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ABSTRACT

As we embark upon the 21st century, the world is becoming increasingly
interconnected. Yet, despite increasing globalization, educational systems are not
reflecting this phenomenon. The overwhelming majority of countries, including the
United States, still emphasize nationalistic curricula (Parker, 2008; Tye, 2009). Global
education is a movement whose supporters advocate an education reflecting the push
towards globalization by providing students with the components necessary to live and
thrive in an increasingly interconnected world system. Global educators have a common
bond as advocates that a global perspective needs to be developed in the classroom. The
degree to which this is being done is unknown. Further, how a global educator is
prepared and formed is unknown. Unfortunately, there is a lack of research in global
education (Gaudelli, 2003).

Personal experiences have a major influence to what a teacher attributes his or her
beliefs and values (Lincoln, 2005), and this is an area of study that has not been examined
in global education. Using a mixed-methods design that includes a background survey, a
global-mindedness survey and interviews would provide a better understanding of what
self-identifying global educators attribute their global-mindedness. By presenting a rich
account of the perspectives of high school social studies teachers who are involved with a

global education initiative, social studies teacher education programs can gain insight
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about providing the best preparation that will lead to teacher candidates gaining the skills
necessary to teach from a global perspective

The case study presented here consisted of 2 surveys, multiple interviews, and
examination of program documents. Analysis resulted in 8 themes identified by the
participants as being attributed to the development of a global perspective: (a) family, (b)
exposure to diversity, (c) minority status, (d) curious disposition, (e) global education
courses, (f) international travel, (g) having a mentor, and (h) professional service.
Additionally, the themes were perceived to influence curricular decision making by
providing strategies, resources, and empathy towards students.

The participants’ perspectives have implications on social studies teacher
education programs and future research. These implications include the types of
instructional methods, themes, and global dimensions that should be addressed in teacher
education programs. Future research should focus on issues underlying the nature of
global education courses being taught in social studies teacher education programs, the
teaching methods being used by graduates of those programs, and further analysis on

emerging themes perceived to be critical in developing a global perspective.



CHAPTER 1:

INTRODUCTION

The history of American education is a story of curriculum
expansion. (B. B. Tye & Tye, 1999, p. 1)

Introduction

For 2 years my wife and | lived in Suriname, South America, as Peace Corps
volunteers. During our time in Suriname, we resided in the rain forest village of
Tapoeripa, which was inhabited by descendents of runaway African slaves who still held
onto many of their traditional customs and beliefs. Oftentimes, it had the look and feel of
the old exotic Africa of my mind. Tall walls of pristine jungle flora guarded either side of
the river while local women washed clothes and dishes on rocks at the river’s edge. The
information age had not yet made it to the Surinamese interior and phone lines were
nonexistent, except for the one cell phone at the police station that worked only
occasionally and was about a 5-kilometer walk away from the village. In 2000, after 2
years away, | returned to the United States with what | perceived to be a heightened
awareness of other cultures, a greater tolerance of others, and an interest in world events.
Soon after, | began teaching high school social studies and these new perspectives had a
profound influence on my curricular decision making. In 2004, | started a doctoral
program in social science education and was introduced to an area of study, global
education, that provided me with a title to an ideology I felt was important to develop in

students.



| have been introduced to some invaluable teaching methods for incorporating
global education in the classroom through teacher education coursework, but ultimately
when | reflect upon what brings me to this study, I find that 1 come back to my time in
Suriname. Although | had not yet been formally introduced to global education, my time
as a Peace Corps volunteer was a major influence on how | attempt to instill in my
students the skills necessary to thrive in a globalized world. Clearly, | agree with Lincoln
(2005) that personal experiences have a major influence on to what one attributes his or
her beliefs and values. Yet, this is an area of study that has not been explored in global
education. The research described herein is a case study that explores the factors to which
self-identifying global educators attribute their global-mindedness.
Rationale

Globalization has been gaining momentum in the mainstream curriculum, in part
because of the popular writings of Thomas Friedman. Friedman first discussed the topic
of globalization in depth in The Lexus and The Olive Tree (2000). He argued that the
Cold War was replaced by globalization as the predominant international system. In
Friedman’s book, the Lexus represents the drive for improvement, prosperity, and
modernization as it is played out in today’s world. Specifically, it represents global
markets, financial institutions, and computer technologies. The olive tree represents
systems that identify individuals and locate people in this world; they may be family,
community, a tribe, a culture, or a religion. The challenge for both governments and
individuals is to find a healthy balance between the Lexus and the olive tree.

Thomas Friedman’s more recent publication, The World is Flat: A Brief History

of the Twenty-first Century (2005), further popularized the concept of globalization.



Globalization affects everything from the money people earn to the food they eat. For
example, the asparagus a United States citizen buys at the grocery store may come from
Ecuador, which may use pesticides that are a danger to a human’s health. As a result,
suddenly the government’s stance towards others has to be taken into consideration by
citizens. De Blij (2005) argued that the world is functionally shrinking and has five
interconnected systems: economic, environmental, political, cultural, and technological.
The scale with which these systems are transforming through many modern societies is
unprecedented (Kennedy, 2007). As a result, globalization has the possibility of
expanding the critical, imaginative, and ethical dimensions of education (Heilman, 2009).
Students need to understand these global interconnections if they are going to be take
advantage of the opportunity to attain their full potential (K. A. Tye, 2009) and develop
the skills that will enable them to participate fully in society at the local, national, and
international levels. If our educational system fails to do this, students run the risk of not
being economically competitive, culturally intolerant, geographically illiterate, and
environmentally unaware. This ultimately will not only negatively influence our students’
future, but also it runs the risk of having an adverse affect on the country (Zakaria, 2008),
because if a significant proportion of the population cannot compete in an interconnected,
globalized economy in which new skills and knowledge sets are critical, the country’s
economy will ultimately feel the strain, through the effect of factors such as a lower
standard of living, increased unemployment, and lower wages.
Purpose of the Study
Unfortunately, global issues, such as human rights, the environment, and

citizenship are, for the most part, not major components of the curriculum in United



States K-12 public schools (K. A. Tye, 1999) and global issues are still not well
integrated into most teacher preparation programs (Zong, 2009). Although there have
been several important studies that have examined global-mindedness in teachers (see,
for example, Gaudelli, 2003; Duckworth, Levy, & Levy, 2005; Merryfield, 2007; K. A.
Tye, 1999), no research has been conducted on how these teachers perceive they
developed their global-mindedness (Ukpokodu, 2006). Using attribution theory, this case
study explores the question, How do teachers perceive and explain their development of a
global perspective? The data collected seek to answer the question, How do teachers
perceive their constructed global-mindedness impacts their curricular decision making?
Ultimately, this study aspires to add to the systematically gathered evidence guiding
teacher education programs in their incorporation of global education for the purpose of
informing educational policy and administrative practice.
Statement of the Problem

Making good citizens and neighbors is generally recognized as the goal of social
studies among most educators (Thornton, 2005). That being the case and arguing the
assumption articulated previously that we now live in a globally interdependent world, it
seems reasonable to presume that students would be well served by acquiring skills that
will enable them to participate fully in a globalized world. Unfortunately, at the same
time we are living in a globally interconnected society, our youth are getting the majority
of their global education from the media (Hahn, 1998; Cortes, 2005), which often feeds
into previously held stereotypes (Cortes, 2005). Therefore, to incorporate a global-
mindedness in K-12 students, it would seem reasonable to assume teacher education

programs need to be incorporating a global-mindedness in future educators.



A growing amount of research indicates that the decisions teachers make and
work that they do is based on their perspectives and thinking (Ukpokodu, 2006);
therefore, research that examines to what teachers attribute their global-mindedness is
warranted in the corpus of knowledge associated with global education. These are the
research questions of this study, which if not addressed, are likely to continue impeding
K-12 students’ growth in gaining the skills necessary to live and thrive in a globalized
world. The research problems are as follows:

1. We do not know the factors to which global educators attribute the acquisition

of their global-mindedness.
2. We do not know how a global educator’s attribution of his or her constructed
global-mindedness affects his or her curricular decision making.
Theoretical Framework

One aspect of global education consists of understanding perspectives that have
previously been unfamiliar or are not held by that person or culture. As a result, so that
the ensuing literary work stays true to the nature of global education, the reader would be
properly served to be made aware of my theoretical perspective. The theory that drives
this research, specifically the interview questions on perspectives of developing a global-
mindedness, is attribution theory, which studies how people explain events taking place
in their lives (Bruning, Schraw, Norby, & Ronning, 2004). According to Bernard Weiner
(1986), when applying attribution theory to achievement, an individual will evaluate his
or her success or failure and have an affective response to this appraisal. The individual
will then ask, “What caused this outcome?” and will use these causal ascriptions to

determine future behaviors. While this analysis does not occur after all events, it is most



likely to occur after negative, unexpected, or important outcomes, the latter being a
category in which I would categorize the outcome of gaining global-mindedness.

Attribution responses vary along three causal dimensions. The first dimension is
locus of causality, which defines the cause of an outcome as either internal or external to
the individual. The second dimension is stability. This dimension captures whether
causes change over time and is usually linked with a person’s success expectancy. If
success is attributed to a relatively stable trait, such as ability or knowledge, it seems
reasonable that past success would be repeated. In contrast, if success is attributed to
highly unstable causes, such as luck, there is little reason to believe that success will
occur again. The third dimension is controllability, which contrasts causes that can be
controlled, such as effort or the ability to exert influence over someone’s decision
making, from causes one cannot control, such as chance and the action of others outside
of our sphere of influence.

According to Weiner (1986), there is a strong correlation between self-concept
and achievement; therefore, in applying this concept to this study, | attempted to
determine the causes to which a global educator may attribute his or her acquisition of
global-mindedness. For example, if a global educator is more likely to attribute the
development of global-mindedness to being an inherent trait that remains relatively stable
over time and over which the person has little control rather than focusing on the types of
courses he or she may have taken it may be more beneficial for teacher educator
programs to focus on the recruitment process. On the other hand, if global educators are
more likely to attribute the development of their global-mindedness to their effort as the

result of external factors that are stable, such as taking a structured university course in



which they are involved in moderated online threaded discussions with members from
other cultures or designed to challenge their cultural perceptions, teacher educator
programs may gain a valuable insight into the type of curriculum to develop for teaching
global education.

Research Questions
The research questions are as follows:

1. How highly do teachers participating in a global education curriculum project
score on the Hett Global-mindedness Survey (Hett, 1993)?

2. To what do self-identified globally minded teachers attribute the development
of a global perspective?

3. Is there a relationship between what self-identified global educators attribute
the development of their global perspective to and how they scored on the
Hett Global-mindedness Survey (Hett, 1993)?

4. How might the background of a teacher (e.g., travel experience, languages
spoken) influence to what the teacher attributes his or her development of
global-mindedness?

5. How do teachers perceive their curricular decision making is influenced by
that to which they attribute their constructed global-mindedness?

Overview of Study
The research questions were answered using data collected from three
instruments: a teacher background questionnaire, survey, and interviews. The teacher
background questionnaire (Appendix B) was adapted from Barbara Tye and Kenneth

Tye’s (1998) study. It was used in conjunction with the interviews to help the researcher



answer Research Question 4: “How might the background of a teacher (e.g., travel
experience, languages spoken) influence to what they attribute their development of
global-mindedness?”

The survey instrument, the Hett Global-Mindedness survey (Appendix C), was
utilized to determine which participants to interview. In addition, after completing the
interviews, | used the Hett Global-mindedness Survey to help answer Research Question
1: “How highly do teachers participating in a global education curriculum project score
on the Hett Global-mindedness Survey?” and Research Question 3: “Is there a
relationship between what self-identified global educators attribute the development of
their global perspective to and how they scored on the Hett Global-mindedness Survey?”
The interviews followed a semistructured format. Interview participants were each
interviewed twice to help answer Research Question 2: “To what do self-identified
globally minded teachers attribute the development of a global perspective?” and
Research Question 5: “How do teachers perceive their curricular decision making is
influenced by that to which they attribute their constructed global-mindedness?”

Assumptions

The following assumptions guided the researcher’s study:

1. Having a global perspective can better prepare students to live in a globally

interdependent world.

2. There is a global perspective and it can be developed.

3. People can articulate how they developed a global perspective.

4. Incorporating global perspectives into teacher programs will ultimately

translate into global perspectives in K-12 students.



Definition of Terms

There are some operational definitions of concepts, which are critical to the
understanding of this dissertation. They are outlined below.

Global education. Learning about other people, countries, and cultures, as well as
the learning of knowledge, skills, values, concepts, and ideas from a global perspective.

Global educator. For the purpose of this dissertation, it is defined as an educator
who feels it is important to incorporate a global perspective in his or her curriculum using
pedagogy that engage learners in real-world issues with a goal of enhancing students’
learning, academic performance, and workforce preparation.

Self-identified global educator. For the purpose of this dissertation, it is defined as
a social studies instructor who participated in the Global Schools Project and feels it is
important to incorporate a global perspective in his or her curriculum using pedagogy that
engages learners in real-world issues with a goal of enhancing students’ learning,
academic performance, and workforce preparation.

Global perspective. For the purpose of this dissertation, five dimensions of a
global perspective are synthesized from the review of the literature on global education.
These five dimensions are as follows:

e Intercultural awareness. Understanding the uniqueness of the individual and

culture.

e Globality. Awareness of world conditions, trends, interconnections, and

unanticipated consequences of human actions.
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e Service learning. Process of learning and developing through active
participation in organized service experiences that meet community needs
both locally or globally.

e Global citizenship skills. Skills needed to work in a globalized world.

e Social justice. Analyzing the issues of power structure arrangements and the
fair distribution of advantages, assets, and benefits among all members of a
society.

Global-mindedness. Seeing oneself as being interconnected with the world
community and feeling a sense of responsibility for members of that community. The
commitment is reflected in the individual’s attitudes, beliefs, and behaviors.

Curricular decision making. The choices made about the type of content and
instructional materials incorporated in the academic courses being taught.

Resources. A source of information from which teachers can draw to facilitate
student learning such as artifacts, teaching materials, and gained knowledge on a subject.

Strategies. The plan of instruction or methods designed to achieve a particular
educational goal.

Limitations

| have attempted to minimize the limitations, but due to the approaches to
research and the small sample size, there are some limitations that may affect the ability
to generalize this study to other global educators. First, the participant teachers’
awareness of the study may influence them to choose answers that may distort the
findings of the study. Another limitation is, due to convenience, the findings will be

limited to global educators from a small segment of social studies instructors in the
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Tampa Bay area of Florida; therefore, the study may not be generalizable to other global
educators in other regions of the United States or world. Because of these limitations and
the unique composition of the instructors, application of the results to global educators
elsewhere should be done with caution.
Implications of the Study

The researcher assumes that an implication of this research will be that preservice
teacher programs can become better equipped in preparing preservice teachers to
incorporate a global perspective in the classroom. For example, learning to what people
who are global-minded attribute that quality will help teacher educator programs focus on
those qualities that can be developed through education and align programs with those
qualities. It will also help teacher education programs identify the kinds of background
experiences they might look for in selecting teacher candidates where helping students
develop a global perspective is perceived to be an important aspect of the program. As a
result, students will be more likely to develop the skills necessary to flourish in a world
increasingly less defined by nationalistic ideals, as the division of international and
cultural borders becomes less significant.

Overview of the Study

The review of the literature focuses on providing an overview of global education
with an eye towards establishing a congruent definition used by global educators in
academia. It is hoped that by doing this, the reader will gain a greater understanding of
what global educators are expecting of students. In addition, the review of the literature
presents a rationale for identifying global-mindedness in global educators with an

instrument discussed in the methods and procedure section (Chapter 3). The review of the
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literature also explores the major areas of research completed in global education to build
a rationale of the benefits of doing this study.

In the methods and procedure section, | present and justify a mixed method
design. Following that is an overview of the research protocol. Initially, the participants
took two surveys, a background survey and the Hett (1993) Global-mindedness Survey,
which was used to determine a global-mindedness score for each participant. Because
this is a case study, | conducted interviews on instructors who self-identify as global
educators to determine to what a global educator attributes his or her global-mindedness
and how this influences his or her curricular decision making.

In the final two sections of this dissertation, | begin with an analysis of the five
research questions by providing a rationale for emerging themes and subthemes that
emerged during the study. Upon completing an explanation of the analysis, a discussion
of the results as well as implications on social studies teacher education programs and

recommendations for future research is provided.
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CHAPTER 2:

REVIEW OF THE LITERATURE

If teachers are to teach global skills and concepts, they themselves
have to learn about and embody, a global perspective. (Martin-
Kniep, 1997, p. 101)
Introduction
The purpose of this study is the exploration of secondary social studies teachers’
attribution of the development of their global-mindedness and how global-mindedness
influences their curricular decision making. The review of the literature will clarify the
common use of the concept of globalization within global education, provide an overview
of global education through an examination of its evolving history, discrepant definitions,
critics, and explore further the five underlying dimensions common to many of the global
educators. This review will provide a basis of understanding what was perceived as
important by global educators in the dissertation study. Finally, research in global
education will be articulated to inform the reader of the current status of global education
and to provide a further rationale of why the dissertation study is pertinent to global
education scholarship.
Clarifying Globalization
The terms globalization and internationalization are often incorrectly used
interchangeably. Therefore, examination and critical analysis of the two concepts will be

explored. Jan Scholte (2000) distinguished the definition of globalization in the following

five ways:
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1. Interms of internationalization., global is an adjective to describe cross-border
relations between countries and globalization describes a predominance of
international exchange and interdependence.

2. In terms of liberalization, globalization refers to a process of removing
government-imposed restrictions on movements between countries, leading to
a world economy.

3. In terms of universalization, global means worldwide and globalization is the
process of spreading various objects and experiences to people throughout the
world.

4. In terms of Westernization, globalization is a dynamic whereby the social
structures of modernity, such as capitalism, are spreading throughout the
world and destroying preexistent and local cultures along the way.

5. In terms of supraterritoriality, globalization entails a reconfiguration of
geography, so that social space is no longer designed in terms of territorial
places, territorial distances, and territorial borders.

“Probably the most common usage in everyday language has conceived of
globalization as internationalization” (Scholte, 2000, p. 44). In fact, until the last decades
of the 20th century, when discussing issues that were worldwide in nature, the term
internationalism rather than globalization was usually applied (Scholte, 2000). The terms
globalization and internationalization often times get confused or substituted one for the
other. Contrary to their similarities, they are not one and the same. In the next few
paragraphs, | will differentiate between the two terms and their educational counterparts,

global education and international education. Globalization has been called both a subset
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of internationalization (Gutek, 1993) and a completely different perspective (Scholte,

2000).

International education, as it relates to teacher education, has had different

definitions and has emphasized different points historically. Gerald Gutek (1993)

outlined its historical emergence, which is listed as follows:

Comparative education has been referred to as “the period of travelers’ tales”
(Kubow & Fossum, 2007, p. 7). Similar to the way modern tourists share
stories about their travels, curiosity in unfamiliar lands prompted exploration.
People in these earlier periods shared observations about aspects of these
newfound cultures and societies, which included educational habits.

Foreign policy studies analyzed the policies of the various nations of the
world in terms of their relationship to one’s own countries’ interests. In this
method, students were expected to acquire a perspective of their own country
in relationship to other countries. Emphasis was limited to a focus on political,
military, and economic relationships.

Regional/area studies concentrate in an interdisciplinary way on a particular
region of the world.

International/development education emerged after World War Il. Western
countries provided assistance, including educational support, to “developing”
nations.

Peace education emerged as a result of the Cold War and buildup of nuclear

weapons.
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e International exchange programs promote the exchange of scholars across

countries.

e Global education is one of the newest approaches to international education.

e International business education is education for the multinational business

corporation.

Many in academia now assert internationalization to be too limiting a term when
compared to globalization because it fails to address the interconnectedness of
individuals, groups, and organizations across the world (Gaudelli, 2003). Jan Scholte
(2000) distinguished between the two concepts by identifying internationalism as being
embedded in territorial space and globalization transcending territorial space. In other
words, the former concept investigates cross-border exchanges over distance and the
latter concept focuses on trans-border exchanges without distance.

A theme many scholars discuss when referring to international education is the
preparation of students to be citizens, workers, and leaders in the interconnected world of
the 21st century (Kagan & Stewart, 2004). This definition lacks two concepts essential to
global education. The first one is perspective consciousness. Perspective consciousness is
the ability to recognize the existence of worldviews different from one’s own (Hanvey,
1976). The second concept international education lacks is the influence the legacy of
imperialism has had on the curricula (Merryfield, 2001). Essentially, global education
stresses interconnectedness while international education is more focused on learning
about other regions (Kelly, 2004). At best, the two concepts could be considered cousins,
but global education/globalization goes one step beyond international

education/internationalization.
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As the overview of global education in the following pages will attest, the most
common theme of these five broad definitions of globalization used by global educators
is supraterritoriality. This commonality is because globalization as supraterritoriality
refers to a far-reaching change in the nature of social space (Scholte, 2000). Each of the
other four definitions of globalization presumes society’s map is territorial.
Supraterritoriality challenges this territorialism perspective, which is a situation where
social geography is entirely geographical. Territorial boundaries, perceived in
supraterritoriality terms, are usually transcended and are therefore no longer an
impediment (Scholte, 2000). For example, talking with someone in another country and
using the Internet are supraterritoriality concepts of territoriality in globalization.

An Overview of Global Education

It is probably safe to say that there are nearly as many definitions
of global education as there are projects. (K. A. Tye, 1999, p. 38)

This section is divided into six sections. The first section displays conflicting worldview
camps of global educators. The second part reviews the beginnings of the global
education movement and is followed by a third section focusing on the review of the
post-Cold War-influenced global educators. The fourth section is an overview of global
education outside of the United States. The fifth section reviews the criticism that has
hindered the field. 1 end this section by providing a congruent definition of underlying
themes within global education.
Whose Global Education?

Essentially, global education is a value-laden concept (Tye & Tye, 1998). Steven
Lamy (1990) cited four interest communities with contending worldviews that seek to

influence and control global education programs in the United States. The first group is
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referred to as the neomercantilists. They have the most influence in the United States.
This group believes that global education should prepare citizens for participation in a
chaotic and competitive international system where self-interest rules and where chances
for cooperation are limited. They fear that presenting contending perspectives has the
danger of leading to long-term cooperation and the loss of sovereignty (Lamy, 1990).

The second group is called the communitarians. They have a pluralistic view and
examine global issues from the perspective of an international society of cooperation.
Communitarianism is the majority view of educators who support global education and
emphasizes many of the goals that will be discussed in the remaining sections of this
paper.

The third group is the utopian left, or what is known today as the neo-Marxists.
They seek to create a more equitable international system through the creation of socialist
systems in which power is decentralized and economic well-being, social justice, and
peace are dominant goals. The utopian left does not adhere to the pluralistic approach of
the communitarians.

The final interest group is the utopian right, or ultraconservatives. They believe
the purpose of global education should be to promote United States interests and build
overseas support for American ideals (Lamy, 1990). It appears that any current political
controversies that envelop global education are between the communitarians and the
stance held by the utopian right (Tye & Tye, 1998), which | would agree with because
promoting an agenda based upon one group’s interests and ideals can, arguably, carry

undertones of hegemony at its most extreme and misunderstandings or stereotypes at the
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very least. These actions are counter to participating in a community that depends upon
mutual understanding and cooperation with one another.

While the view of what global education should be may differ, there does seem to
be an underlying philosophical agreement within the field that it is both necessary and
attainable: Everyone is created equal, human behavior is culturally determined, everyone
possesses basic human rights, and global education has a moral purpose that all humans
should be tolerant of divergent values (Kirkwood, 2001a). In addition, there seems to be
an underlying sympathy towards Western world values among global educators. With so
many interest groups competing for the mantle of global education, what is the
predominant type of global education pedagogy in the field? To make that determination,
this review next explores the evolution of global education definitions.

