














59

Ravitch sees the school system as the mechanibrmtpthese diverse groups together.
She simply encourages certain strategies overti@obal education has apparently
been misinterpreted as a dividing mechanism, rati@ar a uniting one. It is the

responsibility of global educators to work to catrthis belief.

Gatekeeping and Global Education

It seems clear that teachers who wish to teach &@hobal perspective must
make a conscious decision to do so. What is less & how they go about serving as a
curricular-instructional gatekeeper. How is gagghieg manifested in global
classrooms? Is it different than in regular sostatlies classrooms? Or other content

areas?

McNeil (1983) discusses gatekeepindiiefensive Teaching and Classroom
Control. An ethnographic study conducted with social sdeachers in Wisconsin
schools reveals questionable methods and motivgatakeepers modify curriculum.
The study reports that the participants use a nuwibastructional methods so to
augment their classroom control, not for the puepafsincreasing understanding. The
teachers studied were employed for at least ters yei¢h the schools and had advanced
degrees. Although they have varying political valaed beliefs, they all were middle
class, white, and male (with one gender excepteaghing in suburban middle class
school. All of McNeil’s interviews result in similaevelations finding that teachers

deliberately sacrifice good practice in exchangedéduced student behavior problems.

McNeil roots through several issues that may mtgiv@achers to behave

contrary to expectation including teacher fatigaepted with meager pay and additional
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workload; unwilling students with part-time emplognt and outside interests willing to
sacrifice efforts in school; and a lack of a supiperadministration that has shifted its
focus from teaching to behavior control. While MdNimds the administrative shift in
priorities to have a notable impact, she still fidachersvith supportive administrators

willing to sacrificing content for control.

The methods employed by the Wisconsin teachers affart to exert control include:

1. Fragmentationcontent is reduced to terminology and consumecebu
context so to simplify the curriculum and gain smticooperation.

2. Mystification: teachers describe challenging materials as un&ht@aand
encourage blind obedience to American ideals withdebate.

3. Omission teachers omit specific content they find persignal
objectionable or controversial so to discourageatiebnd maintain their
desired course direction.

4. Defensive Simplificationcontent that requires additional time and

explanation are simplified so to gain student wghess or compliance.

McNeil’s conclusions find that the teachers whoagegl in such practices did so
for one of two reasons. First, teachers report tieese simplified the curriculum in
response to their schools de-tracking studentpauing different ability students in one
classroom, therefore asking teachers to cover ttenmal for a multitude of learner
abilities. She states “rather than teacher to tlghtest students, they simplify the
content and assignments for everyone” (p. 132).SBwend reason identified by the

participating teachers is a perception that thereireward for holding discussions, but
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there are sanctions for “not covering the matérg,they minimize discussion in the
interest of speeding up the lecture pace (p. 38k practice is something | can
personally relate to as | was asked by my admatisin to lead a school-wide learning
activity, and then criticized because my classrgace had fallen behind. The
implications for such practices, observes McNe#, students who become alienated

from the institutional goal of learning, and nevasdroom control issues (pp. 138-139).

Gitlin (1983) explains that teaches can influesitelent values and attitudes by
either reinforcing society as it presently exigtby helping them question and transform
society. These two teaching strategies are respeéetialled reproductive and
transformative teaching, concepts | used througtiositdissertation. Gitlin’s research
seeks to expose how school systems either encoaratigcourage such teaching
practices. His findings have implications for bdtlk teacher leading the class and for the

student in the classroom.

School systems, through testing, prepackagedccium, pace, and team building
encourage teachers to become adept in severaliachading efficiency, bureaucratic
and behavior management, consensus reaching, eord teeeping. Accompanying this
“reskilling”, teachers are also “deskilled,” anctttwo areas most frequently deskilled

due to school structure and changes include aé€aatritical thinking and creativity.

Gitlin identifies five methods that teachers mightploy so to reduce the
deskilling effect, including: 1. abandoning schowndates altogether, 2. reducing the
time on mandated curriculum so as to create gapatiErnate lessons, 3. coordinating

with team members so as to change pre-packagedutum, 4. empowering teachers so
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they can make necessary changes themselves, grahing teachers additional
autonomy (p. 201-202). Unfortunately, there is @ommendation for simply employing
critical thought throughout the curriculum so toyde the class with multiple

perspectives.

Gitlin seems to gloss over what appears to bértigenature of the problem when
he speaks to a teacher’s lack of desire or ingliditaddress transformative curriculum
matters. Repeatedly, Gitlin weakly submits limitede and accelerated pace as excuses
for failing to reflect on content, as if teacheesse to think at the end of a school day
when they return home. When one is affronted witbrpweak, false, or stereotypical
content, thinking teachers should not be excused frhallenging the materials due to
time constraints, and they certainly do not stopking about their daily lessons once the
bell rings. Sadly, Gitlin dedicates one paragrapbked away in the middle of the
chapter, to this issue when he states “One possdgianation is that the teacher was
unaware of these implications or did not want wude them” (p. 200). Upon
guestioning one teacher, Gitlin found the partinipsas aware of alternative potential
implications for the lesson, but explained that‘fpeimary job in teaching social studies
was to give students the information they woulddnteedo well on the post-test (p. 200).
Teachers need to be better versed in content &ofasl comfortable heading off
inaccurate or biased curriculum, immaterial of tioo@straints and other possible

obstacles.

Thornton’s (1991) review of teachers as gatekeejpesocial studies reveals a
number of important findings, particularly when satering the results against the

backdrop of global education. He reminds us thegssbom teachers control both the
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subject matter and the daily classroom experieat#dse students. This role of
gatekeeper is based on a teacher’s belief aboabbnob, their knowledge of the
content/subject, and a personal inclination oectibn. This leaves classroom teachers in
a position of considerable authority when desigih@sgons and leading instruction. As
decision-makers, it is important to understand vibathers think about the social studies
and their role as social studies instructors sto st predict their curricular choices.
Here the literature reveals a disappointing conafug/hich contradicts almost every
global education recommended practice. In defitivegpurpose of social studies, the
research reports that lessons portray the Unitaet$as independent (as opposed to
interdependent) and the materials tend to conforthé norm. Facts are encouraged via
rote memorization from textbooks and student dotiviare relegated to reading, writing,
and listening. Such practices and beliefs aboutikstudies education are diametrically
opposite to global education theory, leaving glashication theory as an apparent
unattractive option for most social studies edusatAnd while training and exposure to
global education theory might be a suggested aatifdo the situation, the research
suggests that teacher beliefs are largely unaffdnyeuniversity teaching, but rather
molded by personal experiences and life. In fakbgriiton suggests, while teachers have
considerable discretion and can act as curriculatekgeper, most do not even realize
their authority, ultimately deferring curriculumales to outside powers. After
establishing how teachers define social studiesathn, Thornton goes on outline how
teachers plan lessons, revealing further red fiagglobal education theory. He
concludes that oftentimes planning seems to batdidtoy the practicality of the lesson,

time, classroom behavior, management, and sodi@izessues. When preparing lessons,
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teachers rely heavily on the textbook due to a fsalsonal knowledge. This portrayal of
the social studies teacher is far from exemplatitelchers are purveyors of knowledge,
and have a responsibility to understand deeplgtmeent they profess. Lessons should
be prepared with the greatest growth impact in matker than ease or control. One
teacher in the research was reported as intergstdtllenging the norm but was met
with ostracism until that teacher complied with ig¢demands, sacrificing best practices
for rote memorization, greater textbook relianae] drill and kill. This finding is of
particular interest, as global education asks tacto challenge the existing social
studies paradigm and design and include contentadyg omitted from mandated
curriculum. Teachers who embrace global educatiostiind ways to adjust the
student’s classroom experiences so to accommodatgearspectives, while maintaining
a degree of respect and acceptance within theitutisn for themselves. Just how
teachers manage this act was a primary focus ®féisearch. Thornton’s
recommendations for future qualitative researclgatekeeping utilizing case study
methods guided my dissertation. He states thatgireuch research, further examples of
successful gatekeeping and smart lesson design# tedanprove the existing

curriculum can be identified so as to provide gowafor others. It is the express intent

of this research to identify such gatekeeping stiat.

Cornbleth’s (2001) article “Climates of Constraiestraint of Teachers and
Teaching” provides a firm foundation from which gjeeeping theory can operate. She
states that teachers will censor themselves ditbegiuse of internal (personal) restraints
or due to external constraints, and if done propdhe later can reinforce the former,

making external constraints seemingly unneces&amsnbleth identifies five “social and
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structural obstacles to progressive curriculumiasttuctional reform, at least some of
which presumably could be undermined” (p. 73). Gteth speaks about school
“climate” as a school’s “prevailing conditions” (p5) that either inhibit or encourage
critical thinking and diverse perspectives in atulum. The five climates include 1. a
climate of law and order in which rules and procediare valued more than learning; 2.
a conservative climate that encourages teachditsncand go along with existing
methods; 3. a climate of censorship which can cfsome the administration, the
textbook, the teachers’ colleagues, and from tmengonity at large; 4. a climate of
pessimism where a teacher does not employ progestesiching methods because
teachers doubt student abilities; and 5. a climtmmpetitiveness focused on
standardized tests and state scores rather thiaaerdigtlearning. Each of these climates
can be overcome provided teachers have both thel&dge and courage to take a stand.
Unfortunately, given a teacher’s tenuous employm@atnbleth finds that few teachers

are willing to challenge a system and risk prof@sai discipline or termination.

Vinson and Ross (2001) examine diversity in th@adstudies curriculum, from
conception to application. What they find is coesable acceptance and appearance for
diverse thinking and teaching, while at the sammetan unusually high level of
homogeneity. In other words, the field allows fowvide range of approaches, but for the
most part, teachers and curriculum provide insipactrom the same traditional
perspective. The potential diversity stems fronuahber of places including gatekeeping
shaped by “teachers’ backgrounds, knowledge, Iselgefd perspectives on teaching”

(Vinson & Ross, p. 52).
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While social studies professionals seem to bgreement regarding the general
purpose of social studies, that is to “prepare ly@at that they possess the knowledge,
values, and skills needed for active participatiosociety” (Vinson & Ross, p. 41), just
how that is accomplished relies heavily on theheaand the teacher’s personal views.
Vinson and Ross identify five common teaching frauosks that are useful when

classifying educators and predicting instructianathods including:

1. Citizenship Transmissiorthe purpose of social studies education is tostrat

the dominant thoughts and beliefs of Western cel{teproductive knowledge).
2. Social Sciencethe purpose of social studies education is tekbgvan empirical
method for learning and thinking.

3. Reflective Inquiry the purpose of social studies education is t@ligva

pragmatic and flexible way of thinking so to addreslevant problems in a
democratic society.

4. Informed Social Criticismthe purpose of social studies education is tdlemhge

injustice in the status quo and encourage crittuaking (transformative
knowledge).

5. Personal Developmenthe purpose of social studies education is tonote a

positive self-concept and encourage personal resipibty.

By identifying these dominant teaching paradignesatthors identify a multitude of
instructional methods which allows for considerathieersity within the field. However,
social studies teachers tend to overwhelmingly clzdg within the first teaching
framework of citizenship transmission. This patteray prove troubling for global

educators who may find themselves on their owniwighschool district, school, or
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department. Such teachers who elect transformiatioevsledge over reproductive may
face obstacles that require adjustment and accomtiood One such accommodation
that Vinson and Ross speak to is the developmeatcehtrist curriculum, which appears
to be the path of both the textbook industry areabcountability/standardization
process. The result is a curriculum that failsxoite, resulting in student apathy toward

citizenship education (Vinson & Ross, p. 53).

Thornton (2005), iMeaching Social Studies that Mattecsmpletes a detailed
outline of the competing forces within social seglover the past century, revealing two
dominant themes: the soc&dienceand the sociatducationtraditions. Social science
recommends content within social studies be padoale into separate entities, and each
taught factually, thus increasing a general knogdeldase. Social education suggests all
curriculums should be intertwined, drawing off ach other, and making content
relevant to student life. The social science pgmadnas held sway in the field for the
past twenty or so years, with the advent of th@actability movement and emphasis on

school, teacher, and student assessment.

While both admittedly seek to improve student &bgiand knowledge, Thornton
considers the seemingly timeless observations ropd¥ewey (1916) regarding
comprehension and growth. Dewey finds that sucsassd to interest, and here he is
clear: the interest must be intrinsic. Dewey ultiehalays bare somewhat of an equation
regarding student learning; if students enjoy @ssdon it will improve attention which in
turn will result in mental development. How themofnton ponders, can a pre-packaged,
top-down curriculum be tailored to a student’s vidiial interest? And if the answer is it

cannot, then what options remain? Planning anaiessnstruction, deciding what is in
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and what is out, and how the content should beepted, seems to be the foci of teacher
work. Just how global educators choose to eithdude or exclude information was

central to this research.

Global education theory, which emphasizes an interectedness of systems,
stands firmly within sociaéducation Global educators should be hesitant when asked to
teach about facts, asking instead “whose factsvarasing?” Global education is
diametrically opposed to social science, and tloeecias experienced, not surprisingly,

opposition from leaders within the social scienas/ament.

What we may be seeing today as accountability aedssment reign supreme, is
the resurgence of the social education movemeatnploned by a few surprising names.
Working in Hillsborough County, Florida, our schabstrict is ground zero for a new
assessment model designed by Charlotte Daniel€&6)®and touted by the Bill and
Melinda Gates Foundation. Million dollar grants Bdeen infused into the school
district to see if teachers are meeting new stalsdahich are not based solely on student
performance, but also including teacher engagemrahtritical thinking. Having met
with Bill and Melinda Gates at my school, | knovettwo seek to make learning relevant
and their hope is that the assessment tool wilberage critical thinking. The Gates
Foundation is attempting to strong-arm the soa@edrse paradigm out of the classroom,
while bringing back the social education perspectilong with a new assessment tool
designed to determine if teachers are in fact daingt is recommended: engaging the

curriculum thoughtfully and critically.
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While the change from social science to social atlon is still underway it may
be difficult for teachers to observe or sense. Bsedhe Gates Foundation has managed
to design a social education assessment, an eleéypérdlly associated with the social

science movement, teachers may not even be aw#ne shift.

This new direction could be good news for globaledors and their teaching
methods as the assessment and the theory bothragearitical thinking rather than rote
memorization. What Thornton questions, in the éntiloes it matter?” Based on
existing research concerning gatekeeping we matjre@nto see teachers operate as they

see fit, regardless of assessment (Thornton 2005).

Gatekeeping, or the control and direction maintibg the classroom teachers
over curriculum, is “more crucial to curriculum amgtruction that the form the
curriculum takes” (Thornton, 2005, p. 10). In otlards, curriculum change (from the
top down) fails to occur if it is contrary to gaesping, which tends to be shaped by
teacher’s beliefs and the beliefs of the teachmyamunity (Thornton 2005). Therefore,
it would appear that those engaging in global etiocaeaching methods would be free
to proceed if they recognize the de facto authahiey wield and develop strategies for

circumventing the obstacles that would impede tborts.

Jennifer James’ (2010) article “Democracy is th@ileSnare” identifies
potential obstacles to critical thinking as wellpagential solutions as she considers
varied levels of resistance experienced while tngifiuture teachers at the collegiate
level. Her qualms reside in what she describedess ‘mature” (p. 631) religious students

and their struggle to “critically reflect on thdagonship between who they are privately
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and who they are becoming as teachers in the psifiere” (p. 623). As these future
educators reject “deliberative democracy” in fagbftheological certainty” (p. 630), the
potential implications for open-mindedness and campse become hazardous. James
makes two suggestions for overcoming such passideetive acts of resistance: (1) to
encourage success in other academic arenas gbebatstudents can overcome feelings
of insecurity, and (2) to encourage students @imeheir deeply held religious beliefs for
the sake of participation in public debate, pothtimproving open-mindedness. In the
end, James states that “a democratic society rejestt militant fanaticism” (p. 636) and
that “education can only sustain democracy...if togsistent with core values and
commitments of democracy” (p. 637). Encouragindhayeen-mindedness is both central

to global education and an effective method of lgggping.

Some of the most recent research on global educatid gatekeeping comes in
the form of two dissertations out of the UniversifySouth Florida. Irone of the few
studies done on instructional decision-making wbgl education, Miliziano (2009)
found that teachers who participate in the UNA-USIabal Classrooms program
increase pedagogical content expertise relatetbttabissues. She also found that her
participants, due to their involvement with the tédi Nations materials, became more

adept at reinventing curriculum in general.

Carano (2010) used a mixed-methods design to exatinefactors to which self-
identifying global educators attribute their glolaihdedness. Participants identified
eight themes that are central to the developmeatgbbbal perspective: 1. family, 2.
exposure to diversity, 3. minority status, 4. cusd@isposition, 5. global education

courses, 6. international travel, 7. having a mertiod 8. professional service. It is
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crucial to note that the themes were perceivedftoance curricular decision-making

and provide strategies, resources, and empathydsvgéudents.

Gatekeeping recognizes that teachers find waysveraelevant content in a
relevant way, as defined by each individual teaclmethis study, | examined how
teachers who identify themselves as global edusédtid a way” to integrate the

dimensions of global education into their lessams t@aching.
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CHAPTER 3:

METHODS AND PROCEDURES

Purpose

The purpose of this study is to determine the réxte which self-proclaimed
global educators acting as gatekeepers include atieralements of global education
theory into their lessons and the strategies thay ttmploy in the face of multiple

elements potentially discouraging such behaviors.

Currently the research is non-existent regardiryv hself-identified global
educators integrate themes into their curriculutardéaving the encouraging confines of
the university setting and taking up shop in a Keh2ironment. Just how these teachers
maintain best global education practices learnednatersity is not known. Perhaps
teachers have developed strategies and have madenaodations to both meet the
mandates while promoting the five dimensions pradoby Hanvey (1976). If such
practices are in place, this research seeks to rtrea public so that other teachers

struggling to adjust can find assistance and advice

Research Questions

This study addresses the following research questi

1. What obstacles do self-identified global educatace when infusing global

perspectives into their curriculum?
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2. Which global perspectives are infused on a redudars?

3. How do self-identified global educators mediateri@ndated curriculum in
order to infuse global perspectives?

4. What methods do self-identified global educatorplemin teaching global
perspectives?

5. To what extent do self-identified global educatofsse global perspectives
into their teaching?

Introduction

The method employed to attain this informationdelIThornton’s (1991)
suggestion that “it may be useful to identify oatgting cases of gatekeeping that could
serve as images of the possible, and that “thestsefew well-crafted case studies of
exemplary practices” (p. 247). Thornton furthetesahat “the operational detail of case
studies can be more helpful than the more configgeineralizable virtue of quantitative
analysis” (p. 247). With this in mind, this studyliiveomply with established case study

methods regarding sampling, data collection, aradyars.

Qualitative & Case Study Methodology
According to Merriam (1998) qualitative researofften synonymous with
naturalistic inquiry, field study, participant olpgation, inductive research, case study,
and ethnography,--is “an umbrella concept covesieneral forms of inquiry that help us
understand and explain the meaning of social phenomwith as little disruption of the
natural setting as possible” (p. 5). In additiom&uralistic case study, there is also
interpretive case study, which seeks to underdtamevay people interpret and make

sense of their experiences and the world in whely tive. This research followed the
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interpretive case study model. According to Stdlg94) the case study further breaks
down into three types including intrinsic, instrumed and collective. Because this
research sought to provide insight into a probleow(global educators deal with

obstacles) this was an instrumental case study.

Most qualitative research tends to exhibit fivereleteristics including: 1. it
provides an insider’s perspective on a phenomemoemic; 2. the researcher tends to be
the primary instrument for data collection and gsigt 3. it typically involves fieldwork;

4. it primarily employs an inductive research &gg; and 5. the study is richly
descriptive. In this research study, participantshave the opportunity to describe in
detail how they infuse global perspectives in thed@iching in a series of interviews and a

brief survey.

Likewise, this research endeavor fit with the cstsely method in that it focused
on the understanding of a situation and the meawintpose involved (what do these
obstacles to teaching mean for the participaniis®gs a process rather than an outcome,
and it sought to discover rather than confirm. kemtnore, the study was intrinsically
bound, in that it was finite and limited to the ggEpants’ experiences with gatekeeping.
In the end, this study was particularistic, dedorg and heuristic; each of which are

central elements in the qualitative case study.

A commonly used instrument in case studies is ¢nei-structured interview
(Merriam, 1998), combining elements of both higstisuctured interviews and
unstructured/informal interviews. The semi-struetlimterview is guided by a list of

guestions, but the largest part of the interviewpen-ended and flexible. This type of
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interview “allows the researcher to respond toditwation at hand, to the emerging
worldview of the respondent, and to new ideas ertdpic” (Merriam, 1998 p. 74), and

was employed for this study.

According to Kvale & Brinkmann (2009), there argese stages to effective
interviewing. This research seeks to followed theaommendations and guidance. The
seven stages of effective interviewing are: 1. g, or outlining why the interview
is to be done and what is to be accomplished; €gdmg, or planning the procedures
and techniques will be utilized; 3. the intervidseif; 4. transcribing and converting the
interview data into a written form; 5. analysis \whéhe data will be mined and reviewed
seeking patterns; 6. verification through validityd reliability stressors; and 7. reporting
and summarizing the findings in an ethical and oesfble manner. The details of these

stages follow.

In order to thematize an interview, three majoksasere accomplished. First, the
purpose of the study was identified and explaitedthis case, the purpose of the study
revealed both the potential obstacles to globatatius’ lessons and the educators’
methods for circumventing such barriers. Secorelyéisearcher needs to familiarize
himself with the subject matter that was the ceatehe study. Here, | conducted a
thorough literature review of both global educatam gatekeeping (see Chapter 2).
When | conducted this study | was employed for frears at the university level as an
instructor of global education and | had presematierous papers and workshops on
global education over the preceding decade as asRident and social studies educator.
Third, the researcher became fluent with the vartgpes of interview techniques. Here |

will employed a conceptual interview in which | askthe participants to identify their
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perception of the research study. | also conduatedrrative interview during which |
focused on the plots and stories told by each@paint. 3. Finally | conducted a
discursive interview in which | sought to uneartiwer relations in conversation as well
as knowledge construction, something central tbaleducation itself (Merryfield,

2009).

When designing an interview | made many decisibirst, | decided to involve
the participants throughout the process, from éhection of meeting location and times,
to adjustments throughout the questioning, to merabecks, and including
interpretation and analysis of findings. As to mtew meeting locations, dates and
times, | accommodated the participants’ schedutdsn@eds as best possible, incurring
the majority of the costs and inconveniences oferenyself. As | planned two separate
interviews, planning included the second followawent as well as the first, along with
the time allotted between. Here | allotted one rhdrgtween the two interviews for the
purposes of transcription of the first audio re@oggfor the identification of themes, for
time to develop new follow-up questions, to allaw friangulation with colleagues as
data was examined, and to allow time for membeckihg with the participants

themselves so to maintain accuracy.

Once the design was established, | prepared faadhel discourse of the
interview itself. Again | relied on recommendatidnam Kvale & Brinkmann (2009)
who encourage the use of scripts so to providetstret and focus during the process.
The primary content that made up the script cam@ fylobal education themes,
gatekeeping research, and participant feedback tinermitial survey. Part of the script

involved putting together a list of flexible quests which converted my research
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objectives into a measurable language and encadithgegoarticipants to share what they
have experienced as gatekeepers of global educ&a#tton’s (1980) recommendations
for writing effective research questions come hyglelcommended and informed the
process. While six types of questions are idemtjfreot all six were necessary; in fact,
depending on the type of study, the majority ofsfiems may favor one or two of the

categories. The six types of questions along wbssible example question are outlined

below.
Table 1: Types of Research Questions
Patton’s Six Types of Questions (1980)
1 Experience/Behavior Questions Experiences witbkgeping
2 Opinion/Value Questions The value of global edioca
3 Feeling Questions How they feel about circumventibstacles
4 Knowledge Questions What global education entails
5 Sensory Questions Perceptions about what is said versus what is
meant
6 Background/Demographic The climate of the sclsdeb

Part of planning for the interview process invohsatecting meeting places and
times, which will accommodated participants’ neadbest possible. To compensate my
participants | gave them each a twenty dollar gafid to a local coffee shop after the
completion of the first interview. Any necessarformation was provided to each of the
participants prior to the interview by mail andatenically, including the initial survey.
Consent forms were provided at the onset of trervigw and collected and maintained

as required by IRB.
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Participants are often found to answer direct gomlestso to present themselves in
the best possible light, unwilling to report actahaon sensitive topics and therefore
distorting or inflating the data collected and gesing measurement error. This
phenomenon is called social desirability, and atiogrto research done by Robert Fisher
(1993) can be adjusted for by using indirect goesti Indirect questioning simply asks
respondents to answer questions from another' geetise. The process works because
“Iit is expected that respondents project their mscmus biases into ambiguous response
situations and reveal their own attitudes” (Fisi&93, p. 304). The method does have
two weaknesses including a lack of empirical veaition for the strategy and that the
respondent might actually answer by predicting what‘other” would do or say and fail

to project their own experience.

Fisher ran three separate studies seeking to detetire effect of indirect
guestioning on data collection and found that icheaeal, personal data resulted as
participants projected their own beliefs. The stgddxamined attitudes toward functional
innovation, approval and recognition, and a condionpnotive. The parallels that exist
for my research are strongest with the first twalis as my research included teachers
willing to use new methods (functional innovati@md teachers seeking to portray
themselves as effective global educators (appm@calgnition). Therefore, the wording
of the survey utilized indirect questions wherether possibility existed for participants

seeking greater approval or avoiding possible eabament.

The error that resulted from direct questioning wetsgated both by age and
with anonymity, two factors that presumably improwey study, as my participants were

all experienced teachers (suggesting a more mag@keand were guaranteed anonymity.
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This was important as both direct and indirect oasg occurred during my face-to-

face interviews.

Research Study

One survey and one interview provided the dat@Higrresearch; The survey,
administered prior to the interview, establishdzhaeline from which to operate,
highlighting areas of interest that deserved aoll#i attention. The survey served as a
diagnostic tool which informed the interview quess. The interview drew upon the
survey results and existing global education andkgeping literature. The initial
research proposal prepared for two interviews, ivewehe participants asked to be
exempt from the follow up interview due to a vayiet reasons including the
considerable time spent during the initial intevwihich they believed to be exhaustive

along with participants moving out of state andlaceg themselves unavailable.

Cornbleth’s (2001) descriptions of school climatswseful in meting out what
kind of environment each of the teachers experigree to better understand the varied
personal and institutional obstacles and give tsigfo the first research question 1:
What obstacles do self- identified global educatace when infusing global
perspectives into their curriculunihe five pre-identified climates were 1. a law and
order climate; 2. a conservative climate; 3. a atenof censorship; 4. a climate of

pathology and pessimism; and 5. a competitive ¢kma

Following along the same lines and seeking to expaklitional personal
obstacles to global education teaching, Gitlin833) two general themes proved useful

in defining the personal teaching paradigms helédxh of the participants as each
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considered whether they viewed the purpose of dituncas either reproductive or
transformative in nature. More specifically, theefipurposes of social studies identified
by Vinson and Ross (2001) were discussed includingitizenship transmission, 2.
social science, 3. reflective inquiry, 4. informemtial criticism, and 5. personal
development. By identifying teachers’ personallidhgerspectives regarding the

purposes of education, additional obstacles arténpatwere identified.

