to hold the attention 

of students by planning and executing lessons in a manner that kept them focused on the lesson. 
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The use of role-plays, educational games and field trips helped to create a fun-filled environment 

that is not too rigid and intimidating.  

Another teacher said: ‘Rather the students have had an opportunity to learn through games which 

has made them look forward to lessons.’ 

In relation to the objective of ensuring that no child is left behind, teachers highlighted that the 

core skills helped the struggling students. They observed that core skills enhanced maximum 

participation by students and challenged teachers to collaborate and communicate with other 

teachers in the school. It also came out that core skills built confidence in most of students and 

thereby promoting healthy competition in the classrooms. In the next section, the researcher 

discusses challenges that were faced by the teachers in the implementation of core skills. 

 

5.3.7 Challenges encountered in delivering core skills 

In relation to the main difficulties facing the implementation of core skills in Zimbabwe, teachers 

claim that different factors contributed to stifling and short-circuiting the delivery of GCE. They 

assert that the main influential factors hindering delivery of core skills were the restrictive 

traditional policies of school management, limited resources, resistance to change and time, among 

others. Similar studies done in Hong Kong by Lee (2004) show that teachers were frustrated with 

very little attention paid to school support, teacher preparation, staffing resources, teaching 

support, and teacher training as policymakers downplayed these essential skills in the delivery of 

GCE. These findings are congruent with the teachers’ feedback. 

The teachers interviewed affirmed that problems were encountered in the use of open-ended 

techniques. To begin with, they said the process was viewed as time consuming and difficult to 

coordinate because of the way in which the school timetables were structured. They added that the 

large class numbers also made the use of such a technique difficult for the teachers, who are bent 

on completing the syllabus given that the education system is exam-oriented. In such 

circumstances, teachers would most probably shun a time-consuming method of teaching that 

could slow down the completion of syllabi. Similarly, Davies, Harber and Yamashita (2004) 

observed that teachers were constrained by the overwhelming emphasis on literacy, numeracy and 

examinations, which was perceived as a barrier to the introduction of education for GCE. The 
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views expressed by the teachers corroborate with the finding from the study by Alazzi and 

Aldowan (2011) which was conducted in Jordan with 15 secondary schools, as mentioned in the 

literature review (Chapter 2). Teachers from these schools were interviewed about their 

perceptions of teaching GCE. The study found out that social studies in Jordan prepare students 

for the global world in the 21st century.  The teachers reported they had little, if any, training while 

in college on teaching for global citizenship. The teachers also felt pressured to prepare students 

for the state tests.  

Moreover, respondents reported that some students who had a negative attitude towards learning 

areas like Mathematics lost interest at the inclusion of GCE in the lesson and failed to grasp the 

concepts at hand. Kerr (2000) in a study about the experiences of UK teachers, noted that although 

teachers were generally positive about their role in fostering GCE, they still lacked confidence in 

articulating how they specifically could best do this. Wilkins (2003) explains that teachers are 

concerned with the factors that impact negatively on the ability and willingness deliver GCE, i.e. 

the pressures of the workload, a prescriptive curriculum, and a culture dominated by standardized 

testing and examination. 

Attitude problems among some of the students and community members were also cited as they 

failed to understand the concept of project-based learning. They labelled the teachers as lazy, 

wanting the students to do the work for them. These stakeholders were still trapped in the 

traditional teaching approaches. As such, they called on the teachers to stick to the textbooks which 

supply the information necessary for passing the examinations.  

One respondent pointed to the challenge of teamwork as hindering the implementation of core 

skills in the teaching and learning.  He said:  

The job of teaching can be made easier through cooperation and collaboration amongst 

teachers.  So much can be learnt from considering the perspectives of others and building on 

ideas together.  Most of the teachers at my school are still results-oriented. 

Problems associated with individual differences were also mentioned, as students differ from one 

another. Teachers said some students had the ideas, but the presentation of ideas and experiences 

were not arranged in a way that would allow one to follow through without having to fine-tune the 

ideas and concretise the presentation. The other issue teachers mentioned was mother-tongue 
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interference. They said most of the students have not fully mastered the English language 

sufficiently well to be able to put their thoughts on paper precisely.  

 

5.4 Question 3: How are teachers experiencing their participation in the Connecting 

Classrooms Programme? 

This research reveals that most teachers generally had positive views about the importance of GCE 

and consider it to be a crucial step for the future of educational development. Research shows that 

teachers had positive feelings towards GCE and were keen to incorporate it into their teaching 

practice. One respondent said that the Connecting Classrooms Programme had taught them to 

incorporate issues of peace and conflict into their teaching in order to raise awareness of conflict 

management.   

Teacher 8 said:  

The learning that comes from books and classroom teaching was good, but the project 

enabled authentic learning outside of these traditional means.  The learning evolved into 

connecting beyond classrooms.  Going beyond the classroom was one of my best moments 

in life.  At a time when there is so much bullying happening in our schools, peace education 

becomes very important. CCP exposed us to peace education based on teaching of basic 

human rights through Ubuntu philosophy. Our students have embarked on anti-bullying 

projects within the school and the discipline levels have since improved. 

According to Desveaux and Guo (2011), recent studies indicate that many teachers rarely begin 

their careers with the deep knowledge and robust skills necessary to respond to the wide diversity 

of students in their classrooms. While receiving training in teacher preparation programmes, many 

teacher candidates are not adequately equipped with the theoretical understanding and professional 

skills to effectively engage and enable students to become global citizens who can be responsible 

for creating a more peaceful, environmentally secure and just world. The urgency of preparing 

teachers to educate for global citizenship in Zimbabwe is two-fold. The Ministry of Primary and 

Secondary Education (2015) observes that Zimbabwean classrooms are becoming increasingly 

diverse linguistically, culturally and ethnically because of migration and globalisation. Guo (2014) 

also notes that the societal and environmental demands that teachers be culturally competent to 
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address the issues of diversity and promote inclusive educational practices. Globalization has 

increased interconnectedness among countries, notably in the areas of economic security, culture, 

technology, health and peace. This context requires teachers to be pedagogically competent to help 

students intellectually and morally examine complex and controversial global issues, act as 

responsible global citizens for sustainable development of local and international communities and 

promote holistic thinking and cross-cultural understanding. 

 

5.4.1 Employability skills 

Interviews with teachers showed their understanding and the value attached to entrepreneurship 

education encouraging students to use their own ideas and imagination to come up with solutions 

and ways of improving the already available products and services. The Ministry of Primary and 

Secondary Education (2015) realises the inadequacies of the Zimbabwean education system in that 

it emphasised the development of strong content knowledge at the expense of critical skills and 

competencies. The Ministry of Education concurs that there is increasing recognition that content 

knowledge mastery is not enough as an exit attribute. The emphasis is now on developing higher-

order thinking skills and competencies. According to Industrial Psychology Consultants (2011), 

employers want employees who are flexible, adaptable and receptive to change. They want 

employees who are willing and able to do the best of their work with minimal resources and the 

tightest of budgets, which calls for innovation and shrewdness on the part of the employee. As 

revealed in the literature review chapter, Zimbabwean education institutions are churning out 

graduates who do not have employability skills. The teachers interviewed observed that the beauty 

of CCP challenged students to think in new ways and through the joint curriculum projects on 

entrepreneurship, students were being prepared for later life and the world of work. Teachers 

pointed out that popular student-led clubs like Beauty Therapy Company, Dance Company, 

Catering Company and Needles Don’t Lie were ventures that gave learners a good grasp of how 

businesses are run.  
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Teacher 3 said:  

An understanding of business is one of the main skills that students should possess before 

they graduate from school. I was pleased to see my students developing ideas on how a 

business runs and the challenges involved, all these were useful skills to take into 

consideration regarding student enterprise. 

 

5.4.2 Inclusive education 

CCP responds to the increasing demands on how to mainstream equality and diversity principles 

and issues into the delivery and review of the programme work in a more systematic and 

comprehensive way. In the process, it aims to strengthen the delivery of quality, consistent with 

the British Council’s purpose, which is to build engagement with and trust in the UK through the 

exchange of knowledge and ideas between people worldwide. CCP aims to support the 

organisation to be inclusive and fair in the delivery of all education work, thereby supporting the 

organisational values. Teachers displayed an awareness of the value of inclusive education and it 

was typical for teachers to reference some projects where they involved people with special needs. 

One teacher said she was impressed by a CCP leadership course that included visually impaired 

students from her school. The teacher said it was a great honour that the British Council rolled out 

the training with a mix of visually impaired students and the able-bodied. To her, this was a first 

for the school. She said that the children were so enthusiastic and cooperative as they managed to 

come out of their shells through the extensive interactions with the able-bodied students from other 

schools. 

She went to say: 

CCP delivered career guidance and counselling sessions which inspired students to take up 

careers that the able-bodied students opt for. The training exposed us as teachers to the 

importance of extrinsic motivation, i.e. teaching us to undertake field trips, like taking 

students with special needs to various tourist destination like Victoria Falls.  
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5.4.3 Classroom behaviour management 

Some teachers highlighted that in the UK education system they observed that there was an 

emphasis and deliberate focus in the school policy on behaviour management and the use of 

‘exclusion classrooms’ to deal with misbehaving pupils. Everyone was quite clear on the 

guidelines, procedures and sanctions that apply to misbehaviour in school. Teachers further noted 

that in the UK there were teachers and a department responsible for dealing with misbehaviour by 

pupils. There are also handbooks on behaviour explaining the code of conduct, how to encourage 

good behaviour, and the forms that had to be completed when dealing with pupil behaviour. The 

Zimbabwean teachers said they adopted these school management styles and have since tweaked 

them to suit their local contexts.  