The Pioneers

The November 1968 edition of Social Education, edited by Lee Anderson and
James Becker, arguably represents the birth of the global education field (Gaudelli, 2003;
Tye, 2009), because it was the first collection of writings to propose focusing on issues
that cut across national borders rather than studying nations individually. It was Robert
Hanvey (1976) who provided the field a baseline in defining global education. He did this
by describing five dimensions of a truly global citizen and provided a rationale for
helping students achieve an awareness of these dimensions. The five dimensions are as
follows:

1. Perspective consciousness is awareness that one’s world view is unique, and

often shaped by individual events that are in one’s subconscious. Realize that

each individual goes through this process.
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“State of the planet” awareness involves being aware of world conditions and
trends.

3. Cross-cultural awareness is the ability to perceive one’s own culture from
other vantage points, and being able to live in another culture as opposed to
simply have the ability to live with it.

4. Knowledge of global dynamics is awareness that the events in a world system
are interconnected and have unanticipated consequences.

5. Awareness of human choices is the ability to realize the problems of choice
from multiple perspectives and wide-range and long-range implications.

Hanvey (1976) believed even people not leaving the confines of their community

need to be globally aware, because they need to make sense of the rapid bombardment of
information they receive through technology. He argued that students have traditionally
not been taught about global issues that will have a profound effect on their lives and
only become aware of these matters when the media determines it is newsworthy. His
five dimensions of a global citizen may provide a good baseline in defining global
education, but nearly 35 years later, it still appears to be quite idealistic and there are still
too many definitional ambiguities within global education for it to be embraced by
teachers and society as a whole.

Due to his work in the seminal publication Schooling for a Global Age (Becker,

1979), James Becker, who edited the book, is often referred to as the father of global
education (Kirkwood-Tucker & Goldstein, 2007; Tye, 2009). In his chapter from
Schooling for a Global Age, Becker (1979) articulated the concern that an increasingly

interconnected world could lead to increased conflicts unless the education system keeps
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up with the changing world. He outlined the need to understand the repercussions of
human activity on the ecosystem, how technological forces are making humans more
interconnected, develop capacities from diversity, understand the views and be able to
identify with others who do not share the same value systems, and understand the
consequences of the unprecedented rate of change on an educational system that had not
made any significant changes since the beginning of the 20th century (Becker, 1979).

Lee Anderson (1990) presented a rationale for global education based upon three
reasons. First, he believed a growth of global interdependence is leading to an erosion of
Western dominance and a decline in American power and influence. Second, those
factors are globalizing the culture and economy of the United States. Finally, he stated
that these societal changes must lead to educational change because the educational
system is a by-product of society (Anderson, 1990).

Anderson (1990) stated there is an assortment of ways global educators are
attempting to address this need and globalize American education. Some of these ways
include improving the study of the core social studies subjects (i.e., world history, world
geography, and economics), presenting cross-cultural perspectives, and improving the
study of foreign languages. Others want to improve instruction about world problems
(i.e., human rights, world poverty); while others want to improve instruction on the
historically slighted regions of the world. As Anderson stated,

All these activities—and more—make up global education. To
globalize American education is to expand opportunities to learn
about the world beyond the borders of the United States, and to
learn about American society’s relationship to and place in the
larger world system. Finally, it means helping American students

to see things from the perspective of other people of the world.
(Anderson, 1990, p. 14)
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In addition, when discussing how one defines global education, Anderson emphasized it
is an ideology that is not content-bound:

Global education is not a domain of education that can be defined

in terms of a particular body of content, subject matter, or

discipline as we can do in the case of history education, science

education, geography education, math education, and so on.
(Anderson, 2000-2001, p. 1).

Willard Kniepp (1986) provided his own foundation for global education by
disclosing four topics necessary in the curriculum if it is to be considered global
education. These topics are the studying of human values, global systems, global issues
and problems, and studying global history. Jan Tucker (1990) believed that students
should gain a global education so they would be familiar with the global perspective in
which the actions of the U.S. take place. In addition, Tucker (1986) stated that education
for a global perspective includes, minimally, the following components:

e the ability to conceptualize and understand the complexities of

interdependence;

e aknowledge of world cultures and international events; and

e an appreciation of the diversities and commonalities of human values and

interests.

Chadwick Alger and James Harf (1986) stated that national borders should not
confine the student’s limits of knowledge and world history should stress the linkages
between people. Although it is diverse and highly decentralized, they advocated global
education being used in the classroom. They believed that the importance of global
education is that it goes beyond merely learning the names of places, people, and facts

outside of the United States. It entails students gaining the skills to be able to deal with
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the diversity of involvements they will have in the emerging global system and is a
necessary component for people to participate as citizens.

One of the prominent writings from the early global education movement was
Global Education: From Thought to Action, an anthology edited by K. A. Tye (1990) and
published by ASCD. Authors included in this book included such early prominent names
as Lee Anderson, Barbara Tye and Kenneth Tye, Steven Lamy, James Becker, Jan
Tucker, and Toni Fuss Kirkwood. They came to a consensus on the following definition
for their collaborative literary effort:

Global education involves learning about those problems and
issues that cut across national boundaries, and about the
interconnectedness of systems—ecological, cultural, economic,
political, and technical. Global education involves perspective
taking—seeking things through the eyes and minds of others—and
it means the realization that while individuals and groups may
view life differently, they also have common needs and wants. (K.
A. Tye, 1990, p. 5)
The New Wave

As the focus of global education has shifted from its Cold War influences, Merry
Merryfield and Angene Wilson (2005) pointed out that three related conceptions of the
early global educators still influence the new wave of global educators. First is the five
dimensions outlined by Robert Hanvey (1976). A second conception still formidable in
the global education literature of today is the emphasis on understanding local and global
conceptions. A final idea popularized by such scholars as Lee Anderson (1990), James
Becker (1990), and Chadwick Alger and James Harf (1986) still pertinent in today’s
global education literature is citizenship education for a global age. The definitions

supplied by Robert Hanvey and the majority of the early pioneers of global education

were predominately awareness-oriented. “As global education has come into the post-
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9/11 age, its researchers have become more numerous, its advocates come from a wider
political and social spectrum, and its needs are more important than ever” (Landorf, 2009,
p. 61). As a result, future global educators have built upon these early dimensions by
adding action orientations.

Merry Merryfield (2001), who is arguably the most prominent current global
educator, has been one of a new wave of global educators helping the field redefine itself
by moving beyond the long predominant global education ideology of the Cold War and
taking it into the 21st century, in which it is necessary for students to develop the skills to
communicate and cooperate in a multicultural world. Merryfield (2001) presented three
methods of updating global education to meet the 21st century’s needs. First, global
education needs to examine the origins and assumptions underlying the social studies
curricula. She argued the social studies curricula histories and literature are still being
influenced by an imperialist mentality. Global education should examine how histories
passed on under this imperialist tongue have become an unconscious aspect of a teacher’s
repertoire and therefore learned by the student. This imperialist-influenced curriculum
inevitably seeps into the students’ psyche, making the cycle continue from generation to
generation (Merryfield, 2001).

Second, students should understand the worldviews and experiences of people
who have traditionally been marginalized and underrepresented. Merryfield (2001)
provided three mechanisms that have the potential to remedy the situation. The initial
mechanism is known as double consciousness, which is a concept developed by minority
students to be able to look at themselves through the eyes of others. Double

consciousness is a survival skill that Caucasian people have not needed to develop in the



25

United States. This ability to see perspectives from both the mainstream and the
marginalized is an important characteristic of global education that needs to be developed
in all students.

Another mechanism used by Merry Merryfield to understand the marginalized
perspectives is a contrapuntal pedagogy (Merryfield, 2001). She stated that this is the use
of literature and histories offering counterpoints to create a new understanding of events,
which leads to an understanding of the underlying imperialism in education. The third
mechanism is the concept of decolonizing the mind (Merryfield & Subedi, 2006). This
mechanism helps the traditionally oppressed people become aware that their worldviews
today are still being influenced by the colonized perspective.

Merryfield’s (2001) final method of redefining global education is that teachers
and students should have the opportunity to have cross-cultural experiences. These lived
experiences will place people in different positions of power than they would normally
experience. These experiences also allow a person to see how the meaning of an event
can differ when the person is experiencing the situation.

In their book, Social Studies and The World: Teaching Global Perspectives,
Merryfield and Wilson (2005) provided an updated version of a global education
definition when they identified 11 elements that characterize a globally oriented social
studies curriculum, which include (a) local/global connections, (b) perspective
consciousness and multiple perspectives, (c) the world as a system, (d) global issues, (e)
power in a global context, (f) nonstate actors, (g) attention to prejudice reduction, (h)
cross-cultural competence, (i) research and thinking skills, participation in local and

global communities, and (j) use of electronic technologies.
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Graham Pike and David Selby (2000) established the following four dimensions

of global education as the core elements for any venture to be classified as global

education:

1.

4.

Issues dimension embraces five major problem areas (and solutions to them):
inequality/equality, injustice/justice, conflict/peace, environmental
damage/care, and alienation/participation.

Spatial dimension emphasizes exploration of the local-global connections that
exist in relation to these issues, including the nature of both interdependency
and dependency.

Temporal dimension emphasizes exploration of the interconnections that exist
between past, present, and future in relation to such issues and in particular
scenarios of preferred futures.

Inner dimension emphasizes the exploration of one’s own perspectives,

values, and worldviews.

Barbara Garii (2000) believed that as the divide in the international community

grows smaller, it is time for social studies curricula in the United States to develop a

global view. She discussed how U.S. social studies curricula could be changed to include

the perspectives of other cultures by contending that the American curriculum is

shortsighted and should be replaced with a global perspective. Garii argued that teaching

from a global perspective provides students with the opportunity to learn how other

countries perceive topics that are being taught in the United States. She supplied a variety

of reasons for this argument. Garii began by defining the role of education by citing

Thomas Jefferson’s belief that the role of education is to create people who are prepared
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to effectively participate in its nation’s governance and political processes. Saying that
we are now in an international age, she argued it is time to move beyond Jefferson’s view
of education and gain a greater understanding of global issues within education. Further,
it is argued, our current textbooks and curriculum materials have the danger of fostering
an attitude of arrogance within the United States, which may lead to discriminatory
behaviors.

Another argument is that United States curricula should not only look at how
events affect the United States, but also should explore how decisions in our country
affect those overseas (Garii, 2000). U.S. students should recognize that there are many
people in the world who have different perspectives from our own. By incorporating this
into the curriculum, Garii (2000) believed that students will become more empathic to the
issues of non-Americans.

A final argument Garii (2000) made is the issue of overseas schools that follow
the framework of a U.S. social studies curriculum. Garii stated there are over 350 schools
outside of the United States certified by U.S. accreditation agencies. This leads to many
overseas schools being indoctrinated by a U.S. perspective, which may be further
provoking an international student body already angry with U.S. foreign policy. The
implication is a social studies curriculum instituting a global perspective would, in
addition to benefiting students at home, help alleviate this concern of U.S. perspectives
dominating overseas schools.

In addition, Barbara Garii (2000) provided some intriguing ways for moving U.S.
social studies curricula towards a global perspective. She did this by arguing there are

excessive details of little value in the social studies standards. By reducing the standards
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to the basic events that have shaped and are relevant to the people and government of the
United States, students would be afforded the opportunity of learning the perspectives of
other cultures regarding these same events. Garii alluded to three benefits of a curriculum
incorporating a global perspective. The first is that it will enable students to recognize
that interpretations of an event are influenced by national interests. Second, students will
recognize that events occurring in the United States affect people in other countries.
Finally, students will be able to understand that decision making is relative.

The definitions of global education have been an amalgamation of different
scholars’ perceptions of the field and William Gaudelli (2003) thought that a cohesive
definition of global education may not be achievable. While some scholars argue a more
cohesive definition will provide more credibility, Gaudelli stated some believe a broad
definition is an asset that makes the field more inclusive. He had personally settled on the
following definition:

a curriculum that seeks to prepare students to live in a
progressively interconnected world where the study of human
values, institutions, and behaviors are contextually examined
through a pedagogical style that promotes critical engagement of

complex, diverse information toward socially meaningful action.
(Gaudelli, 2003, p. 11)

While acknowledging that these curricula do not include everything an individual
should be aware of to be a global citizen, John P. Myers (2006) suggested three primary
themes that should be considered in school curricula for a global citizenship education.
The first one is international human rights. Myers contended this should be the
foundation for learning about globalization, instead of learning about global markets,

which is traditionally taught in schools if there is a focus on globalization. Myers argued
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when human rights is taught in U.S. public schools, it is usually limited to domestic civil
or constitutional rights and neglects and transmission of learning skills.

The second theme Myers (2006) believed should be an underlying value of the
global citizenship curricula is the reconciliation of the universal and the local. This topic
recognizes a global interdependence and focuses on the complex relationships between
local and global events. The final theme Myers advocated, as an underlying principle, is
political action beyond the nation-state. The goal of this dimension is to explore ways
that globalization is changing politics and how the individual can work towards having an
impact in improving the world, especially regarding issues that his or her government and
other organizations are ignoring. It would also explore reasons for political participation
and diverse forms of actively participating.

Toni Fuss Kirkwood (2001a) attempted to clarify what she claimed are “the
definitional incongruities that linger in the field” (p. 12). Using Robert Hanvey’s (1976)
five dimensions as an initial reference point, she did this by analyzing and comparing
global definitions developed by prominent global scholars, professional organizations,
and task forces in the United States. Kirkwood argued that the differences of global
education definitions tend to be minor differences in worldviews of individual scholars.

Kirkwood (2001a) laid the foundation of her argument by establishing four
underlying philosophies within the various writings of global education: Everyone is
created equal, human behavior is culturally determined, everyone possesses basic human
rights, and global education has a moral purpose that all humans should be tolerant of
divergent values. In analyzing global definitions developed by scholars, Kirkwood argued

there are three basic categories that permeate global education definitions expounded by
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leaders in the global education field. The first category, congruent elements, places the
global education definitions into four themes. These themes are multiple perspectives,
comprehension and appreciation of cultures, knowledge of global issues, and the world as
interrelated systems. The second category is author-specific emphasis, which Kirkwood
stated is the particular importance some scholars place on individual aspects of global
education not articulated by the majority of the field.

The final category is classified by Kirkwood (2001a) as new elements. These are
the elements in the definition of a global education not addressed by the initial Hanvey
(1976) definition. These elements bring forth concepts such as global history, acquisition
of indigenously transmitted knowledge, and competence in analytical, evaluative, and
participatory skills (Kirkwood, 2001a). Kirkwood came to a conclusion of a global
education definition by saying, “that the incongruities of existing global education
definitions tend to be idiosyncratic rather than substantive” (p. 16).

Global Education Beyond the United States

Much of the focus in the literature review thus far has been on its impact in the
United States. It would be a contradiction of the very concept if some of the literature of
global education at the international level was not discussed. Therefore, | look at some of
the literature on global education in other nations.

In a comparative study of educators in three western countries, Graham Pike
(2000) presented an argument for the problems of global educators being able to attain a
common terminology being one of differing cultural frameworks. To defend the
argument, he compared and contrasted global education theories and practices in the

United States, Great Britain, and Canada and discussed unconscious forces that influence
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educators in each country. As Pike’s hypothesis stated, “national culture, so defined,
provides the overall context within which practitioners derive meaning in global
education” (p. 68).

Although Pike (2000) found some common concepts, such as interdependence
and multiple perspectives, he found that teachers in the United States are more likely to
explore cultural similarities and differences. In U.S. teachers’ curriculum, American
culture is used as the yardstick by which other cultures’ similarities and differences are
compared. In addition, the future economic and political role of the United States in the
global system provides a common motivation for involvement in global education.

In Canada and Great Britain, global education is directed more toward personal
growth rather than national development. There is also a perceived moral responsibility
factor present in concern for those identified as less fortunate in the world. Pike (2000)
saw a major challenge in reorienting teachers to broader realities of global responsibility,
breaking, as it were, from their more parochial self- and localized curriculum-guided
concerns.

David Hicks (2003) cited the work of Robin Richardson and the World Studies
Project as instrumental in influencing teachers in the United Kingdom to develop a global
dimension in their curriculum. This was about the same time Lee Anderson (1990) and
Robert Hanvey’s (1976) works were beginning to influence American educators (Hicks,
2003). In the early 1980s, more than half of the education administrators were promoting
world studies (Holden, 2000). On the surface, this approach sounded promising for global
educators but research in Great Britain indicated that teachers who incorporated global

education in their classroom used more of a soft approach, incorporating the cooperative,
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interpersonal element, but did not go in depth on the issues of injustice in the then-current
systems of the global economy (Holden, 2000). Despite this research, the environment,
led by conservative politicians, became hostile towards global education. The movement
was accused of being a form of indoctrination and with the advent of the national
curriculum in 1988, it was stifled (Hicks 2003; Holden, 2000).

In the late 1990s, when the more liberal Labour party took power in the political
arena in Great Britain, a shift back to an atmosphere conducive to global education took
shape (Holden, 2000). Beginning in 2002, Great Britain’s Department for Education and
Employment proposed that all secondary students in England and Wales should begin
taking citizenship education. In addition, they identified three major standards of
citizenship education to incorporate. These standards included the following:

1. learning morally and socially responsible behavior;

2. active involvement in the community; and

3. becoming politically literate (Holden, 2000).

Despite these lofty goals, the department has not identified a particular program
of study for reaching these outcomes. Instead, the teachers are to use their own methods.
Holden (2000) believed this new emphasis on citizenship education may provide for a
renewed enthusiasm for global education to resurface in the schools, but a curriculum for
global citizenship may prove to be incompatible operating side by side with a Eurocentric
curriculum that still has an emphasis on standardized testing, which encourages didactic
teaching approaches.

The European Center for Global Interdependence and Solidarity, established by

the Council of Europe, attempted to provide an updated framework for European
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cooperation to raise public awareness about global interdependence issues (North-South
Centre of the Council of Europe, 2008). In 2007, the organization came out with global
education guidelines. While acknowledging there are many definitions of global
education, the organization saw it as a transformative learning process, which should
implement a vision based on a culture of partnership, dialogue, and cooperation rather
than a culture of individualism and power. It called for people to learn to be responsible
through the use of participatory learning strategies that foster collective self-awareness
and provided ways for people to make changes at the local levels that will influence the
global. The organization also advocated that global education should be about
envisioning a common future with sustainable and improved life conditions for everyone.
To meet these goals, the organization outlined three main stages of transformative
learning. First is an analysis of the present world conditions. Second is having a vision of
what alternatives to the dominant models might look like. Third entails a process of
change towards responsible global citizenship.

As a result of the stages outlined (North-South Centre of the Council of Europe,
2008), the center called for people to gain specific types of knowledge, skills, and values.
Awareness of the globalization process and the development of world society, knowledge
of universal concepts of humanity, and the commonalities and differences of cultures and
belief systems all consist of the knowledge base people should know. The skills called for
include critical thinking and analysis, being able to look at issues from multiple
perspectives, recognizing stereotypes and prejudice, cross-cultural awareness, teamwork,
empathy, creativity, conflict resolution, research, and technology skills. The values and

attitudes advocated by the center include self-confidence, respect for others, social and
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environmental responsibility, open-mindedness, participatory community membership,
and visionary attitudes.
Critics

A lack of a clear definition is not the only limitation to global education making
an impact in social studies. Another obstacle global education must overcome is the
virulence of its ideologically driven critics. Many of these critics consider global
education to be nothing less than anti-American (Gaudelli, 2003).

Chester Finn (1988) lamented the ideological movements in social studies, such
as global education, which he charged do not find it important for students to obtain
content knowledge from the teacher. Instead, he stopped just short of calling educators
who want to promote the teaching of different cultural perspectives and higher order
thinking “bad teachers” when he said,

If the leaders of this field do not themselves believe that democracy
is the best of all known systems by which to organize a society and

a polity, then it isn’t likely that fourteen-year olds studying this
subject will end up thinking that. (Finn, 1988, p. 36)

Global education is also criticized for such things as being antipatriotic and a
precursor to cultural relativism (Burack, 2003; Schlafly, 1986). Many global educators
argued that this accusation of cultural relativity is a misguided understanding of global
education. In fact, it is quite the opposite because global education is philosophically
based on universal human rights (Landorf, 2009). “Similar to the way that U.S.
citizenship is built on rights guaranteed in the Constitution, universal human rights are
the foundation of global citizenship within the world community” (J. P. Myers, 2006, p.

376). In addition, it is disparaged as being anticapitalistic (Cunningham, 1986) and a
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promoter of one-world government (Buehrer, 1990; Cunningham, 1986), although, in
reality, few global educators advocate abandoning national sovereignty (Dunn, 2002).

Jonathan Burack (2003), while acknowledging the need for education
incorporating a global perspective within its curriculum, was a harsh critic of the current
global education movement. He stated the global education ideology has taken hold of
social studies education since the end of the Cold War and has an underlying oppressor-
oppressed framework. In addition, he had an underlying fear that a global education
ideology will undermine patriotism in the United States.

Burack (2003) cited three elements of a global education ideology. The first of
these he called multicultural celebration, which is a focus on the concept of cultural
diversity. The second element is referred to as cultural relativism. The objective of this
ideology is for the student to be able to understand perspectives across cultures. The final
element of a global education ideology, according to Burack, is transnational
progressivism. “Transnational progressives endorse a concept of post-national (global)
citizenship and seek to shift authority to an institutional network of international
organizations and sub-national political actors not bound within any clear democratic,
constitutional framework™ (Burack, 2003, p. 48).

Burack (2003) believed these three elements of global education are full of
contradictions. For example, rather than being taught to view the world multiculturally,
students are taught to look at the world biculturally, as a world of oppressed versus
oppressor. In addition, Burack contend that cultural relativism does not allow for any

ethical standards in judging others.
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Burack (2003) equated the global education ideology as the international
equivalent of separatist versions of multiculturalism, which, in his opinion, is not a
compliment. He believed these ideologies, in their then-current form, are deeply
suspicious of American institutions and values, while being uncritical of the institutions
and values of other societies around the world. He also believed that global education
slights the role of the nation-state. This appears to be a short-sighted view, because most
global educators do acknowledge the powerful presence of the nation-state (Dunn, 2002;
Hahn, 1998; K. A. Tye, 1999), but, in addition, acknowledge the powerful
nongovernmental forces (i.e., terrorism) that have a role in our growing interdependent
world.

Finally, Burack (2003) did acknowledge a place in social studies for incorporating
a global perspective and made suggestions for a global education ideology. He believed
social studies should stress the continuing centrality of the western world. Second, global
educators should provide the positives and negatives of all cultures rather than only
focusing on the negatives of the western world. Third, he believed global educators
should focus more on the blandness of school materials. Lastly, a stronger narrative
history with a focus on moral and political action should be employed.

Steven Lamy (1990) believed it is impossible to avoid controversy when teaching
global issues and this controversy should be welcomed by educators as part of the
learning process. “Global education efforts must take unusual care to introduce teachers
and students to contending theories that explain the actions of state and nonstate actors
and describe the characteristics of human relations in the international system” (Lamy,

1990, p. 54). In his own words, Lamy said,“the ultraconservatives seek to end this
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important aspect of critical thinking and propose that we introduce students to a ‘set of
truths’ that define the role of the United States in world affairs” (Lamy, 1990, p. 49).

Lamy (1990) mentioned the following criticism cited by opponents of Global
Education. One is differing worldviews. While global educators are frequently more
reform-oriented, critics usually have the absolute belief that the U.S. system is superior to
any alternative. Promoting critical thinking from contending perspectives is seen as
encouraging disrespect for the United States; therefore it provides no positive value. In
addition, ultraconservatives say global education discourages patriotism and it
indoctrinates students that other governmental, cultural, and economic systems are just as
good as those of the United States (Lamy, 1990).