One last tool that was used to establish persarappctives for the participants
was to consider Heilman’s (2009) five purposeslobgl education, and determine
which, if any, best define our population. Heilmdantifies five purposes to global
education including 1. monoculturalism, 2. partégidm, 3. pluralism, 4. liberalism, and

5. critical.

Together, Cornbleth, Gitlin, Vinson, Ross and Haingive a detailed
understanding of both the environment in whichtdaeher works as well as the personal
constructs self-erected that emboldenwd or chadldrggobal education teaching and
provided a foundation for answering the first reskajuestion.. Specific obstacles/aides
to teaching global education included the teadmemselves, colleagues, department
chair, school administration, district administoati community, students, students’

parents, government, academia, and curriculum.

Hanvey (1976), Merryfield (2006) and Tye (2009) vkey in answering the
second research questidihich global perspectives are infused on a reghksis?
Hanvey's five dimensions are standard defining elets of global education, including

1. perspective consciousness, 2. state of the tpdavereness, 3. cross-cultural awareness,
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4. knowledge of global dynamics and 5. awarenessigfan choices. Supplementing
Hanvey, Merryfield includes the concepts of doulasciousness, contrapuntal
knowledge, and changing knowledge constructionutinoexperiential learning. Hanvey
is clear, and is generally embraced, when he findtsnot all of the dimensions are
necessary in lesson construction/instruction ireotd promote a global perspective. Tye
assisted in this endeavor by identifying specifigits and methods central to global
education including analyzing problems involvindueapositions, general critical
thinking, analyzing how systems work, topics invotythe environment, sustainability,
intercultural relations, peace and conflict redohs, technology, human rights, social
justice, and controversial topics. A short lisjpotential controversial topics might
include religion, war, evolution, health care, ssaxual orientation, drugs, population
control, race, culture, ethnicity, environmentaljgmergy, economics, language,
multinational corporations, child labor, and huntiificking. This list is potentially

infinite.

In order to answer the third research questtéow do self-identified global
educators mediate the mandated curriculum in otdenfuse global perspectives?
considerable thought was given to the work of ssvtbeorists. McNeil (1983) offers
options including fragmentation, mystification, asion, and simplification. Vinson and
Ross consider centrist teaching as a potentialftwghediating the two competing
forces. Gitlin (1983) identifies four manners inialinteachers might navigate troubled
waters including abandoning the mandated curricldecause of personal conviction,
reducing the mandated curriculum because of pekrsonaiction, coercing peers to

change the curriculum, and abandoning conceptsraterials due to lack of personal
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fluency with a topic. Thornton (2005) identifiega potential reasons teachers might
identify for gatekeeping. They are: 1. embracingepecting content due to a feeling of
autonomy and empowerment over the curriculum, amqfticality. Finally, James
(2010) identifies two additional reasons for teaaygekeeping which are student
passive resistance to content and student act&aace to content.

To answer the fourth research questiBg-what methods do self identified global
educators employ in teaching global perspectivés@lied mostly on my own personal
experience as a gatekeeping global educator. harga the strategies into three general
groups, outlined below:

Table 2: Global Teaching Methods

Toe the Line: Content is taught with outside suppor

a. Expressed PermissionAdministration approval is sought and gained

b. Rally Support Sizable popular support is organized

c. Academic Theory Methods are supported in academia

d. Curriculum Methods are supported in official curriculum
e. Student Choice Methods are elected by the student population
f. Safety Methods support school safety

Mix it Up: centrist teaching

a. Wide Net Several topics selected so to avoid perceived fasor

b. Opposing Views Dual topics are debated so to avoid perceived fasar
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Table 2 (Continued)

Beacon of Righteousness: positions taken regardfesgpport
a. Civil Rights Support tied to American founding principles/docutse
b. Human Rights Support tied to UN Declaration of Human Rights
c. Natural Rights Support tied to Natural Rights philosophy
d. Devil's Advocate Teacher embraced topic, students challenged tontteby
e. Martyrdom Topic is put forth to reject any criticism

Furthermore, Landorf (2009) provides three addédlananners in which global
education themes might be integrated into curricliley are promoting
cosmopolitanism with an allegiance to a world-wedenmunity, encouraging global
responsibility so to create a more just and pe&eedud, and. building global citizens
with an understanding of global rights and respahses. Finally, the Cogan-Grossman
survey (2009) provides seven specific areas recardateby world leaders needed for
developing a global perspective that might be irggl into a classroom setting
including: 1. working with others and acceptingp@ssibility for oneself; 2.
understanding, tolerating, and accepting cultuifér@nce; 3. willingly resolving
conflict in a non-violent manner; 4. critically asgstematically thinking; 5. a command
of problem solving knowledge for everyday life;dhanging lifestyle and consumption
habits so to protect the environment; and 7.apprioggproblems as a member of a
global society. Together, these strategies shawldigie a basic foundation for

addressing the fourth research question.

Finally, the fifth research questiofie what extent do self-identified global

educators infuse global perspectives into teachitwgds answered through a number of
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open-ended questions encouraging teachers to grepekific lessons and practices that

illuminate their global teaching methods.

Participants

Purposeful sampling is useful when seeking to geight from a specific group
(Merriam, 1998). In this study, the specific grabpt was investigated was self-
identified global educators. | sought to expose kitese teachers mediate the
curriculum and act as instructional gatekeepergeséull-time secondary social studies
teachers residing and working in west central Bebswere identified for this research.
The participants were affiliated with the Globah8ols Project (see Chapter 1) and self-
identified as global educators. The USF Global 8thBroject was a collaborative,
educative endeavor begun in 2004 which broughtthegesecondary social studies
teachers for the purpose of writing curriculum gigtg instruction, and presenting best
teaching practices at local, state, national atetmational conferences --- all related to
global education. The purpose was to advance glxhatation for both the participating
teachers as well as other educators who benefitiedthe participants’ presentations
and who accessed the materials in the programGB#e closely resembled tteacher
as active participanmodel recommended by Connelly & Ben-Peretz (189Mat the
participants were responsible for “the planning eadstruction of a curriculum package,
from its initial stage up to the final stage ofarumercial product” (p. 184). The
participants of this study were selected by thdipehools’ social studies curriculum
supervisor and the director of the GSP, who wascabkstudies education professor. The

Global Schools Project met for six years, betwéenyears 2004-2010. A complete



85

listing of the GSP mission, services, and partigigaonstructed lesson plans can be

found on the University of South Florida’s CollegfeEducation website.

Participant Inclusion Criteria

The following were the criteria | used to determivigether a participant was eligible to

take part in this study:

1. The participant was a member of the University ofitd Florida’s Global
Schools Project

2. The participant was a self-proclaimed global edurcat

3. The participant resided in either Hillsborough as€b County, Florida

4. The participant volunteered to be interviewed @&ppendix C) for this research

5. The participant agreed to respond to the survey Agppendix B), and the two
follow up interviews

6. The participant provided written consent (see Agipei and 1)

Data Collection

One written survey (see Appendix B) and two setmiesured interviews (see
Appendix C) were conducted with each of the seatigpants. The survey provided a
foundation to inform the initial interview, alergrio areas that deserved additional
inquiry. The interview questions follow a pattefngeneral to specific. Initially questions
were aimed at seeking to identify how teachersnéeffthemselves and the global
education paradigm. Questions then turned to hashirs developed unique
mechanisms for the purpose of circumventing obssaitlat exist either deliberately or

accidentally and may or may not impact teachindnaiglobal perspective. After the
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open-ended, semi-structured interviews were corapletill probed the participants for
additional knowledge related to global educatiod gatekeeping by presenting
Appendices E and F. The probing was intended to paitticipants recall content and

strategies that they have employed, but fail toamiver during the interview.

Analysis

According to Merriam (1998) data analysis is anang process that takes place
while the data is being collected and intensifiésraall of the data has been gathered.
Creswell (2007) identifies six stages, or stepsnaastigator should move through
during data analysis. First there is data managemérere the researcher creates and
organizes data files. Afterward, the researchetg@amd writes memoranda and
marginalia, forming initial notes. Once the dataead, the researcher describes the case
in hand and the context. The researcher classifeedata into found themes and patterns,
hoping an issue-relevant meaning will occur, in tnkaalled categorical aggregation.
The case study researcher looks at single instamzkdraws meaning from them
without looking into multiple instances in whataalled direct implementation. This is a
process of pulling data apart and putting them lagkther in more meaningful ways.
The data is interpreted according to naturalisticegalizations so that people can learn
from the case either for themselves or to apply population of cases. Finally, the
researcher represents and visualizes the casenpirgsan in-depth picture using

narrative, tables and figures.

Hsieh and Shannon (2005), in their article “Thrggpaches to Qualitative

Content Analysis,” discuss the methods behind cotiweal, directed, and summative
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analysis. Of the three, my research was guidedregtéd analysis. Directed analysis
employs existing research and theory to consthectbding necessary for analyzing the
collected data. Given the wealth of theory behiluibgl education and gatekeeping (see
Chapter 2 and the research study section of Ch8ptérmade sense to construct the
survey and interview questions along with the cgdivemes accordingly. As
recommended, transcripts were read and highligidettie coded categories emerged in
participant statements. Data that defied the pteraened codes were examined

afterward and analyzed for new or emerging theinaisatdded to existing theory.

Reliability

Reliability is also discussed by Creswell (200hovencourages the employment
of five strategies: 1. maintaining detailed reskaraotes; 2. utilizing a quality recording
device; 3. transcribing the audio recordings; fticmally reflect on the data collected so
to ensure accuracy and maintain the essence gfttieipants statements and avoid
injecting the researchers leanings; and 5. ideptifgsible alternative meaning to the
initial conclusion. Reliability can be further emt&d by ensuring quality
research/interview questions and that the desigheo$tudy matches with those
guestions (Miles & Huberman, 1994). Peer reviewthemreview of collected data by
other professional researchers for the purpos@exdieng and cross-checking results so
to prevent false findings further increases relighiAll of these aforementioned

strategies were utilized to enhance the reliabdityny study.

According to Borman and LeCompte (1986), qualiatiesearch has received

“scathing critique by detractors” and is “treatedlwcontempt” (p. 42) by researchers of
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the positivistic tradition. Together, the authorevpde eight common charges against
gualitative research, along with eight solutionsvegring each charge. | was mindful of

each of these issues as | enter into this quakatase study.

The first charge against qualitative researchas it is too subjective as the
researcher is both the filter and the interpretéhe data (Borman and LeCompte, 1986).
Several recommended solutions exist for this prolblecluding 1. identify and maintain
transparency of biases by keeping a journal, wisdtelpful in strengthening personal
resolve against bias; 2. walk away from the word#t geturn later, providing a break that
distances the researcher from the data; 3. seekieotary from other researchers; and 4.
employ triangulation methods with both the datdemion as well as the source of the

data. | employed all four of the recommended sfjiateto improve objectivity.

The second charge against qualitative reseattiaighe researcher brings too
much personal baggage into the research whichtaffiee researcher’s worldview and
finally has an impact on question selection andrpretation of data (Borman and
LeCompte, 1986). Here the authors recommend st&aubaesty and introspection on
the part of the researcher, coupled with bringmgutside referees. | employed the
methods | used in my prior career as a child abussstigator to distance myself from
the personal effects and reactions an interview etiait. Furthermore, | subjected my

research to a peer review.

The third charge leveled against qualitative redes that it is unworthy because
it is not replicable. Borman and LeCompte (19868jestn order to counter this argument,

a researcher must provide a detailed account of/estep so that future research can be
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as true as possible to the original study. To aidtieis charge, | have outlined my
procedures both within this dissertation as weiha®y field notes and journal. Even
given this effort, the authors state that qualatiesearch cannot manipulate or control
the phenomenon and therefore maintains a dissityilarintent, relieving qualitative

research of some of the expectations for replidgbil

The fourth charge against qualitative researthasthe results are not
generalizable and therefore not of scientific m@trman and LeCompte, 1986). Here
the authors recommend the adherence to two prexiplanslatability and comparability.
Translatability requires that “methods, categoaed characteristics of phenomena and
groups be identified so explicitly that compariscas be made” (p. 42) with confidence.
Comparability requires that “standard and nonidnasgtic terminology be used
wherever possible” (p. 42). If this is practiceug authors contend that generalizations
can be made. While | followed their guidance os thsue, | will avoid suggesting the

results are generalizable.

The fifth problem qualitative research is clainteaxperience is that it tends to
produce trivial conclusions that fail to explainysomething is as it is. This can be
remedied by creating linkages between the phenomieserved and the literature,
therefore allowing for explanations to be conseddbr what was found (Borman and
LeCompte, 1986). | was guided by both global edanand gatekeeping theory, seeking

linkages when they presented themselves.

A sixth charge against qualitative research isitlacks validity as it is

subjective and may merely be the researchers “iiipoof thoughts and beliefs of the
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people under the study” ((Borman and LeCompte, 1p882). Here the solution is to
involve a cross-check of the researcher’s findiagginst those of the participants
themselves. In this study, | involved my particifgamm the interpretation and clarification

of the data mined.

A seventh weakness of qualitative research isitlistes not prove anything and
cannot verify theory. Here the authors recommendesetial sampling, or sampling that
stops when enough data have been collected (BoamduheCompte, 1986). As my
semi-structured interviews were open-ended in desigxtracted as much information as

the participants were willing to divulge.

The final charge against qualitative researchas it is not empirical and lacks
precision because it cannot be analyzed matherigtiel@re Borman and LeCompte
(1986) do less to explain how the qualitative mdthcan become more empirical,
because they state that qualitative research glieadore empirical than quantitative
research. Empirical research requires the usensieseand observations which are at the

heart of qualitative research.

Ethical Considerations

In order to minimize risk to participants, fiveakegies recommended by Kvale &
Brinkmann (2009) were enlisted. Participant coniitldity was secured by providing
participants with an alternate identity and by ting access to the original data. Efforts
were made to minimize and eliminate potential cqnsaces for the participants, and
they were reminded that the study is for educatioses only. By reminding participants

that they have the option of withdrawing from tiedy at any time, | hoped to reduce the
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potential stress. Transcripts were transcribethfidiy and in an accurate manner
utilizing transcript technologies in an effort te tyue to the participants’ intents. Finally,
participants were encouraged to review the datautiir member checks, in an effort to

improve on reliability.

Institutional Review Board

This study was submitted for review by the Univigrsif South Florida’s
Institutional Review Board (IRB). All federal guililees regarding ethics and care for the
participants were followed. See Appendix A and Apge | for copies of the IRB

approval and participant letter .

Credibility

Creswell (2007) recommends the use of multipléfigation procedures to
strengthen reliability and validity. One such stggt is triangulation, accomplished by
comparing data across multiple participants andirfig similar results. When research
exposes similarities among the participants, tealténcreases validity. Field notes taken
during the interviews along with the initial surviestrument are additional steps that
improve validity. Finally, member checks, or indlugl participants in the analysis and
accuracy of their own declarations, further impreoaédity. The member check was
accomplished by providing each of the participavith a copy of the transcript so they
were able to make adjustments to their statemewte®plain or clarify intent or
meaning. In order to improve the validity of myeasch, all of these methods were

employed.
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In order to ensure the credibility of this stuthge Credibility Measures for
Qualitative Research developed by Bratlinger, Jeaeilingner, Pugach, and

Richardson (2005) were used as a guide and chefkéible 3).

Table 3:Credibility Measures for Qualitative Resbar

Credibility Measures Conducted in Survey

Triangulation (examination from multiple perspeesy Yes

Disconfirming evidence (after establishing thensegk | Yes
evidence inconsistent with those themes

Researcher reflexivity (awareness of researchedrel | Yes
relationship)

Member checks (participant review of data) Yes

Collaborative work (multiple researchers) No

External auditors (researchers uninvolved exantire t | Yes
process and product)

Peer debriefing (exposure to a disinterested peer) Yes

Audit trail (methods and rational clearly descriped Yes

Prolonged field engagement (observations over time) | No

Thick, detailed description (improves ability tcadr Yes
conclusions)

Particularizability (rich descriptions to increase No
transferability)

Researcher Field Notes

A detailed reflective journal was kept to track own personal decision-making

and thoughts about the research. Field notes thoutghe face-to-face interviews were
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kept so as to record participant responses, fag@lessions, or gestures that could not be

documented by audio-recording.

Role of the Researcher

At the time of this study, | had taught an undedgrate course on global
education for five years at the University of Sobtbrida where | heard concerns from
my students regarding the progressive nature gbainedigm. Most of my students
seemed to accept the need to increased criticgbagessive teaching so as to increase
knowledge and improve conditions for everyone. Sdmevever, rejected the idea as un-
American and too liberal. As these later studeptsalne teachers, | wondered if they

became the obstacles | have worked to circumvent.

As to the participants in this study, | have a pra&ationship with all of them due
to our work with the Global Schools Project; soregdnd that. Together, we have
written curriculum and presented at conferenceshif@mpurpose of promoting global
education methods and theory. Because of theaaktip with my colleagues | have
witnessed their efforts to push the global paradignspite of resistance from a wide
variety of places. The lengthy relationship | hathwhe participants in this study over
the years has provided a unique opportunity foa datlection, establishing both a boon
and bane. On a positive note, the interviews wasei@ and the participants felt
comfortable trusting me with their opinions and ex@nces. Had | not participated in the
GSP with them, many of their stories and exampleslavhave required considerable
explanation on their part in order to establislasibunderstanding of the process.

Instead, they were often able to provide examgiasItimmediately could relate to and
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understand. However, | often found myself readirig the participants’ anecdotes,
superimposing my own understanding rather thaeriag to their voices. Recognizing
this, | read and re-read the transcripts repeaiadbyder to make certain the voice
depicted was that of the participant and not my.dwmthermore, the participants
themselves were asked to clarify any of the trapsons in order to minimize

misunderstandings.

As a secondary school teacher | regularly encoedtpotential obstacles to my
global teaching, and each time | found ways toutireent the obstacle. As my school’'s
Gay, Lesbian, Straight and Bisexual Network (GLSBpNgnsor, | deliberately renamed
our organization the “Human Rights Club” to avomkpible resistance, which eventually
came in the form of government and Parent TeacBsodation complaints. Other
schools in the area had their GLSBN closed dowrlewte remained operational. To
minimize resistance in-house, | sought out progvegsminded students, teachers and
administrators (including our principal) and hadrthparticipate in our NO.H8 campaign
photo shoot, which were then displayed promineintly central location so as to show

that our school stood for acceptance.

These efforts by myself and others have made m@kegvare of how global
education practices can be received and resistept€r Four will provide a case study
narrative from each participant along with an exation of the participant lessons they

feel serve as examples for effective gatekeeping.
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CHAPTER 4:

RESULTS

Introduction

The purpose of this study was to determine howdsstribed global educators
employ global education principles as they teadpie facing potential curricular and
instructional obstacles. In this chapter, theaedefindings of this case study are
examined by analyzing the qualitative data in otdeanswer the five research questions

guiding the study:

1. What obstacles do self-identified global educatace when infusing global
perspectives into their curriculum?

2. What global perspectives are infused on a regulsisi

3. How do self-identified global educators mediaterttendated curriculum in order
to infuse global perspectives?

4. What methods do self-identified global educatorplemin teaching global
perspectives?

5. To what extent do self-identified global educatofase global perspectives into

their teaching?

The qualitative analysis consisted of intervievesrirseven self-identified global
educators using questions designed to expose famhdes define global education and

how teachers employ global education principlethayg teach despite facing potential
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obstacles. To support the emerging themes thatlajesae from the research questions,

the findings are presented in narrative form.

Data Collection

As reported in Chapter 3, the participants wereikeitha survey (see Appendix
B) to complete prior to being interviewed which we®d to establish a baseline; this
baseline was then used to tailor the interview tioles. The survey asked participants to
reflect on their experiences when teaching glodaktation themes and to comment on
personal and societal attitudes toward social ssudducation. The survey asked about
each of the five research questions in multiplesv&articipants then returned the survey

and a face-to-face meeting was coordinated.

The interview locations were selected by the pigaiats and the conversations
were digitally recorded. At the convenience of plagticipants, four of the interviews
took place in the participants’ homes while the aenmg three took place at public
locations. The interviews ranged in length frontyfifive minutes to one hour forty-two
minutes. Upon concluding each interview, each efgarticipants received a gift card of
$20 to thank them for their time and they wereiinfed that a follow-up interview could
be scheduled later as indicated in the initial aonhletter. One of the participants
immediately demurred, indicating that she was mgwaut of state. The remaining six
indicated that they would submit to another intewi but four of them asked that the
interview only take place if the participant reedllsomething relevant to the research

that would require another face-to-face meetingesefour stated that after
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approximately one and a half hours of discussiogey tloubted they would have anything

further to contribute.

The audio recordings were emailed to a professiwaascription service which
provided a written record of the interviews. Aftbe audio recordings were transcribed,
| emailed the written copy to each of the partiofigaasking them to review the transcript
for errors or needed corrections for the purpose@tasing accuracy and validity. They
were also asked to suggest a date and locatianffdlow-up, face-to-face interview. Of
the seven, the participant who had moved out & stial not reply at all while the
remaining participants confirmed that the transonps an accurate and fair
representation of their thoughts. Four of the sicused themselves from a follow-up
interview stating they had provided as much deisilhey believed they could. The
remaining participants confirmed that the trangsnpere accurate and acceptable, but
did not address the need for a follow-up interviewthe end, | believe enough data had
already been collected from the participants tsfattorily answer the five research

guestions.

Participants

The participants in this study were all secondahosl| teachers who participated
in the Global Schools Project (GSP), a professideaklopment program on global
education for teachers that was active from 20@Dt®0. At the time of this study
(2012), twelve were locatable, but five could nattjzipate; one was in the process of
moving, another was away on vacation, and the dtinee failed to reply to requests to

participate. The remaining seven participants vbeteveen the ages of thirty and fifty.
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Three of the participants were white, one was ekd@aribbean islander, one was
African American, and two were Hispanic. Six wegenfille and one was male. Individual
participants had between nine and 31 years teaexipegrience. While all of the
participants had completed the training made abt@laver a six-year period, not all of
them had the same amount of training because itter entered the program after it had
begun or exited it prematurely. In all, three o harticipants participated in the full six
years of training with the GSP, while two experethéive years, one estimated between
three or four years, and the final participanerted for two years. Three of the
participants stated that their first exposure tibgl education came through the GSP
while three others stated that they had learnedeopproach through university courses
taken prior to entering the program. One descrherdnitial exposure to global
education as “self-taught.” All seven participaetdered the GSP as practicing teachers.
At the time of the data collection, one of the ggrants was leaving the profession by
choice, not retirement, and planning to move oudtafe. The courses taught by these
teachers included electives, honors, advancedmlaae and core social studies. While a
large number of courses were taught, each of tehers identified courses that they
taught on an annual basis which they consideresir“thourses including Advanced
Placement (AP) Human Geography, AP U.S. Historygrld/History, and Economics.
Each of the participants declared that they teatdeat two of the four student grades at
the high school level, from freshmen to senior. $tieools were categorized according
to the information provided by the school distrigith three of the participants at magnet
schools (two of which have a large minority studespulation) and the remaining four at

traditional high schools. While all seven of théaals could be characterized as urban
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due to their proximity to the city of Tampa, theuoty has areas which remain somewhat

rural allowing three of these schools to bettectasidered suburban.

A brief description of each of the participantpisvided below and further

summarized in the chart shown in Table 4.

Table 4: Demographic Data of Seven Participants

ale

Shirley Jean Lorraine Marilyn Priscilla Charles Sheila
Gender Female Female Female Female Female Male Fem
Ethnicity Hispanic Hispanic Black White African White White
Islander American
Type of School|  Urban, Urban, Urban, Urban, Urban, Urban, Urban,
minority, suburban | minority, magnet suburban minority minority
magnet magnet
Years with 3-4 6 2 6 5 5 6
GSP
Years 9 20 12 16 19 31 26
Teaching
Primary AP Human None US History| AP US World Economics World
Teaching Geog identified History History History
Assignment
Primary 9 9-12 9&11 11 & 12 9&10 9&12 10
Grades

Shirley. Shirley is a Hispanic female with 9 years teaglerperience in an urban

magnet school with a largely minority student pagioh. Shirley is an immigrant to the

United States, coming from South America as a yanmilgl. She teaches three classes

including World Cultural Geography, AP Psychologgd AP Human Geography, but

identifies the AP Human Geography class as hedaeglass and dedicated the most

amount of time working with its curriculum over tiiears. While she teaches a number
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of grade levels, most of her students are"iygde. Shirley states she was involved with

the USF GSP for three to four years of its existenc

Jean Jean is a Hispanic female with 20 years teachxpgrience. She has taught
in several schools, including schools in New Ydkkthe time of the interview, Jean was
teaching in a suburban school. She teaches fousesincluding Economics, Sociology,
Psychology and Peer Leadership. Jean did not fgemty of the classes as what she
would consider her primary focus and spoke abocth ekass with an equal amount of
interest and time commitment. As a result of Jeaim§ to identify a primary course in
which to focus, she was also unable to identiffudent grade level with which she
spends most of her time, instead stating she teathdents from"®through 1¥grades.
Jean was with the GSP for all six years, and wa®ttly participant to state that she
became versed in global education theory outsidstioér university courses or the GSP,

stating instead that her initial exposure was seifht.

Lorraine. Lorraine is black female with 12 years’ experemeaching in an
urban magnet school with a large minority populaticorraine is an immigrant from the
Caribbean, coming to the United States as a yohild. ¢.orraine is the social studies
department chair at her school, which may or mayptay a role in her experiences
circumventing potential obstacles and global edanat.orraine teaches U.S. History,
American Government, and World Cultural Geography @entifies U.S. History as her
primary focus in which she spends most of her tover the years. Most of Lorraine’s
students are mostly from th& and 11" grade levels. Lorraine was with the GSP for only

two years of its six years in operation.
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Marilyn . Marilyn is a white female with 16 years teachexgerience in an urban
magnet school. Marilyn teaches APU.S. History, ABckd-Economics, American
History, American Government, and Sociology. Mariltated that over the years she
has spent most of her time committed to AP U.Stddys Her students are mostly in the

11" and 12" grade. Marilyn was with the GSP for all six yeafits existence.

Priscilla. Priscilla is an African American woman with 19aye teaching
experience in an urban magnet school. PriscillehesWorld History, AP Human
Geography, American History, and Sociology. Sheestthat she spends most of her time
between her World History and AP Human Geographgsgs which are made up by

mostly 9" and 18' grade students. Priscilla was with the GSP foe&.