 

5.4.4 Curriculum and teaching styles 

Mutemeri (2010) observes that the Zimbabwean school curriculum is objectives oriented. It is a 

behaviourist curriculum, which is positivist and deterministic in nature and characterised by the 

need to achieve learning objectives, and not allowing teachers the leeway to cover a myriad of 

other challenges facing the students, as they have to teach for the exam. The Ministry of Primary 

and Secondary Education (2015) confirm this, saying that the curriculum has tended to be overly 

exams oriented. However, the trend today is to pay increased attention to competency 

development, i.e. students’ ability to mobilize their knowledge, skills and attitudes independently 

and creatively in order to address a range of different challenges. Respondents indicated that there 

had been an insufficient focus on global citizenship education in teacher preparation and 

development programmes in Zimbabwe, hence the Ministry of Education (2015) acknowledged 

that there was a need to constantly adjust the curriculum to meet the imperatives of the times. It is 

against this background that teachers highlighted that CCP enabled them to cultivate and facilitate 

a sense of belonging with a global community and a common humanity, and nurture a feeling of 

global solidarity, identity and responsibility that generated actions that are not only based on, but 

also respect, universal values. 

Teachers mentioned that in the UK there were a variety of subjects offered similar to Zimbabwean 

system, but in addition they also have Drama, Music and Art as examinable subjects that are 

compulsory for Years 8 and 9. UK Advanced Level students have freedom to choose the subjects 
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that they can do. A lot of teaching styles are used ranging from group work, field trips, use of 

technology (computers) and school learning software. Collaborative teaching/team teaching is 

strongly encouraged in the UK. There is secondment of newly qualified teachers to qualified 

teachers (the Buddy System).  

One teacher observed that  

One of the strengths of the Connecting Classrooms Programme was to bring teachers and 

heads together from different countries. The intensity of spending a week in proximity 

created opportunities for fruitful discussion, reflections and coming up with pedagogic 

solutions to challenges for the future. 

Meeting other teachers from African countries and discovering that even if they were from the 

same continent, there was a lot of diversity in terms of culture and teaching and learning was also 

something that was typical amongst interviewees. Some teachers observed that working together 

on partnership projects within their districts brought together teachers and students of their schools 

closer, which was not the case before. Teachers said they enjoyed facilitating their students in 

project work using a shared programme of activities and jointly supervising them to develop plays, 

stories and poems that reflected their identity and belonging. It was noted that this created a sense 

of unity, developed a culture of learning from one another and sharing of skills. Through CC Clubs 

teachers revealed that experts from the community were invited to train the students to come up 

with traditional recipes and songs, folklore and dances after which the students would share their 

versions with their international partners.  Teachers reflected an open global citizenship approach 

which emphasises learning about foreign cultures and an openness to new perspectives. 

Another teacher said:  

As teachers from the different countries we developed lasting friendship and some of the 

international partners still visit us on a friendly basis. As part of the funding for the CCP, we 

received laptops, printers and cameras to use for training of learners and other teachers in 

preparation for joint-curriculum projects. We now use multimedia as a teaching and learning 

tool and their ICT skills improved significantly in the process.  
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5.4.5 Challenges encountered with school partnerships 

GCE enriches education for the benefit all schools involved. Powerful teaching and learning 

opportunities were created through the CCP. However, there were challenges that the teachers 

encountered as they delivered the projects, including resistance from fellow teachers to embracing 

the new ways of teaching and learning that the project presented. 

Teachers mentioned that involving other members of staff was a challenge as those who did not 

take part in the exchange visits shunned the implementation of the projects. In some instances, 

getting support from the head teacher was a mammoth struggle, as the Head teachers preferred 

teachers who are less busy to become partnership coordinators. Some Head teachers forced to go 

on exchange visits, thus leaving behind the teachers who were directly involved with the projects 

on the ground. As soon as the Head teachers came back from international visits, they got back to 

their busy schedules of schools administration and eventually abandoning the CCP, thus causing 

the programme to come to a standstill. Therefore, the British Council should induct the Head 

teachers thoroughly to encourage them to adopt a whole-school approach regarding delivery of 

CCP so that a sense of ownership is cultivated in every teacher. The British Council should have 

a deeper engagement with the Head teachers so that they fully understand their roles and 

responsibilities for the successful delivery of the programme.  

Language barriers also affected the smooth-running of the programme, especially where local 

schools were involved in partnerships with countries such as Mozambique and Senegal, where the 

languages spoken are Portuguese and French respectively. In some cases, the teachers mentioned 

the issue of lack of proficiency and mother-tongue interference on the part of local students, 

especially during the contacts visits when their international partners came to Zimbabwe.  

Differences in school calendars in Zimbabwe and the UK, e.g. holiday and exam times, also 

interfered with effective exchanges. Respondents mentioned that sometimes the visitors insisted 

on visiting during the Zimbabwean school holidays, since this seemed to be the best time for UK 

visitors. In such instances the visits would not yield helpful results as the visitors would not be 

able to take lessons and observe the classes in session because the local students would be on 

holiday.   
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There was a perception among the Zimbabwean teachers that CCP was an ‘add-on’ rather than 

part of the curriculum. Several teachers interviewed echoed this sentiment. CCP was supposed to 

be embraced by the whole school, but since some teachers viewed it as an extra-curricular activity, 

the whole schools could not benefit as expected. Similar problems were identified by many 

scholars including Davies (2006), Munck (2010) and Oxfam (2003), who argue that GCE 

strategies and values need to adopt a whole-school approach. In other words, strategies to attain 

global citizenship must not simply act as add-ons to a school’s curriculum, but instead must be 

embedded within the school culture. 

Some respondents did mention that different educational priorities and interests and cultural 

misunderstandings arose in their school exchanges. Some international schools seemed to want to 

push certain priorities which were not that critical in the local contexts. In as much as CCP was an 

equity-based project, some of the local schools somehow found themselves with lesser negotiating 

power to strike a balance in terms of choosing the joint curriculum projects. Also, differences in 

cultures, for instance regarding time management and work ethos, among other things, affected 

the partnership. 

One teacher said:  

When I went to the UK, I was greeted with a cup of tea and biscuits and the programme was 

led with students. This was in stark contrast with our way of doing things here and at some 

point I felt as if the hosts were a bit disrespectful. I would expect the Head or some senior 

teacher to direct the programme amidst mass displays and lots of food for the visitors, as we 

do in Zimbabwe. So, I then found out that cultures differ, and moreover, the English operate 

on a first-name basis whereas in Zimbabwe it is like a taboo to address senior people by their 

first names.   

International partnership thrives on effective communication and so the limited access to 

technology for reliable communication and online activities for the teachers from poorer schools 

hindered progress. The grant that they received did not suffice to cover the procurement of the 

much-needed ICTs required for effective online projects. The bigger chunk of the funding would 

go towards flights and accommodation during the exchange visits. Also, inequalities between 
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schools proved to affect power relations between schools as UK teachers ended up being the 

domineering personalities in the partnerships. 

The issue of sustainability came to the fore as teachers highlighted that it was difficult to keep the 

network alive after the three-year cycle of receiving the grant from the British Council. The issue 

of staff turnover also created gaps and affected continuity, especially when the partnership 

coordinators transferred to other schools. In the next section the researcher discusses 

recommendation and proposes an alternative way of thinking about CCP. 

 

5.5 Recommendation – an alternative way of thinking about CCP 

The field of education is always in a state of flux. This calls on educators to be culturally and 

pedagogically skilled in engaging issues of globalization, racism, diversity and social justice, and 

in creating an equitable and inclusive learning environment for all students. The objectives of the 

GCE curriculum include empowering students to grow into morally upright young people, to train 

individuals to tolerate other perspectives, and to educate students on their civic rights and 

responsibilities (Nziramasanga Presidential Commission 1999). From the teachers’ responses, it is 

apparent that students are keenly interested in the wider world, wanting to know about substantive 

issues such as differences in wealth and poverty, health, religion, language sport and art as well as 

animals and food. However, a critical global citizenship approach is recommended for building 

critical interrogations and reflexivity skills amongst students. This entails critical evaluations of 

variables like language, power relations, social groups and social practices by the students. 

Andreotti and de Souza (2008) argues that critical global citizenship education involves unpacking 

conventional knowledge and power boundaries, and building phenomena that include, rather than 

exclude, different international perspectives.  

The underpinning philosophy of the CCP discourse can be challenged within a critical global 

citizenship education framework, since it is Eurocentric.  When the agenda for CCP is being 

crafted, stakeholders in Africa must provide input into that agenda and programme design, keeping 

in mind that information is always somewhat biased in relation to race, class, gender, ethnicity, 

political interests, culture and heritage - it is never neutral. Swanson (2011) argues that on the 

international education front, GCE discourses have been framed in policy documents, vision 

statements and education material within Western narratives, and these have continuously 
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permeated the developing countries’ educational institutions.  Giroux (2011) takes it further 

arguing that if GCE discourses are constructed within curricula and pedagogical methods that are 

fair, critical, mutual, free from contestation, multicultural, then their liberatory, transformative 

ability can be effective to redress the unequal global economic and socio-political status quo. 

Waghid (2018) notes that for GCE, success is determined by the African innovative acts of 

defining their identity and position within the global ecosystem and how Africans relate with the 

rest of the world. He goes on to say that GCE cannot be justified and adopted as an approach if it 

does not interrogate and define pertinent local and international affairs, particularly prioritizing 

pertinent issues of humanity. In the same vein, CCP should strive to demonstrate how Africa and 

the rest of the world are interlinked and what the mutual responsibilities are and how that generates 

global goodwill. In failing to do that, CCP would not have taken global citizenship education 

seriously enough. 