Lamy (1990) believed the best way for global education to adequately reduce the
controversy and be included in the curriculum discussion is to clearly define the focus
and objectives of global education. He presentd four global education goals that have
been able to work around the unavoidable dogmatic critics. These are as follows:

1. Introduce participants to substantive and verifiable information.

2. Provide students with opportunities to explore the core assumptions and
values that define their worldview and compare it with worldviews held by
individuals in communities across the international system.

3. Provide students with a wide range of analytical and evaluative skills.

4. Provide strategies for students to be able to participate in public policy issues
and emphasize the relationship between global issues and local concerns.

Lamy’s (1990) perspectives on the sociopolitical context of global education,

outlined earlier in Chapter 2, can prove insightful in leading to an understanding of the
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opposition towards global education. Those associated with the utopian right do not
appear interested in engaging in a compromise of worldviews (B. B. Tye & Tye, 1998).
Many of these critics consider global education to be nothing less than anti-American
(Gaudelli, 2003).

Traditionally, global education should include the incorporation of controversial
issues in its curriculum (Lamy, 1990), but Kenneth Tye (2009) argued that attacks by
conservatives has taken a toll on the field. As a result of these attacks by conservatives,
some global educators have watered down their content while teaching and often do not
have students analyze issues that involve controversial and value positions. Instead, many
focus exclusively on descriptive teaching, or how world systems work and how humans
interact within these systems.

A Congruent Definition

Based upon the overview of global education, | provide my own definition of
what | believe are the underlying components of the dominant pedagogy in academic
global education in the form of five dimensions that are based upon the underlying
commonalities carried by many of the global educators’ definitions (see Table 1).

Table 1: Five Dimensions of a Global Perspective

Dimension Definition

Intercultural awareness | Understanding the uniqueness of the individual and culture.

Globality Aware of world conditions, trends, interconnections, and

unanticipated consequences of human actions.

Dimension Definition

Service learning Process of learning and developing through active
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participation in organized service experiences that meet

community needs both locally or globally.

Global citizenship skills | Skills needed to work in a globalized world.

Social justice Analyzing the issues of power structure arrangements and the
fair distribution of advantages, assets, and benefits among all

members of a society.

The intercultural awareness dimension consists of five categories. They are
perspective consciousness, cross-cultural awareness, understanding marginalized point of
view, fluidity of culture, and cosmopolitanism. The first two categories, perspective
consciousness and cross-cultural awareness, come from the work of Robert Hanvey
(1976). The former is the awareness that one’s world view is unique, often shaped by
individual events that are in one’s subconscious and an understanding that each
individual goes through this process. The latter is the ability to perceive one’s culture
from other vantage points. Understanding marginalized point of view is about developing
empathy for the disenfranchised (Merryfield, 2001). Fluidity of culture refers to the
recognition that the dynamics of a culture are not static and instead are in a constant state
of fluctuation (Imbert, 2004; Markowitz, 2004). It also is the about the recognition that
cultural essentialism (culture as static) is more likely to be recognized by the public as
legitimate, which ultimately erodes into stereotypes of some and deculturation of others
(Markowitz, 2004). Finally, cosmopolitanism is predicated on the principles of the
existence of mutual respect and understanding among the world’s different people

(Appiah, 2006).
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The second dimension, globality, consists of five categories identified from the
literature review. They are state of the planet awareness, knowledge of global dynamics,
awareness of human choices, spatial-temporal awareness, and glocality. While having the
same number of categories as the dimension of intercultural awareness, globality is
arguably more encompassing than all the others. For example, state of the planet
awareness entails many subcategories. Within this one category, some of the issues
global educators identify as being pertinent include the awareness of different global
belief systems (i.e., world religions), political systems, economic systems, and population
issues, such as illegal immigration (Collins, Czarra, & Smith, 2003; Hanvey, 1976;
Merryfield & Wilson, 2005). Knowledge of global dynamics is the awareness that events
in a world system are interconnected and have unanticipated consequences (Hanvey,
1976). Another concept identified by Robert Hanvey (1976), awareness of human
choices, is the ability to realize the problems of choice from multiple perspectives and
their long-range implications. Spatial-temporal awareness involves looking at the
shrinking of space and time and how it has fostered interconnections and raised
awareness around the globe (Pike & Selby, 2000) and changed the nature of social space
(Scholte, 2000). The last category of this second dimension, glocality, refers to local-
global connections and the ways in which people and ideas across the globe influence
local endeavors or local endeavors influence globalization (Hanvey, 1976; Merryfield &
Wilson, 2005).

Service learning has two categories, which are service learning and sustainable
development. Service learning refers to being actively involved in improving the human

condition through participation at the local or global level (Kirkwood, 2001b).
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Sustainable development pertains to the type of economic growth that enables the present
generation to meet its needs, while limiting its use of nonrenewable sources so that future
generations will be able to have their needs met (Banks et al., 2005). In addition,
sustainable development focuses on learning about such issues as climate change and
global warming, which it has been argued is an essential of becoming a good citizen
(Bisland & Ahmad, 2007).

Global citizenship skills is the fourth dimension. The first category is digital
technology and revolves around becoming digitally literate and gaining critical
technological skills that will enable students to have an enhanced personal life and learn
about the world (Merryfield & Wilson, 2005; Nordgren, 2002). Research and thinking
skills include analytical thinking and problem-solving skills, which are increasingly more
important in an interconnected world to be able to compete economically (Joftus, 2004)
and become globally competent citizens (Kirkwood, 2001b; Lamy, 1990). These skills
also entail synthesizing skills along with the ability to detect bias and unstated
assumptions to acquire the decision-making skills students need as citizens living in a
democratic society (Merryfield & Wilson, 2005). The category identified as the creative
mind has to do with problem solving, constructing new ways of doing things, and
initiating change (Czarra, 2002-2003; Nordgren, 2002). The last category under this
dimension is conflict resolution skills, which involves developing the skills of
communication, advocacy, negotiation, compromise, and collaboration (Martin-Kniep,
1997).

The last global education dimension, social justice, has the following five

category dimensions: legacy of colonialism, capitalism, human rights, social justice, and
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power/influence of the media. Legacy of colonialism is about examining the origins and
assumptions underlying a Eurocentric framework that divides the world into “us” and
“them” and analyzing alternative frameworks for understanding past and present history
(Merryfield, 2001). The category of capitalism refers to the United States understanding
of democracy becoming interwoven with capitalism. This leads to economic inequality
appearing to be an expected consequence of living in a democratic society (Ladson-
Billings, 2004). In addition, the lack of economic and political equality has led to a new
type of citizenship developing among the marginalized groups in the United States, in
which allegiances and self-interests are defined along a variety of axes. The only
common bond this new citizenship has with the status quo citizenship is that these
citizens want to remake their world into a more just and equitable world (Ladson-
Billings, 2004). Universal human rights are a foundation to gaining a global perspective
(J. P. Myers, 2006). While the concept of human rights first gained traction in the western
world, there is no consensus as to whose or which human rights are the correct ones
(Goodhart, 2003) and this lack of consensus should be explored in global education
(Gaudelli & Fernekes, 2004). In a related category, social justice refers to the fair
treatment of all social groups beyond merely the administration of law. Social justice
moves beyond the nonconsensus issue of human rights and implores students to look at
these social justice issues in a way that enables diverse communities to address them in a
just manner for all (Landorf & Nevin, 2007). Power/influence of the media refers to the
necessity of students unlearning the often exaggerated information that has been

promulgated because of media stereotypes (Cortes, 2000; Seikaly, 2001).
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Differing numbers of categories under each dimension should not be construed as
an indicator of one dimension being more pertinent to the knowledge base than another
dimension. Some of the categories are broader than others, which leads to this imbalance.
A critical understanding of each of the dimensions is deemed equally important to the
development of a global perspective.

Global Education and Teacher Education
Teachers are vital players in curriculum construction, but they do

not act in isolation from their institutional contexts. (Gaudelli,
2003, p. 42)

Many contend that when related to cultural topics, the curricula are often
superficial and, rather than leading to cultural awareness, the students actually develop a
more profound ethnocentric bias (Scott, 1999). For example, Cameron White (2002)
argued that social studies focuses on socializing the student rather than critical
citizenship, which leads to a greater ethnocentric curriculum. He believed if the students
are going to better deal with today’s issues, a global education is vital because it counters
the traditional hidden curriculum and explore issues of status quo and hegemony by
encouraging a respect for different perspectives through strategies such as reflective
thinking, values analysis, social problem solving, and decision making.

Teacher education programs in global education were first introduced in 1969 by
the Center for Teaching International Relations at the University of Denver and grew in
the 1980s, but due to attacks on global education, the infusion of such programs has been
limited (Zong, 2009). How does global education curtail this issue? In her article, “Social
Studies Teacher Education in an Era of Globalization,” Patricia Avery (2004) provided

suggestions of the understandings teacher education programs should develop in
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preservice teachers to develop citizenship education of students in a globally
interdependent society.

Avery (2004) began by discussing two models of ideal citizens. The initial one is
a traditional model, which was proposed by Norman Nie, Jane Junn, and Kenneth
Stehlik-Barry (1996). This model suggests that a democratic citizen is both active in and
understanding of democratic processes. The second model describes an ideal citizen in a
global context. Avery adapted these models to form four categories consisting of 12
attributes necessary of democratic citizenship in an interdependent world. She placed
these attributes in the four separate categories: knowledge, skills, behaviors, and

orientations/values. The knowledge types and corresponding attributes are presented in

Table 2.
Table 2: Attributes of Avery’s Ideal Global Citizen
Category Attribute
Knowledge Principles of democracy
Structure and function of government
Leaders and political organizations
Skills Technological literacy
Critical and systemic thinking
Conflict resolution
Behaviors Political attentiveness
Voting
Participation in difficult political activities
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Category Attribute

Orientations/values | Tolerance and cooperation

Concern for human rights and environmental issues

Global perspective

Note. Adapted from “Social Studies Teacher Education in an Era of Globalization,” by P.
G. Avery, 2004, Critical Issues in Social Studies Teacher Education, p. 42. Copyright
2004 by Information Age Publishing.

After distinguishing these twelve characteristics, Avery (2004) presented some of
the research, which assessed characteristics of teenagers in the four categories to
articulate an argument for the type of skills needed to be developed by teacher education
programs. The article concludes with six components teacher education programs should
use to arm preservice teachers with the skills necessary in developing engaged and
enlightened citizens in a global society (Avery, 2004).

The first component is that teacher education programs provide preservice
teachers the opportunity to utilize methods that allow students to be able to understand
the development of their own perspectives as well as others’ perspectives (Avery, 2004).
This concept, known as perspective consciousness, was first expressed by Robert Hanvey
(1976). It 1s the awareness that one’s own culture, family, acquaintances, and experiences
have an impact on how each of us interprets the world (Hanvey, 1976).

The second component is that global issues need to be incorporated into the
teacher education courses because most U.S. citizens are not acutely aware of
international issues. Third, preservice teachers should be prompted to understand young

people’s perspectives about social and political issues. Fourth, teacher education
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programs should introduce preservice teachers to methods that will enable students to
make correlations among concepts (Avery, 2004).

The fifth component is that preservice teachers should be provided the ability to
analyze school materials to understand how the nature of citizenship is established in
these materials. Avery’s (2004) final component is that teacher education programs
should help preservice teachers develop the ability to understand the confinements
marginalized groups go through in developing civic identities.

For global education to work in the classroom, Merryfield (2002) believed teacher
programs should prepare preservice teachers to deal with controversial issues and help
them develop skills in cross-cultural communication. She also pointed to the need for
teachers to have access to cross-cultural experiences, such as study tours or faculty
exchanges with teachers from another country as motivators for teachers to teach from a
global perspective, and practice in global pedagogy (Merryfield, 1995). In addition,
Merryfield (2002) discussed the similar strategies global educators employ and provided
lesson examples for each. The instructional strategies which she considered to come from
a global perspective include confronting stereotypes and simplification of different
cultures, investigating multiple perspectives, teaching about how the oppressor influences
worldviews, and incorporating cross-cultural learning. Merryfield concluded by stating
global education is the pedagogy that will lead citizens into the current global age by
developing open-minded people who are less likely to stereotype groups and are capable
of perceiving how both the oppressed and oppressor view the world.

James Becker (1990) stated that enough attention has not been paid to enabling

teachers to gain new insights and information in incorporating a global dimension into
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their curriculum; therefore, he reviewed some curriculum approaches that bring a more
global perspective to the classroom. These include a world studies curriculum that
approaches world history with an emphasis on the study of change on a global scale and
studying history from a nonethnocentric point of view. Another approach is an added
emphasis on the global economy.

A third curriculum approach, which can bring a global perspective into the
classroom, is global geography. In this curriculum, the interconnectedness of the world is
emphasized. Global geography attempts to build an understanding in students of how
decisions made at one location can affect people and the environment elsewhere. In
addition, this curriculum provides students with perspectives, information, concepts, and
skills needed to understand their relationship with the environment (Becker, 1990).

Another rationale discussed for providing a curriculum that gives equal weight to
international studies in developing citizenship education was articulated by Ross E. Dunn
(2002). He specified that this curriculum should not merely mean the inclusion of
studying and comparing other cultures. This approach should be used to explore changes
in the world, investigate the meaning of these events, and patterns of human
interrelations. To convey this point, Dunn said the following about the social studies
curriculum:

Patriotic citizenship in a democratic state demands a social studies
curriculum that gives equal weight to national history and
international studies, especially world history. How else will young
citizens learn to appreciate democratic institutions, to participate
actively in civil society, and to challenge their political leaders
when official policies—including foreign  policies—seem
misguided? (Dunn, 2002, p. 10)

Angene Wilson (1993) had her secondary social studies majors participate in a

conversation partner program with English as a second language international students at
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the University of Kentucky to raise their cross-cultural and global awareness. In addition,
digital technologies have demonstrated the potential of raising global awareness in
teacher education programs (Crawford & Kirby, 2008).

Toni Fuss Kirkwood (2001b) outlined a three-pronged approach to infuse global
perspectives in teacher education. The first is teaching the Hanvey model, which entails
Robert Hanvey’s (1976) five global dimensions outlined in Chapter 1. The second
approach is to guide the students in developing global activities that fit into Hanvey’s five
dimensions, and the last approach consists of facilitating students in the construction of
critical questioning skills that transforms content to a global perspective.

In her own review of the literature, Guichun Zong (2009) discovered a few
emerging teacher education themes in global education. One theme is international field
experiences, which have typically ranged from 2 weeks to a full semester. The infusion of
global content is another important aspect of global education. Finally, teacher education
programs have demonstrated a growing interest in infusing technology to build cross-
cultural awareness and global awareness.

Global Education Empirical Research
Surprisingly little is known about the effectiveness of global

education in helping students to better understand the world.
(Gaudelli, 2003, p. 23)

Traditionally, global education has not produced a solid foundation of empirical
research (Gaudelli, 2003). This limitation is in large part due to its relative youth (B. B.
Tye & Tye, 1998). Despite this relative lack of research in global education, there are
some studies worth noting. The remainder of the research section is broken down into the

following three categories: researching about the topics taught in global education,
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factors affecting curricular decision making, and teacher education research in global
education.
Researching About the Topics Taught in Global Education

In an early study about the types of global topics in which teachers exposed their
students, Jan Tucker (1983) studied the attitudes of social studies instructors in Dade
County, Florida, about global education and found that human rights, cross-cultural
communication, and economic issues were the topics that were the most focused on and
perceived to be the most pertinent for the students to know. In another study, Merry
Merryfield (1998) found that teachers who were identified as exemplary global educators
by their administrators were more likely to emphasize power, inequities, and social
justice issues in the classroom. In contrast to preservice global educators, they were also
more likely to focus on interconnections between global and local inequalities, and
human rights.

Kenneth Tye (1999) did research to see what is being done around the world to
teach global education. He sent questionnaires with the Association for Supervision and
Curriculum Development definition to people in 100 countries and received responses
from 52 countries. The major finding from the study indicated that throughout the world,
schooling is still seen as a major force in the building of national loyalties and only 14 of
the nations indicated that global education played a factor in the educational system. In
addition, of those 14, only the governments of Canada and South Korea gave official
support to a global education curriculum.

While the subject area most often used throughout the world for global education

is consistently social studies, the global issues accentuated differed across countries. The
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most mentioned global issues included ecology/environment, development/sustainability,
intercultural/multicultural relations, peace, technology, human rights, democracy/civic
education, international organizations, population, health, racism, gender discrimination,
and global citizenship (K. A. Tye, 1999). Disturbingly, when the question, “How are
teachers in your country trained to teach global issues?” was asked, only a small number
of respondents acknowledged teacher training programs in the world directed at
developing global education teachers. The most extensive teacher training program was
in Canada (K. A. Tye, 1999).

Despite being the author of the study, K. A. Tye (1999) declared it to have four
limitations. The first limitation was the data were gathered over several years. Second, K.
A. Tye only had one respondent per country. Third, not all countries in the world were
represented in the study. Finally, many of the questions posed in the study could be
considered to be about matters of curriculum. In conclusion, K. A. Tye ascertained that
although most respondents indicated global education is not an acknowledged curriculum
area in their country, examination suggests there are some elements of it in most
countries.

Factors Affecting Curricular Decision Making

Teachers are in the primary position of determining classroom content and
instructional strategies, a role to which Stephen Thornton (1991) referred to as the
curricular-instructional gatekeepers. What affects their curricular decision making?
Research has demonstrated that a variety of factors influence teacher’s curricular decision
making in global education. Barbara Tye and Kenneth Tye (1887) produced a 4-year

study, through the Center for Human Interdependence, investigating the challenges of
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incorporating global education in the classroom at 11 schools. Their study explored and
analyzed the issues and challenges of globalizing education (B. B. Tye & Tye, 1998).

The conceptual framework used in the 4-year study (B. B. Tye & Tye, 1998) was
symbolic interaction theory, an open-ended theory, which focuses primarily on the
individuals as they interact within the context of daily life. Both qualitative and
quantitative research methods were used. In the next few paragraphs, | summarize the
major findings and hypothesis developed as a result of the study.

At the beginning of the project, few teachers understood the concept of global
education, but by the end of the study, 81% of the participating teachers surveyed agreed
with the statement that they understood what constitutes global education (B. B. Tye &
Tye, 1998). Additionally, many of the teachers reported high levels of student interest in
materials and lessons containing a global perspective. Further, 90% of participating
teachers surveyed agreed with the statement that global education is important and all
students should be exposed to it with cross-cultural awareness being the most frequently
cited topic necessary to be incorporated into the curriculum.

On the other end of the spectrum, at the end of the study, the most frequent reason
provided for resistance to global education was a perceived lack of time by educators (B.
B. Tye & Tye, 1998). Of those surveyed, 86% gave the “lack of time” reason. In response
to a separate question, 12% of the teachers stated that at least half of the teachers in their
respective schools were philosophically opposed to global education and, perhaps even
more telling, 28% of the teachers did not respond to this question on the survey that

asked how many teachers are philosophically opposed to global education.
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Based on their research, Barbara Tye and Kenneth Tye (1998) determined that the
culture of the school was the major determining factor of whether global education would
be successful in a school. In addition, data from the study led to the following hypotheses
regarding additional conditions needed for the growth of global education in the schools:

e anincreasing awareness of worldwide, systematic interdependence;

e the promotion of the movement by agencies that are viewed by practitioners
as legitimate and which possess knowledge and resources needed by those
practitioners;

e the existence of a few people in the schools who already believe in the
movement;

e asignificant number of people who feel that global education holds promise to
develop cross-cultural understanding in school settings, which are becoming
more and more ethnically diverse; and

e the presence of at least a few people who are disenchanted with the present
system and who see global education as having some possibility of serving as
a vehicle for change (B. B. Tye & Tye, 1998).

A final significant finding from the Center for Human Interdependence’s study

(B. B. Tye & Tye, 1998) were those teachers who were discovered to be more likely to be
attracted to global education:

e teachers who have lived overseas;

¢ those who followed world news early in life; and

e those whose parents discussed current events with them while they were

growing up.
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In a separate study, using participant observation, William Gaudelli (2003)
investigated how three New Jersey social studies teachers incorporated global education
in their classrooms. The results reflected the repercussions of the lack of a clear
methodology among global educators because the teachers had widely differing views in
how they incorporated global education in the curriculum. The study identified gender,
religious and personal history, and ethnicity as factors influencing the methods used and
topics the instructors choose to emphasize in their curricula. For example, one teacher, an
Africa-American instructor, emphasized the minority status of African-Americans and
other minorities in the United States. Another teacher, who had formerly been in the
military, incorporated a more nationalistic approach in his incorporation of global
education. The third teacher taught from a more liberal perspective.

In a year-long study, Merry Merryfield (1994) found that students’ characteristics
influence how teachers incorporate global education in the curricula, such as the content
they chose or avoided due to the possibility of it being a sensitive subject to a students’
culture. In addition, the methods they used and how they used their time were found to be
influenced by the students’ characteristics. Toni Fuss Kirkwood’s (2002) study,
examining how 33 U.S. teachers who participated in the Japan Today program taught
about Japan demonstrated how the availability of teaching materials may influence the
global content that is taught. Kirkwood found that the teachers used a great deal of
information to teach about Japan because they had easy access to teaching materials
involving global perspectives. In addition, international experience appears to influence
teacher’s classroom decision-making (Merryfield, 1998; Wilson, 1986). Angene Wilson

(1986) conducted a study on the impact of social studies teachers’ Peace Corps
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experience on their instruction, which found that teachers’ international experiences
influenced how they taught about foreign countries. For example, because of their
international experiences, the returned Peace Corps volunteers were more likely to focus
on issues of ethnocentrism, racism, unequal distribution of wealth, and the foreign policy
of the United States.

Teacher Education Research in Global Education

The majority of the remaining research done in global education has been focused
on teacher education. This research has predominately been focused on international field
experiences, the effectiveness of global education courses, the incorporation of
technology in global education courses, and prior knowledge and dispositions towards
global-mindedness of teacher education students. This section reviews major studies done
in each of these areas.

International field experience. Susan Mapp, Peggy McFarland, and Elizabeth
Newell (2007) found some evidence that a short-term study abroad program for
undergraduate college students had the potential of providing enhanced cross-cultural
awareness, an expanded worldview and global perspective, and a desire for longer study
abroad or travel opportunities. They examined whether college students from a liberal
arts school in central Pennsylvania who participated in a 2-week short-term study abroad
trip in Ireland experienced similar changes in perception as students who participated in
long-term study abroad experiences. To do this, the researchers used a mixed-methods
design by giving the 25 student who were then participating in the study abroad program
a pre- and postmeasure, called the Cross-cultural Adaptability Inventory [CCAI]. The

CCAI was a 50-item Likert scale with the four following subscales: emotional/resilience,
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flexibility/openness, perceptual/acuity, and personal autonomy. In addition, to understand
long-term effects of the experience, a reflection paper was given to 39 former students,
who had previously gone on the study abroad trip and the then-current 25 students at the
end of the time abroad. When measuring the CCAI, there was no significant change
between the pre- and posttest, but when using a Wicoxon sign test, significant change
was found on the three following statements, each experiencing significant change in a
positive direction:

e “I have ways of dealing with the stress of new situations.”

e “Ibelieve that all people, of whatever race, are equally valuable.”

e “I enjoy spending time alone, even in unfamiliar surroundings.” (Mapp et al.,

2007)

On the reflection paper (Mapp et al., 2007), four common themes were identified
from the then-current students. The most common, mentioned by 15 of the then-current
students, was the feeling that the experience would make them more cognizant and
tolerant of cultural differences in the future. Many students also expressed that they
learned to appreciate another culture and mentioned that they had learned another
perspective beyond a U.S. perspective. The fourth most common theme was that it made
two of the students want to study abroad. Among the former students, the most common
themes was that the trip provided an increased knowledge of Irish educational and social
systems and an expanded worldview and global perspective.