Charles. Charles is a white male with 31 years teachirmeaence in a largely
minority urban school. Charles is the only malespective in this study. Charles teaches
Economics, Sociology, U.S. History, and Global $#adCharles states he spends most
of his time with his economics courses. He declénatlhe has constructed his global
studies course after being exposed to global enunctteory and believes he is the only
teacher in his district covering economics fronabgl perspective. Charles’ students are

mostly in the & and 12 grade. Charles was with the GSP for five years.

Sheila Sheila is a white female with 26 years teachixygeeience in a suburban
school. Sheila teaches World History, EconomicsgAoan Government, Psychology,
and AP World History. Of her classes, Sheila staleshas spent most of her time with

her World History class teaching primarily"igrade students. Sheila, like Lorraine, is
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the school social studies department chair whicia onanay not affect her ability to cope

with global education obstacles. Sheila was with@®@SP for all six years of its operation.

As outlined in Chapter 3, | have selected a nurob&ading global educators
from which to establish a basic global educatiamework for the study. Although the
participants were provided with this framework ytheere encouraged to apply their own

personal global education definition.

Participants were asked to consider the broad gespof social studies education
as defined by Gitlin (1983), defend what they badakto be the specific purpose of social
studies education according to Vinson and Rossl(R@nd finally examine what they
believed to be the overall purpose of global edanaguided by Heilman
(2009).Together, it was hoped that themes wouldrgenand illuminate a philosophical
home from which global educators operate. The gpénts also provided what they
believed to be society’s perspectives for eachefaforementioned issues. By
juxtaposing the participant responses against Wiegtfelt were the attitudes of society,
it was hoped that potential conflict or obstaclesild be revealed. Because society is not
trained in global education, participants wereasked to predict how society would

define global education.

A summation for each of the author’s theories alaity the participants’
responses are outlined below in Tables 5, 6, aha &eas where the total number in
each column culminated to less than seven, oruh&aer of participants, it was either
because the participant chose to answer the qonestiside of the parameters provided

by the literature guiding the study, or they chtwspass over that area entirely as
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participants, or is greater than seven, the ppeitis selected multiple answers.

Table 5: General Purpose of Social Studies Edutatio

Gitlin (1983) the general purpose of soci Participant’s belief Participant’s
studies education about the general prediction of
purpose of social society’s belief

studies education | about the general

purpose of social
studies education

Reproductive maintain society 0

4

Transformative transform society 7

1

Uniformly, the seven participants felt that the @liepurpose of social studies

education was transformative and should providdestts with the means to change

society. Conversely, a majority of the participdels society would expect social studies

teachers to encourage a reproductive paradigm.

Table 6: Specific Purpose of Social Studies Edoaoati

Vinson and Ross (2001) the specific purpose ofaoci

Participant’s| Participant’s
studies education

belief about| prediction
the specific| of society’s
purpose of | belief about

social the specific
studies purpose of
education social
studies
education
Citizenship Emphasize Western civilization and 1 3
transmission facts

Table 6 (Continued)
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Social science Emphasize empirical inquiry 2 0
Reflective inquiry Emphasize problem-solving skills 1 0
Informed social Emphasize counter-socialization skills 0 0
criticism

Personal developmentf Emphasize personal respatysibil 2 0

Although the participants were not in agreemerr alie purpose of social studies
education, for the most part they refrained frohe&eg the single purpose believed to

be embraced by society: citizenship transmission.

Table 7: Purpose of Global Education

Heilman (2009) the purpose of global education Participant’s
belief about
the purpose

of global

education
Monoculturalism Promote national unity 2
Particularism Serve specific minority groups 2
Pluralism Help everyone enhance power and capital 3
Liberalism Develop critical thinking skills 5
Critical Reduce oppression and level power diffeesn 4

The participants each maintained their own indigidpourpose for global
education. The two areas that produced the greatesensus were the liberalism and

critical themes. However, considerable dissenttedis/hen defining the theory.
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Findings

Below is an examination of the research questimoma ach of the seven
participants’ perspectives; exposing the differenagentifying the similarities, and

analyzing the emerging themes.

Research Question 1: What obstacles do self-iden&tl global educators face when

infusing global perspectives into their curriculum?

Why anyone would ever want to go into learning glaaucation, now that I think about
it? It's probably crazy in and of itself becauserth are a lot of obstacles ahead.

(Charles, patrticipant)

In response to this question, participants idexdieven obstacles to infusing
global perspectives: a teacher’s preference, thaaifcurriculum, a weak global
education training coupled with hard to find res@s;, a competitive school climate, time

constraints, liability concerns, and trouble makooginections across content and time.

Initially, a few of the educators spoke in metaphar analogies, seeking to mask
any issue that might put them at odds with thein @mployer. However, once the
participants warmed up they became open and hapestking in detail about their
concerns. After listening to each of their stoaesl hearing how each participant fought
for the inclusion of global perspectives in théassrooms, | believed it could only have
been their exposure and training in global eduaoatself that kept the participants
committed to the paradigm; after all, global edigratheory alerts adherents to just what
each of the participants experienced and askssb@bmmit ourselves to overcoming

such barriers.
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Most participants spoke about the obstacles neeparate entities, but instead
referenced them in generalities. For instance,noight say there was a problem with
time because there was too much content to couv@einfficial curriculum. Is this a time
issue or a curriculum issue? Using the voice inibes of the participants along with
their wording | isolated their concerns into sepaiategories. Table 8, below, provides a

summary of the obstacles the participants commiolelytified.

Table 8: Reported Obstacles to Global Education

Reported Obstacles to Global Education
Number of Participant Obstacle to Global Education
7o0f7 A teacher’s preference
7o0f7 The official curriculum/testing
50f7 Weak teacher global education training/resesi
50f7 Competitive school climate
4 of 7 Time constraints
40f 7 Liability concerns on the part of the teache
3of7 Trouble making connections across contedttizmne

Teacher preference

Teacher preference is the chief predicted obstaatet only global education,
but to any curriculum, according to research orlgagping (Thornton, 1991). It should
be of no surprise that six of the seven participanipported existing research findings,
admitting that they would not include global edimain the form of content or

methodology if they had personal objections totlte®ry, regardless of training or state
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requirement. The participants easily identifiedidl educators who taught among them
who they believed would never teach from a gloleabpective due to personal or

political leanings.

While Shirley stated that she might shy away fra@rain contents or materials,
her decision to do so would not necessarily bedase like or dislike of the subject
matter, but rather on her own lack of familiaritittmthe content, and thus caution. It is
important to be able to differentiate, or draw stidction, between preference and ability.
What some might perceive to be a teacher’s consaienchoice to exclude content
simply due to personal feelings on the matter migbte accurately be portrayed as a
teacher who excludes content because they are uiafawith the materials and struggle
to master the curriculum. Shirley believed thi®&a common occurrence for new
teachers who are becoming familiar with a curriculfier the first time, much as she did

as a new teacher.

Jean stated that what initially got her into teaghivas her preference for global
education. Jean had a desire to broaden and imptaogents’ understandings of world
events and was concerned as she found that parawiggmg from the state-mandated

curriculum. Jean declared:

| do it (teach from a global perspective) mostlgdogse it's the reason why | got
into teaching; is to introduce students to the lsinties that exist around the
world, the commonality and so it’s really somethihgt | believe even before |
got into teaching. Once | saw that the men and wotinat | work with were so

just focused on American view and everybody hatthitdlk American and not the
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other way around, so | think | just got from them gou know, been that way.

(Jean, personal communication, June 26, 2012)

Lorraine often hinted at her own personal issuesuading global education,
often declaring that parts of the theory were ¢eftt because she did not agree with the
logic or material herself. When asked about Meelgfs (2006) dimension of double
consciousness, many of the participants faileai¢tude it because they forgot the
principle, were unclear, didn’t have time to addther, or provided a number of other
explanationsLorraine stated she also did not use MerryfilediBle Consciousness but
chose not to because “It's a gray area for me lsschdon’t think that you should have
multiple identities. | don’t know. I'm not sure alicthat one’(Lorraine, personal

communication, June 29, 2012).

Lorraine detailed her own personal concerns anécebaegarding teaching from
a global perspective when she sought to justifydotions as compared to other global

educators saying

It's something | feel personally. So I think witletenvironment, | don’t know.
It's like if you have the interest in whatever tio@ic may be then yes. Like | do have an
interest in global education. But my interest maymecessarily be — | may not
necessarily be as passionate about it as somesgeaslanother teacher. So | think it's a

personal choice. (Lorraine, personal communicationg 29, 2012)

This explanation, while guarded and carefully padass precisely what Thornton
predicted: a teacher’s personal inclination witedily affect their willingness to teach

the subject.
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Lorraine coupled several obstacles together wheregplained why
environmental issues were often not included intbaching. The reasons are the
curriculum weakly covers the material, her own pead knowledge of environmental
issues was weak, and not having enough time t@dowaw resources. However, after she
was asked to identify one of her many explanatambker primary obstacle for excluding
environmental content in her curriculum, Lorrainp&sonal disinterest in matters
related to sustainability revealed itself as shdated, “No. | don’t (believe | exclude the
environment because of curricular issues). I'mystorsay that, but | don’t.think it's
more personal. It's more personal choices” (Loeapersonal communication, June 29,
2012). When asked about encouraging students te fifaktyle changes such as
recycling, Lorraine stated, “I would hate to saybitit it’s like leave it to someone else. |
know that’s not what you want the kids to sé&@.not willing to lead it yet” (Lorraine,

personal communication, June 29, 2012).

Marilyn would often confound time, student abilignd curriculum into one
issue. However, as the words were parceled obgcdame evident that she was making
choices based on how much she could squeeze malltited period given the rigorous
nature of global education, the varied abilitiehef students, and the relevance of the
global education concept at hand. When asked wtigindessons had global themes
while others did not she replied, “I don’t knowthlnk maybe | struggle to cover the
content. Maybe — Because | don’'t know that | waake the time to do, say, ‘The
Albatross’ in my American history class. | defeiit would in psychology” (Marilyn,
personal communication, July 2, 2012). And agatierlahe stated, “Because if I'm gonna

go home to work on something, it's gonna be U.Stdty. You work on what you love



110

as opposed to what you (are assigned)” (Marilynsqgeal communication, July 2, 2012).
By answering this way, Marilyn suggested that conteould be modified and time
would be found if the teacher felt the activity weasrthwhile. This was clearly an

example of teacher preference.

Marilyn’s comments surrounding sustainability reirded preference as an

influence when she stated:

| think about it. And | can only do so much inaydAnd the environment,
though I think it's important, will probably be tefut. But honestly, in my
personal life I'm not as good as | need to be. ot there. (Marilyn, personal

communication, July 2, 2012)

Clearly, Marilyn recognized the environment asa@bgl theme and identified it as
important, but justified it's exclusion from herragulum because she was not personally

vested in it.

The most concrete example Marilyn gave supporeagher preference as an
influence over curricular decision-making was wisbe decided to attend training
sessions to improve her students’ AP scores bubbher colleagues refused stating, “I
won’t work as hard as you” (Marilyn, personal commuation, July 2, 2012). Marilyn
described a personal preference based on envirdahexpectations. Delicately dancing
around the issue, she described a creative, iotedy engaging IB teacher versus a
defeated and tired non-IB teacher. The learningrenment self-perpetuates through

contagion and peer pressure, encouraging one teasti@liscouraging the other; shaping
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their preferences despite themselves. Attemptirdeseribe the two environments she

stated:

My department, peers, instructors — My departnibettraditional teachers are —
They subscribe — I'd say we, | try not to be pdiit.dBecause my traditional
colleagues and I, who | see the most — Because'l diovays — When | talk to
my IB people, | get excited about education andhieg. Like they're, that’s
what they do. It's (the traditional classroom)wérotball-coach oriented. So |
think the peer pressure, sometimes when you seglmay else not really doing
a whole lot, you fall into that. You know? Likieat’s a big fear for me. (Marilyn,

personal communication, July 2, 2012)

While this example was not specific to global edwraalone, it provides a clear
example of how a teacher’s desire to do or notatoething makes a profound

difference.

The environmental and sustainability aspect of @l@olucation seemed to take a
back seat for Sheila as well, who stated, “Andanability, how are people using
resources during that particular time? It's emimedich every unit but | don’t think that |
personally spend — | spend time — as much as sbthese other issues in that” (Sheila,
personal communication, July 25, 2012). Why thaassf sustainability regularly raised

personal concerns for many of the participants beag topic requiring future research.

When Sheila spoke more in generalities about wagtters would or would not

include global perspectives in their lessons, setaded:
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A lot of times the global ed topics are outside@of mandated curriculum, so if
you don’t have an inclination or even an interegtatever, you're less likely to
go out of your way to include something in yourreaulum that’s not there.
Whereas if you're more inclined, you're going tg $ah this is a perfect place
to;’ you're going to be open to infusing and usthg topic or strategies. (Sheila,

personal communication, July 25, 2012)

Sheila felt that preference is key as to whethebajl perspectives were adopted.

While Priscilla identified a number of obstaclegeaching globally, teacher

preference seemed to be her chief concern, desgribe significance as:

Global teaching, I think, is always going to go k&e your teacher and your
teacher's perspective on the importance of brintfiege things in. In reality,
though some subjects lend itself more to teachialgad topics and globalization,
some don't. And the teacher has to make that ekt# to incorporate it into
those curriculums. Otherwise you get caught gsthing content and you don't
bring in all the other strategies and things tltédialy challenge the students to
begin to problem solve, be analytical, and allhié.t(Priscilla, personal

communication, July 6, 2012)

Later in the interview, Priscilla pointedly stat&iceachers are in control in their
classrooms. They pretty much can do what they weadb” (Priscilla, personal
communication, July 6, 2012). Influencing this greihce, Priscilla addressed the same

concern Lorraine raised--namely the commitmentaher has to their job and to the
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profession compounded by a teacher pessimism rieganrid events. Sounding

distressed, she describes the teacher likely ltanfal this trap:

We have some who have been riding this horse orgdbis job for 20-30 years
and the PowerPoints are that old. They're nobdhicing any new ideas. And
that's the inclination piece. Those people arealined to bring in these new
perspectives or introduce global issues. It won&hn tweaking my PowerPoints
too much and changing things. Social studies teadkad to be aware of what's
going on in the world and sensitive to it. | ddaibw if they feel that they can
make a difference — if what they do on a daily asally matters. They don't feel
that it's going to pay off and it's not going tokaa difference anyway. (Lorraine,

personal communication, June 29, 2012)

Charles also identified teacher preference asenfiat obstacle to teaching with
a global perspective, declaring that most teaclerdd control or eliminate subject
matter they found objectionable. Charles descrthedesistance by saying, “Well, that's
99 percent of the teachers, the gatekeeper, dhd tEacher happens to be one of the
hard right personalities in the classroom thatskeng, you know, | wouldn’t expect
much of global training for the students” (Charlestsonal communication, July 25,

2012).

The Official Curriculum

Textbook selection in the district that | perfornmagl research is greatly
influenced at the state level, which provides afslgt of options for school districts to

select from. School districts then select and iskadextbooks and resources from the
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finite state list, resulting in every teacher ie thstrict using the same materials. There
appears to be some difference within the distrmtnfschool to school regarding the use
of the district selected course materials, as damehers are required to use the textbook
and other teachers are free to teach without tttebte must endure any teacher-selected
resource or curricular cost themselves. In the alhdeachers in this school district are
required to prepare their students for a distrggued final exam which is based on the
officially recognized and state purchased matertddsv teachers prepare students for

that exam is often up to the individual teacher setibol.

The Advanced Placement (AP) curriculum, howevea, iationally-constructed
curriculum accompanied with a nationally-constrddieal exam. Because the school
district has little influence over the AP curricmiuit requires AP teachers to use the AP

textbook so as to best prepare students for th@keyelar exam.

Six of the seven participants described the offdistrict-issued curriculum to be
problematic when trying to integrate global thenms their daily lessons. While some
spoke about their concerns relating to the textbodistry, some added additional

specific details and concerns for the AP curricularparticular.

Each participant identified the state-selectedussas as an obstacle when they
taught from a global perspective, particularly t&vetbook. For instance, when Shirley
was asked about obstacles to global teaching smediately pointed to the textbook
industry stating, “Because textbooks are writterpbgple who want to make money and
textbooks are written by a group of people who heavagenda and want to push their

ideologies and marginalize and ostracize certaons of people” (Shirley, personal
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communication, July 11, 2012). Examining Shirlewsrding choice and tone, it was

clear that she believed this obstacle to be deltkér set in place.

Jean echoed Shirley’s concerns regarding new tesaahe their reliance on the
pre-packaged materials and connected that relianae inability of new teachers to

effectively manage their time and find room to agtabal content saying:

There are teachers that don’t understand the theitesy have to learn, they
have to teach by chapter and those are the youeaehers. They don’t know to
take one chapter and then ten chapters ahead arfnirsothem from two
different locations and teach them all at oncearfJpersonal communication,

June 26, 2012)

Jean succinctly defined both the problem and th&isa when she pointed to
inexperienced teachers trying to make sense ohsedand lengthy curriculum.
Experience or effective teacher training is neesteteachers might feel more

comfortable reorganizing the curriculum thematigalhd make the most of the time.

Lorraine’s perspective on the official curriculumdaglobal education and the
obstacle was unique from the others as she wasvidsg to alter her official
curriculum. Lorraine often tried to include glolisgues, but did so more as content than
as method. Further, when she included global petisqes into her curriculum, she often
included it separate and unique from the offic@lmty issued curriculum rather than
integrating the two. This created a unique probleniorraine because her students
recognized the schism, knew that the material waoldoe on the county exam and

potentially not on Lorraine’s tests and eitherst=si the additional content or failed to
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participate altogether. While, on its face, thisyrsaem like a student obstacle, ultimately
| believe she felt this was a curriculum issuebglgerspectives are not in the
curriculum and not on the official exam therefdre students opted to resist. Lorraine

described the problem saying:

It could be because, after all, they're in the €l@msget a grade. Andbut
everything shouldn’t be about what am | going toa@se of it. And in my

opinion, that’s the message. When | do things,dhalhat | want to get across.
Yeah. You're going to get a grade, but there anermivays to get a grade. This
one is not a grade. This one is simply becausa igisod thing to do for someone,
for the community, for whatever. But the kids whanwto do it let them. Let

them take it and run with it. (Lorraine, personatenunication, June 29, 2012)

Lorraine stated she would like to include more gldhemes saying, “they’re (global
perspectives) not necessarily ignored, but thayateconcentrated on as much as | would
like to” (Lorraine, personal communication, June 2912). Later in the interview,
Lorraine reinforced her curriculum concerns statigain, if the curriculum made the
room for it, then it is included, then | have toveoit. But again, for the most part, it's
fine. It's fine for me” (Lorraine, personal commaation, June 29, 2012). Lorraine’s
dedication to the official curriculum and her appdrself-imposed restraints against

modifying it clearly limited her ability to infusglobal perspectives.

Charles stated that he tried to integrate globais regularly into his lessons
daily, and found he was unable to do so when tihecalum subject matter did not lend

itself to the modifications. Charles stated, “Savhéhat has to do with the topics in
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economics that have to be very local and narromainre and scope” (Charles, personal
communication, July 25, 2012). Echoing Shirley’'si@erns as to the political nature of
social science and the desire by decision-makeeslty the materials so to encourage a
certain type of thinking, Charles found that muélthe curriculum was deliberately

shaped. He claimed:

It's very local. So you're gonna have problemsoagging with these entities
because it's very controversial. Even in economasre not a good American if
you’re sending jobs overseas or if you're tradinthwhe wrong country that
might be called a communist country and making tkesalthy, where you're a
capitalist country and you're becomipgor. So yeah, it's government. (Charles,

personal communication, July 25, 2012)

Interestingly, Charles was the only participant videntified the global education
curriculum itself, rather than the school-issuetticulum, as a potential obstacle due to
the intense nature of the work stating “to go @t fevel, that's one of the highest levels
of thinking, you can’t do that on a daily basis’h@les, personal communication, July

25, 2012).

The presence of teachers who flatly refuse to altenodify the official
curriculum seems troubling, as reported by Shella stated, “I have taught with
teachers, yes, who absolutely thought it’s ridioslo That we have no business, we need
to teach what we are prescribed to teach. And liaglya very rigid view on that” (Sheila,
personal communication, July 25, 2012). Just whyesteachers felt it acceptable to

modify the state-issued curriculum while othergcefhe practice outright is interesting
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and deserves future consideration. And, althoughl&modified her lessons to include
global perspectives, her focus seemed to remathenofficial curriculum and getting her

students to pass the district exam saying:

A lot of it has to do with the curriculum; the pentage of questions. | mean for
me it’s strictly in preparing students to pass xane, I'm going to buy right into
the percentage of questions on a particular topregion. (Sheila, personal

communication, July 25, 2012)

Based on Sheila’s response, in order to integhetgtinciples of global education into a
curriculum, it will require more than simply addingpore material; the exams must be

altered to include global themes as well.

The additional problems that AP courses presenthaeefold: first, the
curriculum is dense and lengthy, resulting inditivailable time for additional content;
second, the pressure from administrators to hawests score well on the AP exam is
considerable, resulting in a level of anxiety regarted in other non-AP curricula;
finally, the participants described the AP curnisulto be often at odds with good global

education teaching because of the perceived pus@oskleanings within the content.

Shirley, who had already spoken critically about perceived purpose of the

textbook industry in regular courses added:

Now, | do teach with college textbooks, but theeestill mistakes, they're still
pushing agendas, and | have an issue with thatl |1Amake it very clear to my

students that | am forced to use these textbookasuse this is an AP course, but |
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point out when the book is wrong so they realizg tBxtbooks can be wrong as

well. (Shirley, personal communication, July 1112p

The AP curriculum is not only an obstacle in itsblit as a result of the curriculum an
obstacle develops within Shirley’s administratiarthe shape of pressure. Shirley

described this pressure when she stated:

| definitely get it from the administration. AntdhHinders my ability as a teacher.
Because | walk out of certain meetings and fedlIlthanot doing all that | can,
and all they care about is whether my student fhees&\P exam or not; not
whether they come out of my class a more open rdipéeson, a more accepting
person, a better citizen. To them it's better kimgaregurgitating information
than creating a better human being. (Shirley, pelscommunication, July 11,

2012)

The AP curriculum, to Shirley, appeared to haveifeated itself as a one-two punch;
once from the curriculum itself which was not glbeducation-friendly, and then again

from her administration which demanded successrdoapto the AP standards.

While Shirley found the AP curriculum too constivet, Priscilla found just the

opposite stating:

If you give me a broad content like AP Human, yandall of these different
topics you have to hit on. | can bring in all bése at one point or the other. We
can touch on it. We may just do one or two lesswrianight throw in one or

two questions when we're talking about somethiagjghrelated to it. American

Government, which is restrictive — you have thiscsericulum and this exam at
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the end that your kids have to be prepared fds-difficult to bring in those

things (Priscilla, personal communication, Jul2612).

Her experience was a stark rejection of Shirleyjsegience. Shirley found the
curriculum too dense to add to and her administsatm demanding regarding AP
expectations while Priscilla, for the most paryrid the content of AP very global-
friendly and therefore required little alteratidhwas the subject matter, not whether the
material was advanced or traditional, that conakfPéscilla. The one global issue that
Priscilla did describas troubling, as it related to global perspectivegkin the AP

curriculum, was that of sustainability and the eowment stating:

One of the reasons is, again, back to our curmaulit's not necessarily
something that is a part of it. But then evenAlReHuman, the unit or chapter
that is on the environment isn't even in collegartse’ goals. It's not within it.

(Priscilla, personal communication, July 6, 2012)

Given the subject matter contained within AP Hur@eography this was surprising, and
hints at Shirley’s assertion that curriculum isificl and must be approved by a
committee before it is accepted for print. Is theimnment and sustainability an issue
that has been identified as controversial, as atidy Lorraine, and therefore excluded
from the curriculum? Priscilla stated that the emwinent was also not part of the official
World History curriculum, and stated that was faionale for not emphasizing it as

much as she would prefer.
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Weak global education training/resources

Many courses are required in teacher educatiorapaipn programs across the
United States. If even offered, global educatioofien identified as an elective. This has
been a serious concern issued by many global emtsaater the years. There have been
some success stories, including a state-wide dfiggtomote global education in Florida
in the 1980’s, but that push was tempered and sedeilas described in Chapter 3. Today
there are a number of universities with a globaloation option, but again, all too often
that focus remains voluntary when offered. Theipgdnts in this study were fortunate
to be exposed to global education not only in tbaiversity classes, but also through the
GSP. The training and resources each participastexposed to was considerable.
Below, some of the participants described theiroomg struggle to maintain relevant
global resources and declared their general lackswurces to be an obstacle to good

global education teaching.

Jean described her efforts to bring in global maleas a success, but expressed

concern over how challenging the search for ressucould be stating:

Well, the challenge is being able for a teacheftord to go to conferences. |
hope that conferences — to me, professional demredaphas always been the key
to a good teacher, to keep me on top of thingg tb NCSS (National Council

for the Social Studies) all the time. I've goné and seek them and there are a
lot of free institutes that you can, that you aast go to. It's hard to get in but

once you get in and you know the terminology toigetl think I've traveled free
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for a good portion of my teaching career aroundabdd. (Jean, personal

communication, June 26, 2012)

Lorraine noted concern over the voluntary naturglolbal education training not
at the university level, but at her high schoalitsOn a positive note, Lorraine praised
her school for allowing teachers to participatéhe GSP, but then had serious concern

over how her school handled the theory upon thgBt'e completion stating:

| still don’t think that it's something the facults a whole, or even
administration, is really wanting done. Do you sdmt | mean? It’s like the
opportunities have been made available by admatistr for you to do those
trainings. But it's not necessarily something hgyy guys go out and implement
this. It's a choice. It’s left up to the individuacher to decide how they’re going

to infuse it. (Lorraine, personal communicatiome29, 2012)

Lorraine touched on at least two issues when sbkeesabout the training for global
education. First, she stated the training is ndtinggit to the teachers. Second, she stated
that teachers deserve the academic freedom to teaatay they feel is best; to be able

to exercise their personal preference. This beggjtiestion: if teachers were provided
with considerable global education training onrniegnitude of what provided by the
GSP, would teachers desire to teach globally, astriie desire come from somewhere
else--somewhere other than training? Or is Lortainawillingness to alter the state
issued curriculum similarly shared by so many ahbat this is not a matter of academic
freedom or training at all, but rather a pervasittéude among Lorraine’s fellow

educators to “just follow orders”?
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Marilyn also struggled with the lack of easily dahie resources accessible to
global educators and the necessary time requireddier to build effective lessons
stating, “I need than just a few minutes a day” (iga, personal communication, July 2,
2012). While her statement about resources partisie and planning, it is ultimately a

criticism of the readily available resources. |chegore time to plan.

Priscilla sought out the unique strategy of briggim global teaching through a
Model United Nations Club when she found she cowldget as much into her
curriculum as she would like, but met resistanaé&ing the club. She described her
effort to bring in the club upon entering her catreeaching assignment and having used

the club in her previous school stating:

| had always done Model UN. Within the framewoflclubs and all of that,
there wasn't room for another club. There are soyrogher clubs that take
priority, and they have so many — again, | thinkkoto the Western idea of being
faithful to patriotism and shying away from gloligdues. That's not a priority for
them. So the students aren't chiming, ‘We warst ¢hib. We want this club.’