Waghid (2018) adds that in textbooks Europe is presented as a superior continent, while the rest 

of the world is portrayed only in relation to Western Europe. Losch (2011) argues that GCE should 

not be grounded on Eurocentric education.  

As mentioned in Chapter 2, current debates on GCE are mainly conducted on the pretext that 

citizenship is exclusively hinged on nationhood. If CCP is to effectively promote GCE as an ideal, 

it must convincingly engage the education managers to loosen the nationalist grip on schooling. 

Apple (2004) notes that the curriculum is an essential terrain in which the ideology of the state is 

both presented and debated, hence it becomes an arena of strife since it represents the values, 

norms, goals, priorities and vision of the state and other important stakeholders in society. The 

value of curriculum is quite important in Zimbabwe, where it is expected to undo the ideology and 

philosophy of the erstwhile settlers, whilst at the same time neutralizing a heavy political agenda 

of indoctrinating students with a disguised patriotism by the current ruling government. Carnoy 

and Samoff (1990) argue that, in the Zimbabwean education context, the state determines the 

ideological orientation of the curriculum. CCP should strike a balance between aiming at 

producing students who have a spirit of national consciousness and patriotism, but not be partisan 

and act as auxiliaries of the state machinery, yet at the same time being globally aware.  
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One challenge that may affect the effective delivery of CCP is that some traditional beliefs in 

Zimbabwe oppose the ethos of GCE and these beliefs are still deep-seated in some communities. 

However, this observation underlines the need to intentionally revise CCP’s approach so that it 

deals with cultural heritage as a dynamic and not a static system. Some communities in Zimbabwe, 

for instance, still do not believe in women and children’s rights. These patriarchal communities 

still accept early marriages and resist gender equality under the guise of culture and religion. Some 

parents prefer to send only boy children to school and not girl children. Such communities resist 

the full implementation of CCP in order to maintain the status quo. There is need for CCP to 

actively undertake policy dialogues to engage with the relevant local authorities in order to ensure 

stakeholder buy-in. CCP needs to be delivered respectfully and professionally with a long-term 

commitment to dialogue with the broader community and education stakeholders so that all players 

contribute to delivery of a mutually beneficial GCE. 

From the interview data, it was noted that teachers lamented that the rigid national curriculum was 

an obstacle to a more integrated or cross-curricular whole school approach. Therefore, teachers 

need more training so that they can seamlessly embed and incorporate the global content into the 

curriculum without viewing it as an add-on or extra work. Teachers need to be capacity-developed 

to tactfully engage school leaders to support the wider dissemination of the programme in the 

whole school, coupled with the identifying of age-appropriate approaches for delivering CCP.  

The current approach of CCP is that it engages teachers who are already in service. As such these 

teachers would already have inculcated some of the traditional pedagogies at the Teacher Training 

Colleges. It would be great if CCP targeted pre-service teachers, so that they are exposed to the 

core skills training before they start to practice teaching. There is presently a shortage of teachers 

trained to teach GCE, because they are not equipped with GCE in training colleges. If CCP is 

going be fully effective nationally, it is essential that teachers are trained accordingly at teacher 

training level. Some challenges teachers face in delivering GCE can be ameliorated by way of 

integrating global citizenship education into teacher education programmes through a holistic 

approach.  
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5.6 Summary of the Chapters  

Chapter 1 introduced the background to the study and outlined its purpose and aim. Key terms 

were defined, hypothesis, assumptions, scope, delimitation, limitations and significance of the 

study were explored.  This was explored further in Chapter 2, which presented a review of the 

literature around global citizen education and its effects on curriculum. It also articulated issues 

around global citizenship knowledge, teaching styles, classroom behaviour management, 

assessment and inclusion through the development of a theoretical framework. Chapter 3 focused 

on the research methodology, outlining the advantages and disadvantages of the research design. 

The logical research process of data collection, analysis and presentation was highlighted. The 

methods of gathering data used in this research were also explained. The delimitation of the 

population and the sample was presented and data collection and data analysis procedures were 

described.  

The results in Chapter 4 showed that the participating teachers’ views of GCE were guided by their 

experiences of the Connecting Classrooms Programme. The findings of the study in this thesis 

were analysed and discussed against the three research questions using critical global citizenship 

theory. Basically, the respondents’ interpretation of GCE resonates with factors identified in 

previous researches on GCE. In Chapter 5 the analysis and discussion concluded that GCE was an 

important feature in Zimbabwe. The participating teachers acknowledged the relevance of GCE in 

bringing an international dimension to the local education context and such perception was 

analysed as influenced by their participation in the CCP. A host of factors in the socio-cultural, 

educational and curricula, personal and professional development, within-school and outside-

school domains were found to correlate positively with the experiences of the participants in this 

study.  

The overwhelming emphasis on teaching for examinations was also seen as a stumbling block to 

the effective delivery of education for GCE. Lack of communication and limited access to 

technology were identified as among the main challenges affecting international partnerships. 

Teachers from communities with a high political temperature felt that they had problems in 

explaining and giving examples of certain concepts and aspects of critical citizenship education-

related topics. CCP, however, should inculcate deeper interrogation of GCE issues in order to 

inspire students towards dialogue for greater perspective, reflective action and a concern for social 
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justice. If the philosophy of CCP is presented within teaching and learning perspectives that are 

devoid of reciprocity and mutuality, it may not fully satisfy the aspirations of Zimbabwean teachers 

and students.  
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APPENDICES  

APPENDIX 1A: SEMI-STRUCTURED INTERVIEW GUIDE FOR TEACHERS  

 

1. Could you please introduce yourself? (Gender, work experience, number of years teaching 

History)? 

2. What is your understanding of Global Citizenship Education? 

3. What is the importance of the subject you teach (for example History/Geography/Citizenship) 

as a learning area? 

4. How have you experienced CCP? 

5. What your views regarding the partnership with the UK school? 

6. What can you say in terms of the Core Skills courses that you have attended?  

7. And what impact did the core skills courses have on your teaching style? Follow up question 

8. As a result of your involvement in CCP, describe your experiences when you represented 

Zimbabwe at the various International Conferences?  

9. Describe what challenges you encounter when delivering CCP? How can those challenges be 

overcome? 
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APPENDIX 1B: SAMPLE TRANSCRIPT OF TEACHERS INTERVIEW 

 

1. Could you please introduce yourself? Gender, work experience, number of years teaching 

History)? 

My name is Teacher 1. I am a female teacher. I have been teaching History for the past 16 years 

at high school level. I am married and have been involved in the Connecting Classroom 

Programme for the past 4 years. I went to St Marys High School and thereafter enrolled at the 

University of Zimbabwe where I studied Bachelor of Arts specialising in History. I did my post-

graduate certificate in teaching at Bindura University.  

2. What is your understanding of Global Citizenship Education? 

Well my understanding is that we are living in a global world and the world has become borderless. 

In Zimbabwe for example, we have diversity in terms of ethnicity, languages, religions and so 

forth. As such GCE seeks to maintain harmony among the different groups. Our education system 

is different to the education system in the UK and other countries. Though there are some 

similarities, however, we must also learn from the UK and in turn we can share some elements 

that are unique in the Zimbabwean education system. There are global issues that are quite topical 

world over, themes like Peace and conflict, Identity and belonging, Social justice, Citizenship, 

Rights and responsibilities and Environmental sustainability and our students must have a better 

appreciation of these issues. It is important for our education system to develop education policies 

and curricular reforms that can help convey citizenship values and skills for peacebuilding to 

young people to help lessen tensions, within and between countries, inculcate a culture of 

respecting human rights, understanding their culture and heritage viz a viz the cultures of other 

people from other countries and a culture of protecting the environment for subsequent generation. 

 

3. What is the importance of the subject you teach (for example History/Geography/Citizenship) 

as a learning area? 
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History provides students with the means to develop a historical view of Zimbabwe, Africa and 

the wider world. The subject enables them to acquire an informed and critical understanding of 

social, economic and political historical developments. History examines historical developments 

and their effect on Zimbabwean society. In addition, it inculcates an understanding and 

appreciation of issues concerning population, human rights, 

democracy, empowerment, gender sensitivity, Unhu/ Ubuntu and instils a sense of patriotism. The 

subject can help students to predict future events better looking at the happenings of the world 

affairs in the past. Moreover, History raises an awareness of the need to preserve and conserve our 

heritage. 

 

4. How have you experienced CCP? 

It is a very interesting experience. We started off with partners in the UK, Leicester. Our focus 

was on business and enterprise. We exchanged a lot in terms of curricula, teaching style, culture 

and school governance. We have adopted a positive stance towards promoting student voice in the 

school. the students came up with Citizenship projects where they work with the wider community, 

like the Orphanage Homes. The students came up with an idea of adopting orphanage and old 

peoples’ home. So, the students would pool together subscriptions, groceries and clothing for the 

local orphanage and old people’s home. The students had an appreciation of another life thus 

developing a sense of Ubuntu/Hunhu empathizing with the orphans and vulnerable children. This 

was a very important learning curve to the students as they grow up into leaders appreciating that 

they need to demonstrate social justice in the wider community. The students would go there and 

spend time with the children at the orphanage and help them in their daily chores. 