Overall, the results proved to be a mixed bag (Mapp et al., 2007). The quantitative
assessment did not reveal significant changes with the student sample. However, the

researchers commented that this may have been due to some of the participants already
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having traveled outside the United States and experiencing changes. On the other hand,
the qualitative results indicated that participants expressed a change in their attitudes
regarding global understanding and cross-cultural knowledge (Mapp et al., 2007).

Clement and Outlaw (2002) investigated the changed perspectives of international
student teaching experiences of students at Berry College in northwest Georgia. Although
a few reported having negative stereotypes reinforced, most stated they had developed a
heightened cross-cultural awareness and a greater desire for international experiences.
Pence and Macgillivray (2008) also found a 4-week international practicum that had
preservice teachers working in the classroom with teachers and students at a private
international primary through secondary school in Rome, Italy, improved cross-cultural
awareness in the preservice teachers.

Kambutu and Nganga (2008) studied a short-term international experience of 12
preservice and in-service teachers who visited Kenya. Prior to the trip, the data indicated
that both the preservice and in-service teachers associated Kenya with poverty, were
anxious about traveling to a “developing” world country, and were doubtful of the
African country’s educational opportunities. Similar to previous studies, after the trip,
despite indications of ethnocentrism, most participants demonstrated a heightened cross-
cultural awareness. Consistent with previous studies, Cushner and Mahon (2002) found
that a study-abroad student teaching experience had both a professional and personal
impact. Student teachers reported an increased self-confidence and professional
competence, as well as a greater cross-cultural awareness.

Barbara Myers (2001) did a qualitative study of 10 returned Peace Corps

volunteers who had chosen to become teachers following their experience as Peace Corps



S7

volunteers to determine the perceived effects of international experiences on the curricula
and instruction of the returned Peace Corps volunteer teachers. Overall findings indicated
that international experiences of the Peace Corps did not significantly change the
curriculum. On the other hand, the most significant change was in the personal
characteristics of the teachers, which many felt would influence changes in their styles of
teaching. Teachers reported that they became more flexible, tolerant, understanding,
adaptable to change, patient, and confident. Teachers also reported that they were more
likely to instruct from a global focus and tried to avoid a Western bias in their teaching.
Kevin Kehl and Jason Morris (2008) examined Hett global-mindedness survey
responses of 520 participants who were primarily undergraduate students when looking at
the differences between students who participated in short-term study abroad programs of
8 weeks or less and students who participated in a semester-long program study abroad
program. The results indicated that there was not enough evidence to conclude that
significant differences exist in the global-mindedness of students who study abroad for 8
weeks or less and those who plan to study abroad in the future. On the other hand,
according to the completed Hett surveys, students who studied abroad for a full semester
did have a significantly greater global-mindedness than those who had not travel
internationally, but planned to study abroad in the future. Finally, there were also
statistically significant differences between the students who studied abroad for a
semester compared to those who studied abroad for 8 weeks or less because the students
who were in the study abroad program for a longer period of time tended to have a higher

global-mindedness.



58

Duckworth, Levy, and Levy (2005) also analyzed the global-mindedness of 93
pre-service and in-service teachers outside of the United States with the Hett global-
mindedness survey. According to the survey, most participants demonstrated a high level
of global-mindedness. Despite the high level of global-mindedness, this study appeared
to contradict the previously discussed Kehl and Morris (2008) study, since there did not
appear to be any correlation between the global-mindedness survey scores and length of
international travel.

While doing a study on an overseas teaching experience in a Latin American
country, three U.S. teacher educators explored the visions, questions, and challenges that
arose during the experience (Rios, Montecinos, & van Olphen, 2007). For international
experiences to be meaningful, the investigators found that teacher education programs
need to emphasize the following four aspects:

o reflective practice to reconsider assumptions and clarify expectations;

flexibility and creativity in recognizing an evolving identity;

understanding teaching as a political activity; and

seeking and strengthening authenticity without trivializing the experiences.
Effectiveness of global education courses. Buckley R. Barnes and William L.
Curlette’s (1985) study looked at the influence a graduate-level education course that
focused on global understanding had on the global-mindedness of teachers taking the
course. Pre- and posttreatment standardized attitude scales were administered to 19
students taking the course and to 30 students in a control group. The results indicated

there was an increase in global-mindedness and an increased awareness of world issues
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among the students who took the global education course. Additionally, this increased
global-mindedness did not diminish a sense of national identity or patriotism.

Angene Wilson (1997) studied how the global perspective of university students
in a social studies teacher education program was impacted by a program-wide infusion
approach on the development of global perspectives. She found that the preservice
teachers were more likely to be influenced to teach from a global perspective when they
were learning world content in their social studies methods classes. Toni Kirkwood-
Tucker (2004) examined the impact of integrating global content and pedagogy into a
global education course with a group of 53 elementary teachers and preservice secondary
teachers by doing a United Nations General Assembly simulation. The findings indicated
that students developed an open-mindedness for people in their out-groups, and an
increased concern for issues of human rights and global stability. Additionally, lesson
plans completed by the students in the course contained themes of global problems and
global interconnectedness.

Technology in global education courses. “Teacher education scholars have been
particularly interested in exploring the potential of Internet-based technology, such as
computer-mediated communication (CMC), in building cross-cultural understanding and
promoting global awareness among preservice teachers” (Zong, 2009, p. 80). Over a
period of several years, Merry Merryfield (2000a) analyzed the incorporation of online
threaded discussions in graduate courses in social studies and global education by
comparing the topics, their depth, and patterns of interaction of Internet discussions with
face-to-face discussions. She found the two types of classes interacted quite differently,

particularly when sensitive or controversial topics were being discussed. In addition,
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online class discussions tended to be more equitable in the distribution of student
comments and contained an increase in the depth of the content discussed. Finally the
research indicated that by utilizing online discussion, cross-cultural learning improved
due to the increase in the depth of content discussed and the building of communities of
diverse learners from different cultural backgrounds, which led to the breaking down of
differences and stereotypes (Merryfield, 2000a).

In a separate study about the effects of electronic technology on graduate student
interns, Merryfield (2006) found the interns in the course had an enhanced arena to
become reflective thinkers, a greater opportunity for student-centered work, and the
opportunity for spontaneous discussions that may never have taken place in the
traditional classrooms. She found that these were advantages that the majority of the
graduate students used to increase their skills.

Guichun Zong (2002) followed two preservice teachers to examine the influence
of taking a computer-mediated international communication project that discussed world
issues to see how the course influenced their understanding of global education. She
collected data through classroom observations and interviews. The analysis suggested
that using the Internet to communicate in this manner has the potential of improving
preservice teachers’ awareness of global issues, gaining an appreciation of other people’s
perspectives, and may be a motivator in teaching from global perspectives in the
classroom. The study also suggested that teachers perceive the Internet to provide an
advantage by affording instant access to worldwide information and is a valuable tool for

communication with other cultures, which eases the restrictions of time and space.
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William Gaudelli (2006) studied the experiences of two beginning social studies
teachers in an Internet distance learning course for global and multicultural education. He
collected data from interviews and observations in the teachers’ classrooms to explore
their interpretations of the Web learning experience. Gaudelli stated that the Internet
course did make an impression on their motivation and understanding of teaching global
and multicultural education, but due to factors such as a lack of technology in the school
in an urban setting and demands in the teaching schedule, their ability to use technology
to facilitate global learning was hindered.

Global-mindedness and prior knowledge of teacher education students.
Nancy Gallavan (2008) examined teacher candidates’ views on world citizenship by
sending 148 surveys to teacher candidates. All of the candidates in the study were doing
their student internships in one of four school-age groups: early childhood, elementary,
middle, or high school. She found that teacher candidates wanted to teach their students
to be world citizens, but many indicated their teacher education programs or field
experiences had not sufficiently prepared them to teach about the topic and most did not
feel there was a clear definition of world citizenship. Most of those who did indicate a
preparedness to teach world citizenship were over the age of 30 and were doing their
internships in science or social studies in middle and high school classes.

When looking at prior knowledge about a specific world region, Osunde, Tiou,
and Brown (1996) administered a questionnaire to 100 preservice social studies teachers
at two U.S. universities to examine knowledge and perceptions about Africa. The results
demonstrated that many preservice teachers had the same misconceptions and stereotypes

about Africa as previous generations had. For example, results of the study indicated that
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Africa was often associated with famine and malnutrition, hunting and gathering, wild
animals, jungles, natives, superstition, and tribes.

On a survey of 856 preservice teachers, combined with interviews, that examined
global knowledge, Holden and Hicks (2007) found that global knowledge among
preservice teachers was greatest in the areas of reasons for war and famine and that they
knew the least about the reasons for economic problems in developing world countries
and instances of human rights abuses. Toni Kirkwood-Tucker (2006) examined the global
mindedness of 644 preservice teachers enrolled in a social studies methods course at five
Florida public universities. Her findings indicated that factors such as age, foreign
language skill, international experience, and membership in professional organizations
were significantly correlated to global-mindedness.

While not specifically a study on global education, Sarah Mathews and Paulette
Dilworth’s (2008) study on multicultural citizenship education, in which they observed
and interviewed preservice teachers enrolled in a secondary social studies methods
course, demonstrates an area overlooked in research and on which the present study sheds
light. Mathews and Dilworth examined preservice teachers’ ideas about the role of
multicultural citizenship education in social studies classrooms. Their findings suggest
that even when teacher education programs are designed around goals of promoting
multicultural citizenship education, preservice teachers’ preexisting and emerging ideas
about social studies content and classrooms can limit their thinking and practice with
transformative social studies pedagogy.

Teacher educators. Merry Merryfield (2000b) investigated 80 teacher educators

who had been identified by their peers as doing an exemplary job of preparing their
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students to teach for diversity and equity to determine what they conceptualized as
having the greatest influences on their commitment to global education. The most
influential factors identified by the teacher educators were overwhelmingly personal
experiences. Engaging with people of different races, ethnicities, and cultures,
experiences of discrimination, injustice, being identified as an outsider, and their
perceived contradictions in dealing with multiple realities were the most influential
factors. The study also found that most of the people who were in a minority group
acquired an understanding of discrimination and outsider status by living in a society that
they felt was characterized by Caucasian privilege and racism. On the other hand, many
Caucasian teacher educators’ most influential experiences were the result of living
outside of their own country. While these personal experiences were identified as the
major influences, Merryfield concluded that the experiences alone did not make them
global educators. Instead, “it is the interrelationships across identity, power, and
experience that lead to a consciousness of other perspectives and a recognition of
multiple realities” (p. 440).

Guichun Zong (2005) examined the impact of personal experiences on identity
and pedagogy by reflecting on her personal experiences from growing up during China’s
Mao Zedong era to becoming a university professor in the Untied States. Zong explained
that drawing on her own experiences aided her in teaching from a global perspective and
instructing others how to teach from a global perspective. She argued that immigrant
professors are uniquely positioned to make contributions to global education because of

their cultural and linguistic backgrounds, and knowledge of their nations of origin.
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Summary

Global education should be primed to flourish in an age in which our world
continues to become more and more interconnected. Unfortunately, its influence has
remained in neutral. If global education continues to allow itself to offer a multitude of
definitions rather than a consistent foundation upon which to build, a sense of meaning
will be unattainable for students and, therefore, seldom used by instructors.
Unfortunately, this consensus has not been achieved.

For global education to be taken seriously, it is imperative to have an agreed upon
foundation. Without a foundation, global education lacks a paradigm methodology.
Thomas Kuhn (1996) stated a paradigm is necessary or everything seems possibly
relevant and as a result, early fact-gathering becomes a random activity. Therefore, |
propose a minimum foundation for global education to be the five dimensions presented
in Table 1.

In addition, the overall empirical research is lacking in global education and those
areas in which it has been done have not provided consistency. This shortcoming is
understandable within a field that is still lacking a clear-cut mission, but this
inconsistency does a disservice to the field. Without quality research to defend itself,
global education will continue to be forced to rely on theoretical foundations in its pursuit
of curricular influence while lacking the clout to provide a convincing argument for its
benefits.

For these reasons, there are a variety of studies that should be undertaken. First,
prior to providing preservice teachers with the methods of educating students towards a

goal of citizenship education in a global context, research should be conducted on how
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teachers who are successfully teaching a global education developed this perspective.
Next, there are two research areas that should expand upon this initial area of study.
Research should be conducted to determine whether there are effective ways of
developing global perspectives within prospective teachers in teacher education programs
and, if there are, determining what are the ideal methods. Finally and most importantly,
research must be undertaken that gauges the following question: Are students more likely
to develop a global perspective if their teacher has one?

As a result of the studies deemed necessary to the integration of global
perspectives into the school curricula, I conducted a baseline study to serve as a starting
point of a research program that, ideally, will ultimately improve the quality of global
education in teacher education programs. In Chapter 3, I discuss methods and procedures
to provide answers to the following five questions:

1. How highly do teachers participating in a global education curriculum project

score on the Hett Global-mindedness Survey (Hett, 1993)?

2. To what do self-identified globally minded teachers attribute the development

of a global perspective?

3. Is there a relationship between what self-identified global educators attribute

the development of their global perspective to and how they scored on the
Hett Global-mindedness Survey (Hett, 1993)?

4. How might the background of a teacher (e.g., travel experience, languages

spoken) influence to what the teacher attributes his or her development of

global-mindedness?
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5. How do teachers perceive their curricular decision making is influenced

according to that to which they attribute their constructed global-mindedness?
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CHAPTER 3:

METHODS AND PROCEDURES

Introduction

The researcher’s goal of enabling students to develop global-mindedness stems
from the contention students are not being adequately prepared for the future and global-
mindedness would be superior in preparing them in a globally interdependent world. A
further contention is that incorporating global-mindedness into teacher programs that
influence the teaching methods of new educators will translate into global-mindedness in
students.

As people become more interconnected, students need to gain familiarity with the
world around them. Unfortunately, many people in the United States have demonstrated a
remarkable lack of awareness of people and places outside the immediate physical locale
of their daily lives. In a recent study done by the National Geographic’s Global
Geographic Literacy Survey (RoperASW, 2006) of U.S. citizens aged 18-24, global,
geographic, and cultural skills appear be dismally lacking. For example, despite the
extensive media coverage of the overthrow of the Taliban in Afghanistan after 9/11 and
the ongoing U.S. presence in Iraq for the past 3 years, nearly 90% of young Americans
were unable to locate Afghanistan on a map, and 63% were unable to find Irag. Results
from the previous administration of the survey (RoperASW, 2002) demonstrated that

U.S. citizens were less culturally aware than comparable same-age peers from other
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industrialized nations. In addition, researchers have found people tend to individualize
the characteristics of people in their in-group and perceive their behavior as normal,
while viewing out-groups in terms of more stereotypical characteristics (Merryfield &
Wilson, 2005).

To inform policy and develop the appropriate materials for instructing from a
global perspective, we must receive descriptive feedback from those who are successfully
teaching with a global perspective. The primary goal of this study was to answer the five
research questions stated in chapters 1 and 2:

1. How highly do teachers participating in a global education curriculum project

score on the Hett Global-mindedness Survey (Hett, 1993)?

2. To what do self-identified globally minded teachers attribute the development
of a global perspective?

3. Is there a relationship between what self-identified global educators attribute
the development of their global perspective to and how they scored on the
Hett Global-mindedness survey (Hett, 1993)?

4. How might the background of a teacher (e.g., travel experience, languages
spoken) influence to what the teacher attributes his or her development of
global-mindedness?

5. How do teachers perceive their curricular decision making is influenced by
that to which they attribute their constructed global-mindedness?

The strategy used to meet these goals was to gather data from multiple sources

and in multiple formats in the form of surveys and interviews. This study used both

quantitative and qualitative methods for data collection and analysis. The sampling
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methods, participants, and data collection procedures are explained in the following
sections.
Participants

Sharan Merriam (1988) stated that purposeful sampling is used when the
researcher is attempting to gain insight from a specific group, such as global educators.
Therefore, | employed this sampling method by inviting 13 high school social studies
instructors from Hillsborough and Pasco counties in Florida who are involved in a global
education program called the Global Schools Project to participate in the study. The
teachers involved in the Global Schools Project exemplify the attributes of a global
educator outlined in Chapter 1, Statement of the Problem. The Global Schools Project,
which was initiated in 2004, is a partnership between the University of South Florida and
the Hillsborough County public schools and Pasco County public schools. Participating
social studies teachers examine global issues, globalization, and internationalization and
apply this content to secondary school teaching and curriculum development. In addition,
the teachers involved in the program participate in global education professional
development opportunities, present workshops in professional venues at the local and
national levels, and develop classroom materials that have a global focus and are freely
available for use by other teachers in their classrooms via the Global Schools Project
Web site (http://patelcenter.usf.edu/whatwedo/education/globalschools.html).

Institutional Review Board Review
This study was approved by the University of South Florida Institutional Review

Board (IRB) on December 4, 2009. The IRB determined that the study met the federal
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criteria to qualify as an expedited approval study. A copy of the determination letter is
included in the appendices (see Appendix A).
Research Protocol

Two sources provided data. The initial procedure was comprised of two separate
surveys, a background questionnaire, and an instrument measuring global-mindedness
provided to the 13 participants. The surveys were followed by interviewing six of the 13
original participants twice. The rationale for the instruments and process for determining
which six global educators were interviewed is explained in the following section.
Survey Instruments

There were two survey instruments used in this study. The initial instrument was a
background questionnaire, which was adapted from Barbara Tye and Kenneth Tye’s
(1998) study. All of the study participants received both survey instruments. | used these
surveys as a reference tool in selecting the interview subjects. The first survey
instrument, the teacher background questionnaire, was used in conjunction with the
interviews to help the researcher answer Research Question 4: “How might the
background of a teacher (e.g., travel experience, languages spoken) influence to what
they attribute their development of global-mindedness?” The goal was to interview the
top three scorers and the bottom three scorers of the second instrument, the Hett Global-
mindedness Survey (Hett, 1993). In addition, after completing the interviews, the
researcher used the Hett Global-mindedness Survey to help answer Research Question 1:
“How highly do teachers participating in a global education curriculum project score on

the Hett Global-mindedness Survey?” and Research Question 3: “Is there a relationship
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between what self-identified global educators attribute the development of their global
perspective to and how they scored on the Hett Global-mindedness Survey?”

There are 13 questions on the teacher background questionnaire (see Appendix
B). Questions 2 through 7 each have to do with travel experience. The rationale for these
questions is largely grounded in the research of the correlation between travel experience
and global education (i.e., Mapp et al., 2007; Pence & Macgillivray, 2008; B. B. Tye &
Tye, 1998). To provide more specificity to the time frames of previous research, the
researcher broke the international travel experience into five time frame groupings to see
if there is a correlation between the groupings and differences between global-
mindedness. In addition, a common theme throughout study abroad and international
travel experiences had been the type of experiences they entail; therefore, Question 7
sought clarity on the reasons traveled to see if the type of travel experience influenced
global perspectives.

Questions 8 through 12 were developed with the results from the study done by
the Center for Human Interdependence (B. B. Tye & Tye, 1998) in mind. In addition to
their finding that teachers who have lived overseas were more likely to be global
educators, B. B. Tye and Tye (1998) found teachers who followed world news early in
life, and those whose parents discussed current events with them while they were
growing up were also more likely to be attracted to global education. Question 13 built
upon a study done by Shim and Paprock (2002), who did a study on expatriates. Shim
and Paprock found that competency in multiple languages was a factor in raising one’s

cross-cultural awareness. By asking the questions based upon language proficiency, the
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researcher hoped to expand upon the previous studies’ results and see if, in addition to
cross-cultural awareness, language proficiency translates into global-mindedness.

For the second instrument, | chose the Hett Global-mindedness Survey
established by Jan Hett (1993). It was selected for two reasons. First, the underlying
values of the five dimensions correlate to the underlying dimensions of global-
mindedness outlined in Chapter 2. The five dimensions are presented in Table 3.

Table 3: Hett’s Five Dimensions of Global-mindedness

Dimension Definition

Responsibility A deep personal concern for people in all parts of the world
which surfaces as a sense of moral responsibility to try and

improve conditions in some way.

Cultural pluralism | An appreciation of the diversity of cultures in the world a belief
that all have something of value to offer. This is accompanied by
taking pleasure in exploring and trying to understand other

cultural frameworks.

Efficacy A belief that an individual’s actions can make a difference and
that involvement in national and international issues is

important.

Globalcentrism Thinking in terms of what is good for the global community, not
just what will benefit one’s own country. A willingness to make

judgments based on global, not ethnocentric, standards.
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Dimension Definition

Interconnectedness | An awareness and appreciation of the interrelatedness of all
peoples and nations which results in a sense of global belonging

or kinship with the “human family.”

Note. Adapted from The Development of an Instrument to Measure Global-mindedness,
by J. E. Hett, 1993, p. 143. Copyright 1993 by Jane E. Hett.

These values correlate to the five underlying dimensions articulated in Chapter 2
because each share the commonalities of looking out for the welfare of the global
community, gaining an awareness and appreciation of diverse cultures, the belief that
there is a connection between the local and the global, and making students aware of
global issues. Second, the Hett Global-mindedness Survey (Hett, 1993) was chosen
because of its strong validity and reliability; developed through a process of retroductive
triangulation and grounded in sociological theory construction research that meets the
criteria for psychometric measures, the Hett Global-mindedness Survey consists of a 30-
item 5-point Likert-type scale ranging across five choices from 1 = strongly disagree to
5 = strongly agree. The total possible score of the instrument ranges from 30 to 150. The
higher the numerical score, the higher the estimated level of global-mindedness. Hett
(1993) gave the Global-mindedness Survey to students at the University of California,
San Diego, and 396 completed the instrument. The internal reliability for the Global-
mindedness Survey, using Cronbach’s coefficient alpha, was .90 overall. Alpha subscales
ranged from .70 to .79. A content validity index was established by a panel of four
content judges. The content validity index for the overall tool was .88. The Global-

mindedness Survey demonstrated a strong correlation of .65, significant at the .001 level,
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(Hett, 1993). Duckworth et al. (2005) and Kehl and Morris (2008), two studies discussed
in the Global Education Empirical Research section of Chapter 2, used the Global-
mindedness Survey in their studies to provide further validation of this instrument. The
survey is presented in Appendix C.
Interviews

A qualitative case study is an intensive, holistic description and analysis of a
specific phenomenon (Merriam, 1988), such as in this study in which one of the primary
goals is determining to what a global educator attributes his or her global-mindedness. In
a case study approach, one of the primary means of collecting data is through in-depth
interviews (Creswell, 2007); therefore, the researcher uses a semistructured interview
protocol to help address many of the research questions. A semistructured interview is
defined as an “interview with the purpose of obtaining descriptions of the life world of
the interviewee in order to interpret the meaning of the described phenomena” (Kvale &
Brinkmann, 2009, p. 3). This format is the most common and allows the researcher
flexibility to change the order or wording of questions and to ask questions that have not
been predetermined to respond to any of the participants’ emerging themes (Merriam,
1988).

Kvale and Brinkmann (2009) described the following seven stages of the research
interview:

1. Thematizing an interview: Clarifying the why and what of the interview.

2. Designing: Planning the procedures and techniques of the interview study.

3. Interviewing: Conducting the interview and using a format based upon the

interview purpose and content.
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4. Transcribing: Analyzing the interview data by transforming the interview

from its oral form to a written form.

5. Analyzing: Deciding on the purpose of the interview investigation and the

appropriate steps and methods of analysis.

6. Verifying: Determining the validity, reliability, and generalizability of the

interview data.

7. Reporting: Detailing the interview’s findings and the methods used in an

ethical manner that holds up to the scrutiny of proper qualitative methods.

To organize the interviews, the researcher used these seven steps of the interview
research process. Over the remainder of this section, the researcher explains how this
process was done. When thematizing, it is necessary to do three things. Initially, one must
clarify the purpose of the study in which he or she is partaking. Second, it is necessary to
gain knowledge of the subject matter of the investigation prior to the formal interviews,
and finally the researcher should familiarize himself or herself with a variety of interview
techniques (Kvale & Brinkmann, 2009).