(Priscilla, personal communication, July 6, 2012)

She continued by describing the real costs to #&xadh seeking out resources stating:

You gave me this textbook and these resources. ifAimal going to bring in
anything else, it's going to take time. And teastaready give a whole lot of
free time to what we do. They pay us for an elyhir day for a 12-hour job.
And people are not going to want to go much beybatl (Priscilla, personal

communication, July 6, 2012)



124

When Charles spoke about the training needed tonbe@n effective global
educator, most of his credit and blame was latti@feet of universities and their
decisions to include or exclude global educatiotheir teacher education programs

stating:

| don’t believe most teachers in secondary educdtave had enough training or
experience to change their local way of thinkingtart with. So | can’t blame
teachers who don’t use a global way or logic indlassroom. (Charles, personal

communication, July 25, 2012)

Charles continued to reflect on the importanceroversity training saying, “I think it's a
thing of the future, but I think it's gonna takens® time, especially until we get the
colleges in line with the content associated wltibgl education in education. It's gonna
take a long time” (Charles, personal communicatiuty 25, 2012) Clearly Charles
believed the role of the university in getting gibbducation into the schools is critical,
and until the universities are on board, there khba little surprise that K-12 education
lacks a global perspective. Charles had seriouseras regarding university training;
having been a part of the GSP he understood ttie.ddsimately he stated, “The
problem is that | don’t know if there’s a way inug@tion to allow people to do that, in
terms of the funding and the components, necegsé@harles, personal

communication, July 25, 2012).

Competitive School Climate

Cornbleth’s (2001) work regarding school climate &s potential role as a

barrier was examined resulting in one of the omgaa in which all seven of the
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participants unanimously agreed. However, the peimes of the climate that the

participants experienced were contrary to what Gleth predicted.

Each participant identified their school as oné thaintained a law and order
climate, or had an environment that was willing#erifice learning in favor of control
and regulations. Cornbleth (2001) identified tHim@sphere as “an obstacle to
progressive curriculum and instructional reform” 8). In stark contrast, each of the
participants felt the law and order climate wa®arbto their teaching efforts, providing
them with a degree of certainty over their instiutal time, establishing a needed
structure, and reducing behavior issues. Sheiladahis environment to be “predictable
and consistent” (Sheila, personal communicatioly, 2b, 2012) while Charles felt it was
both “fair and accommodating” (Charles, personahcwnication, July 25, 2012). All

seven felt this type of climate was advantageous.

The only area identified as an obstruction to glébaching came from five of the
participants who stated that their school emphdsizelimate of competitiveness, or
what Cornbleth described as favoring standardiesting over authentic learning. None
of the participants felt they had found a gatekegsirategy to circumvent for this

barrier.

One school climate issue put forward by Cornbleibke to the amount of
pessimism teachers had for their students’ acadehilities. As the participants defined
the amount of pessimism each experienced, a lackrdensus revealed itself. For
instance, Shirley found teachers at her schooétsghit along magnet lines, with magnet

teachers maintaining a degree of optimism andttoadil teachers expressing more
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pessimistic expectations. However, Lorraine didb®lieve the teachers at her school
were truly pessimistic about their students’ cali@ds, which was echoed by both

Charles and Sheila.

Time constraints

Teachers were regularly overwhelmed with the amotimtork they are required
to perform each day, including mastering their icutum, creating lesson plans, grading,
disciplining behavior, attending administrative Itiregs, conferencing with parents,
performing daily assigned duties, monitoring anelarring for standardized testing,
adapting to new teacher evaluation methods, naigiotion teaching. The day never
seemed long enough and occasionally choices wede,mdnen possible, to lighten one
load in order to augment or make room for anotAerglobal education was not part of
the existing curriculum and would need additiomaktto be both researched and

integrated where appropriate, time may be perceagea serious obstacle.

The issues related to time were a major concerddan who, ultimately, left the
teaching profession because of the impossible nuofliasks set before her coupled
with her administrations micro-management of haetiIn the interview she provided
some detail as to how her class time is spenhgidtiNow again, | have to file, so | have
to stop, and basically my class is broken up inted sections and the last 15 minutes is
for me. That’s not enough time to do what the kad®e” (Jean, personal communication,
June 26, 2012). In the end, Jean simply excludeagiodessons in favor of others due to
her issues with time saying, “I don’t have timeidgrthe year to do it. | really don't. It's

just like there’s so much” (Jean, personal commation, June 26, 2012).
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Jean stated that the main reason for her time lgoméis the required focus on
preparing for standardized testing rather thanhiegcfor understanding, and pointedly
declared, “The reason why | left is the mandatdsaf, personal communication, June
26, 2012). Repeatedly Jean found fault with theateds on testing stating, “I think
society’s view of education, in my society herghis state, it is focused on data driven
standardized tests and | don’t think that theyteeebig picture. | think that's a huge
obstacle for teachers” (Jean, personal communitalimne 26, 2012). Jean sought to
exonerate her own administration when she spokatabsting, however, declaring that
her administrators are opposed to the testing phenon but are powerless to do
anything. When Jean described how testing affdutedegular day-to-day affairs she
stated, “There’s no time to get into this discussgiving the kids enough time to

understand, question” (Jean, personal communicaliore 26, 2012).

Lorraine spoke highly of global education and egpeel interest in including the

theory but failed to include the global dimensiart® much of her teaching stating:

And the reason for that is, again, | guess easkertalked about possible

obstacles is time. There’s a curriculum, thereass®essments, a state assessment,
district assessment that we have to prepare fad.again, they’re not necessarily
ignored, but they're not concentrated on as mudhaamild like to. Again, if

there is an obstacle, the obstacle for me is t{tr@raine, personal

communication, June 29, 2012)

Lorraine, like Jean, expressed concern over theuatrad time spent preparing students

for standardized testing declaring:
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We lose two or three days of instruction simplydaese this is a course exam
going on. This is standard — there’s just an asseissgoing on that the school
has to make the room for because the state anmettlistls them to. And then in
part, they tell us we need to make room for itwgolose a lot of instructional

time. (Lorraine, personal communication, June 29.22

When asked to provide some detail as to how mustinuctional time is lost on
testing Lorraine gets lost in her own explanatisrslae tried to recall the frequency of

interruptions stating:

| don’t know. | feel like they're, especially thiast school year, there’s just one
test after another. And for like EOC and, of ceurmsxams and FCAT, we take
those in the spring. We know that. But in the federe are still many other tasks
going on. There’'s PSAT that the kids — they're ee¢n pulled out of class, but
everyone is taking this test. All the juniors araplsomores, all underclassmen
really are taking this test where they have to G&AF make ups. There’s just — |
think there are more than five of them. We lose Immore than five instructional
days. It seems like it was, at least this last yeae thing after another. Pep
rallies, assemblies. We have five different belhestules for that. A lot of

instructional time is lost. (Lorraine, personal commication, June 29, 2012)

Marilyn’s concern regarding time was different frdaoth Jean and Lorraine in
that she was not looking for more time during tless period, but outside of the class
period so she could plan and prepare. In regah@tglanning, Marilyn stated, “I need

more time to plan. | need than just a few minatesy” (Marilyn, personal
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communication, July 2, 2012). While | have ideswtifithis as a time issue, it could just as
easily have been a curriculum or resource issuealg® global themes are not part of the
official curriculum and not readily available, té&es like Marilyn need a greater amount

of time identifying appropriate materials and prapglessons.

Charles connected time concerns to the officialiculum. He spoke about the
amount of material that resisted modification, Brdause that amount was sizable and

the amount that was malleable is small, he felettmmbe an obstacle. He stated:

You have a certain amountiiine in the curriculum to cover the curriculum, and
the curriculum is very straight and narrow. Andaslot of that straight and
narrow type of information doesn’t lend itself timigal economic content.

(Charles, personal communication, July 25, 2012)

While this might be seen as a curriculum conceene Ihe attempted to address the
curriculum that could be altered so as to providgohal perspective, but felt that time
spent covering all of the details required in tffec@l curriculum left little time in the

end, even the content was potentially globallyritily.

Liability concerns

Teaching, particularly in social studies, can bislay venture. Unlike math and
English, there are no absolutes in the social sfudiEverything is up to interpretation as
understandings and interpretations evolve, mordasino science. Social science
textbooks often gloss over controversial issuewder to appease everyone and gain
favor with textbook committees who must answer tivarse population. Global

education, by its very nature, is steeped in coetigy, demanding critical thought and
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investigative prowess regarding even the most lstoncepts. This aspect of global
education is what often lands advocates in hotwwvaité critics who see it as anti-
American rather than critical. Teachers who integgdobal perspectives into their
lessons can face a wide array of opposition ranfyorg parents to students,
administrators to public officials. The participamt this study expressed several
concerns over liability issues and job securityshgply presenting information from

multiple perspectives that are unpopular with tfenstream population.

Jean expressed her concerns when she pointedwutdmoplex global education
is, for teachers and student alike, and warneddibato the level of complexity students
often leave the classroom with the wrong messagxain the lesson inaccurately to

their parents. Jean stated that this compoundbeadg challenging situation saying:

Yeah, it's frustrating because it's very hard foe kids to get it. You have some
that get it and if they get it, then the parents’dget it and so what | do when |
try to teach cross cultural awareness, I've invgépdakers. That always got me
into trouble in a way because the parents — the kitl go and they would only
grasp one bit of the lecture, of the interactiod aa I've been accused of
preaching Islam. I've been — it's not me, it's feople | invite. | know who they
are but it's what the kid’'s grasp, what they casasgrat their age. If they’'ve been
a hardcore Christian, conservative Christian, amdething, you know, an Imam
is saying there’s a lot of similarities, and th@ylgppme and say that and the
parents say what is she teaching you? (Jean, @rsommunication, June 26,

2012)
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Jean went on to describe an incident a fellow eduga English experienced when he

provided a new perspective stating:

The English lit AP teacher, he picked out some Bad they were more of an
anti-war, peaceful perspective. Then you had afatlho complained that he
served so long and he’d done so much and how dayenit give a balanced
deal. So he wanted to scrap all the books andgjutsh pro-war. (Jean, personal

communication, June 26, 2012)

Jean went on to describe the problem this createddt only the teacher and the

principal, but the children in the class when shid:s

The principal said that you know, in fairness, té&chers may introduce the other
side. But to satisfy, he (the principal) addedthapbook that balanced it—but it
wasn’t enough for the parent. It's never enougttlie parent. Once they have it
in their mind that the teachers are wrong, theyymg to socialize their kids into
something that they don’t believe, then the basgtthat could happen is get the
kid out of that teacher’s class because it's gdmhell for the rest of the year.

(Jean, personal communication, June 26, 2012)

Jean went on to state that the agreed upon chaegetithe students were

required to read an additional book, rather thgunsaar alter the mandated reading list.

Marilyn adds a caveat when speaking about liabifitting that complaints and
potential challenges to curricular choices incrdzesed on two factors: whether the class
is accelerated (IB versus non-1B) and whether deneay be called into question.

Marilyn suggested that this can often leave advéteachers with less freedom to
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modify their curriculum, while teachers with lesteg children had greater choices as to

how or what they teach.

But the emphasis Marilyn made is based not onritediéctual ability of the child
alone, but rather on the grade received. Marily@dsbne such conversation with a parent
when she paraphrased. ’Oh, how come my daugh&al@?” “Because she didn’t do
her work.” “Oh, what can she do?” But | don’fhey’re not questioning my

curriculum or my teaching(Marilyn, personal communication, July 2, 2012)

In summary, Marilyn found three levels of involvemhé&om parents: parents of
IB students were concerned about the curricularcelso parents of advanced students
were concerned about the grade, and parents adrgsith regular classes were rarely
involved, thus creating a sliding Likert scale li@bility concern on the part of the

teacher.

Priscilla, having taught at several schools, aned/éne interview questions with
the location from which she could best draw an gdanthough most of the time she
concentrated on her current assignment. She rgteeabit of Marilyn’s experiences
regarding the caliber of student as it relatecheoadmount of potential parent resistance

stating:

Even when | was in magnet you have parents whéuaerican centered. And
when you start talking about other cultures, they'tdsee the relevance of it;
especially when you start talking about globalistd globalization and they don't

want to hear it. (Priscilla, personal communicatiduly 6, 2012)
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Priscilla’s tone was one of surprise, almost ahé& would expect less resistance at a
magnet school. She differed from Marilyn, howeweithat the resistance was not
necessarily based entirely on the academic alofithe student or parent, but instead

more along the lines of a pro-American attitude.

For Priscilla, the resistance to global educatsnd viewing issues from multiple
perspectives, originated from two additional ar@asvell, pointing to both class and

conservativism. Describing class, Priscilla stated:

And I've taught at different places. Where | rerbengetting the most conflict
on those topics and issues have been within contresinvhere you have working
class or poor. That's where you get the most gewmpb are clinging to — because

they have more to lose. (Priscilla, personal comoation, July 6, 2012)

The issue of conservative thinking as an obstasengd central when she spoke
about gender issues declaring, “The place whenrgréheery conservative right wing
would probably be more of the gender sexual iss(les5cilla, personal communication,

July 6, 2012) Priscilla went on to add:

Sexual orientation...or we had a writing on the gemdaitral pronoun — should
we? It was like absolutely not. It's unnecessafgu're born a male. You're
born a female. They just couldn't get away fromittea that gender neutral
pronoun is something totally different. So thadesis — | think because of the
conservative right — tended to meet with more tasie than even classism and

racism. (Priscilla, personal communication, Jul®12)
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Priscilla seemed to have experienced a level adteaxce from both student and
parent when teaching the environment and sustdityadnd described a brief teacher-

student exchange with the student declaring:

“My dad said that's a lie," or whatever. And IdsdiLie or not, statistics and facts
don't lie." And they'll go back to the theory, "Wéhere's been many periods of
global warming." | say, "Well, we can go back aook at his statistics.

(Priscilla, personal communication, July 6, 2012)

The participant who raised the most serious corscever liability issues and
teaching globally was Sheila. Repeatedly she fquardnts or individuals outside of the

teaching profession willing and interested in atradiing global thinking declaring:

It doesn’t even have to be a controversial tofpicould be any topic that there
might be a different perspective; vary from extrezneone side to extreme on the
other. There are parents who'll openly say yourst pupposed to be teaching my
kids. Why are you giving them this perspective® &én't believe in that. You
shouldn’t be teaching them that. Sometime they comeeally strong in the
beginning because they listen to their child. Amely become reallgefensive of

the child.(Sheila, personal communication, July 25, 2012)

Sheila found the greatest amount of resistance wésarhing about Islam, and felt
the opposition to the materials resulted from tbst[®/11 environment in the United

States stating:

It's not the first time that I've taught about ggbn and the lessons | present are

have been pretty much standard over the yeargMeugotten a great deal of
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conflict over the last few years particularly aboeltgion. And it may be in the
post 9/11 Islamophobic.It's mainly about Islam, but | haveit's really about
non-Christian religions, with the exception of Jigda (Sheila, personal

communication, July 25, 2012)

Sheila found that one parent or one complaint cbelénough to challenge the
legitimacy of a lesson, creating serious barriereaiching globally. Sheila reflected back

upon a guest speaker dted invited in recalling:

| had one parent — | should qualify that. | diddn@ne. | had one parent out of
480 students that heard about that presentati@parent was absolutely
incensed about the guest speaker, what he saidiswodganization that he works

for. (Sheila, personal communication, July 25, 2012)

This one individual became so involved in Sheitdesision to include global
perspectives in her lessons it created a liadiligstorm for both Sheila and her school

district. She recalled:

The parent went to all kinds of media outlets d@rekploded into a very public
campaign to ban the speaker and organization fronsehool anywhere, also
churned up all kinds of other questions about @laesof guest speakers in social
studies classrooms. And it did — it was a mong#itlyool board debate. (Sheila,

personal communication, July 25, 2012)

Sheila’s experience was extreme compared to athyeabther participants’ liability

concerns, but it lays bare just how dangerous tegdrom multiple perspectives can be.
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Trouble making connections

Teachers are provided a variety of strategies agithoas for teaching as they
move through university teacher education prograrhe.content may come from a
variety of sources. Some establish their contentedge during university training at
either the bachelor or masters level by taking @sintiriven courses in various
departments like history or international relatiossme develop a content mastery early
on in life due to a personal interest or becaueg ttad great teachers themselves; others
develop a well-rounded understanding of world esemd history through life, travel,
and casual reading. Because the social studiesrestkgctors to be capable of teaching
such a wide range of content, it is not surprigieg many teachers struggle to teach
every possible subject at a moment’s notice andi@wently to improve content
knowledge as new courses are placed before thaaingeslightly ahead of the class and
preparing day by day. Coupled with the massive agizbe curriculum that makes up
social studies is the complicated nature of gleokication. Global education demands
knowledge not only in one area, but uniquely askshers to be able to weave together
material from multiple areas and throughout tintespnting the curriculum as an
intricate tapestry of world events. Due to the @majing nature of global education,

many a teacher may find the theory daunting andddrathe challenge.

Four participants in this study spoke about thdlehge global education
teaching presented. Shirley, when asked to explaynshe might chose to exclude

global perspectives in her teaching stated:
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That can be a hindrance only because of a lack@ivledge. Example for me
personally which and you're talking about globalgpective is just knowing the
content. Again, that comes with experience antldbes with years. And | can
tell you honestly my first year teaching AP huma&ography | definitely said |
covered everything but I definitely skimmed ovdew topics just because | did
not have the knowledge or the content just to hgciwhat | was talking about.
And | think before, it's almost your duty as an eator if you're going to give
this information you’d better know it backwards dndvards and both sides of it.

(Shirley, personal communication, July 11, 2012)

Shirley’s trouble with the amount of content regdiand the expectation of
drawing content connections resulted in an addaiobstacle in the form of student

resistance to her teaching. Shirley describescttingpounded effect stating:

| would say my first year teaching AP human geolyap would say, again
because of my simple lack of knowledge of the cantét made me feel insecure
as an educator, and students can read and snratiféeachers. Now, not so

much. (Shirley, personal communication, July 111,20

Many of Lorraine’s objections to certain globalues came from misinformation
originating with the media and potentially otheuszes. Lorraine described her problems
with promoting sustainability related issues in wappeared to be a deliberate effort, in
this case successfully implemented, to cloud hdetstanding. She described her

concern and confusion relating to sustainabilityewkhe stated:
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There’s this notion or this movement, | don’t eleow exactly what it's called
that this group is literally trying to get a glolm@mmunity to pass a law saying
that trees have the same rights as a human betag:tiremember exactly what
the ruling is. And | don’t know. So anyway, so tharre just some things there in
my mind that are kind of murky about the whole -yda see what I'm saying? If
those things are good, then yeah, we should deffyngio them. But there are
certain things that if someone cuts down a trem) this person is going to be
prosecuted because this person violated the righiotree, | have a problem
with that. | heard it over the radio just recenBwt obviously, if it was just
recently, which means that my thing on this whalei@nment thing is personal.
It's been there. It's not something | necessanbvgate towards. (Lorraine,

personal communication, June 29, 2012)

Because Lorraine was unsure about the facts andiase facts interacted with one

another, she developed personal concerns, andeasilaexcluded global themes.

When Sheila spoke about why teachers sometimed ée@ching globally she
pointed squarely at teacher knowledge saying,ifiktits lack of knowledge; and their
own personal inclination. And | think those twotggether. | think when you just don’t
know, how can you possibly be inclined to use sbimgt (Sheila, personal
communication, July 25, 2012)? While she does iflebbth knowledge and inclination,
she does identify knowledge to be a pre-requibi quides preference. For Sheila,
preference can be molded to accept global educhtiantroducing the necessary

knowledge base.
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Research Question 2: Which global perspectives anefused on a regular basis?

Once a base understanding of social studies amadigtolucation was established,
each of the participants was asked to identify Wiglobal education dimensions they
infused into their curriculum on a regular basisading to the theory provided by
Hanvey (1976) and Merryfield (2006). The dimensiand the selections for each of the

participants are outlined below in Table 9.

Table 9: Patrticipant-Favored Global Dimensions

Dimension Explanation Favored
Perspective consciousness| Seeing from multiple perspectives 5
State of the planet awarengss Understanding condiind the media 5
Cross-cultural awareness Viewing own culture fraheovantages 2
Knowledge of global Understanding everything is interconnected 3
dynamics
Awareness of human choiceUnderstanding choices exist and how they 1

affect others

Double consciousness Developing multiple identisie$o adapt 3
Experiential knowledge Learning from experience btedature 2
Knowledge construction Understanding from non-Wesparadigms 1

While the seven patrticipants were able to gena@tee degree of commonality,
as five of them taught using perspective consciessiand state of the planet awareness
on a regular basis, a few found themselves expetingewith the more complex
dimensions on their own. Sheila found herself teagfrom all eight of the dimensions

on a regular basis, which depicts a somewhat naslgaesult; had she not identified all
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of the dimensions categorically, two of the choiaesild have gone unsupported

altogether: awareness of human choice and knowleoiggtruction.

It was encouraging to discover that each of theedisions was found useful and
had been adopted into curricula, even if only ofi¢es reinforces Hanvey’s (1976)
explanation of the theory in that every global extacneed not master all of the
dimensions, but become comfortable and implemenaasy as possible. Furthermore, it
is possible that the participants were employingariban the dimensions named, but

only identified those they felt they could adequatefine or explain.

| was disappointed to find that none of the pgrtaits were willing to speak
about three of the dimensions, despite declariag tise in classes: cross-cultural
awareness, awareness of human choice, and knowdedg&uction. It may be as a result
of an inability to recall how the dimensions weeed, or that the few who claimed they
had used those themes, Sheila and Charles, sgantiniie describing other, more

discernible dimensions.

Perspective Consciousness

Perspective consciousness is typically promotedrimpuraging students to see
issues from multiple perspectives. The five pgraaits who claimed to regularly teach
perspective consciousness in their classrooms Jezme, Marilyn, Priscilla, Charles, and

Sheila.

Jean stated this was often accomplished in hesrcdas by teaching through
simulations and role-playing, many of which sheuaeg through Brown University’s

Choices Program. She explained:
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The Choices Program is from Brown University anelythlso have a lot of
simulations..and they build up on that using the historical]Jdinog up to things
that are happening now. And there are differectices where the kids can
actually get into the role of the other side. (Jg@amsonal communication, June

26, 2012)

Priscilla provided an economic example detailingvlste attempted to encourage
her students to see things from multiple perspestiasking her students to consider
sustainability issues against competing interasth as profit and population growth.

She asked her students to consider:

What's the impact on world sustainability? Whtitssimpact on the resources
that are being produced there and taken from thlages to other populations?
And | have them assess and analyze what impataishaving on the people in

those areas. (Priscilla, personal communicatioly, §2012)

Charles, who regularly pulled examples from hisnetoics classes, provided a
thorough explanation detailing how multinationatarations are portrayed given the
work that they do and the impact they create whesaurcing jobs. He encouraged his
students to consider “how is this helping peopl@mnerica, how is this helping in other
countries, how is this hurting Americans, how is gherhaps hurting people in other
countries” (Charles, personal communication, J&lyZD12). The challenge of
entertaining another’s perspective was particuldiffycult when people had a vested
interest in the outcome, but developing the abitiigy have allowed Charles’ students to

at least make sense of conditions as they experigren later in life.
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State of the Planet Awareness

While this dimension requires teachers to encouaag@creased understanding
of the world and world conditions for their studgrdeveloping a critical eye for
consuming the news is equally important. The pigditts who emphasized this
dimension understood both aspects, but emphasittest the global knowledge or the
critical eye. Below it is evident, based on thetipgrant statements, that Shirley and
Lorraine emphasized developing a critical lenscfmmsuming the news, while Jean’s

focus lay more with understanding world conditions.

While Shirley stated she was comfortable with salvefthe dimensions, it was
Hanvey’s state of the planet awareness that foisnaay into her curriculum most often.
Just as she had earlier expressed grave conceartheveotives and agenda of textbook
publishers, she continued to encourage acute skaptivhen consuming news. She

stated:

| think that, especially the youth of today, tHaty don't understand that
television or media, that they have an agenda. De#égve what they hear is real
and fact and they take it with a grain of salt.f@ome, | feel for my duty, that
when | do talk about the news or clips, | alwaystteem, well look at where this
news was taken place and look at the story linéndelh Everything has an
underlying agenda and so does the media. (Shpkrgonal communication, July

11, 2012)
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Lorraine, like Shirley, emphasized serious conecegarding her students
understanding of and ability to interpret the mextianda. When asked to expand on her

concerns she declared:

Yes, there is media bias big time. And | want therhe able to, | don’t know,
decipher through all of that and make an informgithion. | don’t want my
students to simply read an article or watch newseerwhat’s on the front page of
Google or whatever and take it at face value. Tda,gny goal, is that they

would want to dig deeper into whatever the issué.isrraine, personal

communication, June 29, 2012)

Jean encouraged increased global understandinggthtbe use of current events,
a fairly common teaching practice in social studd&san moved through her curriculum
in a thematic manner, region by region, and stdtatiher students are required to
investigate relevant news reports in advance aiscéd be ready to provide details at a
moment’s notice, without prior warning as to whathdent will be responsible on any
given day. She felt this strategy forced her sttglemconstantly read the news and be

current with world conditions.

Knowledge of Global Dynamics

Knowledge of global dynamics requires teacherstp btudents see the world as
interconnected and to recognize that unintended&ed unpredictable consequences
may result from seemingly unrelated actions. Thég@pants who claimed to regularly

teach perspective consciousness in their classrawmtusled Jean, Priscilla, and Sheila.
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When Jean encouraged her students to see the agoitierconnected she relied
on her thematic teaching once again. By teachibgests such as war or poverty across
time and boundaries, she helped her students uaddrghe similarities and develop an

ability to predict a likely outcome given their @riunderstandings.

Priscilla often portrayed the world as interconedgiparticularly when teaching

economics, wanting her students to consider theetrhing effects if:

Taking work from America and putting it in thoseuotries — and taking and not
paying them as muchand also getting the breaks and then not havingahes
regulatory systems and what it does to those emviemts. What's the impact of

that on that population? (Priscilla, personal comiwation, July 6, 2012)

In her example, she reminded her students of a kaitige of events that could potentially

spiral off of one decision.