Through CC we learnt that as a school we need to be sensitive to the needs of the communicate 

we operate in, and to be relevant by engaging the wider community. The students had an 

appreciation of another life thus developing a sense of Ubuntu, empathizing with the orphans and 

vulnerable children. This was a very important learning curve to the students, and they can grow 

up into leaders appreciating that they need to demonstrate social justice in the wider community. 

The students would go there and spend some time with the children at the orphanage and helped 

them in their daily chores. It was a student-led initiative. In the CC meetings the students were 
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accorded space to demonstrate critical thinking and problem-solving and this initiative was quite 

fruitful from a student perspective. 

The students in the club were envied by the rest of the students in the schools as the CC Club 

became so popular owing to the skills, knowledge and understanding the students in the Club 

demonstrated. So CC became a hot cake. The way the Club was run, it was owned by the students 

while the teachers facilitated the process. Some students travelled to the UK under CC and shared 

experiences as well as learning from UK students and the rest of the students were keen to come 

on board.  

As we expanded including some schools in the district and other locations it became more 

interesting, learning the experiences of the students and the students sharing the experiences from 

the different social backgrounds. The types of projects they came up with, it was quite exciting.  

5. What your views regarding the partnership with the UK school? 

From our experiences with the UK teachers, we benefited most, our students began to interact with 

the UK students online and they were giving each other ideas relevant to their communities and 

you would discover that through the online interaction and our students would introduce those 

joint-curriculum projects in our school. Though there were challenges with connectivity to ensure 

sustainable conversation, but the students would use their phones to communicate via skype and 

whatsapp. Some of the students in the UK would research on Education in the UK and feedback 

to their Zimbabwean partners on the degree programmes offered in the UK. 

6. What can you say in terms of the Core Skills courses that you have attended?  

The CC Courses were quite helpful. I particularly enjoyed the Leadership Courses which were 

quite life changing. I then realised that I am not only a teacher, but I am also a leader whom the 

students look up to and it’s not just about delivering lessons but I also have to possess the 

leadership skills. I then began to view myself as a leader who leads the students. On classrooms 

behaviour management, I started to treat the students differently. I used to view myself as the 

superior owner of knowledge, while looking at students as lesser but after the Core Skills trainings 

I became to understand that in class we are partners of learning, and the students owned the 

process. It was not necessarily me imparting knowledge but facilitating the students to discover 
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them promoting creativity and imagination. Learning shifted from teacher-centred approach to 

student-centred approach.  

7. And what impact did the core skills courses have on your teaching style? Follow up question 

Of course, I started incorporating some discovery approach to learning using pedagogies including 

debates, focus group discussions, role plays, Socratic questioning inter alia, panel discussion. The 

interests of the students increased and their attitude towards learning improved tremendously. 

These participatory and highly interactive methods led to higher levels of participation. 

My understanding of global issues increased from the interactions with Nigerian partners. There 

was a time when we were planning to go for an exchange visit to Nigeria and our partners advised 

us that it was not safe owing to civil conflicts there in Nigeria. As a teacher I then began to 

appreciate what life is in other countries comparing with life in Zimbabwe. I began to understand 

that the peace we had in Zimbabwe is not what is happening there. My mind set was broadened to 

understand what was happening in Nigeria. Together with the students, we began to do some 

serious researches about different ethnic groups in Nigerian, where they are located 

geographically, different religions and the dynamics of the civil conflicts there.  

8. As a result of your involvement in CCP, describe your experiences when you represented 

Zimbabwe at the various International Conferences?  

I attended a seminar on Cambridge Symposium in Lesotho. It was really an eye opener as I was 

presenting on the difference between Ordinary and Advanced level, the advantages of having 

Advanced level in the curriculum. I was surprised that some countries like Lesotho, Swaziland 

even SA have Matric, and they do not have Advanced level. I did not know that. It was very 

educative for me, and I began to appreciate our education system better. I also learnt that some 

countries like Namibia send their pre-service teachers to attend Colleges in Zimbabwe especially 

on subjects like Science. 

What the new curriculum is trying to do is what CC has been doing all along. CC instils core skills 

in students, like critical thinking, creativity and imagination, problem-solving, good judgement. 

So, I can say CCP is a pioneer of curriculum review in Zimbabwe. 
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9. Describe what challenges you encounter when delivering CCP? How can those challenges be 

overcome? 

 

Our internet is not reliable and that poses major problems to the teachers and students when it 

comes to conducting researches online. In our case we have limited resources, that is, computers 

and white boards. Moreover, as a History teacher, I sometimes get intimidated to teach citizenship 

related topics because of fear of victimisation by the school administration and the community and 

being labelled as members of the opposition political party. History teachers are often accused of 

teaching politics and therefore we are deemed unpatriotic. Whenever there is victimisation of 

teachers in the community, teachers of History bear the brunt. CCP needs to be delivered 

respectfully and professionally with a long-term commitment to dialogue with the broader 

community, the justice-oriented education community members so that education authorities 

eliminate roadblocks for teachers to deliver GCE. 
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APPENDIX 2a: QUESTIONS FOR TEACHERS’ FOCUS GROUP DISCUSSIONS 

 

1. What inspired your school to form a Connecting Classrooms international school 

partnership?  

2. Describe your school partnership. 

3. What collaborative activity and shared learning have you undertaken with your 

partner school? 

4. Describe your exchange visit experience – what happened, what impact has it had 

on you personally, your colleagues, and your students? (If a visit has happened) 

5. What benefits have you derived from your international collaboration? 

6. Describe how your partnership has integrated global learning into your curriculum? 

7. Describe the impact of GCE on both the school and the students.  

8. What recommendations would you make to regarding School Partnerships 

programme? 

9. Please describe the impact of Core Skills courses in terms of your personal and 

professional development, on the student and on the school?  

10. How has your approach to teaching changed as a result of Connecting 

Classrooms/Core Skills? 

11. What have you done differently as a result of Connecting Classrooms/Core Skills? 
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APPENDIX 2b: TEACHERS’ FOCUS GROUP TRANSCRIPT 

 

What inspired your school to form a Connecting Classrooms international school 

partnership?  

FGT1: British Council Connecting Classrooms programme is a noble initiative. It gives us 

teachers and students an opportunity to enhance our knowledge, skills and understanding 

(including specifically greater cultural awareness), resulting in the increase of our confidence, and 

that we now more greatly enjoy teaching and learning. Students and students held stereotypical 

misconceptions about the people in the UK and other African countries. Without proper exchanges 

and first-hand experiences, we could be able to verify some of the narratives we hear in the media. 

There we joined CCP in order to gain a clearer understanding of life in the UK as well as sharing 

with them our education system as well as our culture.  

FGT2: The quest to know the education system and culture of the UK drove us to form a 

partnership with a UK school under the Connecting Classrooms international school partnership 

programme. After being involved in this programme the visits have widened our horizons on GCE. 

It was during the visits that the we undertook joint-curriculum projects together in proximity thus 

embedding the skills, knowledge and understanding of citizenship as well as the facilitating the 

cross-pollination of international best practices.  

What collaborative activity and shared learning have you undertaken with your partner 

school? 

FGT1: Teachers and learners at our school have been involved in water management activities in 

their various forms. Students acquired new skills on maintaining ground covers by planting 

different plants (permaculture). Crops like potatoes, okra, maize, groundnuts, butternuts, tomatoes 

etc. were planted and cared for. Students had the chance to observe the plants as they grew, water 

them using conserved water thus acquiring the knowledge of water conservation. The community 

members who have visited the school appreciate the current scenery where flowers, trees, 

vegetables and crops are growing in the same place.  

In our cluster, in the first year of the CCP, following the first trip to UK for the cluster, the cluster 

met the District Education Officer (DEO) on establishing some positive learning to introduce our 
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schools; this includes matters to do with seeking alternative methods of discipline instead of caning 

as well as looking for alternative means for improving the performance of weak students as 

opposed to the current system which make students repeat a whole year. Furthermore, parents were 

sensitized on the need for more guidance and counselling as opposed to caning their children as 

well as commencement of computer classes for the teachers. With time, this information was 

shared with other neighbouring schools to impact them through associating them with the 

Connecting Classrooms.  

FGT2: In our partnership pen-palling project is facilitating intercultural dialogue between the 

Zimbabwe, Botswana and the UK. Connecting Classrooms Club at our school got 24 students who 

have made friends with Botswana and UK students and they are sharing their tradition and culture. 

Our students learnt of the Mogali festival in Botswana where they cook and exhibit traditional 

foods. Another student shared her experiences with her friend, and she wrote telling her of their 

harvest celebrations in Botswana called Dikafelo. Students in Botswana shared with Zimbabwean 

students about a day they when they go into their communities as pupils to help the ageing and 

people living with HIV/Aids and providing them with psycho-social support. I wish to thank 

British Council for the exposure they have given us through this program and the learning 

experience from the trip to UK is invaluable. I have seen how I can make my school better in terms 

of discipline, weak students and in generating more resources for the school. While in the UK, 

during the Cultural Day exchange, our students showcased our traditional harvest dance known as 

Mbakumba, perfomed to thank the ancestors for a good harvest. We even taught our friends some 

salutations in Shona. I learnt a valuable lesson that we must accept, tolerate, and appreciate other 

people’s cultures as we have something in common that brings us together 

Describe your exchange visit experience – what happened, what impact has it had on you 

personally, your colleagues, and your students? (If a visit has happened) 

FGT1: When I went to the UK, I learnt the concept of six hats which is a decision-making tool. 