The purpose of the interviews was to investigate how teachers perceive and
explain their development of a global perspective. Further, how teachers perceive their
constructed global-mindedness impacts their curricular decision making was examined.
The Review of the Literature (see Chapter 2), and my multiple presentations on the topic
of global education at both state and national conferences demonstrates my expertise on
global education.

Within the context of a semistructured interview, Kvale and Brinkmann (2009)

discussed three types of interviews that have aspects of what the researcher hoped to
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accomplish in these interview studies. The conceptual interview investigates and charts
the subject’s conception of a phenomenon, which | did with the concept of global
education. The second type of interview, the narrative interview, focuses on the subject’s
stories told during the interview, specifically the plots and structures of their responses.
This is what | have done by analyzing the transcription for emerging themes from the
discourse. The final type of interview that fit into my interview style was the discursive
interview. This interview focuses on power relations of discourse and how knowledge is
created within this discourse. An aspect of this interview type is that interviewers are
seen as active participants rather than passive observers only there to ask the questions.
This fit into my understanding of the role of the interviewer. Whether it is overt or covert,
the very presence of the interviewer (for example, the way the researcher asks the
questions, the researcher’s body language, the interviewees’ assumptions of the
interviewer) influence the participant in some manner.

The interviewer being perceived as a part of the in-group or out-group may
influence what and how something is said by the interviewee (Sarangi, 2003). In addition,
Elliot Mischler (1986) stated in many interviews there is a perceived power differential in
the relationship and that by allowing interviewers to be collaborators in the development
of the study, analysis, and interpretation of the data, the power structure of the interview
will likely be reduced. Therefore, as the researcher, | provided opportunities for
participant inclusion in the decision-making process.

Once the researcher has articulated the why and what of the interviews, the
researcher moves on to the second stage, which could be referred to as the how stage, or

the design stage. To move on, the details outlining the interviews were completed. First,
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the interview dates and locations with the interview participants were established. There
was a minimum of 1 month between first and second interviews of each individual. The
underlying reason for this was to provide ample time to transcribe the first interview and
begin the process of finding themes in the first interview on which to build follow-up
questions for the second interview. In addition, this allowed me to begin a process of
triangulation by getting feedback from colleagues and providing the participants with
copies of the transcripts to check for accuracy.

First interview. A semistructured interview format was used, but coming into the
initial interview, per the suggestions of Kvale and Brinkmann (2009), I developed a script
to provide some structure to the interview. The script focused on the theme of global
education, the interviewee’s perspectives on global education, and how he or she teaches
it to students. In addition, as recommended by Janesick (2004), | developed a list of
specific questions, with the understanding that as the interview evolved new or additional
questions may emerge. According to Merriam (1988), preparing this list of questions
serves two purposes. First, it enabled me to translate the objectives of the research into
specific and possibly measurable language. Second, it provides the impetus for
participants to share their knowledge of the phenomenon being studied.

Questions are at the core of interviewing; therefore, to collect meaningful data, it
IS necessary to ask good questions (Merriam, 1988). The initial questions | developed
followed the recommendations of Michael Quinn Patton (1980), who provided six types
of questions to use to get different kinds of information from interviewees. The six types
of questions are as follows:

e experience/behavior questions;
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e opinion/value questions;

e feeling questions;

e knowledge questions;

e sensory questions; and

e Dbackground/demographic questions.

In an interview, it is not necessary that each category of questions be asked as
long as the question is pursuing the appropriate information (Patton, 1980). A listing of
the preliminary interview questions is presented in Appendix D, and Table 4 identifies
the category in which each of my initial question numbers, from Appendix D,
corresponded. Because my focus was on the participants’ perception of how they
developed global-mindedness, it is logical that the majority of my questions were
opinion/value-type questions.

Table 4: Category of Initial Interview Questions

Question category Question #

Experience/behavior 4,5,6,9, 12,13

Opinion/value 3,4,5,6,7,8,9,10, 11, 13, 14, 15, 16
Feeling 4

Knowledge

Sensory

Background/demographic 1,2

Note. Questions 4, 5, 6, 9, and 13 meet the criteria of more than one category of question.
The interviews took place at various locations, depending upon the convenience

for each participant. This was done in order to assure privacy and a relaxed atmosphere
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for the participants. Times and locations included after hours at the secondary school at
which some of the participants were employed, as well as casual coffee shops and a
waterfront café in the area. Interviews were each approximately one hour. In addition,
each participant was sent the interview protocol 1 week prior to the scheduled interview
and the interview participants were compensated with a gift card to their choice of a local
bookstore or coffee shop.

When transcribing the interview, | used NCH Software’s Express Scribe software.
This is an audio player software, compatible with a PC. Using this, the researcher was
able to slow down the speed of the recording. As a result, the researcher did not have to
stop and start the interview frequently while transcribing and was able to transcribe on his
own. By doing the transcription in this manner, rather than outsourcing it to a
transcription service, it was easier to identify emerging themes.

Second interview. The interview questions for the second round of interviews
were influenced from the emerging themes found in the initial interviews, a noted
strategy of a semistructured interview (Janesick, 2004). There were a few questions not
related to the emerging themes added due to conversations in the initial interviews. In
addition, questions that arose from the teacher background survey (see Appendix B) and
the underlying dimensions of the Hett Global-mindedness Survey (Hett, 1993; see
Appendix C) were also included. The questions that I constructed for each participant are
presented in Appendix D. An explanation of the questionnaire and survey provided to
participants is presented in Appendix E. The study explanation letter is presented in
Appendix F. Consent was obtained using the form presented in Appendix G. Affirmation

of intent to participate was obtained using the form presented in Appendix H, and
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member check using the form presented in Appendix I. The interview process adhered to
the guidelines explained in Ethical Considerations, later in the chapter.

Prior to the second round of interviews, participants were sent the transcripts of
the participant’s initial interview and provided the researcher’s notes of any emerging
themes that developed in the initial interview for a member check. Each participant
received the transcripts and notes at least 1 week prior to the second interview and the
second interviews did not take place until the participants had verified the accuracy of
this information. Transcription of the second interviews followed a similar format as that
of the initial interviews.

Analysis

Data analysis is an ongoing process that begins while the data are being collected
and intensifies after all of the data have been gathered (Merriam, 1988). In case study
analysis, there are specific, structured methods recommended (Creswell, 2007) and when
examining the data, | followed Creswell’s (2007) six steps of analyzing an interview
when doing a case study analysis. He suggested that the researcher should first describe
his or her personal experiences with the phenomenon being studied. Therefore, the
researcher should provide a full description of his own experience of the phenomenon in
an attempt to set aside the researcher’s own experiences and expose any possible biases,
so the focus of the study remains on the participants. | have done this by describing how |
attribute my development of global-mindedness (see Appendix J).

Second, | developed a list of significant statements, sentences, and quotes from
the participant interviews that focused on how the participants experienced the

phenomenon. Creswell (2007) referred to this step as horizonalization. Next, | developed
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clusters, or meaning units, from these significant statements into themes. This was done
through additional multiple readings and member checks. Once | established the themes
of the interview, the transcripts were coded based on these themes. Fourth, these
significant statements and themes were used to write a textural description of the
experience, which is a description of to what the participants in the study attribute their
global-mindedness. This description included participant interview examples from the
transcript.

| then wrote a structural description, which in this study, refers to a description of
the context, or setting, that influenced how the participants attributed their experience of
acquiring a global-mindedness. Creswell’s (2007) last recommendation is for the
researcher to write a composite description of the phenomenon being studied by
integrating the textural and structural descriptions. This passage is the essence of the
experience and represents the culminating aspect of the study.
Verifying

Using multiple strategies, including confirmation or triangulation, can strengthen
validity and reliability (Creswell, 2007). | validated this study by having six interviewees,
which provided for triangulation between participants to address validation issues
(Janesick, 2003). Triangulation is the use of “multiple and different sources, methods,
investigators, and theories to provide corroborating evidence” (Creswell, 2007, p. 208).
Because data were collected from six different sources (interviewees), if multiple data
sources reported a similar theme, then evidence for a common element in the
phenomenon of to what a global-mindedness is attributed may be supported through

triangulation of the data. My field notes kept during the interviews and the teacher
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background questionnaire (see Appendix B) were other data sources that may have
provided triangulation. In addition, after transcribing the interviews I did a member check
by sending the transcripts and notes on emerging themes to the participants and asked
them to verify the accuracy of the information reported in the transcript as a
recommended way of increasing validity and reliability (Creswell, 2007; Janesick, 2004).

Reliability can be addressed in several additional ways that were utilized by this
researcher. It can be enhanced through detailed researcher notes, having a quality
recording device, and transcribing the recording. Reliability can also be increased
through researcher reflection throughout the study. This can help ensure that the
researcher has not influenced the content of the interviewees’ descriptions in a manner
that does not accurately reflect the participants’ actual reflections. The researcher should
also note any possible alternative conclusions to those identified as the themes in the
analysis of the transcripts (Creswell, 2007), which | have included in the structural
description of the analysis. For further validation of data accuracy, a dual entry data
method was employed when inputting the data.

Miles and Huberman (1994) stated that reliability can be enhanced by ensuring
the research questions are clearly outlined and the design of the study matches these
questions. In addition, the researcher’s role should be clearly explained, which | have
done in this chapter. Finally, another strategy | used was peer reviews, by having two
fellow doctoral students do code checks on the analysis of my interviews.

Ethical Considerations
| was cautious and alert to any possible ethical issues and was confident that any

possible ethical issues that may have arisen were minimized, if not completely
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neutralized. Some of the ethical issues that Kvale and Brinkmann (2009) discussed that
were relevant to this interview study included securing the participant’s confidentiality,
considering the consequences to the subject, any stress the study may have had on the
participant, making sure the transcription was a faithful description of the participant’s
statements, and deciding whether the participant should be involved in the interpretation
of his or her statements.

To secure confidentiality, consider the consequences of their participation, and
any stress that could arise due to participation, prior to the surveys and interviews and
during the interviews participants were made aware that they were able to withdraw from
the study at any time. In addition, they were informed that this study was for educational
purposes only and would be used for the researcher’s dissertation. To secure this
understanding formally, an explanatory letter (see Appendix F) and an informed consent
(see Appendix G) signed by each participant was provided before the first interview. To
ensure that the transcription and interpretation were faithful to the statements made,
participants were provided an opportunity to review their own individual transcripts and
the researcher’s interpretations of the data pertaining to that individual participant.
Research Field Notes

Because the researcher is one of the main research instruments (Janesick, 2004), |
kept a journal of personal notes to supplement the interview that included my thoughts
and observations during the interviews, as well as other notes that cannot be deciphered
from a digital voice recording, such as body language and facial expressions. These notes

provided affective data not captured by the digital voice recorder.
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CHAPTER 4:

RESULTS

Introduction

The purpose of this study was to determine how global educators perceive their

global-mindedness to be constructed and how this impacts their curricular decision

making. This chapter examines the research findings of this case study by analyzing the

quantitative and qualitative data to answer the five research questions guiding the study:

1.

How highly do teachers participating in a global education curriculum project
score on the Hett Global-mindedness Survey (Hett, 1993)?

To what do self-identified globally minded teachers attribute the development
of a global perspective?

Is there a relationship between what self-identified global educators attribute
the development of their global perspective to and how they scored on the
Hett Global-mindedness Survey (Hett, 1993)?

How might the background of a teacher (e.g., travel experience, languages
spoken) influence to what the teacher attributes his or her development of
global-mindedness?

How do teachers perceive their curricular decision making is influenced by to

that to which they attribute their constructed global-mindedness?
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The quantitative analysis involved the use of descriptive data through the
administration of two surveys. The qualitative analysis consisted of interviews of six self-
proclaimed global educators using interviews geared towards gaining an understanding of
their perception of how they attained a global perspective and how it influences their
curricular decision making. To support the emerging themes that developed from the
research questions, the findings are presented in narrative form.

Participants

The participants from whom data were initially collected included 10 secondary
education social studies teachers (nine women, one man) who participated in the Global
Schools Project described in Chapter 2. The participants ranged in age from their early
30s to mid-40s, came from various ethnic backgrounds, and had varied lengths of
educational experience ranging from 5 years to over 15 years, teaching secondary social
studies in this region of Florida. The courses taught by the participants ranged from
elective courses, such as multicultural studies and law studies, to advanced placement
courses on American history, world history, and human geography, to the core courses of
American history, world history, American government, and economics. Data were
sought from all 13 Global Schools Project members, but three social studies instructors
(two men and one woman) did not respond to my inquiries.

Analysis of Research Question 1: How Highly do Teachers Participating in a Global
Education Curriculum Project Score on the Hett Global-mindedness Survey?

Two instruments were used to collect the initial data: A teacher background

questionnaire (see Appendix B) and the Hett Global-mindedness Survey (Hett, 1993; see

Appendix C). They were both administered to the participants and returned to the
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researcher via e-mail. The teacher background questionnaire was used to aid in the
development of interview questions and as a reference to aid conclusions for Research
Question 4: “How might the background of a teacher (e.g., travel experience, languages
spoken.) influence to what the teacher attributes his or her development of global-
mindedness?”

The Hett Global-mindedness Survey (Hett, 1993) was administered to determine
who were asked to participate in the interviews. The survey consisted of a 30-item 5-
point Likert scale that ranged from 1 = strongly disagree to 5 = strongly agree. The total
possible score of the instrument ranged from 30 to 150. In addition, the scale consisted of
five underlying dimensions (responsibility, cultural pluralism, efficacy, globalcentrism,
and interconnectedness). The procedure for scoring the Hett Global-mindedness Survey
was designed so that the higher the numerical score on each dimension, the higher the
estimated level of each dimension; the higher the total numerical score on the survey the
higher the global-mindedness. The total numerical scores for the 10 participants are
presented in Table 5.

Table 5: Hett Global-mindedness Scale Scores

Pseudonym Score
AB 133/150 = 88.7%
CD 132/150 = 88.0%
EF 131/150 = 87.3%
GH 131/150 = 87.3%
1J 128/150 = 85.3%




87

Pseudonym Score
KL 122/150 = 81.3%
MN 119/150 = 79.3%
OP 118/150 = 78.7%
QR 111/150 = 74.0%
ST 90/150 = 60.0%

Six of the original 10 secondary social studies educators were interviewed. Of the
six instructors, five were women and one was a man. As stated in Chapter 3, the goal was
to interview the three instructors who scored highest on the Hett Global-mindedness
Survey (Hett, 1993) and the three instructors who scored the lowest on the Hett Global-
mindedness Survey. The three highest scorers agreed to be interviewed. Unfortunately,
due to the instructor with the second lowest score not responding to my interview
invitations, the remaining three participants included the lowest scorer, the third lowest
scorer, and the fourth lowest scorer.

Prior to giving a descriptive analysis of the remaining research questions and so
that the reader is be provided a glimpse of the global-mindedness of the six interview
subjects, I next describe each of the participants based upon how they scored on the five
underlying dimensions. For a statistical breakdown of each of the participants scores on

the dimensions, see Table 6.
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Table 6: Hett Global-mindedness Survey Dimension Scores

Pseudonym ST OoP MN EF CD AB
Responsibility 18/35 24/35 22/35 28/35 31/35 29/35
(51.4%) | (68.6%) (62.9%) (80%) (88.6%) (82.9%)
Cultural pluralism 26/40 37/40 38/40 39/40 38/40 38/40
(65%) (92.5%) (95%) (97.5%) (95%) (95%)
Efficacy 17/25 21/25 22/25 24/25 21/25 22/25
(68%) (84%) (88%) (96%) (84%) (88%)
Globalcentrism 15/25 14/25 17/25 18/25 20/25 21/25
(60%) (56%) (68%) (72%) (80%) (84%)
Interconnectedness 14/25 22/25 20/25 22/25 22/25 23/25
(56%) (88%) (80%) (88%) (88%) (92%)

Five of the interviewees were teaching social studies in Hillsborough County,
Florida, which is the ninth largest school district in the United States (Hillsborough
County Public Schools, n.d.). The remaining interviewee was teaching in Pasco County,
Florida. The six interviewees are presented in order from lowest score to highest score. A

summary profile of the six selected global educators is presented in Table 7

Table 7: Profile of Global Educators Selected for Qualitative Analysis

Pseudonym ST OP MN EF CD AB

Age 31 31 35 31 41 32

Gender Female Female Female Female Male Female

Ethnicity Philippine- Anglo Haitian Hispanic Anglo Anglo
Anglo
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Pseudonym ST OoP MN EF CD AB
Current AP human AP human | American AP human Law AP world
high school | geography, geography, | history geography, studies, history,
subject multicultural world honors, world legal world
taught studies history American cultural systems & history

gvt., world | geography concepts,

cultural world

geography cultural

geography

Interview Participant Profiles—Lowest Scorers

ST. ST, an American of Filipino descent, was a 31-year-old woman who was in
her eighth year of teaching. During her first 2 years, she taught in a self-contained
classroom for a dropout prevention program. For the past 6 years, ST had been a social
studies instructor at a public high school that enrolls over 2,700 students in Hillsborough
County, Florida. Her school’s demographics were diverse and included 44% Anglo
Americans, 42% Hispanic Americans, 9% African Americans, and 5% Asian Americans
(Public School Review, n.d.a). Approximately 37% of the student body was eligible for
free or reduced-price lunch. During the time of the study, ST’s courses included AP
human geography and multicultural studies, which, according to her, “is a course that
covers the minority groups that aren’t usually covered in U.S. history” (ST, personal
communication, January 27, 2010).

ST was the lowest scorer on the Hett Global-mindedness Survey (Hett, 1993) with
a total score of 90/150, or 60%, which was nearly 29% lower than the high scorer. In the

initial theoretical dimension, responsibility, she scored a 51%, which was also the lowest
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score of the participants on this dimension. Based upon the way ST answered the
responsibility statements of the survey, her score was indicative of a person who may
have mixed feelings on her personal responsibility regarding people and conditions
around the world. The survey suggested that she does not spend much time worrying
about the lives of people who experience oppression or some type of misfortune, such as
malnutrition or experiences of natural disasters, and that she does not spend time thinking
about whether she or other Americans have an obligation to take action if her government
is doing something she disagrees with or to help the less fortunate around the globe.

ST was the only interview participant to score less than 90% on the cultural
pluralism dimension. Her score was a 65%. Her answers indicated that she does have
some commonalities with people in less-developed countries, she does get some
enjoyment out of understanding people’s behavior in the context of their culture, and that
the multiculturalism within the United States does provide the country with some
enrichment. Despite the enrichment that she stated different cultures provide, her answers
did not provide a commitment as to whether she finds it stimulating to spend a period of
time talking with people from other cultures and whether Americans can learn something
of value from all cultures. Her answers indicated she also does not find it necessary for
national policies made by the U.S. government to have to take into consideration how the
policies might affect other areas of the world. In addition, while she agreed that it is
important that people should be educated to understand the impact current policies may
have on future generations, she did not agree that it is important that university programs

should promote an understanding of different cultural and ethnic backgrounds.
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The third theoretical dimension, efficacy, was ST’s highest scoring dimension, at
68%, which was still the lowest score in this dimension among the participants. Her score
indicated that she is not willing or able to take a position on whether her behavior at the
local or global level can have an impact on many of the world’s problems or people
around the globe. On the other hand, her survey did suggest that she believes that an
individual’s actions may have an effect on the world’s ecosystem. She also agrees that it
is important for her to have a career in which she can positively affect the quality of life
for future generations.

ST scored a 60% on globalcentrism. Her answers to this theoretical dimension
implied some uncertainty. Again, if this dimension was a spectrum with ethnocentrism on
the left and globalcentrism on the right, she appeared to fall squarely in the middle. She
appeared to be undecided on whether the needs of the United States should be the highest
priority when negotiating with other countries, whether American values are the best, or
whether people should be able to pursue a standard of living that has only a slight
negative impact on the environment. While she appeared amenable to allowing the
world’s present distribution of wealth and resources to be maintained because it promotes
survival of the fittest, she does seem empathic with people from cultures who do not
understand the American way of doing things.

In the final theoretical dimension, interconnectedness, ST was the only participant
not to score at least an 80%, finishing with a score of 56%. She was again uncertain on
many of the issues discussed on the survey. For example, she did not appear willing to
make a decision as to whether she agreed or disagreed on the importance of being

considered as a member of the global community or whether she considers herself a
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global or American citizen. She also appeared undecided on whether increasing
interconnectedness would be a benefit to the United States in the future. Finally, the
increasing interconnectedness of the world does not translate to her feeling a strong
kinship with the global community.

OP. OP, an Anglo 31-year-old woman, taught at a secondary public school in
Pasco County, Florida. The school in which she taught has over 1,800 students,
approximately 33% of whom are eligible for free or reduced-price lunch. The student
demographics were 66% Anglo American, 21% Hispanic American, 11% African
American, and 2% Asian American (Public School Review, n.d.c). During the semester
in which I interviewed OP, she was teaching AP human geography and world history.

OP was the third lowest scorer of the self-identified global educators who took the
Hett Global-mindedness Survey (Hett, 1993), 10% behind the high scorer. She was also
the only interview participant who had never traveled outside of the United States. In the
initial dimension, responsibility, there were seven statements OP was required to answer.
She scored a 24/35, which was at the 69th percentile. According to the description of the
responsibility dimension and the statements pertaining to this theoretical dimension in the
survey (see Appendix C), this implied that OP likely has mixed emotions on her
responsibility to citizens around the globe. While she does not strongly agree that
Americans have a moral obligation to share their wealth with the rest of the world, she
did state that she agrees that they have a moral obligation. Her responses to the
statements implied that her misgivings are that it should be provided for sustainable
development and not be given merely as handouts, an indication that was confirmed in

later interview statements. Her response to another statement also implied that while it is
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important to speak out about issues and actions in which she feels her government is
wrong, there may be exceptions to speaking out or taking action. In addition, when it
comes to the world conditions in which people live, she appeared conflicted in her
reactions. Based upon the wording of the survey statements and how they were answered,
she expressed the sentiment that people around the world who are oppressed receive a
great deal of sympathy. In contrast, while the malnourished appeared to be a concern, it is
not one that is individualized. Finally, the survey implied that she does not linger over
feelings of empathy for individuals on the other side of the world who are suffering
through natural disasters.

Cultural pluralism was the second theoretical dimension. This dimension
consisted of eight statements and was OP’s highest scoring global dimension at 92.5%.
According to how she answered the survey statements, OP finds it very enjoyable to
spend time with people from other cultures and believes that a multicultural environment
is an important facet of a country. She also believes it is very important that students
learn about differing cultures and ethnicities and how policies made today impact the
future world. In addition, while the survey results indicated that she sees herself as a
citizen of the United States, interests of which are important to look out for, she is also a
global citizen who shares commonalities with people around the world; therefore, when
the United States sets national policies, the consequences these policies may have on her
world brethren should be taken into consideration.

The third theoretical dimension was efficacy. OP’s score of 84% implied that
while she carries some uncertainty that her actions can alleviate the many problems going

on around the world and have an effect on the ecosystem, she does express that it is
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important for her to have a career in which she can positively affect the lives of future
generations. Her conflicting responses on this dimension may be the result of some
feelings of burnout that she discussed in her interviews (see Unanticipated Results, later
in this chapter).

Globalcentrism was OP’s lowest theoretical dimension at 56%, implying her
answers to this dimension showed some uncertainty. If this dimension was a spectrum
with ethnocentrism on the left and globalcentrism on the right, she appeared to fall just to
the left of the center. While she does not always believe that the needs of the United
States should be the highest priority when dealing with other countries, there is a sense of
ethnocentrism on her part because she believes that American values are usually the best
values. On the other hand, she expressed some empathy for people from other cultures
who do not understand American ways. In addition, there was an expression of
uncertainty over whether Americans should be permitted to pursue the standard of living
they can afford if the impact on the environment is even only minimal. Finally, she was
also unwilling to take a position on whether the world’s present wealth distribution
should be maintained if it is due to promoting the survival of the fittest.