Double Consciousness

Every teacher expects teenagers to develop atdeasiouble consciousness as
they are expected to leave abandon their sophoratiitiedes and immature nature while
concentrating on the lesson at hand. While thessssnple example of double
consciousness, it helps convey that the idea gquéetly employed, even when it is not
understood. Only three participants found that tveye actively encouraging their
students to recognize the importance of develogidguble consciousness: Marilyn,

Priscilla, and Sheila.
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Marilyn found herself encouraging her studentsdeedop Merryfield’s double
consciousness, explaining that by doing so it &lbw for seamless transitions between

the environments and make their lives easier. Skerted:

| think that you need to be able to function irfeliént worlds. A friend of mine
was a speech pathology. She used to call it, theywu speak, code switching.
If you can like talk perfect grammar and then go islang or whatever, go back
and forth, almost the same kind of thing for diéietr worlds.(Marilyn, personal

communication, July 2, 2012)

Priscilla support for double consciousness was cteavelop the ability in order
to be able to become comfortable and capable inlatade of surroundings, but remain
true to your values and ideals. Priscilla fearediynaf her students would panic
decrying, "I'm in this new situation so I'm totaifymied. | can't move forward. | can't
do anything.” She encourages her students sayingydlu can. You have to stay
flexible. You have to learn that community, le#lne people, and learn what the
expectations are so you can deal there. You hamealke adjustments.” In the end
Priscilla finds significant utility in double constisness encouraging students to ask
themselves “if | want to be accepted in that ggeup, I've got to act this way, be this

way, and do these things” (Priscilla, personal cemication, July 6, 2012).

Contrapuntal Experiential Knowledge

Merryfield’s contrapuntal experiential knowledgguees teachers to learn by
doing. By getting out and helping in a soup kitcloety participating in a police ride-

along, only then would students truly understaredgituation. Lorraine and Sheila
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provided examples of how they include contrapuexgleriential knowledge in their

curriculum.

Aside from Sheila who found room for all of the @nsions, Lorraine was the
only participant who claimed to make use of contrdapl experiential knowledge, and
even then she stated that the concept was onlf¢édugpon lightly when the class would

run food drives or take up collections for US setdiabroad. She found the efforts:

gave the students an opportunity to think beyoedngelves. If a student in the
class goes through whatever, an issue, a colleiipitked up. Some items are
collected to help that student get through whatéverthat they’re going through.
A card is written and sent and given. So things tikat. (Lorraine, personal

communication, June 29, 2012)

Sheila provided an excellent example of contragwexperiential knowledge
when she described taking her students to a logd¢iBist temple where the students

were greeted by a monk and taken on a tour ofitvengls. She recalled:

Even the smell of the food, to the look of the plao how the temple was
organized, to how you point your feet and they wesé— had that experience.
Even though it was in our textbook, that experiemas, | think, transformative.

(Sheila, personal communication, July 25, 2012)

As reported in Chapter 3, research question 2 woeltlirther informed by Tye
(2009). While the participants were willing to idéynand provide detail in those areas
listed, it should by no means suggest that ther @teas were abandoned by the

participants unless specifically indicated. Giviea wide range of courses taught along
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with the required depth and breadth in each,uniderstandably possible that areas were

simply overlooked.

A second possibility revolves around Tye’s decidimimclude both content and
methodology together when he listed the goals lfavaj education. This is evident as all
of the participants refrained from speaking abbatrmethods and instead focused on
Tye’s content examples. Rather than view this asuse on the part of the participant, it
might better be understood as discomfort on thegdalassroom teachers for discussing
methodology or that, because methods are pervaseiodology examples are difficult
to isolate. It is less probable that the participaimply did not employ any of the

methods listed.

Content Areas for Teaching Global Themes

The content participants both favored and disfayare listed below in Table 10.

Issues raised by Tye but not addressed by thecjpantits are not included.

Table 10: Participant Favored Global Content

Content or Method employed Favored | Disfavored

The environment and sustainability 4 2

Intercultural relations

Peace and conflict resolutions

Technology

Human rights and social justice

O N DN
[ERN

Controversial topics
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The Environment and Sustainability

Although Tye (2009) refers to sustainability and #mvironment as separate, the
participants repeatedly used the terms synonymolrsfact the only participant who
differentiated between the two terms was Charles sdw sustainability as an economics
issue rather than an environmental one. Becauseaonfounding issues, the data for

both topics are reported as one.

Given the urgency that world leaders have clamtwdbe issue of global
warming and rising sea levels, | expected the gipetints to speak about the topic in their
lessons at some length. Four of the participantdenaa effort to include the theme, but
one of the four did so from a purely economic sef@se of the participants did not
reference environment issues during the intervied/tavo stated it was either excluded

deliberately or carelessly disregarded.

Priscilla appeared to make a serious effort teegetronmental issues into her
teaching, but as she reported environmental issugesxcluded almost entirely from the

mandated curriculum. As she reflected on her effatie stated:

One of the reasons is, again, back to our curmaullt's not necessarily
something that is a part of it. We have it as slabd other thingstake on
environmental recycling and all of that. But thexren the AP Human, the unit or
chapter that is on the environment isn't even Ifege boards' goals. It's not
within it. So we touch on it. | always do Al Ga@iece with them on it, to start
looking at the environment and what we can dos(fla, personal

communication, July 6, 2012)
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When asked if environmental issues were part obtier courses, world history
and American government, she replied, “It's nokplaining that its exclusion might be
the reason behind why she did not dedicate as timehwith it as she should. In
addition to the Al Gore film, Priscilla asked héudents to read from Silent Spring, a
book detailing the impact of fertilizers. Regardles her initial guarded evaluation of
herself in relation to environmental teaching, ititerview revealed she was conducting

the gatekeeping strategies needed to get the @lat@her students despite obstacles.

Sheila echoed Priscilla’s effort to include envimental content notwithstanding
its general exclusion from her mandated world nystarriculum, but was not happy

with how much she managed stating:

I’'m thinking the reason why | rated it lower was{umy...the curricular
obstacles.time spent on that topic. That's simply becausgécourse | teach,
it's not a topic that I'm, | guess, supposed takeaven though I teach it. (Sheila,

personal communication, July 25, 2012)

Jean ran aground with the environmental and susidity issue as well, turning
to outside resources for guidance. Despite hertsffshe still described her curriculum
as so dense that it resisted her integration sff&tte did have hope that things would

change, explaining:

| run out of time. That's something that the codldgr World Ministry College
has been focusing more on the environment andisabthty. So in the last year,
I've worked more on demography and the whole wpdgdulation and the effect

it. Last year, I've been more conscious of it Wwhile I'm more conscious and



150

focusing on that, the big picture, the big univdyge in the beginning is now less
so | have to give something up in order to meebther. This year, | did it more
because the College Board, they're gonna be fogusirthat, in that area. | think

it's a good thing. (Jean, personal communicatione26, 2012)

In the end, Priscilla, Jean and Sheila were magffayts to include the
environment as a global theme even though it wasrted to exist weakly or entirely

absent from the curriculum.

Charles reported teaching for sustainability oftaut,did so from an economics,

rather than an environmental, perspective. He detla

| think that when you look at my area of economgsstainability to me is an
economic term. It goes extremely well with the teot. Well, in an economics
class I'd say that sustainability has to do wittufistic thinking. And | think
when you study this area that word comes to thetdbpe list, you know, in
terms of is it going to be here for a long timeh&@des, personal communication,

July 25, 2012)

When Marilyn was asked about how much time shetsmmrering environmental
issues she flatly declared, “Yeah, | don’t do awdh it.” When encouraged to explain
her thinking she fumbled for words reporting “I ddmow that | could get.l.mean, we
do some environment stuff. | could definitely fsan it more. 1don’t. |just.ldon’t
know. | guess it’s kind of a weird” (Marilyn, persal communication, July 2, 2012).

Unable to provide a conscientious explanation, wsed on.
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Lorraine provided the most revealing explanatiaitjally pointing to the
curriculum as the reason to exclude, only to ultetygadmit that she felt the fault lay
more with her own personal inclinations. Describing amount of mandated curriculum
on the environment she said “It's not excluded it the curriculum, but it's weak. Itis,
but it's kind of weak” (Lorraine, personal commuation, June 29, 2012). However
when asked if she felt the environment’'s weak presen the curriculum was the reason
for its exclusion in her classroom lessons shagdNo, no. | think it's more personal.
It's more personal choices” (Lorraine, personal oamication, June 29, 2012). Digging

deeper, Lorraine confessed:

I’'m not too clear on exactly where this thoughglisbally. And there’s this notion
or this movement, | don’t even know exactly wh&t talled that this group is
literally trying to get a global community to pasd$aw saying that trees have the
same rights as a human being.

| can’t remember exactly what the ruling is. Andioin’t know. So anyway, so
there are just some things there in my mind thakard of murky about the
whole — do you see what I'm saying? | mean, theghil think that are good in
terms of the whole environment, | don’t even knbwau’'re going to use any of
this. If those things are good, then yeah, we khdefinitely do them. But there
are certain things that if someone cuts down g them this person is going to be
prosecuted because this person violated the righistree, | have a problem

with that.

| heard it over the radio just recently. But obwalyy if it was just recently, which

means that my thing on this whole environment thgngersonal. It's been there.
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It's not something | necessarily gravitate towaktlsrraine, personal

communication, June 29, 2012)

This interview revealed a powerful campaign of micimation that has affected
an individual who has undergone extensive globatation training that, for years, took
the opposite position. If educated and experiemtellal educators can be swayed by

such an effort, what kind of impact is it havingtbe general population?

Intercultural Relations

Not all participants who claimed to include intdtatal relations into their
teaching gave examples or reasons, including boithe$ and Sheila. The other two
participants, Jean and Marilyn, portrayed intergallt relations more as a methodology to

establish comparative thinking rather than a cdritebe taught. Jean declared:

I’'m passionate about but the curriculum itselit fbllows a textbook, everbody’s
separate. You won’t even know we were on the szamh, same planet the way
it's laid out. Chapter one, chapter two, chaptee¢, so I've been consciously
taking that book and redesigning to fit my neetlviag for that connection is
what | do so | take time out to look at the texthgaan out the lessons, look at
the theme | want to focus on and then build o@&an, personal communication,

June 26, 2012)

Marilyn’s concern over how issues are artificiadggregated into categories in

the mandated curriculum reinforced Jean’s conddarilyn reported:
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Like 1 go back to the whole, like, focus how muawhblack and white i
American history. Like the voice of the black cu#, where it was and how
they're viewed. Also women. And really, and l'alyshis not just for the AP
exam, but the IB exam is heading hard that wayeto.lmean, it cracks me up in
the textbook, the way it's written. The black mment, the red movement, the
brown movement...it's pretty funny. (Marilyn, persboammunication, July 2,

2012)

Peace and Conflict Resolutions

Sheila and Jean both included peace issues iatoutiliculum; however only

Jean provided details as to how or why she includedheme declaring:

Three years ago, the last three years, | staried & ‘summer assignment’ the
Peace Institute...they have an essay contest. Ore dine of my kids won. So
the pieces we do talk about the curriculum, analkis about peace. | don’t have
time during the year to do it. | really don’t’sljust like there’s so much. World
history is one of information for the kids. Sadcided to do this essay contest to

talk about peace and change. (Jean, personal coicatian, June 26, 2012)

Jean’s example is illustrative of gatekeeping the@otwo important ways: she chose to
include the theme of peace during the summer ierdalcircumvent the time issue as
well as the dense curriculum that did not make ghapace during the school year. Both
of these issues speak to Thornton’s (2005) disonssier practicality and teacher

inclination.
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Technology

While most of the participants employed technologgrder to identify
resources, construct lessons and establish prafetsequired their students to use
technology, only Charles declared that he was tegabout technology and how it was

impacting lives. In one of his examples he poiritetbod production stating:

That's something that the kids need to understantthat world population and
food when we look at the facts, they have to beceored about. But at the same
time, they have to be skeptical in understandiadg tiings have changed
scientifically, and with technology the productiohfood has changed and the
number of people in our society, perhaps, are rawigg at the same rate as they

did in the past. (Charles, personal communicatiafy 25, 2012)

His decision to include technology may be a resitis subject area along with
his own personal predisposition toward the concBpis was a recurring theme
repeatedly reported by the participants; when thadated curriculum is encourages a
global theme, the instructor tends to include d amen a theme potentially fits within a
curriculum, it tends to be emphasized or de-emplkddbecause of the instructor’s
interests. This is supported by Charles’ thoughtglobal education as he reflects on his

curriculum:

And so what economics does is it allows them tokhat higher levels about
concerns that are extremely important on the e#ki,food and water, and it's
their job as young people to come up with waysdieesfuture problems. So |

believe that global studies encourages studentdgvelop a mindset of futuristic
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type thinkers, you know, not thinkers, once agafrthe past or even the present,
but rather modern day world thinkers that undestanure problems that they

have to consider. (Charles, personal communicadioiy,25, 2012)

The theme of technologg an important topic within global education thetrat
should be emphasized regardless of the course. Wwweshould not be surprising to
find that teachers of one subject might gravitattirally toward one area while teachers
covering other subjects would promote other gldbames. As Charles sought to
rationalize his actions, the personal inclinatiactbr revealed itself: “I believe that
economics and sustainability go well or better tbgein an everyday basis than,
perhaps, the other topics whether it has to do int#rcultural relations or human rights”
(Charles, personal communication, July 25, 20TR)s does not mean there is no room
to discuss human rights within an economics counskgict some may see this topic as
central to the subject area. Charles situatiorrigidaustrated that teacher decision

making is based on curricular leanings and persochhation.

Human Rights and Social Justice

Although Charles reported that he was not focusmfuman rights or social
justice issues, which was discussed eatrlier, bbihey and Sheila include the themes.
Like the environment/sustainability theme that weeged into one, again the
participants presented the themes as one, anddrestbeir responses are detailed as

such.
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Sheila explained that, while it may be unconsciousch of what teachers include

in their daily lessons include human rights andalquastice content:

It should value the local values of fairness argfige and respect for laws and
respect for a fairness and treating people the samdequality and all those
things. But those, | think there are rights tmabhscend the local and that global
educators believe in: human rights and values aimdess and all of those things
that transcend national governments. And | thirlkkgame thing. | think global
education promotes those unique values, as well. tignk it does both. But |
don’t see it as maybe just a — no | think it doethb(Sheila, personal

communication, July 25, 2012)

Sheila portrayed human rights and social justideasa@n international doctrine or
treaty arrangement, but as a pervasive force tstsewithout regard to nation or culture.
Social studies teachers who aligned themselvesawitiore “America first” paradigm
still teach global human rights as the philosopkigts within US culture and culture.

Taken this way, virtually every educator includesnan rights issues in their teaching.

Shirley taught human rights and social justice mae traditional manner by
introducing the terminology and then following thgh with examples. Furthermore she
juxtaposed global themes that presented themsat/psssible paradoxes, such as the
human right of having children against the globainbe of sustainability, asking students
to consider the implications and fostering crititahking. Pointing to India’s

sterilization program in the 1970’s and China’s-chéd policy, she explained:

| think it was in the 70s or 80s they tried to #itez thousands of women you
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know without their knowledge or knowing. And | aslem and again this is a
debate we have in (my/that) class so I'm like atedl them what if that was us
what if it was you know if you had more than oné #ien no one's gonna eat
tonight. So I bring up those topics | show themdew about lost girls in China.
About how you know wealthy people in the west il to China and adopt
children and the process that it goes through. i8alde them aware, that way.
(Shirley, personal communication, July 11, 2012)
While both Shirley and Sheila included human rigdrid social justice in their
teaching, Sheila’s methods seemed to exist ase@mrpegsent concept and not as a
standalone lesson while Shirley provided specificabulary and examples to insure

student comprehension and promote critical thinking

Controversial Topics

Only one participant failed to address how contrsia themes were covered, if
at all, in her class: Marilyn. Charles on the othand, provided broad statements about
teaching controversy observing that virtually amygihcovered from a global perspective
could be viewed as controversial. The remaining participants, Shirley, Jean,
Lorraine, Priscilla, Sheila, each provided deswip. The controversial themes each of

the participants identified are listed below in Teabl.

Table 11: Participant Favored Controversial Topics

Participant Controversies Covered

Shirley AIDS, immigration, global warming, raceligeon, sexuality,
drugs, one child policy, nature vs. nurture,
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Table 11 (Continued)

Jean Genocide, disease, demography, market ecasidmiman
trafficking, genetically modified foods, obesitypmen, poverty,
war, water, religion, war

Lorraine Immigration, civil rights, race, hungegverty, freedom,
democracy

Marilyn None reported

Priscilla Class, disparity, race, inequality, gender, woddremics, culture

Charles Global education in general can be controversial

Sheila Gender, religion

The participants who spoke about teaching contsiaktopics in their classroom
identified a sizable list, but provided details &y one or two of the topics in order to

illustrate the gatekeeping strategies relied upama@nage potential objections or barriers.

Shirley described how she managed the topics igfisaland sexuality, relying
on her effort to build respect, maintaining a nelustance, and spending additional time
on areas that students lack understanding. Asettothic of sexuality, she refrained from

instruction until later grades relying on increaseaturity levels.

When teaching religion she explained:

| don't know if it's just my teaching style thatevhl talk about religion I'll... I just
speak about each one with such high respect arfd¢hthat I...they don't know
my personal religion or my beliefs. | try to teablem everybody’s right or wrong
religion, it's always going to be a hot topic. sltiot tangible; it's not something

that you can see or touch. Its faith based.likéslove. And when | bring it to
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them in that aspect, and | don’t demonize or dpgesa religion, I'm actually
very personally fascinated by religion, so | ththlat personal love and passion
for each one, whether | believe it or not, theyehawsense of respect for. And
that at the end of the day they realize that mtwedhas been shed in the name
of God or God than for any other reason. Andhdlve very, very devout
Christian students with pastors and deacons asriatind they’ll go home and
they'll get in a fight or in a debate and I've nevad I've never had a student a

parent a pastor ever call.

And | don’t think I honestly give equal time becauknow that most of my
students are Christian and they need to learn dheudnes that aren’t spoken of,
or the ones that are misrepresented in the neasexample, like Islam. So |
feel that | focus more on those so they have &battareness of “| am this and
that is them but really at the core that we'reladl same, we’re all human, we’re

all, we all believe. (Shirley, personal communiecatiJuly 11, 2012)

The maturity issue was evident as she explaineddi@acovered sexuality matters:

Because, especially for me, as far as sexualitgngerned, | really focus on my
juniors and seniors. Now they're a little bit aldad | had the pleasure of
teaching seniors this year in AP psychology. &orot naive. | understand that
most of them are already experimenting sexuallgeylre trying to find who they
are. They're trying to figure out their own idegtor their gender. And again,
I've had the fortune of the way I develop my cldsst we can talk about this.

I've had students come out in my class more thae tmecause they felt that
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comfortable. And again, did every student in mgsslagree? No, did | see
somebody roll their eyes? Yes, but was anybodallrabused? No, they
weren’t. And again it's the whole respect. 1éél that a question or somebody
is getting out of line I nip it in the bud immedt. Out of respect. | just

demand respect. (Shirley, personal communicatialg, 111, 2012)

Jean emphasized balance when teaching controvéiity at the same time
making efforts to expose her students to new petses. Jean was not always
successful the first time at accomplishing thisestamission as she described an incident
which raised objection. However, committed to geftine perspective across, she
redoubled her efforts, modified her gatekeepingtsgy, and ultimately accomplished
her goal. The content Jean wrestled with relatetd@édNazi genocide of the Jewish
people during World War 2 and an interest in cotingdhat crime to the injustice
experienced by the Palestinian people year’s iatlsrael. Here, Jean’s expertise in the
area, she has a graduate degree in Judeo-Chssiidies and was in direct contact with
teachers in Israel, made her aware of the conditamal should have provided additional
insulation. This is an example of how increasedWedge and training might not serve
as an effective gatekeeping mechanism which mdkes the need to develop both

content and method. She explained:

The students are talking about the effects of latongo through these
checkpoints, barb wires, and | had one student epenipto the Holocaust,
pictures of the Holocaust with things that weregepng in Palestine and he was
talking about human rights and these pictures werg similar to pictures from

their point and what they’re going through and he& questioning why are they
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doing something that has been done to them? (pessgnal communication,

June 26, 2012)

After covering the lesson through a number of inseayed debate, a problem
arose resulting in Jean’s administration intervgrand asking her to not cover selected

topic in the future, believing it was too harsh fiee students to endure. Jean recalled:

One of the students complained. One of them issbeand he said he was very
sensitive to the Holocaust. | did my masters ileduChristian studies so it's not
like I'm promoting or but it's just like you have took at the actions of people.
It's like these are humans and what they're goimgugh is inhumane. What |
want them to see is the politics that are involaed how that affects people. The
administration took a look at the slides. Theyugat it was too harsh in reality.

(Jean, personal communication, June 26, 2012)

Jean was not deterred however and felt ratherréjant the lesson entirely she
could instead alter her approach, in effect implengatekeeping methods, to make the

content acceptable.

| was like well, | don’t see the problem to thisi§time around, | did, that’s
where | limited the pictures and | had — rathenthee say what was happening, |
had them what do you find similar? What do yomkiof this? So | changed it
so they wouldn’t say much of it that way. I'm nielling them anything. They

just see the similarities.

It worked. The principal smiled because he thouigat was pretty brilliant. The

thing is that the kids were so — they really like tesson and they just, they pick
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up on themselves what was going on because | dbcd tomparative in my
classroom so they knew that | was picking two, gow, events and they identify

them. (Jean, personal communication, June 26, 2012)

In the end, she believed her content knowledgenagttiods combined with her
experience and personal convictions were ablenginoe stakeholders that the lesson
could be done well and effectively introduced thebgl perspective that was missing

from the mandated curriculum.

Despite efforts to be true to the mandated materiarraine spoke about her
efforts to improve student understanding of imniigraissues, something she felt was
attainable through little deviation if any, as karriculum required teaching about
immigration. Immigration in today’s environment da@ a divisive and controversial
topic, as it has been throughout much of the natibistory. Lorraine sought to identify
issues required by the district or state and thghtty build on or broaden those
perspectives. As an immigrant to the United Sth&rself, Lorraine was also motivated

by a personal inclination to improve student un@erding of the topic. She opined:

In the state of Florida, my goodness, people hekrtliives from the Caribbean to
get into the US. Why? So that’'s a question | trgéd my students to understand.
Yes, that's a controversial one because being amignant is not necessarily a
popular thing right now. And by that | mean beingimmigrant, coming here,

let's say that you're not college educated. Ittd something that most people

embrace because you're here to get...you're goingake someone’s job away
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from them, a job that they might not have wantetddgin with. Are you going to

pick tomatoes? No. (Lorraine, personal communicatioine 29, 2012)

But yet there’s a problem with it simply becausesth are people who are
immigrants. So with that, | try to get my studetddook at both sides of it. It's
like people are coming. What is their experienceiog into the US being an
immigrant? You can’'t speak the language. You'rendaiour very best to adapt to
this world. And then at the same time, look atgbet of view of the Americans
who feel that they're being invaded by people.

Lorraine’s personal inclination and familiarity Wwithe subject coupled with the ease at

which the perspective could be introduced encounegeo make an effort to increase

understanding.

Priscilla sought to improve her students understandf race, tolerance and class
in America, an issue she was acutely aware of adraaan American woman. Motivated
by her own personal inclination, she tried to Hedp largely white, upper middle class
students develop a healthy perspective through &y the challenge of leading by
example. In effect Priscilla represented an emieple to her students so to improve

understanding, tolerance and acceptance. Detdiéngfforts, she declared:

| probably come from more of a neutral place. &ample, the one that would
be most controversiall'm the only black person standing in the classroom

teaching about racial inequality. So I tell myrgtand my experience, being a
child and growing up in the south in the 1960s.d Ane of the things.probably

my disposition. My kids know | love them, thatdre about them. And the group
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that I'm working with..l think class makes a difference when you're tglkibout
these issues. The school | work in, the populasarmpper middle to upper class
families. So the perspective is a little bit diéfat. (Priscilla, personal

communication, July 6, 2012)

Priscilla’s position as a minority allowed her tdroduce her students to perspectives
they may not have experienced otherwise, simplyutin experiencing Priscilla. She
recognized that she represented an entire populfticher students and worked to make

certain they would leave with a positive image.

Sheila understood that resistance from adminigsaioparents on the curriculum
required in the social studies may result in compgebefore a teacher made any

adjustments. She declared:

It doesn’t even have to be a controversial tofpicould be any topic that there
might be a different perspective; vary from extrezneone side to extreme on the
other, there are parent’s who'll openly say yoyus supposed to be teaching my
kids. Why are you giving them this perspective® &én't believe in that, you

shouldn’t be teaching them that. (Sheila, persoaaimunication, July 25, 2012)

This observation on the part of Sheila undersctiresmportance of developing sound
gatekeeping methods, as teachers who seek to scopdy the required material can
potential find themselves at odds with a varietpl$tacles. Relying on the National
Council for the Social Studies for guidance, shevjgled some detail as to how she

circumvented perceived problems with her lessons:
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Change over time is a theme that you're supposedhtzed over the whole year:
how things in particular areas have changed owez.tiAnd one of the areas is
how women and their roles in society have changed ime. And a lot of times
when you teach about women in history — first @fthkey aren’t present for a
really long period of time; you don’'t even know ytre there. That brings up
issues of customs versus laws versus their econaeic(Sheila, personal

communication, July 25, 2012)

Sheila was disturbed by some of the values helgbloyg people in today’s society and

provided examples of student comments:

Students have the potential to say some reallgntwo say stupid and obnoxious
things, when you bring about topics on gender aach@n. | mean | still to this
day, 2012, | will get somebody who says “yeah, shahere they belong!”
Some...even in an AP course, you'll get that typelbdbw bumping type “yeah,
well that's where they....” Football types “yeaheytcouldn’t walk anywhere.”
And how do you transform that into learning abdatt tcultural practice and how

it went on for so many years? (Sheila, personalnaanication, July 25, 2012)

Sheila believed that such comments tended to coone $tudents who have either
surprisingly intolerant perspectives or expressegh sntolerant perspectives for the sake
of attention. Rather than mire herself in the pggbehind a student’s statement, she

responded accordingly suggesting:
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If you can temper those initial outbursts...which ytmi..you have to. You have
to be able to not allow them to joke about a serimypic. Acknowledge their

immature behavior and okay. Let's really pick apdnat you're saying now.

When you stop and you say okay, do you think yoammvould appreciate you
saying that? When you bring it home to 2012, camtjink of ways in which
women today might be oppressed or held back orct=st in any way? And then
you can start picking apart that stereotype off¢leéing that some people have,
say about women in the military. Let’s look at hthe courts have ruled in terms
of women and title 9 and all of it relevant topi¢Sheila, personal

communication, July 25, 2012)

In the end Sheila made the conversation relevathhabhmerely an academic
exercise. She challenged the thinking in lighthef kaw and modern progressive thinking.
She found that by challenging values that werereopnto those held by society, she

could challenge provincial thinking with few probis.

Each of the participants described gatekeepintesfies that they found
appropriate and effective for their own individéehching circumstances. Being able to
adapt to environmental conditions and develop artepe of useful gatekeeping

methods will require additional training or expexe.

Research Question 3: How do self-identified globaducators mediate the mandated

curriculum in order to infuse global perspectives?