As a wood technology teacher, I am using it during my lessons as pupils design articles on 

woodwork. The Leadership Qualities, Appreciative Enquiry and the Power of Questions I learnt 

from the interaction helped a lot in my studies for Masters in Education Administration.  
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CCP helped me to gain promotion to the district as a resource teacher responsible for standards. I 

am sharing the international experiences i got from CCP with 16 cluster teachers in Chirumhanzu 

District who then go and cascade the lessons to 97 schools in the district. I am currently delivering 

leadership workshops with cluster resource teachers in the district borrowing from the CCP 

InterAction Workshop I attended in April. The workshop has been helping me to deliver my duties 

as a District Resource Teacher for Standards. 

FGT2: The school received a laptop, projector, digital and video camera from a proportion of their 

funding and a CCP journalism club uses the ICTs to covers school activities like sports events, 

consultation days, church services among others, reporting to the whole school during assembly 

times. The students coined a name for the CC Club called SPACCLE, meaning St Patricks 

Academic Co-curricular Cultural Linking Exchange. Students plan, organise, arrange and manage 

all the activities and thus their organisational skills are enhanced. This has provided them with a 

platform to discover their potential and pursuing their careers. The school relies on SPACCLE to 

lead events as they are viewed as a better lot owing to their success record in 2006 when they 

planned and hosting their partners, UK and Uganda. SPACCLE is quite popular at the school and 

most pupils want to be identified with it as it has the blessings of the administration.  

During the exchange programme in the UK and observations we learnt several best practices in 

education. Security and safety of staff was of paramount importance in every school and visitors 

were accompanied and lead by an Ambassador (student). The learning was child-centred and 

students’ views were respected and this encouraged initiative, originality, interest and motivation 

among the students and the teacher only guiding and not prescribing.  

 

What benefits have you derived from your international collaboration? 

FGT1: The most common problem among our students was low self-esteem and lack of 

confidence.  Schools never taught them the skills of personal initiatives to organize and coordinate 

events.  The leadership skill training kindly offered by CCP Dreams + Teams has brought about 

astronomical changes in behaviour among students.  Students who took part in the training have 

demonstrated their potentials by organizing festivals, facilitating panel discussions and managing 
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people, money and other resources.  They are now active participants in decision making practices 

and fund-raising events.  

This year, our cluster embarked on a inter schools’ debate and tree planning program. The program 

involved visiting national monuments, debate competitions with the cluster partners as well as 

participating in public clean-ups and tree planting as well as a cluster trip to Namibia. Following 

these activities, the students are said to have acquired a sense of self confidence in public speaking, 

a positive attitude in keeping the environment clean as well as developed a reading culture. 

Through the inter-schools debates, the pupils developed a sense of togetherness which has 

enhanced cluster cohesiveness. 

FGT2: Though I was delighted by the chance to travel to the UK, I was concerned how I would 

be able to exercise my religious obligations as a Muslim while I am in the UK.  This is due to my 

assumption that the place is not convenient for this purpose.  However, my host family in the UK 

had facilitated a room for me which I was able to pray 5 times a day without any interruption.  I 

am very grateful to this family and I have now realized that my understanding about the people 

and the country was wrong.  I have learnt that this family was aware of my value in advance which 

was a lesson for me that understanding people means understanding their values.     

Describe how your partnership has integrated global learning into your curriculum? 

FGT1: The partnership has changed and developed from the initial phone calls to coming face to 

face and appreciating realities on the ground at each of the partner schools especially after visits 

and building as well as sharing ideas, appreciating and harnessing skills/strengths of members in 

the partnership and with like-minded professionals as part of a large global family. There is a much 

clearer understanding of what being a global citizen means and the responsibilities or roles 

associated with being a global citizen. Every topic and activity is taught from an international 

perspective and viewed in a broader picture in terms of its impact in the global village.  

FGT2: The students in comparing themselves with students from the UK schools have become 

more aware of challenges they face and gained strength to tackle the challenges especially when 

they evaluate what they think are challenges compared to what is experienced in the partner 

schools and their communities. A lot of knowledge on school management, discipline, where to 

get learning resources, ideas on projects and insights on each other’s culture has been shared. The 
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level of communication between the partners has been developed and emphasised and has been 

mainly in the form of emails which are copied to every partnership contact. A common blog is 

being created so that pupils and staff from the partner schools can share ideas and information 

about the partnership and general events in the schools.  

The partnership is embarking on community outreach programmes that empower students’ 

leadership. This include protecting their environment, enhance education and learning through 

sharing of ideas and resources. We continue with more visits which involve students and teaching 

learners about the concept of Global Citizenship as well as how it benefits individuals and 

communities. 

Describe the impact on both schools and their students.  

FGT1: Students from the CCP are directly impacting upon their immediate school community by 

supporting a Form Six student who lost both his parents to HIV/ AIDS and has no one to provide 

educational support. The students were touched by the plight of the needy students.  They decided 

to help the young boy by taking on full responsibility for the payment of his school fees and 

accommodation, which they negotiated for a reduced price. The students from the CCP deposited 

money from their own personal funds into an account known as ‘You harvest and you plant.’ This 

has enabled their money to grow so that they can continue to offer education to support to people 

in need. 

FGT2: Our cluster has just celebrated its second anniversary in style as we marked the progress 

achieved over the last two years of the project.  The partnership connected schools to the internet. 

Zimbabwean schools host UK schools on our global homepage website and the UK schools do 

likewise. We have produced material for Global Connect book including visual and performance 

arts. We have recorded the performances on DVDs and share with other schools in the partnership, 

doing stories, drawings and paintings depicting life and cultures in the different countries in the 

partnership as well as commemorating Global Connect Day annually.  
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What recommendations would you make to regarding School Partnerships programme? 

FGT1: British Council should induct the Head teachers thoroughly regarding CCP. Sometimes 

involving other members of staff is a challenge as those who did not take part in the exchange 

visits shun the implementation of the projects. In some instances, getting support from the head 

teacher can be struggle. Some Head teachers forced to go for exchange visits thus leaving behind 

the teachers who were directly involved with the projects on the ground. As soon as the Head 

teachers came back from international visits, they would find themselves very busy with schools’ 

administration and eventually abandon the CCP thus causing the programme to come to a 

standstill. Therefore, the British Council should have a deeper engagement with the Head teachers 

so that they fully understand their roles and responsibilities for the successful delivery of the 

programme. 

CCP should strive to demonstrate how Africa and the West are interconnected and what the mutual 

responsibilities are and how that results in the advancement of humanity. Failure to do that, CCP 

would not have taken global citizenship education seriously enough. 

FGT2: One challenge that may affect the implementation of CCP stems from the notion that 

certain traditional African beliefs are at variance with the ideals of GCE are still deep rooted in 

some communities in Zimbabwe. However, this observation on its own is suggestive of the need 

for a deliberate approach under CCP which should treat cultural heritage as a dynamic and not a 

static system. Some communities in Zimbabwe, for instance, still do not believe in women and 

children’s rights. These communities still condone early marriages and deny gender equality in the 

name of culture and religion. Some parents do not give girlchildren the same education 

opportunities as boychildren. Such communities resist the full implementation of CCP in order to 

maintain the status quo. There is need for CCP to actively undertake policy dialogues to engage 

with the relevant local authorities in order to get stakeholder buy-in. CCP needs to be delivered 

respectfully and professionally with a long-term commitment to dialogue with the broader 

community, the justice-oriented education community members so that educationists eliminate 

roadblocks to authentic GCE. 

During the CCP brainstorming phases, when we were coming up with project plans, the UK 

teachers tended to want to dominate the whole process and the projects ended up being Eurocentric. 
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It would be great to have clearly laid-down ground rules that govern conduct in as far creating 

equity-based partnerships is concerned.  Rather, it is about being open to being taught also by the 

Africans. British Council should try and emphasize that in the formation stages as well as oversee 

how partnership joint-curriculum projects are being framed. Regular monitoring and evaluation is 

needed in order to get feedback from the Zimbabwean teachers.  

Please describe the impact of Core Skills courses in terms of your personal and professional 

development, on the student and on the school?  

FGT1: The practical and interactive nature of the training coupled with the use of real examples 

and discussion of real-life situations during the training made a lasting impact on me. Additionally, 

the benefits of the application of techniques such as ‘think-pair-share’ has fostered collaboration 

in my class. From the Creativity and Imagination course, group activities during the training, such 

as making a spider out of paper cuttings (with each leg leading to a different concept) also helped 

me to realise how creative activities can aid learning. The interactive and practical style of training 

was different from previous courses I had attended.  

 

Students value core skills techniques in their classes, particularly group work and opportunities to 

act as leaders together with lessons around citizenship. Students are progressing in their core skills 

development, showing good collaboration, global citizenship and leadership characteristics.  

FGT2: After employing multimedia, the students were stimulated and recalled information well.  

The concepts were well understood.  The reality of the topics was interesting and for studying 

purposes, beneficial.  The students were intrinsically motivated to study and investigate further. 

They could also apply knowledge to local contexts and had a greater understanding of the local 

communities’ difficulties that they experienced through unfavourable weather conditions and how 

these could possibly be overcome with human’s intervention.  With this, theoretical aspects 

became more practical. At the end of the lessons the students showed keen interest in the subject 

and responded with questioning and positive feedback. The students left the classroom keen to 

research further and followed weather patterns on visual media such as Sky weather forecasts and 

specialised software such as Google Earth. There are also challenges to do with connectivity as 

sometimes the school cannot afford to pay for the internet.  
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After training on critical thinking and problem-solving, I noticed the problems associated with 

summative assessment or the exams-oriented curriculum. The exams-oriented system of learning 

led students to regurgitating of facts during the examination without grasping the concepts. 