The final dimension was interconnectedness, in which OP scored an 88%.
Providing a description of her score for this dimension, OP was someone who often
contemplates the type of world we are presently creating for future generations. While
she does see interconnectedness as a benefit to the world, she stopped short of completely
endorsing it as a full benefit to the United States. Also, as stated in the cultural pluralism
dimension description, she does agree in part that she is a global citizen in addition to a

citizen of the United States who feels a strong kinship with people around the world.
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MN. The third interviewee, MN, was a 35-year-old Haitian American. MN had
been teaching since 2001 and was the social studies department chair of a Title I
secondary public school with close to 1,900 students in Hillsborough County, Florida.
Approximately 55% of the students were eligible for free or reduced-price lunch. The
student demographics were 46% Hispanic American, 34% African American, 18% Anglo
American, and 2% Asian American (Public School Review, n.d.b). The school was
unique in that it was an international magnet school that housed eight academies, each of
which incorporated an international theme. The teachers throughout the school were
assigned to one of three areas: the international magnet, an academy within the
international magnet, or with students who were not in a magnet or academy. MN taught
students in the international magnet. During the 2009-2010 school year, MN’s courses
included American history honors, American government, and world cultural geography.

MN was the fourth lowest scorer on the Hett Global-mindedness Survey (Hett,
1993), scoring 1 point higher than OP. She was also one of two interview participants
who were not native to the United States, having been born and raised in Haiti until
moving with her family to the United States at the age of 10. In the responsibility
dimension, MN scored a 63%, her lowest score of the five dimensions on Hett Global-
mindedness Survey. Taking into consideration her answers to the survey statements when
providing a descriptive meaning of her in this dimension, the implication appeared to be
that she shared many similarities to OP. She also expressed mixed emotions on her
responsibility to citizens around the globe. MN articulated uncertainty as to whether
Americans have a moral obligation to share their wealth with the rest of the world. Also

similar to OP, her survey implied that while she finds it is important to speak out about
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issues and actions in which she feels her government is wrong, there may be exceptions
to speaking out or taking action. Pertaining to the world conditions in which people live,
she also appeared to carry some conflicts in her reactions. People around the world who
are oppressed receive a great deal of sympathy. She also expressed a sense of
personalizing how it must feel to be malnourished. On the other hand, she did not
indicate that the idea of thousands of starving Africans leaves her with much frustration
or that a natural disaster taking the lives of tens of thousands of people on the other side
of the world having much of an emotional impact on her. Finally, she also expressed
uncertainty over whether she should feel any responsibility to taking action about
conditions people live in throughout the world.

The cultural pluralism theoretical dimension was MN’s highest scoring dimension
because she received a score of 95%, answering all but two of the statements as strongly
agree. According to the answers she provided, MN finds it very enjoyable to spend time
with people from other cultures and believes that a multicultural environment is an
important facet of a country. She also believed it is very important that students gain an
understanding of different cultures and ethnicities, and how the impact of policies made
today impact the future world. In addition, she believed Americans can learn something
of value from all countries. The answers MN provided indicated that she believes she
shares many commonalities with people in less-developed countries and when the United
States sets national policies, the consequences these policies may have on the rest of the
world should be taken into consideration.

MN’s score of 88% on the efficacy dimension implied both some optimism and

reluctance that the action she takes has the potential to make differences elsewhere
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around the world. While she lacks confidence that an individual’s actions can have an
effect on the ecosystem, she does express the belief that her behavior at both the global
and local levels can impact people in other countries. Her answers also were indicative of
a person who finds it important to have a job that can positively influence future
generations’ quality of life.

MN scored a 68% for the theoretical dimension of globalcentrism. Similar to OP,
her answers to this theoretical dimension implied some uncertainty. Again, if this
dimension was a spectrum with ethnocentrism on the left and globalcentrism on the right,
she appeared to fall just to the left of the center. She expressed uncertainty as to what
culture’s values are the best, whether the needs of the United States should be the highest
priority when negotiating with other countries, and whether Americans should be
permitted to pursue the standard of living they can afford if the impact on the
environment is even only minimal. She did express some empathy for people from other
cultures who do not understand American ways. MN’s answers also indicated that she
does not tend to agree that the world’s present wealth distribution should be maintained if
it is due to promoting the survival of the fittest.

For MN, the fifth theoretical dimension, interconnectedness, produced a score of
80%. Although MN expressed uncertainty as to whether she feels a strong kinship with
people around the world, based upon this score, she appeared to be someone who
considers herself to be a global citizen. She perceives an interconnected world as one that
will probably be of some benefit to the United States over the long run and does spend
some time contemplating the type of world the present generation is creating for future

generations.
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Interview Participant Profiles—Highest Scorers

EF. The fourth interview participant, EF, a 31-year-old Hispanic American
female, was an instructor at the same school and social studies department as MN. She
was in her sixth year of teaching at this high school, where she had spent her entire
career. Similar to MN, she was an instructor for the international magnet students and
was teaching two courses, AP human geography and world cultural geography.

EF was tied for the third highest total score (131/150; 87.3%), only 2 points off
the highest scorer, or 1.4%. Like MN, she was also born outside of the United States.
Born in Colombia, South America, EF and her family moved to the United States when
she was 3 years old. In the first dimension, responsibility, she scored an 80%. Based upon
her scoring in this dimension, EF strongly believes that she has a responsibility to do
something about the conditions in which people are living around the world.
Additionally, she often has feelings of frustration and sympathy for people around the
globe who are being oppressed, malnourished, or living in areas that have been stricken
by natural disasters. EF also indicated that people with economic means, such as citizens
of modern countries, have a moral obligation to financially help those in underdeveloped
countries. Finally, if her government is doing something she perceives to be wrong, she
feels that in many cases she would have an obligation to speak out.

EF’s highest scoring dimension, with a 97.5%, was the cultural pluralism
dimension. Her score in this dimension was also the highest score on cultural pluralism
for any of the interview participants. According to the survey, EF finds it very enjoyable
to spend time with people from other cultures and believes that a multicultural

environment is an important facet to a country. She also believes it is very important that
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students gain an understanding of different cultures and ethnicities, and how the impact
that policies made today impact the future world. In addition, she strongly believes that
U.S. national policies should take into consideration the consequences these policies may
have on the rest of the world and that Americans can learn something of value from all
countries. Finally, EF’s answers also indicated that she perceives there to be many
commonalities between her and people in underdeveloped countries.

EF’s efficacy theoretical dimension score again produced the highest score among
all of the interview participants, a 96%. She strongly believes that an individual’s
behavior and actions can lead to changes on both a local and a global scale. EF also
expressed in the survey that it is very important for her to be in a career that can
positively influence the quality of life for future generations.

EF scored a 72% on the globalcentrism spectrum, her lowest scoring theoretical
dimension. On the globalcentrism spectrum, EF appeared to be to the right of the center
on the globalcentrism side. The only aspect of the survey in which she is closer to the
ethnocentrism side is when she stated a belief that the needs of the United States should
often be the highest priority when negotiating with other countries. Her survey suggested
that she often finds other countries’ values may be as good as or better than American
values. She also expressed a strong belief that that world’s distribution of wealth should
not be maintained if it is because it promotes survival of the fittest. Finally, she is
sympathetic to the feelings of people from other parts of the world who do not understand
the American way of doing things.

EF had a score of 88% on the interconnectedness theoretical dimension.

According to her answers, EF was someone who often contemplates the type of world we
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are presently creating for future generations. While she does see interconnectedness as a
benefit to the world, she stopped short of completely endorsing it as a full benefit to the
United States. Also, while it is not necessarily as important to her or something she
always thinks about, she views herself as a global citizen as much as a citizen of the
United States. Finally, she does feel a kinship with people around the world.

CD. The fifth interview participant was a 41-year-old Anglo American male
given the pseudonym CD, who taught in the same school as MN and EF. He had been
teaching at this high school since 2001 and was a social studies instructor in the school’s
law academy. During the time of the interviews, the courses he taught included law
studies, legal systems and concepts, and world cultural geography. In addition to his
duties at the secondary level, CD was currently pursuing his doctoral degree in
curriculum and instruction with a cognate in global education and had been an instructor
at a university in the state of Florida for the past 5 years, where he primarily taught a
course entitled Multicultural Perspectives in Education each semester.

CD had the second highest total score on the survey. He trailed AB by only 1
point and less than 1%. In the responsibility theoretical dimension, CD had the highest
score among the interview participants. Based upon his answers on the survey, CD
adamantly indicated a personal obligation to take action if the government does
something he considers wrong. His answers also were indicative of a person who believes
that Americans have a moral obligation to share their wealth with and help those in areas
of the world who are less fortunate. Personally, he expressed a great responsibility to act
and a great deal of frustration when he hears about people living in conditions of

oppression and malnutrition. CD’s scoring was also demonstrative of a person who



101

empathizes with individuals who may be suffering due to a natural disaster halfway
across the globe and that he will sometimes try to imagine himself in the shoes of
someone who is living in these conditions.

Cultural pluralism was CD’s highest scoring theoretical dimension with a score of
95%. According to the survey, CD finds it very stimulating to spend time with people
from other cultures and believes that a multicultural environment is an extremely
important facet to a country and very enriching to the United States. His answers
indicated he also believes it is very important that students be helped to gain an
understanding of different cultures and ethnicities, and policies made today impact the
future world. In addition, he believes Americans can learn something of value from all
countries and cultures. CD also appeared to believe that he shares many commonalities
with people in underdeveloped countries and when the United States sets national
policies, the consequences these policies have on the rest of the world are just as
important as the consequences for the United States and should be taken into
consideration.

CD received a score of 84% on efficacy, the third theoretical dimension. Similar
to the other interview participants, he stated that it is very important for him to have a
career that has a positive impact on the quality of life for future generations. While he did
not appear to indicate a strong opinion one way or the other on whether an individual’s
actions can have a significant effect on the ecosystem, he did indicate a belief that his
behavior can have an impact on people and issues at both the local and the global levels.

CD produced a score of 80% on the globalcentrism theoretical dimension, which

suggested that he is solidly on the globalcentrism side of the spectrum. His score
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indicated he disagrees with the idea that American values are necessarily the best. CD’s
survey results also demonstrated that when engaged in diplomacy, the United States
should consider the needs and impacts negotiations may have on other countries. His
score was also indicative of a person who has empathy for people from other cultures
who do not understand the American way of doing things. Regarding standard of living,
his responses indicated that he would be receptive to redistributing the wealth around the
world to aid those in need and that the pursuit of a higher standard of living should be
weighed against the impact it may have on the environment.

The final theoretical dimension, interconnectedness, produced a score of 88%.
The results of the survey for this dimension showed CD to be a person who not only feels
a kinship for the world community and considers himself a global citizen just as much as
a U.S. citizen, but finds that being recognized as a member of the global community is
something he feels strongly about. He also appeared to spend a lot of time thinking about
the kind of world we are creating for future generations. In conclusion, he did not
indicate a strong feeling one way or the other as to whether the United States will benefit
from an increasingly interconnected world.

AB. The final interview participant was a 32—year-old Anglo American female
identified with the pseudonym AB for the dissertation. Also an instructor in Hillsborough
County, Florida, AB was in her eighth year of teaching and first year of being the social
studies department chair at an ethnically and racially diverse public secondary school that
had more than 2,250 students in grades 9-12. The student demographics for her school
included 43% Anglo American students, 31% African Americans, 23% Hispanic

Americans, and 4% Asian Americans (Public School Review, n.d.d). For the past 5 years,
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she taught AP world history. In addition to the AP course, she taught on-level courses of
world history this year.

AB had the highest total score on the Hett Global-mindedness Survey (Hett,
1993), with a score of 133/150 (88.7%). In the initial theoretical dimension,
responsibility, AB scored an 82.9%. Providing a description of her score on this
dimension, AB was indicative of a person who, while not really having a strong opinion
on whether Americans have a moral obligation to share their wealth with those less
fortunate around the globe, indicated a high level of frustration and sense of
responsibility over the conditions in which many people are forced to live around the
globe. Despite these feeling of concern and responsibility, those feelings do not usually
translate into trying to imagine how those people living in those conditions must feel.
Domestically, her response to another statement implied that while it is important to
speak out about issues and actions in which she feels her government is wrong, there may
be exceptions to speaking out or taking action.

AB scored 95% on the cultural pluralism theoretical dimension. According to her
survey responses, AB finds it very enjoyable to spend time with people from other
cultures and believes that a multicultural environment can be a source of enrichment for
the United States. She also believes it is very important that students be assisted in
acquiring an understanding of different cultures and ethnicities, and how the impact that
policies made today impact the future world. Additionally, she indicated she believes
Americans can learn something of value from all countries. The answers AB provided
also indicate a perception that she shares many commonalities with people in

underdeveloped countries and when the United States sets national policies, the
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consequences these policies have on the rest of the world should also be a priority to be
taken into consideration.

AB scored an 88% on the efficacy theoretical dimension. According to the
answers she provided, she does believe it is very important to choose a career in which
she can have a positive influence on future generations’ quality of life. She also believes
that her behavior can impact people and issues outside of the United States and this
impact is sometimes possible by actions taken within her own community.

AB was the highest scorer among all interview participants on the globalcentrism
theoretical dimension, with a score of 84%. AB’s score indicated that she is solidly on the
globalcentrism side of the spectrum. She strongly disagrees with the idea that American
values are necessarily the best. Along those lines, AB indicated that when engaged in
diplomacy, the United States should consider the needs and impacts negotiations may
have on other countries rather than making the United States the main priority, no matter
the consequences. She also signified empathy for people from other cultures who do not
understand the American way of doing things. Regarding standard of living, AB’s
responses suggested that she would be receptive to redistributing the wealth around the
world to aid those in need and that the pursuit of a higher standard of living should be
weighed against the impact it may have on the environment.

She also had the highest score on the interconnectedness dimension, with a score
of 92%. The answers indicated that she considers herself to be a global citizen as much as
a citizen of the United States and feels a sense of kinship with the global community.
AB’s answers indicated she also strongly believes that the increasingly interconnected

world we live in will be a benefit to the United States and its citizens. Finally, she
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expressed that she often thinks about the kind of world that is evolving and being created

for future generations.

Analysis of Research Question 2: To What do Globally Minded Teachers Attribute
the Development of a Global Perspective?

For this research question, data came from interviews with the same six interview
participants whose demographics were described in Interview Participant Profiles—
Lowest Scorers and Interview Participant Profiles—Highest Scorers. In this study, each
participant was interviewed two times between the months of January 2010 and March
2010. While doing a study for determining sample sizes on nonprobability sample sizes,
such as purposive samples, Guest, Bunce, and Johnson (2006) found that thematic
elements are present after as few as six interviews and saturation tends to occur within
the first 12 interviews, the same number of interviews conducted during this research.

The analysis of the data used a descriptive analysis and included direct quotes as
much as possible in order for the reader to be provided the voice of the participants. The
themes and subthemes that emerged from the interviews have been categorized into the
following two groupings: initial development and intensification of global perspective.

For a summary of the groupings, themes, and subthemes, see Table 8.
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Table 8: Groups, Themes, and Subthemes

Grouping

Theme(s)

Subtheme(s)

Perception of self

Initial development

Family

Intercultural awareness,

globality

Exposure to diversity

Intercultural awareness,

globality

Minority status

Social justice, intercultural

awareness

Curious disposition

Globality, intercultural

awareness

Perception of others

Initial development

Exposure to diversity

Intercultural awareness,

globality

Global education courses

Intercultural awareness,

globality

Intensification of

global perspective

International travel

Globality, intercultural

awareness, social justice

Global education courses

Provided terminology,
provided resouces,
globality, intercultural

awareness
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Grouping Theme(s) Subtheme(s)

Perception of self

Intensification of Mentor Support system

global perspective | Professional service Globality

Initial Development

This category was divided into two sections: perceptions of self and perceptions
of others. This division was the result of each of the interview participants voicing a
perception of how they developed a global perceptive and of how they perceive others
could develop a global perceptive. Primary and secondary themes emerged in both
sections.

Perceptions of self. When analyzing the data, | tried to follow Kvale and
Brinkmann’s (2009) five steps of analyzing an interview. They suggested to first read
through the interview to get a sense of the whole. | did the initial reading while
transcribing the interview. Second, after this initial reading, different themes, or
“meaning units” should begin to emerge (Kvale & Brinkmann, 2009, p. 205). I followed
this step by noting some possible themes emerging while doing the transcribing and then
did a second reading that was not interrupted by taking time to write up the transcriptions.
Third, Kvale and Brinkmann proposed this meaning unit be restated in a simplified
manner. After the second reading of the transcribed data, | categorized the interviews into
the following seven themes:

e parent(s),

e exposure to diversity,



108

¢ living in a multicultural environment,

o family,

e ‘“authentic” travel experience,

e experience of oppression, and

e innate.

In the fourth step, Kvale and Brinkmann (2009) recommended integrating the
themes into the study’s specific purpose. Because the focus of my interview was on
global education and many of the emergent themes have been tied to global education in
the literature, integrating the themes into this concept was a seamless transition. The last
step recommended by Kvale and Brinkmann was to tie the themes into a descriptive
statement. Over the course of two more readings, | did this by narrowing the themes
down into four primary themes through condensing themes that, as the more | read the
data, appeared to overlap. For example, the themes of parent and family were merged
into a single category (family) and the themes of exposure to diversity, living in a
multicultural environment, and authentic travel experience were combined into exposure
to diversity. Additionally, the theme of experience of oppression was changed to minority
status, which, based upon the responses, seemed a more appropriate theme title. Finally,
the theme of innate was changed to curious disposition.

As a result of these merges, there were four primary themes emerging from the
interviews in this category: (a) family, (b) exposure to diversity, (c) minority status, and
(d) curious disposition. Each theme also included subthemes, which are addressed during
the description of each theme. Once | had identified the four themes of the interview, I

recoded the transcripts based on these themes.
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Family. During the interview sessions, one of the main questions | explored was,
“To what the participants attribute the development of their global perspective?” Of the
six global educators interviewed, the most common theme that emerged in response to
this question was family. Although the reasoning was not always the same, despite
coming from different backgrounds and having diverse experiences, five of the six
participants identified their own families as being critical to the development of a global
perspective. Within this theme, two subthemes emerged. The descriptions that emerged
from the subthemes corresponded with the five themes of a global perspective outlined in

Chapter 2 (see Table 1): globality and intercultural awareness (Note: Throughout the

descriptive analyses in this chapter, the subthemes are underlined to be more easily
distinguished from the themes).

For some of the participants, family was an integral part of their personal
development of a global perspective because of family members’ interest in events going
on around the globe and world geography. For example, when | asked EF if being born in
Colombia affected or influenced the development of her global perspective, she
downplayed the aspect of having lived in two different countries and instead focused on
the influence of her parents’ interest in geography through the following statement:

1 think the way my parents raised me could’ve had something to do
with that. | think that my parents always kind of like, were
interested in geography, specifically my father, so I think | got that
innate interest about the world from him. We always had National
Geographic magazines lying around, so I think that’s where I got

it. I don’t know if that is correlated to being Colombian or not.
(EF, personal communication, March 11, 2010)

Elaborating on looking through National Geographic with her father, EF said, “I
think discovering all these new cultures and people piqued my interest and then seeing

these beautiful pictures went hand in hand with developing my global perspective” (EF,
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personal communication, March 11, 2010). ST, who was also exposed to National
Geographic while growing up, addressed this aspect of globality being an influence on
her developing a global perspective when she discussed watching public television as a
child, due to her family not having cable, when she stated the following, “It was because
of the material they presented. They’re very big in being global-minded” (ST, personal
communication, March 8, 2010).

The subtheme of globality, which is to be aware of world conditions, trends,
interconnections, and unanticipated consequences, was not limited to parental exposure to
geography. Four of the participants talked about the discussions they had with parents
and family members about events going on around the world having an influence on their
developing global perspective. EF mentioned that she was influenced by the stories her
parents told her about their lives growing up in the South American country of Colombia.

When talking about what influenced her global perspective, OP spent part of our
interview referring to growing up and her grandfather and father discussing world events
and making her read the newspaper to keep up on current events. AB also discussed the
influence of her family, through the lens of the same subtheme, when she explained the
many hours her family spent watching the news to see what was going on in the world.
AB said, “We’ve watched the news, in my family, every night for as long as I can
remember. So my parents watched the news, so we watched it, too. So it was always on,
which influenced my global perspective” (AB, personal communication, March 10,
2010).

When | asked her to elaborate on how that influenced her global perspective, she

stated the following:
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Well, day to day, the news stories tend to follow on each other and
S0 it just makes you interested to see what happened or. . . . You
Just tend to follow it if it’s on. Also, my dad works at MacDill Air
Force Base, and so that could be why we watched the news every
night. And so we're always interested in what’s going on around
the world, because a new war could lead to a new assignment. So
that might 've had something to do with us keeping up with current
events. (AB, personal communication, March 10, 2010).

ST also said, “I think it’s my parents who helped me acquire that global
mindedness” (ST, personal communication, March 8, 2010). She addressed the subtheme
of globality when she mentioned discussing current events while sitting around the dinner
table, as a child, with her family. She also spoke about this subtheme of globality when
she talked about having conversations with her brother, who was a missionary, by saying,
“But also, my brother, he lived in West Africa, so just those 2 years of corresponding
with him, you really got to see the other side and not what you’re seeing in the news and
in magazines (ST, personal communication, January 27, 2010).

The second subtheme, intercultural awareness, refers to understanding the

uniqueness of individuals and cultures. A couple of the interview participants who
perceived their family as being an aspect of the development of their individual global
perspectives focused on this subtheme by also attributing their families’ emphasis on
exposing them to an array of cultures and ideas. When asked how her family enabled her
to develop a global perspective, ST addressed this subtheme by saying,

As | mentioned before, my mother is from the Philippines and she
moved here in ’74, so she did grow up in the Philippines, so that
exposure. . . and then having some of her family members either
nearby or living with us. That was quite an exposure. And then
where we lived, my parents took full opportunity advantage of it
because we lived right outside of New York City, so they always
made it a point to bring us into the city And then they would let us
tag along on some of their trips. (ST, personal communication,
March 8, 2010)
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When asked where some of these trips took her and how this influenced her global
perspective, ST said the following:

Theyve taken us to Asia, to the Philippines, as a family. And then
also to Japan, to Europe. [We] did a standard European journey.
And then the Caribbean, you know, and those types of trips really
allowed me to see how other cultures lived. (ST, personal
communication, March 8, 2010)

In addition, ST discussed how her family’s circle of friends in New Jersey aided in this
development as well, when she stated:

Yeabh, their circle of friends, you know, from all over the place. My
next-door neighbors were the Hertzbergs, who were from
Germany. And then, | mean, down the road we had people from
Poland, and people from the Dominican Republic, it was a very
international community. (ST, personal communication, March 8,
2010)

Her parents” own world view appeared to be a factor in exposing ST to the subtheme of

intercultural awareness when she discussed how their background influenced the

development of her global perspective:

My parents were very missionary-minded. Growing up, they would
take in foster kids. Not for long periods of time, but for weeks at a
time. And | remember we had a kid from Brazil live with us for a
couple of months, which was interesting, you know? I didn’t think
anything different of him, just like, oh, he’s from Brazil. But then,
from there, just people in my family would host at the house being
from different nation. Just different experiences, whether the
Americans lived abroad, or foreigners who were here in the States
for a while. So that influenced it also. (ST, personal
communication, January 27, 2010)

ST also talked about how the religious background of her parents influenced her
global perspective development. While she was growing up, her parents sometimes
entertained missionaries from different parts of the world at the house. When | initially
asked her how this influenced her global perspective, she said, “Oh, just hearing stories

from missionaries.” I found it interesting that when I asked her to elaborate on how this
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influenced her global perspective, rather than focusing on the religious aspect, she

discussed how the missionaries impacted this intercultural awareness subtheme. For

example, she stated, “They really do understand what it means to become the culture and
not to impose your own beliefs” (ST, personal communication, March 8, 2010).