If research question 1, which asked participantdeatify barriers that stood in

the way of their teaching global education wasntiwst controversial research question,
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then research question 3 placed a close secoffactirexisting literature that this study
replied upon for research question 3 predictedtti@participants might become evasive
and confound the findings. This dilemma was overeday modifying the survey
guestions, asking the participants to predict htveoteachers employed gatekeeping
strategies rather than asking how the participdr@siselves circumvented problem
areas. The literature predicted that the parti¢gpaould be more willing to project their
own circumvention strategies onto someone elsestifeanswer the question honestly as
if they were answering for themselves. Once pardicis had returned the survey and
their true behaviors were revealed, the interviewid be conducted more openly with
the participants. The data collected confirmedetkgectations established in the
literature as participants accepted ownership @ptiojected gatekeeping methods
reported in the survey in all but two occasions addressed them as their own during

the face to face interviews.

While discussing some of the gatekeeping methoqdaymd, participants often
found themselves debating what they felt to be¢lasons for the obstacles in the first
place. The obstacles were therefore grouped imgetheasoned categories, or themes, in
order to best pair them with accommodating gatekeegtrategies where they exist. One
of the gatekeeping recommendation identified bypiicipants, however, was not
addressed in the literature reviewed in this stady so a gatekeeping method was

constructed from the participants own thoughts.

The six barriers identified in research questiamete grouped into five themes
including teacher inexperience, barriers are estadd intentionally, barriers can result

from circumstantial events, barriers which are-sedfcted due to teacher preference, and
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finally the barrier of time. Each of these barrieas be circumvented by a variety of

gatekeeping methods, some of which seem approoiagespecific barrier alone while

others seem relevant to many. The reported obstaadk the corresponding themes are

detailed below in Table 12. The recommended gafekgestrategies for each of the

themes are listed in Table 13.

Table 12: Thematic Obstacles to Global Education

Reported Obstacles to Global Education

Thematic Classification

A teachers preference

Personal Inclination

The official curriculum/testing

Deliberate Circumstantial

Weak teacher global education training/resources

Inexperience

Time constraints

Time

Liability concerns on the part of the teacher

Inexperience

Trouble making connections across content and t

me

Inexperience

Table 13: Gatekeeping Strategies to Counter Themdistacles to Global Education

Thematic Classification Gatekeeping Strategy

Personal Inclination James (2010)

¢ Institutional discouragement

Deliberate Gitlin (1983)

Thornton (2005)

e coercing peers to change the curriculum

e embracing or rejecting content due to a
feeling of autonomy and empowerment ove
the curriculum
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Table 13 (Continued)

Circumstantial

Gitlin (1983)

e coercing peers to change the curriculum

Inexperience

Vinson and Ross (2001)

e teach from a centrist position
e Institutional support, funding and training

Time

McNeil (1983)
e fragmentation
Thornton (2005)

e practicality

Institutional Discouragement

The participants were in complete agreement on wityoccasions when they

spoke of barriers to global teaching. One of thred barriers unanimously agreed

upon involved a teacher’s personal preferencerfagainst including global

perspectives, or their inclination. Some teacheesrsmore prone to provide for global

perspectives in their lessons (Carano, 2010). Wedeher opposition to global education

is a real obstacle, it is a barrier motivated bsspeal choice and therefore self-erected.

Persuading teachers who have personal objectiagishal education may prove

challenging. Research identifying methods for iasieg global education in persons

hostile to the idea has yet to be conducted, hon@ve might assume that educators who

are required to include global perspectives agamest will might employ the same

gatekeeping methods to exclude the material tlegpénticipants in this study employed

so they could include global perspectives. Thedgtions available for mandating a
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global curriculum, such as building a teacher-pmmgficulum, are as unsavory as the
problem itself as it would reduce teacher acadéraedom and potentially inhibit free
thought. Given Carano’s research findings, a schogimitted to global education might
be better off seeking a pro-global perspective upang new faculty rather than making
efforts to reorient existing teachers who wouldobene to resist. There are plenty of

schools dedicated to other aims or theories willtngmploy such a candidate.

Teacher education programs that maintain globata&thn as a core element in
their programs might require that their studentieas meet certain criteria in order to
enter or graduate. Student-teachers opposed talgludmory, ultimately opposed to
promoting human rights, should be discouraged featering the profession. This may
seem counter-productive given the responsibility & the feet of institutions of higher
learning to improve understanding and encouragetfreught. However, if we accept the
general tenet that global education is philosoplyitesed in human rights, rights
recognized by the United States government andtnkel community, would
expectations from such institutions not be judtifidf we recognize that global education
theory itself demands critical thinking and respblesconsideration, is it therefore not
central to their mission to require future educatoralign with similar principles? By
allowing persons opposed to global education ifdescooms will stunt understanding
and investigative thinking (James, 2010). In timalfanalysis, school hiring practices and
university admission and graduation requiremenisesent the ultimate gatekeeping

mechanisms.
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Amend the curriculum through official channels

The other area in which participants agreed unangtycover perceived barriers
to global education was within the official curriem. However, in considering the
curriculum it is important to differentiate that ish may or may not be deliberately set
before global education for political purposes pgased to that which obstructs in a
more innocuous manner. While some of the parti¢gasuch as Shirley, were clear that
they believed a political purpose was at play, stmeferred to the curricular barrier as if
it were a single issue. In order to address pakgétekeeping strategies, however, the
intent must be known. Therefore | have provide@k@gping strategies for both

deliberate efforts as well as for circumstantial.

For the purposes of this research, deliberate dlestéo global education were
identified as having been both designed and ensthiiyy decision-makers in order to
accomplish a political aim that would be counteglimbal theory. This is not unusual,
particularly in social studies, even in recent gezs textbooks and curricular guidelines
required teachers to promote capitalistic econadgas over socialist practices. This
type of barrier might require curriculum changehet school, district or state level, a
strategy recommended by Gitlin (1983). Sheila waslved in efforts to change her
district curriculum by involving herself in the dsion-making process. Furthermore, in
the district where this study was conducted, eteagher is asked to participate in the
textbook selection process. This can be a dautdisigin either case as teachers would
be expected to utilize their own time to reseahehldest curricular options and, in the
case of committee involvement, seek audience véthstbn-makers. Often participation

at this level is left to more seasoned educatawgeler, as Charles pointed out, in the
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case of global education tenure matters less tkposeire and training. New teachers
interested in promoting global themes should mhkenselves known and request access

to governing bodies.

Many participants spoke about the barriers to teachlobally in almost a
coincidental or circumstantial way. Examples in€ule typical interruptions
experienced throughout a school, regardless gbtiiesophical or theoretical focus,
such as intercom announcements, club meetingsatiegs and preparing for
standardized tests. These obstacles, while noppart official curriculum, are part of
the official day to day operation of a school. Tieye been included as part of the
curriculum because the participants often spokeiitiem in the same breath. It is
possible that because both the curriculum andriteeruptions were perceived to be
controlled by administrators, the participants greadithem together. However, the
gatekeeping strategies for circumstantial schdated activities were different from the
gatekeeping strategies needed to counter troubkesomiculum, and therefore deserved

its own discussion.

In order to consider the day to day operations sfteool as an obstacle,
gatekeeping efforts would require change on a massiale as the perceived obstacles
are imbedded in the organization itself. This tgpsystemic barrier is most challenging
to address, as gatekeeping solutions tend to dem&adety of collaborative efforts
along with a possible shift in community prioriti@gain relying on Gitlin (1983). The
disruptions caused by club meetings and pep ralhesot be seen as intentional, but
instead part of the general functionality of a s#hModifying daily routines such as

how the announcements are made might be attairtaidleyould still require consent
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from many at the site, not only administrators.détut organizations, athletics, and
transportation issues all rely on announcementsiiseupt class time. Field trips when
they occur too often can be problematic, but theyukd be for an academic purpose and

controlled by the school decision-makers.

This is not to say that efforts to reduce disrupgicould not be implemented. One
strategy to circumvent issues such as these mghtde changing or limiting the
frequency, time, or method employed. Each studegihinbbe limited to two field trips a
term so to not miss too much class time; pep sattight be scheduled on the same day
as testing, sacrificing one day instead of disngptivo; clubs might be required to meet
after school instead of during the school day. @eering barriers such as these may

require some creative thinking, as well as schadevgupport, however it can be done.

In order to address administrative concerns owgh ktakes testing and
accountability, however, would require change gmnaad scale, and would better be
classified as politics. Teachers seeking to circemhigh stakes testing would need to
mobilize a nation-wide campaign and seize contver @ducation, perhaps through
professional organizations and lobbying effortsadreers who elect to ignore the
mandate and establish their own priorities withthanging the system do so at their own
peril, not to mention the negative effect for thaimdents. Such efforts would create new,
less desirable barriers, including district, schaaold teacher liability. In the end, this type
of obstacle might best be seen as an unfortunatgdeeptable nuisance that is part of

doing business in a school house.
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Amend the Curriculum through Autonomous Decision-M&ing

Many errors or biases, it must be assumed, ardifidelnnot during deliberate
review, but discovered during the school year asctass is being conducted. In cases
such as these, teachers have enough academicrfreéeg@rmit limited deviation from
and revision of the established curricula so téuithe additional perspectives or to correct
inaccuracies. This gatekeeping strategy that psra#chers to act autonomously when
facing inaccuracies or bias within the curriculuraswdentified by Thornton (2005). In
fact in many states a teacher might feel oblig&edb so in order to meet district, state
or national guidelines requiring multiple perspees. Being able to identify edicts from
governing bodies can prove an effective gatekeejuioly one that can countermand
exiting bias and empower individual change agedie curricular resource cited by the
participants as particularly pervasive pointedhi® textbook and the research that has
uncovered content bias (Cruz, 2002). An acutelyravaad well trained educator could
easily identify and circumvent such an obstactbefy feel empowered to do so.
Curricular obstacles and textbook bias are mudahihkexperience in that they can be
circumvented by additional global education tragnamd by developing an improved

teacher knowledge base.

Identify and Participate in Global Training

Several of the participants felt that one of thenpry obstacles to teaching
globally rested with the teacher education ingong that were charged with the
responsibility of building effective educators,wmiversities. All of the participants

believe they were part of an incredible program,fblt what they experienced to be an
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anomaly and lament over the GSP ultimate demi$eraing expired. Training on the
scale of the Global School Project is rare andnoftéermittent (Kirkwood, 2009)
creating a sustainability problem and potentialiynpering those interested in mastering
the concept. However, as global education is enelorby a wider audience with deeper
pockets, including corporations and the militapnding for research facilities

emphasizing global education should become moreipah

Five of the participants (Jean, Lorraine, Marilipniscilla, and Charles) were
critical of the lack of training nationwide and tbearcity of global resources; three of the
participants (Shirley, Lorraine and Sheila) stregigio make the connections across a
wide array of content and time; and four of thetipgrants (Jean, Marilyn, Priscilla and
Sheila) felt that regardless of the amount of trjnliability issues may result. Together,
these barriers to global teaching have been capegbas inexperience, as each relies on

additional training or experience in order to owene the perceived barrier.

In these cases, the perceived barriers would rekieaiselves to some, but not all
teachers. Teachers who do not currently employayleucation theory either made a
deliberate choice or lack exposure altogether Jtiagun a population which is highly
unlikely to pursue future training. Teachers wheenhad some exposure to global
education theory but lack significant instructioné so to ponder its usefulness may also
lack the drive to pursue future training. Given éxésting conditions in which many
employed teachers currently find themselves, efftarincrease global learning might
best be directed toward those already committede@oncept and future educators who

have yet to complete university course work.
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The participants in this study who were initialkpesed to global theory in
university and then further supplemented throughGISP felt that, as a minimum, a one
semester course dedicated to global educationdgtheutequired. Anything like the GSP
would further enhance capabilities and deepen staleding of the materials and should

be both funded and encouraged.

As one becomes versed in global education, teachetjodologies change and
the need for different content knowledge will baelized. No longer will teachers find
themselves prepared to carry out their mandate tgdang a few courses in American
history or government. Efforts must be made atthigersity level to have student-
teachers enroll in comparative and global themenisas that provide more than content,
available in regional and international studiesatepents. In addition to taking global
themed courses at university, teachers should expeonduct a sizable amount of
investigative research on their own. Intellectuai@sity should be a mainstay amongst
global educators, driving many of the connectidvey/tfind lacking, particularly as such

connections often go unstated in the traditionadiamnsources such as textbooks.

Unfortunately, training is dependent on funding amativation by either local
school districts or university teacher educatiomgpams. In the absence of such training,
a teacher would need to develop the necessarysskitver time by trial and error.
Teachers facing such barriers may abandon glohalagidn altogether if the process

becomes too great a struggle or creates liabggyes.
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Teach from a centrist position

Three of the participants in this study, Jean, dioe, and Sheila, recommended
teaching from a centrists position, a gatekeepirajesgy recommended by Vinson and
Ross (2001). However, none of the three identifieutrist teaching as a gatekeeping tool
in order to circumvent potential obstacles to glabaching. Instead all three saw
centrist teaching as the preferred perspectivéatifal education theory, regardless of

existing barriers. Their thoughts are further dethin research question 4.

Fragmentation and Practicality

The final barrier that six of the participants (&, Jean, Lorraine, Marilyn,
Charles and Sheila) pointed to was a concern maag teachers struggle with
regardless of philosophical orientation: inadequiate. While the participants in this
study primarily relied upon two of the gatekeepstigategies to overcome this barrier,
none recommended a solution which has gaineddrastirecent years and was
recommended by US Secretary of Education Arne Duintéhe Associated Press on
January 13, 2013, and then reiterated by Pres@@eaima during his 2013 State of the
Union address: extend the school day, school gedroth. While this would provide
relief for teachers struggling with time, it is ¢mversial, costly, and a gatekeeping
strategy that cannot be enacted by individual teeghmuch like the concerns over
testing mentioned earlier and therefore not a maatonsideration for the participants in
this study. Such strategies are better depictgubkitscal efforts requiring national debate

and the establishment of consensus amongst awafistakeholders.
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The issue of time produced the greatest numbexspionses that were in
agreement with the existing literature, specificéifiose identified by McNeil (1983) and
Thornton (2005). Three of the participants employtdNeil’s fragmentation strategy
while four of the participants found themselveséime with Thornton who spoke of the

issue of practicality.

This was the only area of the research where sditie @articipants were
guarded in their responses. Two participants velergd insight into gatekeeping
strategies they felt other teachers relied upohrdftained from admitting their own
personal usage. The remaining four participantgever, did admit to employing a

variety of gatekeeping strategies, justifying these in a multitude of ways.

The gatekeeping strategy of fragmentation, or thetge of teaching basic
vocabulary terms rather than teaching the compfstem, was discussed by Shirley,
Jean and Lorraine, each providing a slightly déferperspective on why teachers rely

upon the strategy.

Shirley felt the practice is often employed asafetding strategy, allowing
teachers to build a basic foundation via fragmématnly to build upon the
terminologies later. However, Shirley also feltdieers rely heavily on fragmentation
when they are first asked to teach a subject aaifiodd for the purpose of increasing
their own understanding of the curriculum. Jeatestahe felt teachers fragment their
content because they rely on the official curricujuvhich is laid out in a fragmented

manner. Jean expressed concern over the inabilitgw teachers to merge similar
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fragments into one lesson and save on time. Skeedfto this practice as thematic

teaching.

Lorraine combined fragmentation with the gatekeginategy of practicality,
declaring that most feel it is better to includengthing, even if fragmented, rather than

nothing at all.

Practicality, as mentioned earlier, is making acemdations due to time or
complexity issues. Four of the teachers specifiaaimed practicality when they
addressed gatekeeping including Lorraine (who welsided in the discussion earlier

under fragmentation), Priscilla, Charles and Sheila

Priscilla found that if lessons were not practeaatl could be managed efficiently

in the short amount of time she was allotted, #ssdns were unapologetically dropped.

Charles also recognized the need for practicablesizat would take into
consideration both time and complexity, but in amsmgly refreshing manner he found
most of his economics curriculum to require liidjustment or adaptation despite the
time limitations. In fact several of the participsuoften declared they found the
curriculum to be either more or less accommodatihgn it came to infusing global
themes; perhaps certain curriculum could also beeropless accommodating when it

comes to time matters as well.

Sheila found content squeezed for time most ofteheaend of a grading term
when time runs short. She felt some teachers naaeleontent behind simply due to

time, not because of personal objections.
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It appears that the barriers to global educatierdarerse, and the respective
gatekeeping strategies teachers employed werelgqaalkd. Indeed some of the
obstacles to global education appeared to reqtfoegewell beyond the gatekeeping
strategies realistically available to the indivibteacher, such as mitigating school-wide
disruptions and altering teacher personal incloratitoward global education. In order to
thoroughly integrate global teaching into our sdepa wide range of barriers need to be
addressed, preferably on a grand scale involvingymeaices, thus reducing much of the
effort exerted by the individual teacher, allowihgm greater time to do what they love:

teach.

Research Question 4: By what methods do self-idefigd global educators employ in

teaching global perspectives?

In order to be an effective global educator, alheaeust be aware of both the
obstacles and the effective gatekeeping strate@iese a path is clear, however, a
teacher must develop methods for infusing globainés into their lessons. Teachers
were provided a short list of options that havenbleeind useful when integrating global
education into an existing curriculum; however there encouraged to add any

additional strategies left off the list that they@oyed.

Three themes emerged: integrate global educatibg @onnecting it to decision-
making elements, or deflecting responsibility fmpiementation onto others, 2. by
presenting global education amongst or within aewahge of other issues, or
camouflaging global education, or 3. by presengjlaipal themes as the right and proper

thing to do, or accepting full responsibility featching from a global perspective. In
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addition to the three broad methods for includitabgl education into lessons, the
participants also considered the three mannersifigehby Landorf (2009) and the seven
areas recommended by the Cogan-Grossman (200®ysUitve participant responses
relied almost exclusively on the three themes éoviitual exclusion of those
recommended in the literature (with the sole exoepaf Landorf's recommendation to

infuse global themes through human rights).

The seven participants were quick to identify a banof infusion methods that
they felt were effective; in all, forty suggestionsre made. However, only fourteen of
the forty were put forth by more than one of theipgpants. This is not to suggest that
the remaining twenty six suggestions were withoatimlf each of the participants was
made aware of the other’s thoughts or experierarasthe research was designed to
allow for discussion between participants, addaiaonsensus over the value of the
strategies recommended might reveal itself. Howehé was not the design of this
study. Future research examining the participdegtings toward each other’s infusion

methods may be needed in the future.

All forty of the recommended teaching methods eted in Appendix J. The
fourteen recommendations that were made by at teasbf the participants are

discussed below. The fourteen are also listed biera4.

Table 14: Participant-Favored Method to Infuse @ldbducation

Recommended Infusion Method # of Participants

Match global education to the official curriculum 7

Teach using a “Devil's Advocate” method 4




Table 14 (Continued)
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Teach content from all perspectives, balancingranthining neutral 3
Build an environment of respect and tolerance endlassroom 3
Permit the students to direct their own learnitgyrsng responsibility 3
Obtain permission from administrators when you hawgcern 3
Defend decisions to teach globally by citing academsearch 2
supporting it

Rely on your experience; teaching globally is easiéh experience 2
Alter the mandated curriculum to fit global eduoati 2
Seek funding for training in order to obtain adufitl resources 2
When short of time, add the global element as datgiork 2
Do what's “right” / take a stand 2
Ensure the global education teaching is relevastudent life 2
Connect the global education teaching to humangighd equality 2

Match Global Education to the Curriculum

Only one of the forty infusion methods identifiedssnamed by all seven

participants: to match the global education contetihe mandated curriculum. This

recommendation makes great sense for both teaglobgl content and teaching from a

global methodology. For instance, the mandatedadam in the county from which the

participants were drawn does not ask teachersotm@te one idea over another, but

merely to cover specific concepts and events.llhvi suit that if the mandates were

written with such broad strokes, a teacher woulblbst in compliance if they covered the
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required curriculum from multiple perspectives mnh a critical stance, thus meeting

both the district expectations and promoting a gl@nvironment.

Shirley found that global education theory compliteel her AP Human
Geography curriculum with little additional effarecessary on her part; a fortunate
marriage as one of Shirley’s chief concerns wasAlfacourses are resistant to
modification. She declares herself fortunate ferelisting commonalities that exist,

declaring:

| think that with the courses that | teach, my séasslends itself to teach these
kinds of topics and to teach using, you know, stétthe planet awareness, or
different perspectives, or the awareness of hurhaite. So | think that I'm lucky
in the fact the classes, especially AP Human Ggbgyehe topics that | teach
cover these topics. It's almost, you can't getraidhem. And | feel lucky for

that. (Shirley, personal communication, July 11120

Jean was interested in having her students congidexurrent state of affairs in
Israel and found little trouble integrating theuation into existing state mandated

curriculum, pointing out that:

It's within the curriculum to teach the Holocausie genocide. So, it just led me
to comparative teaching which is thematic. Sokilds really liked it. They
walked out of there...they’re like wow you know, tleisuld happen anywhere. |
bring up many things connected World War 1l, hoe fapanese were lower

class. It's not like | picked one area. | waseabl pick other areas. Kids walk
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out of there like they got something. They talkatbit. (Jean, personal

communication, June 26, 2012)

By connecting the multiple perspectives to the \WaMar Il curriculum, Jean felt she
was in sync with the state mandate and easily ndegtpdal education into the district

framework.

Particularly concerned about following the currigul and repeatedly rejecting
the proposition of altering the state mandatestdioe often would sound distressed. If
she felt pressured to choose a path, the path alsegmed to lead in the direction of the
official curriculum. However, if she felt that sheuld link global education to the

mandate, she was quick to make the connection iexmda

Again, if the curriculum made the room for it, thérs included, then | have to
cover it. But again, for the most part, it’s fini's fine for me. But some of them
(global dimensions) are covered but, again, | dspédnd as much as | would want
to. I'm not leaving anything out of the curriculubyyt | definitely try to bring
anything that I think is necessary into the culddou That's the approach | take.

(Lorraine, personal communication, June 29, 2012)

For Lorraine, it appeared that the official curtion served as both an obstacle and an
opportunity. When asked if teachers would refraomt teaching from a global
perspective if global themes were part of the @ficurriculum but the teacher had
personal objections, it became evident that Loe’'aiadherence to the mandate was

unshakable as she replied, “No, for two reasong. i®gou can’t avoid it because it's
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going to be tested. And two, it's your job” (Laimea, personal communication, June 29,

2012).

Marilyn declared that the AP classes she taugheé \gkabal education friendly,
but she found her traditional courses more probtem@he described how her AP

classes had become more accommodating over time:

That's why AP...that's why I love it. They're...theyant you to teach critical
thinking. They want you...like part of the AP cutiom, and they're really
transitioning towards this for the next couple eays, is this idea of teaching
scholarship. You know, what is this historian sgyabout this at this time? Like
I’'m not doing my job if I don't tell you that this out there. (Marilyn, personal

communication, July 2, 2012)

Marilyn felt that teaching from a global perspeetivas “part of the job” for AP teachers.

Priscilla’s explanation appeared to merge the infustrategy of connecting to
the official curriculum to making the teaching nedat; however after close inspection it
becomes evident that she sought to make the gbolualation content relevant to the
curriculum, not necessarily relevant to the stusleBhe explained, “Yeah, you're
exposing them to the different ideas and culturesteelping them to see that, but then
also within the concepts and within our curriculuttis relevant. You can almost take
and make anything relevant” (Priscilla, personahownication, July 6, 2012). With
such broad guidelines set for her curriculum bydtigool, Priscilla found it easy to make
her global themes “relevant” to the standards,tand infuse global themes into her

lessons.
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Charles, like Priscilla, found that the curriculumwhich he dedicates most of his
time, economics, to be naturally symbiotic withlgdbeducation making the integration
relatively easy. Making sense of the relationsk@pehplained, “It's a very exciting topic,
you know. Economics, trade and the way it ties global education is incredible, it
really helps the kids think at a higher level, espity in a global” (Charles, personal

communication, July 25, 2012).

Curriculum mandates come from a number of govereimgies. Most of the
participants spoke to the mandates issued by ditle@rschool district or the state.
However, academic themes and curriculum guidekmesalso provided by the National
Council for the Social Studies (2010). Specificalpdicated to the social studies, NCSS
regularly provides research based resources addmee for teachers across America.
Sheila was acutely aware of the NCSS themes, dad afiowed her teaching to be
guided at the national level rather than by theestalocal recommendation. In doing so,
she was able to connect her teaching to curricguitielines that are both more
supportive of global education and less restridtiveow to accomplish student learning.
Her teaching was connected to the curriculum masgahe simply relied on the national
curriculum mandates. Sheila explained how shehtegdesson on women in society to

the NCSS theme of time, continuity, and changelliega

Sometimes on both accounts, maybe in the currichiltgach, change over time
is a theme that you're supposed to embed over bwdenyear: how things in
particular areas have changed over time. And o6tigecareas is how women and
their roles in society have changed over time. {&hpersonal communication,

July 25, 2012)
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Knowing the curriculum standards at each of theegawg strata’s allows a teacher to

stay within the mandated curriculum and know thatrtlesson objectives are acceptable.

Unfortunately, even when teachers are able to airtheir global themes to the
mandated curriculum and connect their lessonsdb efthe district, state, and national
guide entries. Sheila detailed an incident wittagept who complained about one of her

lessons despite her adherence to the state reqnteecalling:

| spoke with him on the phone. | called him to wva were studying and the 35
minute presentation really included this. Pleadeymur daughter of the content.
She took a quiz. Students took notes about theeptation. It in no way was
anything but what our state standards prescribat wir curriculum prescribes.
It never went out. He just did not believe me hadelieved there was another

undertone. (Sheila, personal communication, Jujy\2R%2)

Sheila felt that this complaint could have resuitedisciplinary action had she been
unable to tie her lesson to the official curriculudowever, because she was able to
make a connection, the school supported her decigiith hindsight, even knowing she
was in compliance and was supported by her disthetincident left her more wary of

the dangers of public opinion.

The participants seemed to describe a restrictera that limited their academic
freedom in their AP courses while experiencing atgrsible latitude in their traditional
courses which allowed them to modify the curriculénhthe same time the participants
believed there was greater potential for globamée in their AP courses while

traditional courses seemed to omit global perspestiln both situations there are
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positives and negatives; however the possibilitinofuding global themes seems to be

attainable within either curriculum.

Teach Using Devil’'s Advocate

Four participants taught their class utilizing aetiii's Advocate” stance, or
arguing a point just to get the students to examioetically, whether the teacher
believed it or not. By arguing all of the issud® tnstruction was not perceived to be an
extension of the teacher’s values and thus dreverfeljections. This strategy was

popular with Shirley who explained:

| play devil's advocate in my class and | don'rehmy personal ideologies with
my students. So | always speak very passionat@ytaach side. And | say at the
end of the day, what do you think? Because it dbesatter what | think, it
matters what you think. And I will give you the amimation and it's your job as a
productive citizen to make whatever choice youkharight for you. (Shirley,

personal communication, July 11, 2012)

When Shirley continued, she confessed:

| think that very, very bright students in my claginitely can see the hidden
agenda. Because even though I'm very passionatg babth sides, | talk about
these issues (global perspectives). | go out ofuay. So the really bright kids
know that I'm obviously pushing a perspective aspectives. (Shirley, personal

communication, July 11, 2012)
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In the end, the strategy appeared to provide hiér avievel of plausible
deniability, allowing her a defense if she weregjiomed, albeit a defense some of her

students would see as transparent.