Students performed poorly in examinations and those who excelled did not develop desirable 

competencies such as critical thinking and problem-solving.  Students were passive and were not 

active and engaged in teaching and learning, including assessment. I then developed a strategy to 

use assessment for learning through using peer assessment. First, I needed to change the negative 

perceptions among students and teachers who felt that students are not qualified to assess other 

students. This was done through professional staff development meetings and mentoring of other 

teachers. Peer-assessment has improved significantly high-order thinking skills amongst our 

students. Problems were however encountered in the use of core skills especially open-ended 

techniques. To begin with, the process is time consuming and difficult to coordinate because of 

the way in which the school timetables are structured. 

The implementation of core skills improved the motivation of students through projected based 

learning which promotes co-construction of knowledge, for example, in the teaching of agriculture 

topic, pests and weeds. The students research on the various pests and weeds in the school garden 

and at home. Some collect in groups the various pests and weeds for naming and describing their 

effects. Solutions on how best to control them are discussed in pairs then in groups by the students. 

During class feedback fellow students and I correct wrong assumptions on pests and weeds. 

Different factors and parties, however, are jointly obstructing and slowing down that process. The 

main influential factors hindering delivery of core skills are inhibiting traditional policies of school 

management, limited resources, resistance to change and time factors among others.  
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10. How has your approach to teaching changed as a result of Connecting 

Classrooms/Core Skills? 

FGT1: Before attending the Core Skills Course, learning of concepts on environmental 

conservation was by and large abstract and proceeded by way of rote learning. Within the school 

context, I also noted many problems such as pollution of water sources, poor farming techniques, 

non-collection of garbage among others. I then felt that when learners engage with these topical 

issues, they would be able to contribute to the discourse on environmental conservation. With the 

introduction of core skills, students were empowered to engage on advocacy regarding 

environmental issues, their interest and motivation in learning increased and learning became 

enjoyable in real-life and authentic context. The school noticed that students became more engaged 

and leaders in their own pedagogy as they were able to apply critical thinking and problem-solving 

by evaluating different perspectives. The impact was also noticeable in the community as 

evidenced by the reduced environmental degradation and awareness on climate issues and 

improved school-community links. In terms of outcome, there was an improvement of students’ 

scores by 20 percentage points from mean mark of 40 to 60. 

FGT2: The courses helped me a lot in terms of broadening my horizons on the subject areas and 

21st century teaching styles. Since I took the Critical thinking and problem-solving course, I have 

started to view myself as facilitator instead of a teacher. I am now giving more room for the 

students’ voice. Students have more autonomy to determine their own learning, while my role is 

that of guidance, assisting them with their line of thinking. There is a great improvement in the 

way I handle students and teaching essay writing. The course helped to adopt learner-centred 

approaches. All this contributed to great lessons being delivered to students. My students can see 

issues from multiple perspectives, which help them to reason more carefully. Students are 

improving their approach to tasks where they needed to work together to solve a problem or to 

discuss an idea.  

 

What have you done differently as a result of Connecting Classrooms/Core Skills? 

FGT1: I adopted teaching strategies that support ‘deeper learning’ or ‘active learning’ during 

lessons. These changes in teaching practices have enhanced the students understanding as well as 
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their engagement. Prior to the training it was more common to teach my lessons in the ‘lecture 

style method’, with mostly closed questions, few presentations by the students and low levels of 

participation generally. A new awareness I gained is that I can learn from students, rather than 

learning solely taking place in one direction. 

FGT2: I have improved my teaching in Creativity and imagination to my students. They now 

generate their own ideas and knowledge from the real world and apply it in their day to day living. 

The online Core Skills courses open doors of learning for teachers, offering us a totally unique and 

global perspective. As a teacher, I acquired a global dimension and an ability to adapt my thinking 

to the rapidly changing trends in the world by connecting the core skills training. With the base of 

core skills, I feel clear about teaching my students how to develop the right-thinking skills needed 

for being global citizens of the future. 
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APPENDIX 3: TEACHER’S QUESTIONNAIRE 

 

Global Citizenship Education for Zimbabwean teachers: The Case of Connecting 

Classrooms Programme  

 

Questionnaire: Teachers 

I am conducting a PhD research on Global Citizenship Education for Zimbabwean teachers: The 

Case of Connecting Classrooms Programme. You have been randomly selected to participate in 

this study. While participation in this study is voluntary, I would be grateful if you can take a few 

minutes of your time to complete this questionnaire. Because I would like to ensure that no one 

can link your answers to you personally, do not write your name anywhere on this questionnaire. 

During data analysis, information from all respondents will be combined and analysed together 

and nowhere in the report will I include participants' names or schools. Besides, the information 

that you are being asked to provide will only be used for the purposes of this research and will be 

treated confidentially. Thank you in advance for your cooperation. 

 

Kindly respond to all the questions objectively and honestly. 

 

Date of completion………………………………………………. 

 

Instructions 

This questionnaire consists of two types of questions. Most of the questions require you to select 

an option that best represents your view. For these questions please respond by ticking an answer 

that best represents your views.  Some questions require you to provide a bit of narration. Please 

answer ALL questions as it is important for me to have complete data for the research.  
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Please select ONE answer for each of the following questions that most closely correspond to your 

views of Global Citizenship from your participation in the Connecting Classrooms programme. 

Teacher Demographic Characteristics 

 

Gender....................................................................................... 

 

Race.......................................................................................... 

 

Age............................................................................................. 

 

Marital status............................................................................... 

 

Qualifications.............................................................................. 

 

Years of experience..................................................................... 

 

Theme 1. 

1. My awareness on global issues has increased as a result of my participation in 

Connecting Classrooms international discussions on global topics. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 
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2. I believe I am becoming increasingly aware of how Zimbabwe is perceived by others 

around the world. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 

 

3. I believe I am increasingly keen to learn more about the opinions and interests of people 

from backgrounds and cultures different from their own. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 

4. I believe my students’ academic performance is improving because of my involvement 

in Connecting Classrooms. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 

 

5. I believe my motivation is improving because of my involvement in Connecting 

Classrooms Programme. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 

 

6. I believe my students’ attendance in school is improving because of their involvement 

in Connecting Classrooms. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 
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7. Please provide an assessment of your students’ capabilities in the following five areas: 

I believe my students can name and understand at least one major global issue and explain how 

this issue could affect their own country. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 

 

8. I believe my students can talk about the beliefs and understandings of somebody from 

a different background to their own. 

Agree 

strongly 

Agree Agree slightly Disagree 

slightly 

Disagree Disagree 

strongly 

 

9. I believe my students can identify their own country’s position on a map of the world 

and name other countries from the same region. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 

 

10. I believe my students can acknowledge and understand the main principles of a religion 

or culture different from their own. 

Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 

 

11. I believe my students can identify an issue that could be improved within their own 

community, as well as thinking about how they could get involved. 
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Agree 

strongly 

Agree Agree 

slightly 

Disagree 

slightly 

Disagree Disagree 

strongly 
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APPENDIX 3B: SAMPLE TEACHERS’ QUESTIONNAIRE TRANSCRIPT  
 

 

1. Describe your experiences of being involved in Connecting Classrooms Programme 

regarding Global Citizenship Education concepts, i.e.  

 

a) Environmental sustainability  

b) Identity and belonging 

c) Social justice 

d) Peace and conflict 

e) Fairness and equality 

f) Rights and responsibilities 

 

FGD 1: The students came up with an idea of adopting orphanage and old peoples’ home in 

line with social justice. I gave my learners real-life scenarios on empathy and acting in the 

community. The students came together shared with the idea of helping the orphans and 

vulnerable children in our community. As such they adopted the orphanage home which they 

have since visiting frequently to play with the children and donating various goods. The 

student-led project is dubbed, ‘Put a Smile Campaign.’ Regarding peace and conflict, my 

understanding of global issues increased from the interactions with Nigerian partners. There 

was a time when we were planning to go for an exchange visit to Nigeria and our partners 

advised us that it was not safe owing to civil conflicts there in Nigeria. As a teacher I then 

began to appreciate what life is like in other countries comparing with life in Zimbabwe. I 

began to research on the structural causes of perennial conflicts in Nigeria and ended up 

teaching my students from an informed point of view. My mind set was broadened to 

understand the real situation on the ground obtaining in Nigeria.  

 

2. How have the joint-curriculum projects and exchange visits you have undertaken with your 

international partner schools impacted on: 

a) Curriculum and pedagogy  
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b) Classroom and behaviour management  

c) Assessment practices 

d) Promoting well-being of learners 

e) Inclusion of students with special needs  

 

FGD 1: I borrowed interactive pedagogies from the international partners in practical 

subjects like textile designing and wood technology. I brought e-learning resources on 

Science subject, for example, where some students dramatize the flow of oxygenated and 

some do the de-oxygenated blood cells, going around as the teacher gives instructions. The 

teacher gives an instruction of the person excising and the learners go faster and again of a 

person relaxing they would go slower. When I came back, I shared it with our science 

department, we gave them DVDs from our partners in Uganda and UK. The students enjoy 

the use of multimedia and interactive pedagogies. I strongly agreed that there had been 

changes in student attitudes and behaviour due to the introduction of different teaching 

techniques. The use of questioning styles and empowering students with more ownership 

over their learning made them more curious and inquisitive in the classroom. Students were 

now more reflective about their learning and tended to ask more questions. Such teaching 

methods made students more active and involved in classes. The week-long visit by the 

UK teachers helped us a school to shape our Student Executive Council elections.  Students 

led the elections which saw them gaining significant insight to the concept of citizenship. 