ST also credited her family’s eventual move to Florida while she was still a child
with supporting the development of her global perspective by exposing her to different
world views. The following comment illustrates this belief:

Now, moving to Florida was another experience. But the
interesting thing was where we lived was a lot of military officers,
so their families’ experiences, having living all around the world.
So that was kind of neat because | did live in the country, at the
time, it was Valrico at the time. It was pretty much pastures and
orange groves. So it was neat to have other people who had a point

of view that was similar to mine. (ST, personal communication,
March 8, 2010)

When | asked for some examples of how her dad enabled her to develop a global
perspective, OP focused on this subtheme when she said, “Anytime | gave my viewpoint,
my dad would try to give me a counterviewpoint. It may not have been one of his own
but, he would always be like, “Well, how do you think they felt about it?”” (CB, personal
communication, February 13, 2010)

OP also referenced how ingrained this way of thinking was in her when she talked
about taking classes while she was teaching and the courses referring to teaching from
multiple perspectives:

And it’s funny, because I never even thought about multiple
perspectives when | first started thinking about teaching. You
know, just what I learned, that’s what they re going to learn, you
know? But, | think after taking some of those classes, | was like,

wow, you know, | know many perspectives just because of my
family. (OP, personal communication, March 13, 2010)
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She further stated, “You know, I always made assumptions growing up that
people got exposed to these other perspectives” (OP, personal communication, February
13, 2010). Growing up with her dad, OP said, “My dad would always play that devil’s
advocate role, you know?” (OP, personal communication, February 13, 2010). OP
provided an example that has always stood out clearly in her mind of her dad taking this
role when she talked about a story of seeing a homeless person when she was only 4 or 5
years old.

You know, maybe when we talk about poverty. We see a homeless
person on the street, and we would have one viewpoint about, “Oh,
Dad, look at that homeless person,” you know? “Why can’t he get
a job? What a loser,” you know? And he’d be like, “Yeah, why
can’t he? I mean, he has all this education, ” you know? And then
he would bring up the point some of them are educated. So he
would kind of agree with us at first, but to an extreme. Where
we're like, “No, that’s not what I was saying, Dad,” you know?
And other times he would—/'m trying to think of another one. I
remember that one a lot just because we drove around with him a
lot; in West Palm, we have a lot of people—you know, on the
streets. But that was the first time | was really exposed to them.
Because when | was living in Hialeah, which is like Miami, I may
have seen them, I don’t think at 4 or 5, I didn’t realize what they
were. Yeah. You know, so he would just take it to an extreme
sometimes and he’d make us kind of see how silly we were being.
(OP, personal communication, March 13, 2010)

OP continued to discuss her father’s influence on getting her to look at issues from
multiple perspectives when referencing homeless people by saying,

‘You know, some of them, they’re educated, you know? And they
are just down on their luck.” At the same time, he also made sure
that we were aware that some of them are scammers, you know?
He didn’t want us to feel too sorry for them, for all of them. He just
wanted us to see every side of it, you know? (OP, personal
communication, March 13, 2010)

Exposure to diversity. The second theme that emerged in the development of a

global perspective was addressed by three of the six participants. This theme combined
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three themes from the initial reading: exposure to diversity, living in multicultural
environment, and authentic travel experience. In addition, the same two subthemes, as in

the theme of family, emerged: intercultural awareness and globality.

OP talked about growing up in a multicultural environment during her time in
Hialeah, Florida, having a great influence on the development of her global perspective:

Me and my friends, and the neighborhood I grew up in, we were
very multiracial and multicultural. So I kind of grew up with other,
you know, I didn’t grow up in a Whites-only neighborhood. | grew
up around different cultures and different races. (OP, personal
communication, March 13, 2010)

According to OP, this development began occurring as early as 4 or 5 years old, when she
was exposed to growing up with different cultures:

Well, I know we definitely had Cuban. We had different races, you
know, Blacks, Whites, mixed. We had. . . | remember the daycare. |
just remember bits and pieces where maybe some Asian, not really
a lot. Not at that time. I know now there are groups, pockets, of
Chinese areas, but even when | was in daycare, | remember, even,
the different socioeconomic classes. | remember there being people
who had more than | had. You know, my parents, they worked
hard. They didn’t have a lot; we lived in a trailer, you know? And |
remember going to friends’ houses that had homes and, to me, that
was huge. You know, even at the age of 4 or 5, when we went to go
play and my mom would bring us over and, you know, that was
huge. And a lot of people are like, “Gosh, you were only 4 and 5,”
but it has an impact. (OP, personal communication, March 13,
2010)

When asked why she thought that had an influence on the development of her global

perspective, OP focused on the subtheme of intercultural awareness when she said,

At the time, I didn 't know it had an influence on me. But looking at
my students now, some of them grow up in very protected, very
sheltered areas where, you know, it was all the White middle class,
You know? And I see they re not exposed to a lot and they re very
quick to judge other races. They're very quick to judge other
cultures. 1 still have students, you know, when you say, “Indian,”
they 're making feathers and, you know, that yodeling, or whatever
noises. You know, they’re just very judgmental and I think that’s
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one of the things | have the advantage of is growing up in a
multicultural neighborhood. (OP, personal communication, March
13, 2010)

MN also pointed to this theme as being a factor in the development of her global
perspective when she talked about being placed in English for speakers of other
languages (ESOL) courses after moving to the United States from Haiti as a 10—year-old.
As an ESOL student, she was able to gain a firsthand awareness of a variety cultures
through the new circle of friends she made. She pointed out this awareness when
answering my question of why she thought this played a role in her global perspective
development:

Well, being from Haiti, when | first came to the United States, |
had a tough time connecting with other students. And by that I
mean, | guess this may sound wrong, but a tough time connecting
with American students. But I didn’t necessarily have a tough time
connecting with students from other countries. And one reason
was, | guess, it was a lot easier to connect to those students was
because they were in the classes that | was in because | was going
through what was called ESOL education, and in elementary
school, we were not mainstreamed. We stayed together in our
ESOL class. So when we would have P.E., or music, or computer
classes, then we’d have an opportunity to mingle with other
students, with American-born students, and those kids were not
necessarily the kindest children to us. So we kind of gravitated
towards one another, the kids who were from other countries, and
| guess that gave me an opportunity to know the kid, you know,
from Cuba, to get to know the kid from Costa Rica, because we
were forced to be together and | started to learn more about all
these different cultures through them. (MN, personal
communication, February 3, 2010)

ST was another one of the participants stating that interaction with others had
influenced the development of their global perspectives. When asked what it was about
the interactions with others that could have influenced her global perspective, ST said the

following during her second interview:
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Well, something that I don’t think I mentioned last time, but
university. 1 went to the University of Miami and it was pretty
much, you might as well move the school to South America, to
Latin America, because that’s what it felt like. But it was really
neat to meet kids from so many other countries, predominantly
from Latin America, but from other countries too, just learning
their cultures, going to parties. They’d do things I’'ve never seen
before, the foods they eat, the music, the dancing. So it was just
neat to have their perspective on things. So again, | guess it was
that exposure. (ST, personal communication, March 8, 2010)

ST also mentioned traveling as an influence on her global perspective
development. Asked what she thought it was about traveling that influenced this
development, she focused on two subthemes. Her initial comment had to do with
intercultural awareness when she stated,

When | travel, my parents always taught me to do more than just
the touristy things. So to go into a village, to go to, you know, see if
you can go to a school, at least see a classroom taking place, a
house of worship, whatever it may be. Just kind of get the local—
local feel. Of course, it’s from an American point of view but, still,
it’s more than what I'm getting if I went to the shop where
everything’s made in China and [ think that has kind of helped me
develop a global perspective. (ST, personal communication, March
8, 2010)

Finally, ST also talked about the subtheme of globality being a factor in
developing her global perspective when, at the age of 15, she traveled to Hawaii and
Japan and was affected by the physical geography of the countries by saying, “Again, it
did. For me that was the landscape was amaze [sic]—I’ve never imagined anything like it

before.”

Minority status. The third theme of this section, minority status, refers to the

firsthand experience of going through the feelings of being part of a group that is
marginalized or oppressed in some manner, such as not receiving the same rights as other

groups or being stereotyped because of an ethnic/racial background. Three of the six
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interviewees explicitly stated that having experienced life as a minority had been a
contributing factor to the development of their global perspective. The theme also

produced two subthemes: social justice and intercultural awareness.

Social justice, which is analyzing the issues of power structure arrangements and
the fair distribution of advantages, assets, and benefits among all members of a society,
was the primary subtheme that emerged when CD and MN discussed how their minority
status had influenced their development of a global perspective. CD talked about coming
to the realization that his sexual orientation made him a minority and how it provided him
the opportunity to see life through the lens of being marginalized, a perspective which he
had previously been unable to experience as a White man. He discussed this awareness
when he stated the following:

As a minority, | think that that allowed a connectivity to voices that
are excluded, to voices that are oppressed or not part of the
mainstream curriculum. So the realization that my sexuality may
be different from others also took place around puberty, so that’s
going to be around just before high school level. And that’s going
to make me start to connect with other people’s stories, and that
does play a major role in my moving towards global education as

a theory, towards critical theory. (CD, personal communication,
January 14, 2010)

CD went on to elaborate about a minority status providing a blueprint for
developing a global perspective, because as he stated, “I think you become globally
minded by connecting with the world’s systems by realizing the truth of people’s
conditions around the world. And I don’t think you learn that. You have to experience it”
(CD, personal communication, January 14, 2010).

He spent more time on this subject in the second interview, stating,

Experiencing oppression firsthand, there’s no better teacher than

being oppressed. That being oppressed, that firsthand knowledge,
makes you keenly aware of oppression that exists across the planet
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and the need to try to do something about it. I think that’s the
prime area as to where | draw my global perspective from. (CD,
personal communication, March 11, 2010)

CD’s encounters were not only personal, but also included firsthand experiences with

friends and family:

For me, | received the experience in heaps. So | experienced
injustice through my parents’ work experience. I perceived
injustice through my own sexuality. | perceived injustice when |
had friends of mine who were Jewish, who talked about
discrimination and | met their grandparents, who lived through the
Holocaust. I understand injustice because one of my best friend’s
dads, speaking of not just Jewish, but his dad was born in
Palestine and, having spoken to him for many years, | understand
the Palestinian perspective on Israel. Understanding these
different voices, for me, wasn’t something that I learned in school,
or | learned from a textbook, it was from exposure to real people.
(CD, personal communication, January 14, 2010)

MN also talked about how experiences as a minority gradually affected her
development of a global perspective by allowing her to overcome stereotypes she had
developed against Americans due to the perceived mistreatment she had gone through.
She describes one of those experiences:

Again, coming into the United States not knowing English, and
being that I'm from Haiti, for whatever reason, people coming
from Haiti were really looked down upon by the American
students. | have this experience; again, this is back in elementary
school. It’s an experience, basically; the bus left me. My school
bus left me. You're probably thinking, “How’s that going to
connect?” but I hope it will. My school bus left me and I don’t
know what the deal was, but the school bus left me and | was, here
I am, can’t speak English, and I know like, just a few words. And I
can see my bus leaving and I'm running after this bus, you know,
Jjust shouting, “Wait, wait,” in my thick Haitian accent, and | know
the bus driver saw me. How do you not see a kid running behind
the bus in your rearview mirror? I don’t know. (MN, personal
communication, February 3, 2010)

Despite experiencing discrimination, MN described how her minority status was also a

conduit to her development of a global perspective:
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So | had a lot of these experiences. But in elementary, | remember,
a girl brushed me like, her arm brushed my arm, and she was like,
“Oh, Haitian.” You know, as if I were diseased or something. A
10-year-old is not going to think that on his or her own. | think
something was going on at home. And, for the longest time, for me,
| disliked American children. Because, for whatever reason, it
literally, I did not have one American child as a friend until the
eighth grade. And this is how it happened in the eighth grade. This
was eight-grade language arts. There was this American girl, and
she was very friendly and she said hello with everybody and I
didn’t think she was going to want to be my friend, or whatever.
So, anyway, so she was very friendly and whatever would be going
on, she would see me outside of class and invite me to sit with them
at lunch, with she and, you know, she and her friends, and she
included me in conversations in class. And, literally, I kid you not,
it was like, ding, ding, ding, ding, a bell, you know, a light went
off: it’s like all American children are not like the children who,
you know, have been—So, I don’t know, it’s just she was
completely different and included me and. . . which means | now
had other American friends, you know? Other friends that weren'’t
ESOL so, yeah, so it took a long time and, again, it wasn’t until the
eighth grade | was finally—I finally let go of my own prejudices
towards these American children. (MN, personal communication,
February 3, 2010)

EF was the only one of the participants who cited being a minority as opening her

eyes to an intercultural awareness when discussing how being treated as a minority

influenced her development of a global perspective, as the following statement suggests:

Yeah, | think I took it like, on a different route. I mean | definitely,
as a young child, experienced racism. | mean, | was called a Spic.
I mean, you know, you’re on the wrong bus. [ was in Brownies and
all the girls, you know, they were White and they re like, “You
don’t belong here, you live in an apartment.” S0 that, | think, hurt
me. But, at the same time, for some reason, | was able to reflect on
that and didn’t just group all these people saying, well, all people
from this race or ethnicity only think narrow-mindedly. So I even
thought, back then, I was like, well, they re not born that way; that
was something that they learned. (EF, personal communication,
March 11, 2010)

Curious disposition. The final theme of this section was cited by EF and AB. It

was originally identified as innate, but | changed the wording from innate to curious
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disposition because there was acknowledgement during the second interview on the part
of both participants that this innateness may have been learned from their families very
early in life. The two subthemes for this theme were, once again, globality and

intercultural awareness.

Having a curious disposition was the primary theme that jumped out in EF’s first
interview. When initially responding to how she developed a global perspective, EF

touched on the subthemes of both globality and intercultural awareness in her answer by

saying the following:

| always grew up watching the news and | was always fascinated
with geography and history and culture, so I think | had a global
perspective before | even realized, before | actually started
studying the philosophy, or the prominent people in the field. To
me, | thought global education was important. And | always kind
of realized that I'm not the only one on this planet and whatever I
do is going to have a direct affect, not only on the people around
me, but on people all over the world. (EF, personal
communication, January 14, 2010)

As a follow-up, EF was asked if there were specific experiences that contributed to how
she developed a global perspective. She said,

Every time, even when I was really, really young like, let’s say

high school or like early 20s, if I met someone from a different

country or a different culture, I never felt that I should’ve just

marginalized them. To me, | felt, or | was interested to pick their

brain. So I don’t know if it was there was an innate interest of mine

that I always wanted to know about people who weren'’t like me.

(EF, personal communication, January 14, 2010)

In the second interview, she amended the statement that it was innate when she

gave some of the credit for the development of her global perspective to her family and
said, “It may be learned, but ever since | was a little girl, I was always so curious about

the world. I mean, if I weren’t a teacher, I would be Samantha Brown or Anthony

Bourdain on the Travel Channel” (EF, personal communication, March 11, 2010).
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When AB was asked in the first interview what led to the development of her
global perspective, she said, “I think it was innate. I’ve always been open-minded and
interested in other cultures.” (AB, personal communication, January 19, 2010). During
the second interview, she implied her development of a global perspective may have been
learned, rather than innate, when she talked about the influence her family had on her
global perspective development, but she did also continue to cite her inquisitiveness
when the development of her global perspective was discussed:

I've always been curious. My mom said I have always been
curious. And | can even remember going to church, always asking

why. | always needed to know why. | was never happy with, “Well,

that’s what the Bible says.” I always wanted to know, “Well, why?
Who wrote the Bible? Where did the Bible come from? How do we
know it’s true?” (AB, personal communication, March 10, 2010)

Later in the interview, AB also made light of whether her curiosity was innate by
saying, “Maybe Sesame Street had an influence. I did watch that every day” (AB,
personal communication, March 10, 2010). In addition, she addressed the subtheme of
globality in the interview when she said, “I spent a lot of time watching travel shows and
shows about other cultures with my family and was always wanting to learn more about
the countries I was watching” (AB, personal communication, March 10, 2010).

Perceptions of others. Each of the participants also identified themes in which
they felt could develop a global perspective in others. Following the same interview
analysis outlined in Perceptions of Self, there were two primary themes that emerged in
this category: exposure to diversity and global education courses.

Exposure to diversity. The exposure to diversity theme was mentioned as being a
benefit by several of the participants. The participants talked about the importance of

such activities as being exposed to globally minded people, observing global educators,
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engaging in multicultural interactions, and having travel experiences. The subthemes

included intercultural awareness and globality.

In her second interview, OP talked about how difficult it would be for a person to
develop a global perspective if the person was not exposed to other cultures when she
said, “Each group, or group as we call them, has its own pros and cons and just exposing
yourself to all of those definitely helps” (OP, personal communication, March 13, 2010).
OP talked about the type of experience one has with a group, rather than focusing on the
group itself, when asked to elaborate on whether contact with certain groups made it
easier for someone to gain a global perspective:

Yeah. I wouldn’t say any specific one makes it easier. Of course,
the more different they are from you, | think, sometimes it makes it
harder because it’s harder for you to understand why they’re so
different unless you’re actually in their world. But just an
interaction with them, you know, at a very top-of-the-surface,
skimming-the-surface  interaction — with  them, I don't
think. . . benefits you somewhat, but if you were to live in their
world for a while, I think you’d understand more. (OP, personal
communication, March 13, 2010)

MN said, “Interacting with people from other nations and other backgrounds, I
think that can help them develop that” (MN, personal communication, March 16, 2010)
when responding to a question about how others can develop a global perspective and
stereotypes could be broken. She also talked about the need for people to become open-
minded if they were going to develop a global perspective. When asked how a person
could become more open-minded, she said,
That’s tough. I think, I mean, we all have our preconceived
notions. I think, you know, if we could just throw people together
and let whatever happens happen. But | think that you just have to
be around it. You just have to be, I don’t know, be around it. Be

around people who have a mindset. A global mindset. (MN,
personal communication, March 16, 2010)
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Earlier in the interview, AB had commented that some people may be predisposed
towards a global mindset, but it could be learned. When asked how a person who is not
predisposed towards a global mindset can gain a global perspective, she said, “Let them
experience things they wouldn’t ordinarily experience” (AB, personal communication,
March 10, 2010). EF touched on this theme when she responded to a question about
whether being from Colombia had enabled her to have a more intense global perspective
than someone who was born in the United States. In her response, she stated,

The only differences that | see of me might have been just, like I
said, the personal experiences that | had. But | think that
somebody who was born and bred in the United States who might
have been traveled, who might have been like a military brat,

might have the same or even [had] a better perception of the world
than I did. (EF, personal communication, January 14, 2010)

In addition to being well traveled, EF also tapped into both intercultural awareness and

the second subtheme, globality, when she talked about the importance of observing
teachers who are open-minded. As an exemplifier of this point, she said the following:
Be able to empathize and be able to view the world from different
perspectives, not just a Western perspective. To actually enjoy
what they're doing, that helps a lot. And to actually care about
what’s happening in the world and to see that, on every scale, that

we are connected—Ilocal, state, federal, global. (EF, personal
communication, March 11, 2010)

Finally, ST discussed how exposure to diverse voices can change perspectives
within all parties involved. First, by educating a person about events going on in the
world about which they rarely hear (i.e., subtheme of globality), thereby opening eyes
and changing perspectives. Second, it can also be educational for the person who is
telling the story about an event that seems surreal to the listeners by observing their

reactions (i.e., subtheme of intercultural awareness). She demonstrated this situation
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through the following comments of students experiencing this interaction in her
classroom:

| remember, in college, | had friends from Colombia whose family
members would be kidnapped. And to me, | thought that was so
bizarre. Like, this really happens? We re [in], you know, the time,
the 1990s. So I brought this up to a student the other day who's
from Colombia, he said, “Yeah, you know, my dad had some
friends whod been kidnapped. “ So then he’s sharing his story but,
then, other kids are reacting and then his reaction to their reaction
is kind of stirring up—okay, they re all becoming aware of each
other’s perspective on this issue of kidnapping. So the kid may
share a story, but even though he’s the one sharing it, he still will
learn from it after seeing other kids’ responses. (ST, personal
communication, March 8, 2010)

Global education courses. The second theme was a topic that none of the
participants had stated when explaining what had influenced their own development of a
global perspective, although some had stated it had intensified their global perspective.
This theme, mentioned by three of the participants that would be beneficial in developing
a global perspective in others was global education courses. Interestingly, when the
interviewees discussed the taking of these courses, they largely focused on only two of
the dimensions of a global perspective that emerged as the subthemes: intercultural

awareness and globality. This was a trend throughout many of the subthemes, a topic on

which | focus in the Unanticipated Results section of this chapter.

AB touched on both of these subthemes when she focused on a university global
education course, taken by all of the interview participants, as a possible way of
developing a global perspective by saying, “And I do think it’s hard with adults, because
adults are set in their ways. Although it’s not impossible to change them, it’s harder”
(AB, personal communication, March 10, 2010). When asked how she thought their

perspective could be changed on global matters, she stressed the necessity of taking a
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university-level course on global education. Asked to elaborate reasons this would be
beneficial in someone’s development of a global perspective, she expanded on the subject
by saying the following:

| think it teaches you the importance of relating to all the students
in your class. And, in this world, classes are very diverse and |
think it’s important to address different topics, cultures, and
religions so that everybody in that class feels like you think they 're
important. Because if you don’t focus on their religion for at least
a day, or even 10 minutes, they’re going to think, “Wow, that
teacher taught us these two religions, but they didn’t even mention
mine.” So I think with a diverse group of students, you have to be
global-minded because a lot of our students are not from the
United States; they 're from other parts of the world and their
families came from other parts of the world. And so I think you
need to teach them about that as well and how that interacts with
America. In essence, they need to be taught the importance of
having diverse views and allowing students to feel that they can
have diverse views, too. (AB, personal communication, March 10,
2010)

MN agreed that others could develop a global perspective from such a course by
saying, “I think they can get it from a course and | think exposure to global issues. Like,
taking the course to gain an understanding of other perspectives” (MN, personal
communication, March 16, 2010). Finally, EF focused on global education courses being
a vital aspect of providing teachers a global perspective when she said, “I think global
education gives new teachers a really good foundation of where to begin” (EF, personal
communication, March 11, 2010). When asked how they could get this, she focused on

global education courses providing students the intercultural awareness dimension of a

global perspective by providing the following answer:

I think if you could teach a course to where you almost force that
college student to put themselves in somebody else’s shoes and live
their life, they can gain that empathy that is necessary to teach
from this perspective, then that might help. (EF, personal
communication, March 11, 2010)



127

Intensification of Global Perspective

Five out of the six participants interviewed for this study expressed an opinion
that their global perspective was developed while they were still a minor, but all six of
the participants were in agreement in that they felt their individual global perspective was
continuing to intensify. There were four primary themes perceived to aid in the
intensification of a global-perspective: (a) international travel, (b) global education
courses, (c) mentor, and (d) professional service.