Lorraine, in an effort to present a balanced petppeto the curriculum, also
found this infusion method useful, particularly wheaching controversial issues. She

explained:

My students have got to choose sides. And agamesmes | play devil’s
advocate. Sometimes | just let them decide for dedves. I've done that several
times. But the last one we did was the abortionassg/hich is controversial as
well here in the US. And my kids can read throogh But | chose a side and
argued the points, the pros and con. (Lorrainesgrexl communication, June 29,

2012)

Lorraine’s concern over playing Devil's Advocatenemcingly is worth noting. If, as
Lorraine had experienced, students were able tthseegh the masquerade due to a
number of possible of reasons including their owarksenses, a teacher’s lackluster
effort, or the students prior understanding oftdechers position, the impact may seem

diluted and ineffective.

When faced with a class that seemed to all faverperspective, Marilyn
resorted to playing Devil's Advocate. She provided students with a tragic example
from American history when slaves had decided liaheir own children rather than
allow them to be forced into slavery. Almost unsadty Marilyn found her students

opposed to the idea of killing their own child, avidrilyn found herself arguing the
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other side. Marilyn explained, “My purpose is td tteem to think about their assertion.
If this is what you think, give me your evidencestgoport it” (Marilyn, personal
communication, July 2, 2012). By playing Devil's vatate Marilyn promoted critical
thinking, a central tenet of both global educatowl the district expectation of making

curriculum rigorous.

While Charles admitted to playing Devil's Advocatgh his students he warned
that he felt it necessary to make the students khaivhe was only arguing to encourage

thinking so to prevent any misunderstandings. Weanhers fail to clarify their purpose:

They really believe that you are an advocate aatidbuld be a problem. So it's
very important for a teacher to clarify their re#en you use a strategy like this.
| found it easier for me to deal with any type oblems by clarifying it. Even
after you clarify it, though, some of the kids magve not listened very well of
the clarification and they still go out and saysa&l this or something like that.
So you’re gonna be called on it and it could creapgoblem. | don’t think most
teachers wanna play a devil's advocate any more, kymw, because the way
society is today and the way things are today.doksn’t pay for you to add
personality into the classroom through playing tigjse of role. But | think that
some teachers are able to and they have to keapdiew the kids, though, that
they are playing a role and that's all theyre dpin(Charles, personal
communication, July 25, 2012)

Challenging thinking in such a manner had beercgldor the participants in this study,

many of which felt the method created some necgshistance, protecting them from

potential consequences that might result if thgyressed their own personal opinions.



191

Charles was on board with the idea, but only baredyhe explained that just as many

complaints may result as may be circumvented.

Teach from a Balanced Approach

There is no ‘one size fits all’ approach when in&s to teaching. Whether a
teacher should deliberately promote one perspeotiee another or keep their personal
feelings to themselves is as much an issue of qgnede as it is a matter of right and
wrong. Some of the authors, such as Bickmore (2088tified in this study encouraged
advocacy teaching, perhaps feeling justified imdao since global education promotes
ideals that bear close resemblance to the prirgciplend in the United States’ founding
documents such as equality, fairness, and toler@iters (Lamy, 1990) argue against
advocacy teaching, recognizing that if it can beedfor good, it can just as easily be
done for evil. Four of the participants in thisdtdound that by refraining from
advocacy teaching, a good many of the potentiadiashes that a global educator might

face can be avoided.

Jean was clear in her opposition to advocacy tegctaying, “My administrators
always defend me. They know how balanced it mynclassroom. | don't just stick
with one. They know it’s pretty balanced” (Jeaergonal communication, June 26,
2012). She went on to give a detailed examplesifhow advocacy teaching had
backfired on a fellow teacher when he had “picketismme books which had more of an
anti-war, peaceful perspective” (Jean, personalnsonication, June 26, 2012). She
explained that a parent who was in the militarjktoffense and complained “that he

served so long and he’d done so much and how Hayeniot give a balanced deal. So he
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wanted to scrap all the books and just put in pap-WJean, personal communication,
June 26, 2012). Jean described efforts on theopadr administration to balance the

choices in order to placate the parent, but it twaso avail. She explained:

It wasn’t enough for the parent. It's never enotmtthe parent. Once they have
it in their mind that the teachers are wrong, theyying to socialize their kids
into something that they don’t believe, then thdt kthe best thing that could
happen is get the kid out of that teacher’s clagsabse it's gonna be hell for the

rest of the year. (Jean, personal communicatiare 26, 2012)

Lorraine was the participant who seemed to encotinéefewest obstacles.
Lorraine fell in line with the other participanthw felt a balanced curriculum was the
right thing to do; that it also served to virtuadlyminate potential problems was merely

added reason to endorse such an infusion methedk®y frankly, Lorraine said:

My goal is to avoid those objections because | tlaaht to come out as I'm
favoring one group over another, or I'm coming muattacking any one group
because, again, my classroom is — the entire schally, it's a small, little
portion of what the reality of society is. It's nost one dominant group or one

dominant part. We have it all. (Lorraine, persac@hmunication, June 29, 2012)

Sheila agreed with Jean and Lorraine in the ne@tctode many perspectives in
her lessons, and present multiple perspectivexif@adly addressing parental concerns

over the content in her lessons, Sheila found that:

The easiest way for me (to deal with curricularans) is to fall back on (the

idea that) students are learning multiple perspestso they can construct an
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argument or understand the issue and its comptmsteMost parents just
absolutely agree with that, that our job is to présto be able to discern different
perspectives on an issue so that they could buoilskgument or take a position or
write critically about an issue. And most of tivad, that’s just enough to
understand okay, well you're not just pushing time idea, they’re gonna see
many ideas. And that, | think that's not such alleémge any more. (Sheila,

personal communication, July 25, 2012)

While teaching from multiple perspectives is pdrgjlobal education and clearly
endorsed by the three named participants as eféefctr minimizing problems, it is also
one of the chief criticisms facing the theory. @#wbal educators teach from all
perspectives and at the same time promote respercsibmopolitan thinking? This issue
may deserve additional research in order to digdose and if it truly occurs. For the
purposes of this research, however, teaching frattipte perspectives has been

identified as an effective tool for infusing glolthemes.

An Environment of Respect

Shirley credited her success with global educat@ory almost entirely to her
efforts building an environment of respect, to whate dedicated a significant amount of
time at the onset of each semester. Shirley desthibow and why she spent such an

amount of time up front when time was always a puem

As far as the environment that | create in my cta@®, | spent quite a bit of time
the first week in school creating this whole ideatteverybody has a right to

opinion in their class and regardless if you agvibk your fellow classmate or
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not we can all agree to disagree. And my studests kold me in the past that
they feel very comfortable giving their opinion. Ba not sure if that helps them
feel comfortable saying, well I'm from this parti@ureligion or this particular
ethnicity, and I'm ok with it. And that's what makibe world go 'round. And |
told my students if we were all the same, it wdoddboring. So | think creating
that kind of environment and them feeling comfoldadbout themselves...they
don't feel so...afraid to be who they are. Andreytgo home and they don't feel
like, oh well the teacher said | was right, anchtigeu know, I'm right or they're
wrong, vice versa. | always say there's never rightrong, there's always
different. So | think that's why | don't really leissues. (Shirley, personal

communication, July 11, 2012)

Marilyn remembered advice once given to her froomi@ersity professor who
encouraged her efforts to build a respectful emvirent, but still found herself slipping

up periodically. She recalled:

You know | go back to one my professors on thisheWw/somebody asked one
day, ‘Well, how do you know if you're offending sewne?’ She (my professor)
goes, “If you create an open and warm classroonr@mment, they'll let you
know. They won't feel bad about saying ‘Oh, yoowdn't have said this.’ Like,
| got called out. | had a Muslim kid in my claasd | forget what | said. And |
really — I mean, | completely forgot what it wa&nd it wasn’t even like | was
making a joke. | just made a statement, you kit kind of matter of fact.
And this other kid in the class was like, ‘You knowu shouldn’t have said that

because it might've been offensive to him.” Anavés like, ‘Oh, I'm sorry. |
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didn’t think about it like that. But thanks foribging it up.” (Marilyn, personal

communication, July 2, 2012)

When asked how the Muslim student responded todhement, Marilyn replied:

He didn’t (reply). But when that kid said — Andan’t know that he (the Muslim
student) was offended by it. | really don’t. Blé other kid I think felt
obligated, you know, to say 'Hey, maybe that wa#imét correct way to say that.’

(Marilyn, personal communication, July 2, 2012)

Marilyn’s incident was emblematic of teachers wisoasionally fell into conversations
with their students that might have been descrdsetbo casual, potentially resulting in
someone taking offense. Marilyn’s efforts to enemér confidence in her students and a
willingness to stand up to intolerance encourag&dstudent to feel comfortable

challenging his teacher and correct a potentiablpro.

Priscilla spent a lot of time speaking about respad getting her students to
understand each other. Taking the strategy onefstiyer, Priscilla infused respect into

her curriculum. Describing the manner in which dbsigned her lesson, she explained:

One of the things | did last year was this whoksi@f civil conversation, where
the first couple of weeks | went into a lot of, ‘WWlen't have to agree. We're
going to be different. But we will respect eachest We will respect the
differences that are there.” But we have to thitwd these things. (Priscilla,

personal communication, July 6, 2012)
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She spent considerable time detailing the assigharehthe points students earned, in
effect building a Socratic seminar meant to develop discourse skills for the purpose

of understanding world conditions.

Dedicating time to building a classroom versedespect which is willing to
examine and set aside its own biases seems noa@ugd teaching strategy for the
infusion of global education theory, it also redaipetential trouble or conflict. In effect,
by promoting respect a teacher promotes globalaaucand reduces potential conflict;

the idea can be self-sustaining.

Student’s Lead the Direction

Three participants suggested allowing the studentsad after being provided
with guided choices, although the amount of guigarecommended varied somewhat.
By encouraging the class to participate in thedtiioa of the course, several desirable
tasks were met: the process helped to develop datmthinking, it encouraged student
“buy in” as they were the ones who helped choosg#th, and it helped to divert
attention away from the teacher when objectiorthe@acontent are made as decisions
were driven by student interest, within reasonri8hiallowed much of her class time to

be directed by her students declaring:

So 60 percent my classroom is teacher centeredlamat 40 percent student
centered. Because | do have a lot of group waeeally in my AP psychology
class work together. They create skits so theyearember the material. So | do

allow for that in my classroom. (Shirley, persocammunication, July 11, 2012)
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Jean had a slightly different method for allowihg students the ability to wrest
control of the curriculum in that she directed thuericulum, but by asking open-ended
guestions, forced the students to come to a cancludean provided an example in
which one of her lessons drew a complaint fromraqebecause it asked students to
consider perspectives often obscured in the lileeaind the media, namely the Israeli
treatment of their Arab countrymen. Once complaivgse raised and the administration
demanded the issue be removed to which Jean resgpdayd-eintroducing the banned
content but asked the students to come to theirammolusions rather than point out the
similarities herself. Concerned that her admintstisawould find such an act

insubordinate, | asked her to elaborate on thdimado which she replied:

It worked. The principal smiled because he thotlgat it was pretty brilliant.
They (the administration) liked the way | was aole€hange it where it wasn’'t me
giving information and telling them what was happegn It's them (the students)
doing the comparative, them identifying the regighem identifying. (Jean,

personal communication, June 26, 2012)

Charles was probably the most committed to the aededlowing the students to
take control of their own learning . In an effatunderstand just how much control he
was willing to surrender, he was asked if he wontdrvene if students were making

inappropriate, hurtful comments to which he exmdin

Well, that's a good question. You want thingsaket place that go as far right or

left as extreme as they can get without blowing Apd a lot of that’s dictated by
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the students themselves and who's in the classeahso on. But students know
how to patrol themselves and how to regulate thamaseas well as each other.

So the beautiful thing is that it allows kids toddge to have experiences in which
they themselves can play a part in controlling blekaviors of other kids. So
teachers who do allow kids to go to the outer bamied are teachers who have a
lot of belief in the students themselves, that thdlyeventually take the role that
they need to play in the conversation in orderrtogoit back to where it belongs.
And if that doesn’t happen then, of course, | mayento step in.

But once again, when the teacher has to step fakiisg power and authority

away from the students, and you wanna try to keegpower and the authority in

the student hands. (Charles, personal communication 25, 2012)

Charles provided an extreme example of this infusi@thod as he allowed both the
curricular and the behavioral direction to be sebis classes, intervening only as a last
option. In order for educators to determine if thistructional method is an option,
teachers must consider both the courage to sumrendéol as well as the wherewithal to
know when to intervene. Furthermore, although nafrtee participants spoke to the
amount of training and preparatory work necessagnsure that learning takes place, it
must be assumed that some degree of training waeuhcouraged. How much training

is needed may depend on how much control is sueredd

Seek Permission from Administration

Obtaining permission from an administrator is altreofailsafe method for

infusing any content, virtually eliminating potealthazards. When the participants were
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asked to identify methods for infusing global thenrgo their classrooms, two spoke
about getting permission. Lorraine stated she wbealduick to employ this strategy if
she ever deviated from the official curriculum, sthing for Lorraine that does not
happen. As she responded aloud and listened telhspgak, Lorraine attempted to right

her contradiction mid-sentence, admitting:

| would seek permission. I've never sought permissiecause | don’t think
permission is needed because | don't — | guesktiies aren’t — | don’t even
want to say controversial. | would seek permisgiomeeded to, yeah. But up to

now, | haven't had to. (Lorraine, personal commatian, June 29, 2012)

Although Marilyn was unable to describe a topic rehehe sought permission,

she said that doing so should be a standard behaxlaining:

| just know that's my...my personality is to get p&ssaion first. | feel very guilty
if I think someone’s gonna get in trouble. | blamg mom and dad and
Catholicism on that. You know, like, ‘Just to Yetu (the administrator) know,

we’re (my classes) doing this.” (Marilyn, personammunication, July 2, 2012)

Although she was unable to describe when she sqaghtission, she was quick to
identify an example from another teacher whom Marikelt represented her own

inclination saying:

Like if | was watching...like | don’t show it, but &h other teacher always shows
the movieA Time to Kill 1 would have to let my principal...even if wastjus
passing. ‘We’re gonna watch that movie.” If hgssanything, you know,

because of the themes in it. (Marilyn, personal mamication, July 2, 2012)
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Priscilla concurred with Lorraine and Marilyn, stat she also sought permission
when she wanted to bring in outside content thaeimsed global understanding, naming
Kite Runnerand a short list of films as part of her curriculuShe described the steps she

took explaining:

| made this list of films that | was going to semdt to parents. | always get
permission for film. | put it on the list of thisd'm going to do, and then parents
sign off on it and check off the ones within theise of the year that they don't
want their kids to see. |told them (administrajdrow | was going to use them
(the film) and sent them (the list) to my admirastr and so on. They generally
approve them. I'm pretty sane and sound and shem'ethod to the madness.

(Priscilla, personal communication, July 6, 2012)

Locating outside resources not officially connedtethe curriculum can be time
consuming as a teacher must identify somethinghmdnile, review it, and then seek
permission from administration, running the riskdofng a great deal of research only to
be denied. Priscilla found that her school diskept a central file of pre-approved
literature, presumably for the English classesciitent itself nicely to the social studies

curriculum. Reviewing that list can potentially stem a teacher’s search.

Academic Research

Educators, who spend their entire career encouydbgir students to cite their
sources and develop not just opinions, but inform@dions, can be influenced by
research. Defending one’s lessons by tying it isteg research that confirms its value

may or may not prove to be an effective infusiorthod, however, depending on a
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multitude of factors. Regardless of the potentrabems, two of the participants found

the method effective. Marilyn’s reliance on reseamas evident as she explained:

Now | would have to fall back after | went home ayad all my research together,
but | would eventually fall back. Like I could giv | save all of my articles that
we’re reading or lesson plans or whatever. | wdogdrery impassioned at first,
and then | would go get it. Like whereas | shadally just wait. You know, I'm
like, 'This is why, this is why, this is why, this why.’ (Marilyn, personal

communication, July 2, 2012)

While Sheila declared that she relied on acadeesearch to support her

decision-making, she did not offer examples orfeirtexplanation.

While academic research can provide support feaeahter seeking to justify their
global focus, it may still run aground given a sahenvironment or administrator’s
personality. Some may dismiss research as purgbsbkfased, dismissing its findings.
Others might declare that research is often com@rded by other, equally valuable
research that recommends a different path. Ultilmatechool might concede that while
research is important, both the institution andtéaeher are bound to comply with
district or state mandates, regardless of therigsli In the end, academic research does
not appear to be a tool that global educators elgon regularly on when challenging
government mandated curriculum unless the decisiakers at their site are driven by
research themselves and emphasize learning oveliemwe. Knowing what academic
studies find, however, is important and any teadatiterested in making curriculum

changes should be well versed in the existingditee.
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Develop Experience

Shirley experienced considerable anxiety her jiestr teaching, and the process
of becoming familiar with the profession and mastgicontent had left an indelible mark
on her memory. With hindsight she felt that inexgece paid off over time; the struggle
was getting through it up front. She tied her twiusion methods together: be respectful
and dedicate time getting to know your studentsabge the bond will prove invaluable

as a teacher struggles to gain experience. Staxphained:

| think, while teaching any subject at first, iissalways getting the time down
and | can honestly say my first couple years teariP, it was a little bit tough.
But again, it's almost like you have to live andtigiough those obstacles and |
think it's worth it to me to lay down that foundatibecause without that, then |
think that | would have parental calls or callsnfrthe administration. (Shirley,

personal communication, July 11, 2012)
Later in the interview as the topic of teachingggies re-emerged, she restated:

Teach it every year. Learn more. Research mor@amit’s almost like a bell
curve year to year. You just keep teaching ang keaching and eventually you
learn most of it. And to this day I've been teachnine years and there are still
topics in the book that | have to go back and egrelt’'s never ending. It's

always changing.” (Shirley, personal communicatibuly 11, 2012)

Shirley’s understanding of experience seemed fguied by both time and

responsibility as she suggested that simple répetif the lesson a teacher would
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improve the situation, but not without taking peralbresponsibility for reading and

researching the curriculum as well.

The only other participant who spoke about the irtgowe of teacher experience
when trying to infuse global themes was Sheila. @uhe seven participants, Sheila was
the only one to truly face serious adversity toteaching, and she believed her many

years of experience as a teacher were centraétbrtal resolution. Sheila stated:

| guess over the years I've been good at defledirdjffusing parents’ hostilities.
I’'m not always successful. Sometimes I'm not sgestd at all and make them
angry, but most of the time | try really to keep #tudents interest. (Sheila,

personal communication, July 25, 2012)

While Sheila was able to draw on 26 years of teaghiperience, she still could find

some of the curriculum problematic.

Experience is certainly a boon for any teachengyo accomplish a task.
However, experience cannot be taught, it must ooeer time. Reliance on experience
would suggest that only after a teacher had bepased to the profession over a period
of time should they be willing to take chances withir lessons. This errs too heavily on
the side of caution. | do not believe either Skide Sheila would recommend against
taking chances; their suggestion might better lerstood as recommending careful,

calculated chances until the experience develogsan be relied upon.
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Change the Curriculum

In an effort to improve global understanding, twdhe teachers found it effective
to simply alter the existing curriculum. In doing, $he content itself was not changed,
but the manner in which the content was presentedmodified. For instance, Jean
found the textbook to be an obstacle as it faibeprovide more than one perspective, so
she modified the lesson, making it comparative. Stpained how she fulfilled both the

state mandate along with her own expectations by:

taking the textbook apart and taking the bits tiveainted, and | check off the
curriculum that | have to hit and then add it othvgome of my primary source.
So that would be the comparative instead whatever’s not in textbook or the
curriculum; well then I’'m gonna find something elsean compare it to and then

hit that, so that’s how | work it. (Jean, persoc@inmunication, June 26, 2012)

Rather than teach the lesson as it was laid aileitextbook, Jean brought in additional

pieces to make the curriculum comparative and delmultiple perspectives.

While Jean modified the curriculum and managectioain within the curriculum
mandate, Sheila encouraged teachers to changeatidate itself by getting involved
with the political machinery that made the decisidBhe explained, “One thing |
participated a few years ago in the governmeniauoum, | fought long and hard to have
the global comparative component in that curricuaumd it lost” (Sheila, personal
communication, July 25, 2012). She described tmerngittee on which she served,
recalling it was at the district level and compdisé both administration and faculty from

across the county. She felt she lost the fight beeahe had encouraged a global
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perspective to be included in US government clags‘ao one bought into that” (Sheila,
personal communication, July 25, 2012). They accodated her request by including

one question of the district exam that asked atimutUnited Nations.

That only two of the participants spoke about aiggthe curriculum, and one,
Lorraine, staunchly refused the idea, should bmaicator as to how powerful the
mandated guidelines are viewed and how powerlessiom teachers often feel.
Making teachers aware of their authority over theiculum as well as their
responsibility to challenge and change inaccuramidsases should be a priority for
teacher education programs. In the end, this maynbeof the most fruitful methods for

permanently infusing global education into curracul

Funding for Training

The cost of attending conferences can be prohditret it is at the industry
conferences where the best practices and strat@gieshared. Locating funding to make
such conferences possible was one of the key gteatalentified by two of the
participants. Jean, who regularly attended andeptes at conferences across the United

States focused her attention here, stating:

The challenge is being able for a teacher to afforgb to conferences. | hope
that conferences...to me, professional developmenaheays been key to a good
teacher; to keep me on top of things. | go to N@bge time. I think throwing
myself outside more at the national level has ohiceed me to educators and
different colleagues at NEH, studies and institufge gone out and seek them

and there’s a lot of free institutes that you ¢hat you can just go to. It's hard to



206

get in, but once you get in and you know the teaiuigy to get in...I think I've
traveled free for a good portion of my teachingeeay around the world. (Jean,

personal communication, June 26, 2012)

Whereas Jean concerned herself with funding fofezences in order to make
her better versed in global education and moretaatapfusing global themes, Charles’
concern was over his experience with the GSP. Wihilas not the stated purpose of this
research to expose the value of trainings suchea&8&P, it has revealed itself as an
unexpected finding and will be reported later ia thapter. It deserves mention here,
however, because of Charles’ concern for futureamgbing funding for global
education training in the form of long-term intaresprogramming. When Charles
reflected on his experience with the GSP he dectidte problem is that | don’t know if
there’s a way in education to allow people to dat th terms of the funding and the

components necessarily” (Charles, personal commatiarg July 25, 2012).

The two participants had similar but different cems regarding funding: Jean
concerned herself with funding needed by a classr@acher to improve individual
teaching methods whereas Charles concerned himgkelfunding that must be secured
by university faculty interested in providing lobtgsm programming. Both are serious
obstacles for global education and deserve seatiastion. Without financial support

global education will remain an obscure teachinghoe for many in the profession.

Global Education as Outside Assignments

Time is often an issue for teachers looking to sgeen one more item, or cover

one more perspective. Two of the participants, lenabfind additional time during the
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school calendar, had begun to rely on out of schesignments to meet their needs.
While Jean made the summer assignment availaldeajidmot require it, hoping her
students would be motivated by the potential fin@remward provided by the Peace

Institute. She explained:

Three years ago, | started using a summer assigrfreemthe Peace Institute,
they have an essay contest. One time, one of dspMon. | don’t have time
during the year to do it. | really don’t. It'sgulike there’s so much. (Jean,

personal communication, June 26, 2012)

When Marilyn assigned major outside projects, slyed with the idea of
requiring multiple perspectives in order to sameetibby combining tasks and ensure

global themes were covered. She explained:

Maybe | could do something more project-based tkenthem infuse certain
things like that. Like okay, you're doing this,thwalso need you to get a couple
different perspectives or just inquire, you knowwhcan you relate it. Like
throw it almost kind of back on them. (Marilyn, penal communication, July 2,

2012)

To be clear, neither participant required additiamark in the form of global
education, but instead integrated global educatiemes into major projects that were
either already required or optional. By integratihg themes or by making the projects
optional, the participants avoided the potentigatize attitude students may have
developed as they connected global education tetwark; a disastrous outcome for

both the infusion method as well as for global tigeo
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Do What's Right

Although many in global education have recommerrdethining neutral and
presenting a balanced view, there are those whewveethat global education is about
taking a stand for what is just, including two papants in this study. They believe that
both the teacher and the student should embradbebey in order to make a positive

change in real lives.

Lorraine would, at times, contradict herself anedmnsed occasionally at odds over
teaching a balanced view versus encouraging dang.gShe suggested adopting the
latter in order to encourage student buy-in onlewkhe faced resistance, but her tone
suggested that she resorted to teaching ethicavimmore often than she professed.

Lorraine explained why she embraced such an infusiethod, declaring:

After all, they’re in the class to get a grade. And everything shouldn’t be
about ‘what am | going to get out of it.” And inyropinion, that's the message.
When | do things, that’'s what | want to get acrgkerraine, personal

communication, June 29, 2012)

As the gatekeeper, Lorraine would tell her students

Yeah. You're going to get a grade, but there anerotvays to get a grade. This
one is not a grade. This one is simply becausa itjsod thing to do for someone,
for the community, for whatever. (Lorraine, perdas@nmunication, June 29,

2012)
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Although Priscilla made an effort to remain neytshle shared her personal life
stories in an effort to encourage her studentake & stand for what was right, both
morally and legally. By connecting personal stoteshat she knew to be right, she felt

potential objections would be silenced, explaining:

| probably come from more of a neutral place. &ample, the one that would
be most controversial — I'm the only black persamding in the classroom
teaching about racial inequality. So I tell myrgtand my experience, being a
child and growing up in the south in the 1960s.d Ane of the things — probably
my disposition. My kids know | love them, thatdre about them. (Priscilla,

personal communication, July 6, 2012)

She went on to explain how she tries to make soohections elsewhere in her

curriculum and in society, drawing student attemtio issues of respect. She explained:

| get them to see the oneness of humanity anddhesrof individuals to be
accepted, to be loved within your society. And tdh@es it do to an individual to
experience the type of hate and rejection thateneiiphasizing that we come this
way? | just have them think about it. ‘Put yourselthose shoes. Where would
you be?’ On the one hand they'll say, ‘| would@tthat way.” But I'll say, ‘Still,

is that individual entitled to respect?’ (Priscilfersonal communication, July 6,

2012)

If a teacher can connect global themes to whadjind and proper, themes that are
supported by the US Constitution and the Declamadiolndependence, they appear to

have identified a sound infusion strategy resistamhost classroom objections.
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Global Education must be Relevant

Building a relevant curriculum has been recommersitleck the time of John
Dewey (1916). Making curriculum relevant, howewam be a challenge in some subject
areas more so than others. Rigor and relevanaeguéarly repeated and expected by
administrators in the school district where thigdgtwas conducted. Making connections
to real life can make students see the practicafigylesson, as Marilyn tried to connect
violence in the American South toward African-Ancans with the issue of bullying and
violence in their own school and community. TraiicaMarilyn was able to draw on
actual criminal events she knew of that were pemgtet! by students from her school. In

an effort to make students see a connection sHaiegg:

Every time you bully somebody, is that okay? Tikiwhat happens when it
becomes many people, or like many people fear. réameating an environment
where people are more aware, and maybe they wdrdbr’'t know. We had a
couple of our kids go to a nearby neighborhoodl@at some guy up so badly

he’s never gonna have kids. (Marilyn, personal camication, July 2, 2012)

By portraying violence in this manner she felt tbla¢ made the past relevant, and

potentially helped her students refrain from malsigilar choices today.