The purpose of a Student Executive Council was to give students an opportunity to develop 

leadership by organizing and carrying out school activities and service projects.  

FGD 2: I use a wide range of creative activities, including role-play exercises, imaginative 

scenarios or thinking through topics from multiple perspectives which I learnt from the 

Creativity and imagination courses. In addition I use songs to help students think creatively 

and learn more effectively, with one  teacher  getting  students  to  compose  their  own  

songs  around  different learning areas. since I employ core skills, I have realised an 

improvement in the motivation of students through techniques like projected based learning 

which promotes co-construction of knowledge, for example, in the teaching of agriculture 

topic, pests and weeds. I facilitated the students to research on the various pests and weeds 
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in the school garden and at home. Some collected in groups the various pests and weeds 

for naming and describing their effects. Solutions on how best to control them were 

discussed in pairs then in groups by the students. During class feedback the students and 

the facilitator corrected wrong assumptions on pests and weeds. I was impressed by a CCP 

leadership course that included visually impaired students from her school. it was a great 

honour that the British Council rolled out the training with a mix of the visually impaired 

students and the able-bodied. It was a first for me and the school. I discovered that the 

children were so enthusiastic and cooperative as they managed to come out of their shells 

through the high interactions with the able-bodied students from other schools. 

 

From the Core Skills you have acquired, what has been the impact on students regarding: 

a) Citizenship  

b) Critical thinking and problem solving 

c) Communication and collaboration 

d) Student leadership 

e) Digital literacy  

f) Creativity and imagination.  

 

FGD 2: From the Critical thinking and problem-solving course, the art of questioning was 

an important take-away technique for me in facilitating deeper learning in students. There 

was an understanding of the need to use ‘open’ questions in class, also referred to as 

‘thought-provoking questions’, or ‘non-routine questions.’ I am now including more open 

questions that aim to answer the ‘how’ and ‘why’, whereas before they might have focused 

more on the ‘what’.  Alongside this, I have moved away from lecturing and mainly closed-

questioning practices that encourage memorization or superficial learning of material. 

From the Communication and collaboration course, I learnt that the group activities were 

an opportunity for students to develop their confidence, since discussion activities meant 

that students were able to share their ideas with each other and develop their own 

knowledge before sharing with the teacher. In terms of Digital literacy, I believe that it 

plays an important role in developing the interests of the students in different subjects. 
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Digital literacy lights up the learning environment, enhances the effectiveness of 

information presentation and stimulates students’ learning interests through appropriate 

multimedia, especially graphics and animation. I would like to say that digital literacy is a 

good source of enjoyment, enthusiasm, motivation and professionalism for students 

 

3. Tell me about the challenges you have faced in embedding the core skills in the teaching 

and learning?  

 

FGD 1: Well, the major problem is that of time. Core skills involve deep learning hence the 

idea of rushing to complete the syllabus falls away. I encounter challenges with the use of 

open-ended techniques. To begin with, the technique is viewed as a timewaster and causing 

difficulties in coordinating huge classes because of the way in which the school timetables are 

structured. Our Head teacher insists on completing the syllabus given that the education system 

is exam oriented. In such circumstances, I am discouraged to shun a time-consuming method 

of teaching that could slow down the completion of syllabi. With school partnership, one of 

the hurdles was that of getting a wider buy-in from fellow teachers as those who did not take 

part in the exchange visits shunned the implementation of the projects. In some instances, 

getting support from the head teacher was a mammoth struggle as the projects preferred 

teachers who are less busy to become partnership coordinators. The Head teacher forced to go 

for exchange visits thus leaving behind us teachers who were directly involved with the 

projects on the ground. As soon as the Head teacher came back from international visits, they 

would find themselves very busy with school administration tasks. The Head eventually 

abandoned CCP thus causing the programme to come to a standstill.  

FGD 2: I perceived CCP as an ‘add-on’ rather than part of the curriculum. It is because of the 

way it was introduced to the school by my Head. My Head did not actually like it, maybe 

because he did not fully understand CCP. CCP was supposed to be embraced by the whole 

school but since it was viewed as an extra-burden some of my colleagues viewed it as an extra-

curricular activity. As a result, the whole schools could not benefit as expected. As for me, the 

different educational priorities and interests and cultural misunderstandings that happened in 

our partnership affected the smooth flow of CCP. Our UK partners seemed to want to push 
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their selfish priorities without giving us room to feed into the joint-curriculum programme 

design. In as much as CCP was an equity-based project, I somehow found myself with lesser 

negotiation power to strike a balance in terms of choosing the joint-curriculum projects. 

International partnership thrives on effective communication and limited access to technology 

for reliable communication. My school has unreliable connectivity and that hindered progress 
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APPENDIX 4: AUTHORISATION LETTER TO CONDUCT RESEARCH IN 

ZIMBABWE 
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APPENDIX 5: PERMISSION LETTER FROM HARARE HIGH SCHOOL 
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APPENDIX 6: PERMISSION LETTER FROM MUREWA PRIMARY SCHOOL 
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APPENDIX 7: ETHICAL APPROVAL 

 

 

 

Approval Notice 

New Application 

 

 

08-Feb-2017 

Mukwacha, Simbarashe SE 

 

   Proposal #: SU-HSD-003780 

Title: Global Citizenship Education for Zimbabwean teachers: The Case of Connecting 

Classrooms Programme 

 

Dear Mr Simbarashe Mukwacha, 

 

Your New Application received on 07-Dec-2016, was reviewed 

Please note the following information about your approved research proposal: 

 

Proposal Approval Period: 08-Feb-2017 -07-Feb-2020 

Please take note of the general Investigator Responsibilities attached to this letter. You may 

commence with your research after complying fully with these guidelines. 
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Please remember to use your proposal number (SU-HSD-003780) on any documents or 

correspondence with the REC concerning your research proposal. 

Please note that the REC has the prerogative and authority to ask further questions, seek 

additional information, require further modifications, or monitor the conduct of your research 

and the consent process. 

 

Also note that a progress report should be submitted to the Committee before the approval 

period has expired if a continuation is required. The Committee will then consider the 

continuation of the project for a further year (if necessary). 

 

This committee abides by the ethical norms and principles for research, established by the 

Declaration of Helsinki and the Guidelines for Ethical Research: Principles Structures and 

Processes 2004 (Department of Health). Annually several projects may be selected randomly 

for an external audit. 

 

National Health Research Ethics Committee 

(NHREC) registration number REC-050411-032. We 

wish you the best as you conduct your research. 

If you have any questions or need further help, please contact the REC office at 218089183. 
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Investigator Responsibilities 

Protection of Human Research 

Participants 

 

 

Some of the general responsibilities that investigators have when conducting research involving 

human participants are listed below: 

 

1. Conducting the Research. You are responsible for making sure that the research is 

conducted according to the REC approved research protocol. You are also responsible for the 

actions of all your co-investigators and research staff involved with this research. You must 

also ensure that the research is conducted within the standards of your field of research. 

 

2. Participant Enrolment. You may not recruit or enrol participants prior to the REC 

approval date or after the expiration date of REC approval. All recruitment materials for any 

form of media must be approved by the REC prior to their use. If you need to recruit more 

participants than was noted in your REC approval letter, you must submit an amendment 

requesting an increase in the number of participants. 

 

3. Informed Consent. You are responsible for obtaining and documenting effective 

informed consent using only the REC-approved consent documents, and for ensuring that no 

human participants are involved in research prior to obtaining their informed consent. Please 

give all participants copies of the signed informed consent documents. Keep the originals in 

your secured research files for at least five (5) years. 

 

4. Continuing Review. The REC must review and approve all REC-approved research 

proposals at intervals appropriate to the degree of risk but not less than once per year. There is 

no grace period. Prior to the date on which the REC approval of the research expires, it is your 

responsibility to submit   the continuing review report in a timely fashion to ensure a lapse 

in REC approval does not occur. If REC approval of your research lapses, you must stop new 
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participant enrolment, and contact the REC office immediately. 

 

5. Amendments and Changes. If you wish to amend or change any aspect of your research 

(such as research design, interventions or procedures, number   of participants, participant 

population, informed consent document, instruments, surveys or recruiting material), you must 

submit the amendment to the REC for review using the current Amendment Form. You may 

not initiate any amendments or changes to your research without first obtaining written REC 

review and approval. The only exception is when it is necessary to eliminate apparent 

immediate hazards to participants and the REC should be immediately informed of this 

necessity. 

 

6. Adverse or Unanticipated Events. Any serious adverse events, participant complaints, and 

all unanticipated problems that involve risks to participants    or others, as well as any research 

related injuries, occurring at this institution or at other performance sites must be reported to 

Malene Fouch within five 

(5) days of discovery of the incident. You must also report any instances of serious or 

continuing problems, or non-compliance with the RECs requirements for protecting human 

research participants. The only exception to this policy is that the death of a research 

participant must be reported in accordance with the Stellenbosch Universtiy Research Ethics 

Committee Standard Operating Procedures. All reportable events should be submitted to    the 

REC using the Serious Adverse Event Report Form. 

 

7. Research Record Keeping. You must keep the following research related records, at a 

minimum, in a secure location for a minimum of five years: the REC approved research 

proposal and all amendments; all informed consent documents; recruiting materials; 

continuing review reports; adverse or unanticipated events; and all correspondence from the 

REC 

 

8. Provision of Counselling or emergency support. When a dedicated counsellor or 

psychologist provides support to a participant without prior REC review and approval, to the 

extent permitted by law, such activities will not be recognised as research nor the data used 
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in support of research. Such cases should be indicated in the progress report or final report. 