International travel. The predominant subtheme emerging from the international
travel theme was globality. ST, MN, CD, and EF each provided examples of how
traveling to other locales taught them something new about conditions around the world
and how this intensified their global perspective. For example, ST implied a recent trip to
Australia taught her about issues she had never known about when she said, “I think it
gave me more ammunition” (ST, personal communication, March 8, 2010). Elaborating
on how this meant it enhanced her global perspective, she said, “Just seeing how people
live and all the different cultures that are there” (ST, personal communication, March 8,
2010). She also talked about how a trip to Western Europe when she was 18 years old
made her more aware of world interactions. When asked how the trip affected her global
perspective, she focused on the subtheme of globality when saying,

It was just neat to see how cities operate abroad. The eco-
friendliness, even back then, that was amazing to me. The
transportation system. How easy it was to go from one country to

another. This was before the Euro, EU, and all that. (ST, personal
communication, March 8, 2010)

She also talked about how a teenage trip to the Bahamas was a conduit to being a

social justice learning experience. While responding to a question on her background
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questionnaire about whether a place that she had traveled had any influence over her
global perspective, ST said about the Bahamas,

Yes. It was a class taken at a cruise’s side dock in the Bahamas, 1

think it was the Bahamas; a couple times | went. But, what was

interesting is a couple years later, after coming back, | realized

there was poverty in the Bahamas, but we never saw that. But then

you find out later on. Here’s what’s going on the other side and it

makes you realize things when people go out of their way to hide

things and not tell you about them. (ST, personal communication,
March 8, 2010)

CD was another participant who focused on the subtheme of globality when, as he
put it, “I don’t think that there is a better teacher than personal experience” (CD, personal
communication, March 11, 2010). Discussing his international travels, CD shared how
each of the experiences had intensified his global perspective in some manner. Arguably
the most culturally intense experience would have been when he spent 3 months in the
Sub-Saharan African country of Zambia, where he worked for a nongovernmental
organization called the Christian Children’s Fund. In his second interview, CD shared the
following while discussing whether it had an effect on the development of his global
perspective:

Absolutely. It was invaluable. I don’t think it helped create it. |
think it enhanced it and gave me additional resources because |
was already well in the global ed camp by the time that | went. So
had I gone earlier in my life, maybe it would’ve been more
important in me formulating that mindset but since it happened so

late in my life, | was already there. Mentally, |1 was already there.
(CD, personal communication, March 11, 2010)

Asked whether he could be more specific with his comment that it provided him
with some resources he said, “The ability to speak intelligently, firsthand knowledge, of
what takes place in a third-world country to my students. For me to understand it, for me

to see it firsthand” (CD, personal communication, March 11, 2010). CD also traveled to
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Eastern Europe the summer after the 9/11 tragedy in the United States. | asked him
whether that trip had an affect on his global perspective and he provided some insight
into how it influenced his global perspective and also touched on the subtheme of social
justice when he made a comment that made an insinuation about the power of the media.

It did. Absolutely it did. Now that was Eastern Europe. | also
checked on their Western Europe [reports]. In that same trip, we
went to those two places that | identified, the Czech Republic and
Budapest, and we also went to Munich and to Vienna, which |
would say is Western Europe. And it certainly had an impact on
my global awareness and, you know, especially after 9/11,
everyone said, “Don’t travel, it’s dangerous.” And I went to these
places, and the people who | met in each country, they opened
their country and their arms to us and said, “We love Americans,
it’s your government that we have a problem with.” And we hear
that sometimes, but | dor’t know if Americans buy it, but the
reception that | experienced in those countries was wonderful. It
really made me more aware of, again, the realities of the human
experience, rather than literature and media reports. (CD,
personal communication, March 11, 2010)

CD’s most recent trip out of the United States was a 2007 visit to Vancouver,
British Columbia, for an educational conference. This trip also seemed to have an

influence in the areas of globality and social justice. When asked whether this trip had an

influence on the development of his global perspective, CD said the following:

Absolutely it did. Since it was 2007, it was important in me
reformulating a global perspective. It gave me perspective. It gave
me a better understanding of the world. In the United States,
again, if we want to go back to Robert Hanvey, he has—one of his
dimensions is state—of-the-planet awareness, to understand the
planet and understand the media that shapes your understanding
of the planet. When | was in Canada—in the United States, there’s
this ongoing debate about the welfare of medicine and should we
have universal healthcare. Canada does and what we see on the
news in America is that Canada has it, but it’s awful and it doesn’t
work. So while I was there for a week, | spoke with a lot of
Canadians and | deliberately addressed this issue. None of them
have a problem with it; it works fine. They’re all happy with the
program. So it makes me wonder, where is this broken Canadian
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health care system, you know? | learned more. That was why it
was important. (CD, personal communication, March 11, 2010)

MN focused on the subthemes of globality and intercultural awareness when she

talked about a trip she took as an adult to Italy. When asked whether this trip had an
influence on developing her global perspective, she pointed out that the global
perspective was already there, but it intensified her global perspective:

I would say that | had global awareness before going to Italy, but
1'd never been there. Definitely, going there kind of opened up my
mind to, I don’t know, Italy is much more than the ancient stuff.
The people are just, absolutely, just [warming] people, very, very
friendly people. And I'm sure, I don’t know like, the ancient stuff,
obviously, kind of had, I don’t know, kind of had an affect on me,
on the way I perceived the population today but, I don’t know, I'd
say that | had a global mindset before. | just, | guess, appreciated
the Italian culture a little more. (MN, personal communication,
March 16, 2010)

CD also touched on the subtheme of intercultural awareness while discussing his

summer of living in Zambia when he said, “Living there certainly changed my
perspective. The friends | made were no longer merely Africans clumped together with
millions of others. Instead they were individuals with rich personal histories who
challenged my previous held stereotypes” (CD, personal communication, March 11,

2010). Finally, EF focused on the subtheme of intercultural awareness when she

mentioned how traveling to Canada helped change her perspective towards Canadians:

Yeah, it completely changed my perspective of Canadians. Yeah, |
thought that Canadians hated Americans. | just, for whatever
reason, | heard that growing up as a kid and I just assumed that
they didn’t like us. And going up there and talking to people, it was
just completely different. They love Americans, as far as the people
I met. (EF, personal communication, March 11, 2010)

Global education courses. Several of the interviewees stated that taking

university courses in global education had intensified their global perspective. A few
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subthemes also emerged during the interviews. In addition to a couple of subthemes that
correlated with the five themes of a global perspective (globality and intercultural

awareness), being provided the terminology of global education, and resources to learn

more about global education or use in the classroom were cited as ways a global

perspective is intensified.

Some of the interviewees talked about how a global education course deepened
their global perspective by exposing them to new perspectives and providing new
resources to which they had never been exposed. When AB was asked how it affected her
global perspective, she replied,

Well, I think that signing up for a course and being subjected to a
professor’s particular mindset is beneficial because you don’t get
to choose what that professor makes you read, or study; you have
to do it, whether you want to or not. So all these people who say,
“Oh, I don’t need any more education, I'm street smart.” No,
you 're not. Because you pick the news that you watch. You pick the
books that you read. So you’re only picking what you want to know
about. So I think you have to be subjected to other people’s ideas
and booklists, for example. You may not necessarily have ever

picked up Thomas Friedman until you take a global education
class. (AB, personal communication, January 19, 2010)

OP pointed out that while she already knew multiple perspectives, global
education courses led her to gaining a more in depth understanding of what it meant and
provided her with the tools to understand other cultural frameworks better, which led to a
greater understanding of how she could be teaching this way. In addition to AB, many of
the participants talked about how the resources enhanced their global perspective.
Talking about global education courses, EF said, “It definitely gives you, like, the
stepping stones of how to teach and what you should emphasize in your class” (EF,
personal communication, March 11, 2010). Asked for examples, EF talked about being

exposed to a documentary and a simulation activity titled The Albatross, which consisted
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of students participating in a ceremonial greeting with an imaginary culture (Albatross)

that provided her resources on the dimension of intercultural awareness. “That was a

great activity, or The Bluest Eye; that documentary she showed us about the teacher, like
in the ’50s or so. So, I mean, there’s a lot of really good resources for teachers” (EF,
personal communication, March 11, 2010).

CD also talked about how global education courses enhanced his global education
because without it, “I wouldn’t have the strategies. I wouldn’t have the skills” (CD,
personal communication, January 14, 2010). In addition, about these courses, he said,

| think the global education curriculum, the whole theory behind
global education, is it provides the reader with methods and
strategies for teaching things that are important. So, without that
background, I still know about the things that are important, but |
don’t know about the methods and strategies to convey it. (CD,
personal communication, January 14, 2010)

EF talked about an online global education course demonstrating to her the depths of the
world’s interconnections.

What was the name of that course, global trends? In that course,
we watched Babel and that movie was—I’d never even heard of it,
and that was like, phenomenal. . . like, blew my mind away and |
was like, wow. That just like, it made it more cut and clear, like
see? We are connected. (EF, personal communication, March 11,
2010)

A final subtheme cited frequently as intensifying a global perspective was that of

being provided terminology. For example, EF had stated that, “I always thought of

myself as a global educator” (EF, personal communication, January 14, 2010), but she
said it was in the graduate-level global education courses that “I learned a lot more. |
learned a terminology that goes on with global education” (EF, personal communication,

January 14, 2010). Later in the interview, she went on to say the following:
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When you take the global education (courses), they give you the
literature and they give you the authors and their perceptions on
global education, but it also gives you ideas. It’s more than just,
you know, theory; you can actually take this theory and put it into
practice. (EF, personal communication, January 14, 2010)

In his first interview, CD explained how global education courses changed his
global perspective:
Global education courses gave everything a name for me. And it
all made sense after that. If it hadn’t been for the instructor of
those courses, | probably would not be a global educator. I'd be an

educator who teaches education globally, but I wouldn’t have the
vocabulary. (CD, personal communication, January 14, 2010)

Mentor. Three of the participants stated that having a mentor was a valuable part
of intensifying their global perspective. Each participant identifying the mentor as an
important aspect mentioned different reasons. For one interviewee, it was the mentor’s
excitement that provided her with energy. For another person, it was being given a focus
to his perspective and, for the other participant, part of it had to do with the activities she
learned from the mentor that she could use in her own classroom to teach from a global
perspective. The commonality and subtheme was that for each of them, the mentor was

Seen as a support system.

OP described how her mentor made her feel reenergized whenever she would go
to a meeting of the Global Schools Project:

Her excitement, really, every time, you know, | start to dwindle
down and | get tired and | go—we meet, and it just revives
everything, and I'm like, “Oh, look [at all the], you know, if, after
all these years, she’s still excited,” you know? So | think that it
helps a lot of us regain our excitement back. So it’s like those
monthly meetings were great, you know, to revive that—you know,
after 30 days, we start to dwindle down and we get tired and worn
down. So she did a great job of bringing us together—to help
revive that energy, you know. And she herself has great energy and
she gets very excited about everything. (OP, personal
communication, February 13, 2010)
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Because immigrants are more likely to come in with a global perspective, raising
the enrollment rates of immigrants, especially from LDC countries, may be beneficial.
Additionally, prospective candidates who have traveled internationally, been exposed to
diverse cultures, are self-motivated to learn and discuss world events, locales, and
cultures, and the different manners in which each of these are perceived may be more
likely to enter a program with a global perspective and apply to a teacher education
program with a focus on global education.

Teacher education programs should provide experiences that put students in
contact with people from other cultures, ethnicities, and races. Second, the curricula
should provide teacher candidates who come from the majority culture with opportunities
to undergo life as a minority and the feelings of discrimination or oppression often
experienced by minority groups. Programs should also provide international study abroad
opportunities for students because this research further supported numerous studies that
have already addressed the benefits of international travel in developing a global
perspective. Additionally, teacher education programs should provide and develop
mentors for current and future K-12 global educators. An example of how this
enhancement could be incorporated is by establishing programs similar to the Global
Schools Project. Such an offering would provide teacher education programs with the
opportunity of continuing a mentorship relationship with teachers after the candidates
have launched their own careers. If a global perspective is an ongoing process, as the
results of this study indicated, then having a mentor to continue on with them would
greatly benefit their progress. Mentorships would benefit both the preservice teachers and

their students with the skills and awareness to live in an increasingly interconnected
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world. It would also provide for one outlet for another recommendation, incorporating

professional service opportunities in the courses.

Based on the global education literature discussed in Chapter 2, I identified the

following five dimensions of a global perspective:

intercultural awareness, or understanding the uniqueness of the individual and
culture;

globality, or being aware of world conditions, trends, interconnections, and
unanticipated consequences of human actions;

service learning, with a goal of improving the human condition;

global citizenship skills, those needed to work in a globalized world; and
social justice, or analyzing the influence and issues of power structure

arrangements.

The interview participants overwhelmingly focused on the dimensions of

intercultural awareness and globality when discussing the factors that they perceived

aided in the development of a global perspective. Additionally, globality and intercultural

awareness are the global dimensions most likely to be learned by students prior to

entering university. Teacher education programs should be aware of this asset and factor

it into consideration during the design of global education courses being offered to

teacher candidates. Because the global dimensions of service learning, global citizenship

skills, and social justice were not focused on as much by the students, teacher education

programs should provide a clear theoretical and application focus to expose many teacher

candidates to these aspects of global education for the first time. Because of the higher

likelihood of being exposed to intercultural awareness and globality, failing to provide
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students with this understanding of the remaining three dimensions runs the risk of
preservice teachers gaining only a limited understanding of how to teach a global
perspective.

Globality and intercultural awareness should not be neglected. These should also
receive a theoretical and applicative focus in teacher education programs. In addition to
providing resources and strategies for the K-12 classroom, this focus would allow
students who have a background in these global dimensions to fine-tune their
understanding, while students who do not have an understanding of globality and
intercultural awareness would receive exposure. Because interview participants largely
identified these two dimensions when discussing the factors they attributed to the
development of a global perspective, there is a solid argument for making these
dimensions the initial dimensions to which to expose the teacher candidates. Globality
and intercultural awareness may be foundational before the intensification of a global
perspective can occur.

The final recommendations for teacher education programs address how the
teacher candidates can gain the skills and awareness inherent to the global dimensions
through the recommended themes to which teacher candidates should be exposed.
Teacher candidates should be exposed to diverse cultures, races, and ethnicities during
their time in the social studies teacher education programs. The dimensions that were
perceived in this study to be addressed by exposure to diversity were globality and
intercultural awareness. This connection indicates that if programs want to focus on
globality, then superficial exposure to diversity would suffice. For example, providing

international travel experience that carried limited interaction with other cultures and
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focused more on aspects such as the cultural landscape of the country would provide a
benefit. If this international travel experience was done as part of a course, having the
combination of a global education providing structure and being taken out of familiar
surroundings can provide the opportunity of candidates engaging in reflective discourse.
International travel can also be a powerful means for helping teacher candidates learn
about the intercultural awareness global dimension. Providing study abroad opportunities
during which students have meaningful interaction with the citizens of that country could
provide similar benefits if the study abroad course offered the structure that allowed the
candidate to engage in meaningful, ongoing reflective discourse with a professor and
fellow students during the study abroad experience. The discourse should include making
the participants confront preexisting assumptions and stereotypes, discussing the
underlying reasons and meanings behind feelings of culture shock, and any new
perspectives that emerge.

International travel experiences could also be incorporated into a course and
combined with a critique of how cultures, nations, and global issues are addressed in the
news media or by textbooks to provide candidates an awareness of the social justice
global dimension. An example of how this travel experience could be achieved is by
combining a study abroad experience in which teacher candidates may take two 6-week
summer courses in Greece. The first course may be an actual class in Greece where
candidates learn about ancient Greek history, or culture. The second course could be
online, in which they read U.S. news descriptions of events in Greece, and world history
textbook descriptions about the culture and government of Greece. The online course

could incorporate Skype or discussion forums and have the global education professor
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and study abroad teacher candidates engage in a discourse about the power of the media
to instill stereotypes of different areas through the use of generalizations and
misinformation by discussing candidates travel experience and understanding of Greece
versus how the country is portrayed through the media.

While international travel experiences can be beneficial, they are also expensive.
Fortunately, there are other methods that can aid in the development of the intercultural
awareness and social justice global dimensions. When addressing the intercultural
awareness dimension through exposure to diversity, the experiences would not
necessarily have to entail an international travel experience but would need to be an in-
depth experience in which students communicate with people from other cultures and
gain a greater understanding of other cultures’ attributes and perspectives. An example of
how this could be established would be to incorporate the type of program Angene
Wilson (1993) established for her students at the University of Kentucky, in which she
had her secondary social studies majors participate in a conversation partner program
with ESL international students. A second example of how teacher education programs
could be established would be to use cultural consultants, a concept coined by Merry
Merryfield (2003). Through this approach, digital technology is used to raise global and
cultural awareness. The cultural consultants come from areas around the world and
communicate with the students online through threaded discussions on a blog or message
board. The consultants could play a variety of roles. For example, they could provide
insight and advice on global education projects, class readings, and aid in the breaking of

stereotypes.
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Putting students who are accustomed to being a part of the majority group in the
role of the minority can also educate candidates on the global dimensions of intercultural
awareness and social justice. Although international travel may be the easiest way to
place someone in a minority situation, it can be done domestically. For example, both of
these global dimensions could be achieved through simulations, such as Brown
Eyes/Blue Eyes, which illustrated aspects of prejudice and persecution. This type of
simulation can place teacher candidates in a situation in which they are the minority in
the power structure relationship. Additionally, placing the teacher candidates, during
internships, in schools with high minority populations could provide the candidates the
opportunity to gain an understanding of the reality of the conditions in which the
minorities live. This type of experience would be more effective if is combined with a lab
facilitated by a professor in which the teacher candidates mingle with members of
minority groups to make meaning of internship experiences so that teacher candidates
gain an understanding of the different perspectives members of minority groups may
have of the public school experience. Structures, conditions, and relationships among the
school members, such as administrators, teachers, students, and families should be
discussed along with the consequences of these relationships on the learning experiences.
Recommendations for Future Research

Findings from this study will form the nucleus for my future research agenda to
provide information towards the discussion on the importance of incorporating global
education in teacher education programs and moving the agenda forward so students can
develop the skills and awareness necessary to be successful in a global world. Because

this was a baseline study and was the first study that focused on identifying that to which
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global educators attributed the development of a global perspective and how it affected
their curricular decision making, an initial recommendation is for this study to be
replicated in other settings among different groups of teachers (e.g. global educators not
in the global schools project, elementary teachers, etc) to look for consistency of findings.
Preexisting ideas, family background, and types of ideology in which participants were
raised as children had a prominent position in this study; therefore, another
recommendation is that future research take a closer look at the influence these factors
have on developing a global perspective or developing specific dimensions of a global
perspective and to what degree do these backgrounds possibly limit or enhance the
influence of social studies teacher education programs in the development of a global
perspective.

The development of an instrument that determines the level of an individual’s
global-mindedness and accommodates for the weaknesses of the Hett Global-Mindedness
survey addressed in the unanticipated consequences section should be pursued. If this
instrument can be successfully developed, future research should determine whether
people with a high level of global-mindedness are more inclined to take advantage of the
opportunity to apply the resources they are offered in global education courses because
this could influence who should be recruited and whether there is a need to develop
different levels of global education courses depending upon one’s level of global-
mindedness.

Global education courses in teacher education programs should be evaluated to
see on what global dimensions they focus, both in theory and application. This evaluation

should be followed up with studies seeking to discover whether teachers who had taken
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those global education courses teach from a global perspective and use the strategies they
were taught and, if so, what global dimensions are addressed in their curricula. This
information will aid social studies teacher education programs in determining what
methods are useful in providing resources and strategies for each of the global
dimensions.

Additional research should be conducted on the role and influence of the mentor
and professional service. For instance, the impact of global education programs similar to
the Global Schools Project should be investigated to determine the effect of the programs
on the global-mindedness and curricular decision making of the program participants.
Future research should also be undertaken to investigate the influence of global educators
in their teacher education programs and their impact on their future teachers. For
example, researchers could do case studies on former students who are now teachers to
measure the influence of global educators and what factors were the most influential.
Another area of research that should be conducted is to identify the types of professional
service in which global educators are involved. For example, research should be
conducted to determine what global educators perceive as the most beneficial
professional service areas for intensifying a global perspective.

Finally, there are three last areas of necessary research. Although theoretically,
logic would dictate that if a teacher instructs from a global perspective, then students are
more likely to develop the skills and awareness necessary to live in a globalized world,
this connection has not been addressed. If state departments of education and local school
districts will accept global education as a classroom expectation, research must be

conducted to verify three factors. First, research should be conducted to determine that
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students attain the necessary skills and awareness to be successful in a globalized world.
Additionally, because the public educational system has seen an increased focus on
standards-based curricula that are driven by high-stakes testing, research should be
carried out to determine achievement levels of students with these global skill and
awareness sets on state- and district-mandated standardized tests compared to other
students. Third, field studies of how a global perspective influences actual teaching
behavior and performance in the classroom should also be explored. The studies should
investigate whether globally-minded teachers plan differently, conduct class differently,
use different materials, ask different questions, and assign different tasks from teachers
who are not like-minded.
Conclusions and Implications

The world is becoming increasingly interconnected; therefore, higher education
institutions must be able to graduate future K-12 teachers who think globally and can
incorporate global dimensions in their teaching. Unfortunately, many social studies
teacher education programs may not offer global education courses and if they do, they
may not teach all the necessary dimensions. Understanding to what global educators
attribute the development of their global perspective, the experiences of these teachers,
and how these factors influence their curricular decision making is vital if social studies
teacher education programs are to be informed on the best methods through which this
objective can be accomplished. It is also helpful in assessing the utility of current
techniques being used in social studies methods courses to teach global education.

Teachers’ curricula are influenced by their personal knowledge, beliefs, and past

experiences (Kirkwood, 2001b). This case study enabled me to identify the factors that
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self-described global educators attributed to the development of their global perspectives
by interviewing six social studies teachers who participate in the Global Schools Project.
The interview participants’ willingness to candidly answer the questions will provide
social studies teacher education programs with the knowledge to develop more effective
programs and methods in preparing social studies teacher to teach from a global
perspective and ultimately lead to K-12 students receiving an education that allows them

to have the skill set to become successful citizens in a globalized society.
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Appendix J: Disclosure Statement

As the study investigator, it is only fair that the reader be provided with the
perceived development of my personal global-mindedness. Therefore, through the use of
self-reflection and a rereading of journal entries kept during my time in the Peace Corps,
I am disclosing key moments in my perceived development of a global-mindedness. My
global-mindedness was greatly influenced by my experience as a Peace Corps volunteer
in Suriname, South America. Unbeknownst to me at the time, through the work | was
doing with the children of the village and its school, |1 was being drawn into the
educational realm. Improving the cultural awareness of young people was becoming a
passion, but it was not until beginning the University of South Florida’s social science
education doctoral program in the fall of 2004 that | began to articulate a direction for
this desire to improve students’ cross-cultural awareness. By exposing me to the field of
global education over the course of the past 5 years, the program has enabled me to fine-
tune my understanding of global education.

Because cross-cultural awareness is an integral part of my global-mindedness, a
large section of this disclosure statement outlines my evolution of this subcategory of
intercultural awareness. | draw my version of cross-cultural awareness from the writing
of Robert Hanvey (1976). From his perspective, cross-cultural awareness is the ability to
perceive one’s own culture from other vantage points. Hanvey discussed the four
hierarchal levels one goes through, with Level 1 being the lowest level and Level 4 being
the highest level. These levels are outlined in Table 13. There is much fluidity between
levels 1 and 2, with neither level allowing a person to experience empathy with another
culture, either consciously or subconsciously. According to Hanvey, true acceptance of
another culture’s people is only achieved at levels 3 and 4. While Level 4 is an ultimate
goal, it is very difficult to attain and Level 3, while not having achieved the status of an
“insider,” remains an attainable goal for most people.

Table 13: Interpretation of Levels of Cross-cultural Awareness

Level Information Mode Interpretation
1 Awareness of superficial | Tourism, textbooks, National Unbelievable (i.e., exatic)
or visible cultural traits; Geographic
stereotypes
2 Awareness of significant | Cultural conflict situations Unbelievable (i.e., frustrating)

and subtle cultural traits
that contrast markedly
with one’s own

3 Awareness of significant | Intellectual analysis Believable, cognitivity
and subtle cultural traits
that contrast with one’s
own

4 Awareness of how Cultural immersion, living the Subjective familiarity
another culture feels from | culture
the standpoint of the
insider

Note. Adapted from An Attainable Global Perspective, by R. G. Hanvey, 1976, p. 16.
Copyright 1976 by The American Forum.