 

9. Final reports. When you have completed (no further participant enrollment, 

interactions, interventions or data analysis) or stopped work on your research, you must 

submit a Final Report to the REC. 

 

10. On-Site Evaluations, Inspections, or Audits. If you are notified that your research will 

be reviewed or audited by the sponsor or any other external agency or any internal group, you 

must inform the REC immediately of the impending audit/evaluation. 
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APPENDIX 8: CONSENT FORM TEACHERS 

 

 

 

 

STELLENBOSCH UNIVERSITY 

CONSENT TO PARTICIPATE IN RESEARCH 

Dear Teacher,  

 

My name is Simbarashe Mukwacha and I am a PhD (Curriculum Studies) student. I would like 

to invite you to participate in a research project entitled “Global Citizenship Education for 

Zimbabwean teachers: The Case of Connecting Classrooms Programme.” 

You are asked to participate in a research study conducted by Simbarashe Mukwacha, from the 

Education Department at Stellenbosch University. The results will be contributed to research 

paper/s. You were selected as a possible participant in this study because of your participation in 

the British Council Connecting Classrooms Programme. 

 

1. PURPOSE OF THE STUDY 

 

This is a qualitative phenomenological study describing how teachers directly involved on the 

Connecting Classrooms Programme reflect upon their experiences and perceptions, curriculum 
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and method of instruction in relationship to ‘Global Citizenship.’ The researcher gives an account 

of the nature of a phenomenological approach analyzing the curriculum to provide context for the 

interview data and describe interview data collection and methods of analysis.  The present study 

also encourages the participating teachers to describe and take action to promote learning with 

regards to Global Citizenship. The study seeks to explore how Global Citizenship Education can 

contribute to enrich Zimbabwe’s education system through informing and stimulating national 

conversations around curriculum review. 

 

2. PROCEDURES 

 

If you volunteer to participate in this study, we would ask you to do the following things: 

The teachers will be asked to describe global citizenship and how their definitions inform their 

curriculum and pedagogy.  The researcher will collect data from teachers in their personal 

classroom settings.  Teachers will provide information which will be used to convey what has been 

learned about the phenomenon. Small-group interviews/discussions will be conducted in the 

ethnographic tradition, eliciting qualitative information about respondents’ perceptions pertaining 

to the issues under investigation. The study contains other common characteristics found in 

qualitative research as described by Merriam (1998): for instance, the sample selection of 

participants in the research is non-random, but purposeful and small.    

The questionnaire is designed to be completed either by the respondent alone (e.g. as a takeaway 

questionnaire) or as a structured interview with the researcher. 

The research is qualitative using an interpretative paradigm. The case study method will be used 

to delineate the context of the study for data collection purposes. The relevance of a case study, in 

this research, is that it will allow the researcher to strive towards a comprehensive understanding 

of how participants relate to and interact with students in a classroom and how they make meaning 

of the teaching and learning of Global Citizenship. To conduct an in-depth study of how Global 

Citizenship is embedded and learned within a school setting.  

  

Stellenbosch University  https://scholar.sun.ac.za



 

331 

 

1.Relevant documents 

Participant: Official documents, readers and students’ portfolios. 

Aim: Using a discourse analysis approach (Fairclough and Wodak, 1997), I systematically 

reviewed the curriculum document by the Ministry of Primary and Secondary Education. I first 

reviewed the generic goals and objectives, looking for recommendations regarding information 

about global issues, skills that enable appropriate thinking and action, and attitudes that foster 

responsible global citizenship. I looked for approaches, skills and values that inform and guide the 

teachers on how to teach Global Citizenship in class. I sought to see how often, and which 

strategies and tactics are given as activities in the learners’ portfolios.  

 

2.Individual interviews 

Participants: Teachers from the schools that will be observed. 

Aim: Each participant will be interviewed once in a one-on-one, in-depth interview, lasting 

approximately 45 minutes each. The in-depth interviews will be audio recorded and conducted in 

the school setting at times convenient for each participant and the school.  

 

3.Focus group 

Participants: Directly involved teachers in the Connecting Classrooms programme (Link teachers) 

of the Connecting Classrooms project. 

Aim: To investigating how Link teachers define global citizenship and how these teachers utilize 

their personal definitions of global citizenship to shape their curriculum within their classrooms. 

The study enables participating teachers the opportunity to reflect upon their perceptions, 

curriculum, and pedagogy as it relates to Global Citizenship in the natural classroom/school 

setting.  
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4.Classroom observation 

Participants: link teachers on the Connecting Classrooms programme. 

Aim: To observe lessons and point at the instances that reflects Global Citizenship in the 

curriculum and the school ethos. To make the teachers reflect on the implementation of Global 

Citizenship in the teaching and learning. The researcher will explore the participant’s views about 

their roles and responsibilities for preparing students to become global citizens.  The research her 

will look at the challenges the participants considers being the most significant in preparing 

students to become global citizens. 

Voluntary participation 

The teachers will be given informed consent letters to sign allowing the subjects to participate in 

the research. The informed consent letters state that all the participants have the right to withdraw 

from the study and the researcher will explain again to the participants about their rights to 

withdraw from the study if their rights are violated. The researcher guarantees informed consent, 

openness and honesty and intends to disseminate the publications to participating teachers.   

3. POTENTIAL RISKS AND DISCOMFORTS 

No risks  

 

4. POTENTIAL BENEFITS TO SUBJECTS AND/OR TO SOCIETY 

A study of this nature intends to contribute to existing knowledge that is currently inadequate. As 

the Government of Zimbabwe and others have observed, there is a dearth of information on 

curriculum review in order for it to responsive to emerging global trends. New cross-curricular 

dimensions and cross-disciplinary subjects are emerging hence the need to integrate them through 

a curriculum review thus reducing curriculum overload. The study seeks to explore how Global 

Citizenship Education can contribute to enrich Zimbabwe’s primary and secondary education 

system through informing and stimulating national conversations around curriculum review. By 

according the teachers this opportunity to reflect on their role in preparing students to become 

global citizens and providing insight into factors they may wish to investigate for the purposes of 
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preparation, the teachers will further sharpen and deepen their knowledge about Global Citizenship 

as they share best practices and learn from the cross-pollination of ideas.  

 

5. PAYMENT FOR PARTICIPATION 

No incentives will be used to avoid bias and to promote voluntary participation.  

 

6. CONFIDENTIALITY 

 

Any information that is obtained in connection with this study and that can be identified with you 

will remain confidential and will be disclosed only with your permission or as required by law. 

Confidentiality will be maintained by means of, the information that you are being asked to provide 

will only be used for the purposes of this research and will be treated confidentially. 

You are free to decide not to participate in this research or to withdraw at any time without 

affecting your relationship with the researcher or Stellenbosch University.  

These interviews will be audio recorded to ensure the accuracy of the collected information and 

all interviews will be transcribed into a written record. You would be able to ask the interviewer 

to turn off the audio recording equipment at any time during the interview. 

The researcher guarantees confidentiality of data as it is the norm in the research. Your name or 

school name will not be used in the dissertation dissemination process; rather it will only be known 

to the researcher. Pseudonyms will be used for participants (i.e. Teacher 1, Teacher 2, and so on). 

Written transcripts will be stored in a locked filing cabinet in the home of the researcher for one 

year following the completion of the study. The audio transcripts will be destroyed once the 

transcription process has been completed and a written record is produced and you are confident 

that the written transcript accurately reflects your comments during the interview. There are no 

other known risks/discomforts associated with participating in this study. 
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7. PARTICIPATION AND WITHDRAWAL 

 

You can choose whether to be in this study or not.  If you volunteer to be in this study, you may 

withdraw at any time without consequences of any kind.  You may also refuse to answer any 

questions you don’t want to answer and remain in the study. The investigator may withdraw you 

from this research if circumstances arise which warrant doing so.   

 

8. IDENTIFICATION OF INVESTIGATORS 

 

If you have any questions or concerns about the research, please feel free to contact: 

Simbarashe Mukwacha, +263772294735, No. 16 Cork Rd, Belgravia, Harare, 

nenyashanashe@gmail.com  

 

  RIGHTS OF RESEARCH SUBJECTS 

You may withdraw your consent at any time and discontinue participation without penalty.  You 

are not waiving any legal claims, rights or remedies because of your participation in this research 

study.  If you have questions regarding your rights as a research subject, contact Ms Maléne Fouché 

[mfouche@sun.ac.za; 021 808 4622] at the Division for Research Development. 

 

SIGNATURE OF RESEARCH SUBJECT OR LEGAL REPRESENTATIVE 

 

The information above was described to me ……………………………………………………….. 

by Simbarashe Mukwacha. I ……………………………………………………. in command of 

this language or it was satisfactorily translated to me. I was given the opportunity to ask questions 

and these questions were answered to my satisfaction.  
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[I hereby consent voluntarily to participate in this study. I have been given a copy of this form. 

 

________________________________________ 

Name of Subject/Participant 

 

__NA______________________________________ 

Name of Legal Representative (if applicable) 

 

________________________________________   ______________ 

Signature of Subject/Participant 

or Legal Representative 

 Date 

 

 

SIGNATURE OF INVESTIGATOR  

 

I declare that I explained the information given in this document to __________________ [name 

of the subject/participant] and/or [his/her] representative ____________________ [name of the 

representative]. [He/she] was encouraged and given ample time to ask me any questions. This 

conversation was conducted in [Afrikaans/*English/*Xhosa/*Other] and [no translator was 

used/this conversation was translated into ___________ by _______________________]. 

 

________________________________________  ______________ 

Signature of Investigator     Date 
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