Priscilla also believed that connecting global edion to real world, relevant
issues it would reduce real problems. Given theiadinative emphasis that is placed on
relevance, she would certainly be able to justifiyne of her actions. However, her

statement regarding relevance seemed more focustiek students in her classroom and
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the hope for improving lives rather than as a tooteaching global themes. Priscilla

declared:

| have to make it relevant to them. Before | cak the question, ‘Why should
you care?’ it has to be relevant, dealing with(8tadent) population we do.
Americans are very self-centered, self-absorb#dt doesn't impact me,’
especially when you get to the senior year, Iifas nothing to do with me, do |
really have to know this? Why is this importanktmw?’ That's a question they
ask, and it's like, yeah, it impacts you. You'rengdo be exposed to these things
and working with these things. They want to knbthis is on the exam. | say
‘everything that we learn is not necessarily gagmghow up on an exam, or on
my quizzes or tests. You don’t need to know itrfa. | want you to move
beyond this. I'm not just teaching you for a tdston't believe in that. I'm
teaching you for life.” It works. They do it. $b put in a critical thinking
guestion where they'll have to answer it — I'll matkrelevant. (Priscilla, personal

communication, July 6, 2012)

Many teachers understand the importance of relgyguasticularly in social
studies education which often covers content cesgurid. Both Marilyn and Priscilla
realized that there may be an added benefit tatefédy connecting the past to the

present: it may reduce complaints or objectionsdealing with controversial topics.

Connect Global Education to Human Rights and Equaty

Connecting global education to human rights hefpal#ish a philosophical base

for the theory (Landorf, 2009). Two of the partais in this research study were not
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only in agreement with Landorf, but also felt tbgtconnecting global education to
human rights an effective infusion strategy cowgcetablished. By associating with
principles central to the founding documents oflitg this method may establish a
‘safe’ advocacy position from which to argue. Jsahscribed to this arrangement and
went so far as to say it was her motive for entgetire teaching profession from the
beginning. Jean connected human rights to herottdurn by asking her students to
embrace other perspectives other than that of tiadion and consider the injustice and

unfair conditions experienced by many, saying:

| do it (promote human rights) mostly becausethis reason why | got into
teaching..to introduce students to the similarities that earsund the world, the
commonality and so it’s really something that li&et even before | got into
teaching. Once | saw that the men and women tivatk with were so focused
on the American view and everybody had to think Ao@ and not the other
way around, so I think I just got from then on, yaoow, been that way. (Jean,

personal communication, June 26, 2012)

Although Jean struggled to explain her reasonirgroepromoting human rights, it was
evident that she was moved to include multiple @sim order to make her students

understand the disparity and the conditions in tvin@ny endure today.

Sheila was more specific in her explanation ashg @onnecting her curricular

decisions to human rights helped diffuse possibjeations declaring:

It (global education) should value the local valoéfairness and justice and

respect for laws and respect for a fairness aradimg people the same and
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equality and all those things. But those, | thimé&re are rights that transcend the
local and that global educators believe in: humgints and values and fairness
and all of those things that transcend nationakgawients. (Sheila, personal

communication, July 25, 2012)

Sheila, like Landorf (2009) did not see much défere between the ideals
outlined in the US founding documents and thoséevriinto the Declaration of Human
Rights. Tolerance, liberty, fairness and equalityaniversal ideas and should not be
considered uniquely American. When Sheila promabtgadan rights, she was promoting

themes that were in sync with United States values.

Research Question 5: To what extent do self-ideni&d global educators infuse

global perspectives into teaching?

The participants were asked to list the strateiieyg found most useful and to
provide details of each when they could. Given #sath had experienced the same
training in front of the same instructors, it midfg assumed that the participants would
rely on similar methods and content upon entettegr tclassrooms. Instead the findings
revealed that each participant had taken themitrgiand tailored it to fit their own

unique teaching style and subject area.

The list of assignments the participants favoredrffusing global perspectives

into their lessons are listed below in Table 15.
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Participant Teaching methods identified Content
Shirley Journal entries US culture
News from multiple sources Lifestyle change
Debate Sustainability
End of term reflection papers Environmentalism
Student centered teaching Fair labor issues
Role playing
Jean Role playing Genocide
Comparative and thematic teaching
Current events
Global classrooms
Graphic organizers and Venn
diagrams
Lorraine Current events Personal choice
Debate Personal risk
Pro/Con arguments Immigration
Marilyn Historic interpretation US internment camps
Priscilla Civil dialogue Sustainability

Outside film and readings

Comparative teaching

Environmentalism
Outsourcing
Immigration

Independence
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Table 15 (Continued)

Charles Statistical analysis Multinational corporations
Comparative teaching Wealth
Hunger
Water
Sheila Experiential learning Gender
Historic interpretation Religion
Civil and human rights
Equity

While some of the methods identified were colledtedh a list compiled by each
participant, they were asked to expand on as msutlyey could throughout the
interview, as it made sense as we moved througbttiex research questions.
Participants tended to rely on their memories et events as our conversations
revolved around global themes and gatekeepingegiest rather constructing a history
that lacked context. This technique sought to dsatvmore honest answers that relied

upon recall rather than a preconceived list.

Most of the vignettes did provide an enriched ceini@l setting, but resulted in
brief descriptions as the response was provideth®purpose of addressing another,

seemingly unrelated question and not the focueetbnversation.

Journal Entries

Shirley found journaling useful as she taught atsoistainability issues, asking

her students to record their daily behaviors. ®lcalted:
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A good example that | do or quick lesson that bout sustainability is that I'll
ask my students to do a journal entry and jusitelifrom the time they get up
from the time they fall asleep every act they dodArou know | brush my teeth |
take a shower how long was the shower you know th@wou get to school do
you walk do you you know drive a car are you onlihe? And we kinda go
through every time of electricity everything thaéy use and how everything that
they use is somehow connected to oil. And therplax to them that if one day
we all woke up and we didn't have oil that the wavbuld be in total chaos and it
would stop. So | told them as a society as thekymw future of America what
can we to kind of like break away from that oil adidn. And as we have that
discourse of those discussions they realize tleaethre things to do to be more
sustainable with the environment that they liveSo.like to buy local vegetables
for example. Or to not take you know hour showsnisigs like that. (Shirley,

personal communication, July 11, 2012)

Multiple News Sources and Current Events/Debate

In order to encourage Hanvey’s state of the plamnetreness dimension and

develop an understanding of the role the mediasglaypur daily lives, both Shirley and

Lorraine had students consume their news from i@tyaof outlets and then discuss the

subtleties in class. Shirley reported:

| do it very unstructured. I'll say it this waywhtch the BBC. | tell my students to
watch different media news sources to see howrdifitethey will actually portray

or tell a specific current event. And | will justroe in on a Monday or Tuesday
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and I'll say...I saw this on the news. And I'll $assaw it on the BBC and then |
saw it on Fox, or | saw whatever. And then we'itjtalk about it. And it's just
very, not structured. But | feel like the kids gety excited. Because it's not like,
ok get out a pencil...its quiz time or, no, it's jhsl, | saw this and you know
their eyes get big and they get excited. Like wblkagd no idea that that
happened. We have a discussion. So | think tisabii& of those ‘with-it’
moments, or whatever...one of those trends in educd#tiat, it's one of those
moments that...it's not planned, it's not in theiculum, but the students are

engaged in their learning. (Shirley, personal comication, July 11, 2012)

Lorraine’s response was similar, focusing on bbthrhedia bias and the ensuing

discussions:

A good debate every now and then is definitely ingod. And sometimes what |
do is I'll have them...whatever the topic may be...eatrevents, we do that. But
two or three people bring in a couple of news repor it could be a newspaper
article from like two or three different sourceadahen see what they say about
it. Again, yes, there is media bias big time. Angant them to be able to...I
don’t know, decipher through all of that and make iaformed opinion.
(Lorraine, personal communication, June 29, 2012)
Jean required her classes to stay current withdaamhditions as well, but did not
address the importance of the media lens, whichStatey’s focus. Jean had to make
choices when it came to her current events teachimdjended up terminating another

project in favor of tracking daily news. She repdirt
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And then | had to choose what was more importantépcurrent events or the
peace essay, and at that time | thought the cueraaits because they need to
know what’s going around now and why it's got theaty so that year-long

project was more important to me than the peaceydhbst | tried for two years.

(Jean, personal communication, June 26, 2012)

Later in the interview she described how she mhdgeace essay part of a summer

assignment so not to lose it entirely.

End of Term Reflection Papers

In order to confirm that her students were develg@n open mind and absorbing
the global themes, Shirley required each to writed of term reflection paper that

asked them to consider the impact of her courgbe@inlives.

At the end of the class | have my students wrip@@er and a lot of them will tell
me “I came into this class not knowing what to extpbkaving definitely one way
to think, and now I'm walking out thinking ‘Befoilgudge that person, or before
| say something, let me step back and think abdatt\w really going on. When |
watch the news or when | see a TV report, or sometbn the news, instead of

just jJumping on that fact or that opinion, sayiegre think about it for a second
and understand that there’s an agenda there. tl€yhpersonal communication,

July 11, 2012)
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Student Centered Teaching and Role Playing

The expectation promoted in Shirley’s school distencouraged greater evidence
of student’s taking responsibility for their owrataing. This method of teaching is
supported by research conducted by Bloom (1956).tleory suggests that students
retain information more effectively when they aegsponsible for teaching the content
themselves, rather than have it taught to themletstated that her classes were driven

by student teaching at least half of the time.

Both Shirley and Jean employed the research oripteuibtelligences
recommended by Gardner (1983) as they requireeéstsido perform skits, emphasizing
body-kinesthetic learning. Though these practicesewnrelated to global education,
they were indicative of sound teaching which maulein increased student

understanding of global themes.

Comparative and Thematic Teaching

Jean’s lessons relied almost entirely on compaainthematic teaching. By
juxtaposing a variety of issues, she stated helestis were better able to identify
similarities and differences and develop perspestihat could often be overlooked. She

stated:

Yeah and so when | go and we do a lot of compasti's you know, two
different cultures, two different histories, twdfdrent kings, or kingdoms, then
the kids can see how one is looking one way andfier is looking in a different

perspective. (Jean, personal communication, Jun2(@e)
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It encouraged Jean to maintain a balanced, neajgpabach avoiding many of the

criticisms global educators’ face regarding indioettion, recalling:

And then as far as to what to do in the classraaiways do comparative.
That'll save you. And if you're gonna get a coneosial topic, make sure you
have different sources with — to have a balanced.vi It's really what kept me

going for a while. (Jean, personal communicatiomeJ26, 2012)

She also found this type of teaching efficienttadlowed her to merge several issues
into one creating additional time for her othem+mandated global projects. Jean

complained about new teachers declaring:

So they do not, they don’t know to take one chaptel then ten chapters ahead
and combine them from two different locations agach them all at once so that
you’re saving time. They have to follow the cuation. (Jean, personal

communication, June 26, 2012)

Priscilla taught from a comparative vantage noyaalprovide a global
perspective, but also to prepare them for fututesms they will enroll in at her school,
such as comparative world government. She explahmadhis allowed her an
opportunity, even if brief, to include non-Westénemes and perspectives and then

justify her actions because it is in sync with th@ndated curriculum.

Charles also found himself teaching comparativekamining economic systems
and business practices in the United States amdatsidng his students to consider
conditions elsewhere. By doing this, Charles tadigimh two of Hanvey’s (1976) global

dimensions: knowledge of global dynamics, whichsastkidents to understand how
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seemingly unrelated events are intertwined, andevess of human choice, which asks
students to recognize things often occur becau$wiae was made, not because of

conditions beyond our control. He explained:

Well, for instance, in economics, as | stated egrill the kids have a different
perspective depending upon their parents and #wnomic backgrounds, and
that plays in with the other types of cross cultamaareness and things like that.
So when we look at lessons in economics, and wd laio multinational
corporations and America’s view on outsourcing @mething to that, students
who live in a particular area are able to look la¢ idea from a multiple
perspective, in that how is this helping peoplémerica, how is this helping in
other countries, how is this hurting Americans, hiswthis perhaps hurting people
in other countries.

So they get a lot of different dimensions of thelgem having to do with trade
and economics and how this all ties in to, wellpvaine we trading with, what part
of the world, and what is their background in thést of the world, and how does
this tie into America’s way of life and so on. iisvith South America, is it with
China, is it with countries in the Middle East, amdat they come to find is
America trades with all countries throughout theldidut they have to recognize

certain problems exist in trade that cross cultirre,

So it’'s a very exciting topic, you know. Economicade and the way it ties into
global education is incredible, it really helps Kids think at a higher level,

especially in a global. (Charles, personal commatioa, July 25, 2012)
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Global Classrooms

In an effort to connect her students to eventsraddhe world, Jean did not rely
entirely on news reports and the media. Insteadutih a variety of internet options, she
developed open conversations with people from atabe world. Earlier Jean recalled
how her coverage of the Palestinian question reguitt objections which she aptly

adjusted to, exemplifying strong gatekeeping skills

Graphic Organizers and Venn Diagrams

Although the use of graphic organizers and Vengrdias were not unique to
global education, Jean found them well suiteddaching from multiple perspectives.
Jean recalled how the GSP was central in connelb@ngp the strategy, and reportedly

struggled with a variety of other instructional lprior saying:

| was able to, you know, | look for a special graptrganizers that'll help me
teach sort of cause and effect, you know, incopgga/enn diagrams whereas
before it was more of you know, it's just a T-chswtl was able to introduce more

graphics to the students. (Jean, personal comntion¢cdune 26, 2012)

Pro-Con Arguments

In an effort to encourage critical thinking, Lomaipromoted pro-con debates,
particularly if she felt students were either uretal explain fully their position, were
unaware of the opposing perspective, or were abmreement and therefore inhibiting
discussion. At times Lorraine would take up the tieaof an issue, other times she would

allow her students to challenge each other. Sradleec
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The last one we did was the abortion issue, wiigdontroversial as well here in
the US. And my kids can read through me. Butdseha side and argued the
points, the pros and cons, and then let them. Blag ggain, is to help them to
really think through what they’re saying. Are yaueyou're really in
opposition? Are you sure you're really for or agathAnd then at the end of the
day, what it came down to it, are thereguess you could say, exceptions? It's
okay only if, and it's not okay only if. (Lorrainpersonal communication, June

29, 2012)

Historic Interpretation

Advanced placement and IB courses rely heavily wgmument based questions,
or DBQ’s. Developing the ability to understand perives at the time they were issued
is another teaching method that has gained tractiogcent years, particularly within the
common core standards movement. Teachers are edpedhelp their students develop
an understanding of time and meaning as they exammnge of perspectives. Marilyn,
who credited her interest in historic interpretatio her graduate work in history at
university, had her students spend considerable dissecting and interpreting the
meaning of events and records from a variety opextives. She also spent time

examining the writing and re-writing of history atige motives involved.

As discussed earlier, Sheila tried to encouragestugients to understand time and
change, pointing to how the role of women and howad changed and was still

changing every day. While not all time related ¢smhould be viewed as problematic for



224

global teaching, Sheila explained how teenage dhatic and immature comments can

result.

Civil Dialogue

In January 1919, the sociologist Max Weber (20@tjared that politics is the art
of compromise. However, as reported by Gutman drampson (2012), compromise has
always been a problem in American democracy andrbes harder still with the advent
of the permanent campaign. Priscilla recognizedrtiportance of compromise,
particularly in a nation such as the United Statbgh is comprised of a wealth of
beliefs and perspectives. In an effort to both Hasestudents take responsibility for their
own learning (Bloom, 1956) and promote healthyatjak, she either assigned or had her
students select a topic, research it as a growjptheam attempt to construct a workable
compromise. As a gatekeeping method, this praeats® provides a level of protection
for the instructor as the topics and the discuss@ll lead by her classes. In the end she
hoped that such efforts could help create a comiytimat would better understand each

other and live together.

Priscilla briefly explained her method saying:

One of things | do...especially civil dialogughey want the kids leading the
discussion. They develop their own questions basesbme ideas that I've given
them. How might this relate back to our topic?afl$1the big question at the end.
How does this relate to American government? Howesdhis relate to
sociology? And then they make the connection b@ikscilla, personal

communication, July 6, 2012)



225

Outside Film and Reading

Champoux (1999) reports that teaching with film eahance the learning
process, and although he employs the teaching mdéthahemes taught in business, his
conclusion should be relevant to teaching in génel@avever, if we accept the
advantages that film provides, teachers must asedry of the perspective that is being
promoted, particularly in the social studies andremore so as a global educator.
Understanding the potential problems that film pres, Priscilla had identified a number
of pieces she sought to use and then obtainedettesssary approval from both her site
administrator and the district. To be clear, Plis@mployed parts of film not for the
content, but for the imagery. Relying on small slippm The God’s Must be Crazy
(1980) and Crocodile Dundee (1986), she exposedthdents to the brilliant vistas of

Africa and Australia.

Likewise, Priscilla brought in outside literatues, recommended by Lo (2001) in
order to improve both cultural difference and comalily amongst her students. She

spoke about using The Kite Runner (2003) as a resou

| develop questions to encourage thinking...even whemg the film. The
students were saying that within the Islamic caétiirwas deviant for that family
to leave Afghanistan and move to the United Statesias abandonment of their
own culture. So when this guy goes back, he ha®de the music that he's
abandoned (his culture) and gone to the "whore Agaér.among Muslims,
that's how it's held. So they (students) began rnderstand some of the

animosities that some of the Islamic cultures &gglinst America and how certain
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actions and behaviors we look at as being acceptaid norm — it's like you get
out of there. You don't want to endanger your cchahd family and lose
everything you have, so you leave. Whereas, thdse remain behind might
think differently. So they begin to rationalizeosie things. And it's higher level
thinking and it causes them to look beyond oururals being right on this issue.

(Priscilla, personal communication, July 6, 2012)

Statistical Analysis

Explaining how he continued to update and imprgveruhis global lessons,

Charles reflected on the amount of work requireglaial education both in locating

resources and in ensuring accuracies over timéeAnsidered his lesson, he

considered aloud whether teaching globally wasreriéy more work than teaching

according to the mandated curriculum. Charles cedbl

The lessons are still used to this day. Of coutisey have to be revised and
changed because the economics have changed the hiswe changed, so you
have to revise them. But many of the ideas | kedrm the GSP, especially
developing lessons, are presently used and tHsg/llsed in the future.

For instance, one lesson had to do with cars, ghdds, and solar power, and
solar energy in cars or in home sites because @empy homes and cars in
economics. So we look at the economics. It'slyeabig global idea, you know,

solar energy and power. But the statistics andotiees of gas have changed or
energy has changed, and policies have changedf | $ad an article of four or

five years ago when | wrote the lesson the arsdeur or five years old, and you
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can't use that article today. You have to usewa agicle and you have to get all
the new numbers.

One thing about global education is it doesn’t dtanll, and it's not like U.S.
history that, you know, the war of 1812 happenetirast 1812. Global education
is ever changing and you really can’t put your handt in the certain time and

places. (Charles, personal communication, July2@%2)

Although the purpose of including his comment & fhoint was to portray how Charles

used statistics to teach globally, it raises tkBaas or potential obstacle, global educators

continue to struggle with: a lack of reputable teses requiring a greater amount of

labor and knowledge on the part of the teacher.

Experiential Learning

Sheila recognized the importance of learning bydoas recommended by

Dewey (1916), and therefore had her students gzatewith a variety of perspectives,

rather than simply discuss or write on a subjeloe &complished this task by one of two

methods: taking field trips and bringing in gugs¢akers. She reflected on one of the

field trips and her speakers:

We visited a Buddhist Temple, spending a Sundayradon there. It was
different, and most of them acknowledged that.g@ing to the Buddhist temple
and having the monk take them around on a tounef tharket on Sunday
afternoon, the students reflected very powerfufiytioe experience. Even the
smell of the food to the look of the place to hdw temple was organized to how

you point your feet and they were jushad that experience. Even though it was
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in our textbook that experience was, I think, tfansative. And the other thing

is the literature (provided at the Temple), whigh.can be very powerful too.

| bring in guest speakers who represent culturggempectives that are different
from our own, that we're studying about. I've headabbi come into my class.
I've had numerous guest speakers that give thestadhat connection. I've had
Muslims come in, and for many of my students, befoy guest speaker came in,
they had never met somebody who was Muslim. Sangegting somebody in

front of them was different. (Sheila, personal caimmation, July 25, 2012)

Sheila’s recognized that field trips and guest kpesacould be costly, time consuming,

and potentially troublesome, but in the end dedainem well worth the effort.

Despite the descriptions provided within this stutlis recommended that future
research consider observing global educators in¢lessrooms. Not only would this
allow the anecdotes to be confirmed, it could @istvide a necessary timeframe for each
lesson. Future research should also identify wiaskons best compliment the mandated
curriculum and how much research is needed ondheopthe classroom teacher to

make the lesson work.

Unanticipated Findings

The interviews revealed several issues that wereiti@lly intended to be
examined. These findings revealed how the GSPtaffdbe participant’s lives and made

available a wealth of advice to future global edarsa
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The participant’s statements about the GSP wete fdentiful and detailed. 16

themes resulted after a close analysis of thedrgots was completed. Of the 16, ten of

the statements were made by at least two partitspAl 16 of the statements are listed

in Table 16 and the ten that garnered some ded@@eensus are detailed further

below.

Table 16: GSP Impact on Participants’ Lives

Participants’ Statement about the GSP

Consensus

The lessons built while associated with the GSPstlteemployed

6

GSP provided a wealth of experiences relevantdbajleducation

GSP encouraged networking

GSP empowered participants

GSP improved participant general teaching abilities

GSP motivated participant to use global themes

Lost the support and congeniality upon ending

GSP assisted with a variety of resources

If global lessons are not used currently, it isshese they lost relevance

GSP helped participants overcome negativity at Kdol

Nl N N W W w & s

GSP encouraged life-long learning

[ —

GSP provided an academic label to existing teacta@algniques

GSP provided the time needed to build good glatsddns

GSP made participant a better person

GSP provided an intellectual center in post-9filirenment

GSP is needed for both new and old teachers alike
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The Lessons Built While Associated with the GSPssitEEmployed

Six participants stated they continued to use sa@mparts, of the global lessons
they had constructed while affiliated with the G®8iEh one caveat: all of the lessons
retained had been updated and made current. Shidegount was an accurate

representation for all of the participants as sported:

| do use them (the lessons constructed while assativith the GSP). | don’t use
all of them, and | tweak them. Like anything ejsist like teaching, you try a
lesson plan. After you use a lesson plan youzedlhis worked, this didn’t work,
so it's always tweaking and refining, and that'satvhdo with those lessons.

(Shirley, personal communication, July 11, 2012)

Lorraine sought to recall which of her many lessepse created while with the

GSP and declared:

| used...definitely | still use the lesson on the i@gh Civil War. | can’t
remember all of them. But that one, | definitelyl sise. I'm not teaching the
course right now. But yeah. But | do use them.n'tloreate them and not use

them. (Lorraine, personal communication, June 2922

After the significant amount of time dedicated toltng the lessons for the GSP,
it is not surprising to detect the sarcasm in Lioe@d answer as she rhetorically asked
who would spend all of that time and then not igelé¢ssons. Like Lorraine, Marilyn
refrained from using her GSP lessons when she &easred to teach unrelated courses.

Speaking about one of her lessons she stated:
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| still use some of them. Like when | teach goveent, | use the...like I did
energy and who was a better candidate, ObaNau.know, like their energy
plans and what it was that changed. If | don't tiieentire lesson, | definitely use
pieces of it. | might not actually sit down andtties lesson as it’s written in two
or three days, but | do, | do use it. (Marilyn, gmral communication, July 2,

2012)

Marilyn tried to incorporate parts of her GSP lesseven when time becomes an

obstacle, including its most significant parts.

Priscilla’s response was the most thorough of #réigpants, describing how she
still relied upon GSP lessons either in whole gpant. She found one of her lessons

malleable enough to find use across several subjeas. She recollected

| definitely use them. The subjects that | teaohagound and around, back and
forth. Sometimes | don't go back to them. | thorie that I'll probably always
use is the one | did on — it was basically the coapon one. The subjects that |
teach now, that's one | go back to all the timen teaching the AP Human and a
big part of it is economic development and so 8. | can always go back there.
There are some like that, that | can. One | tawghén | was doing World
Geography — | think it was on nations, nationalishdidn't use it when | taught
American Government. There were pieces of it thailled. (Priscilla, personal

communication, July 6, 2012)
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When | do World History, | do this whole idea of/oéutions and | go back and |
pull those things. When we're looking within AP rhlan and | go through
political government and systems, I'll pull piecéshem. I've altered them. You
have to be reflective of change and make it fiteheBut the ideas are still good.
They basically get the students to own and be resple and make it relevant to
them. And | think that's what the lessons thatgefor global classrooms — they
made lessons relevant for students to spark thigrast so that they are engaged

in them.

Charles, like his colleagues, found that he s#lied upon the lessons he
assembled for the GSP but continually updated ampraved upon them. As he
considered the lesson construction aspect of wgnkith the GSP, Charles observed the
critical nature of actively building and not simghassively listening to instructors and
guest speakers. Charles felt that by doing, thenictsfor global themes and the ability to

create sound lessons were honed. Charles declared:

You know, that’s the greatest part of the GSPhas you were the student and not
the teacher, and you were challenged, and the stig@llenge was creating the
lessons. And the lessons is how we learned torbeagiobal educators, unless
you actually create lessons and go through allptteeesses of developing the
curriculum and the content because there’s not aubthere.

The lessons are still used to this day. Of coutisey have to be revised and

changed because the economics have changed the hiswe changed, so you
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have to revise them. But many of the ideas | kedrm the GSP, especially
developing lessons, are presently used and tHsg/llsed in the future.

For instance, one lesson had to do with cars, ghdds, and solar power, and
solar energy in cars or in home sites because @dopy homes and cars in
economics. So we look at the economics. It'slyeabig global idea, you know,
solar energy and power. But the statistics andotiees of gas have changed or
energy has changed, and policies have changedf | ®ad an article of four or
five years ago when | wrote the lesson the arsdeur or five years old, and you
can't use that article today. You have to usew agicle and you have to get all

the new numbers.

One thing about global education is it doesn’t dtaill. (Charles, personal

communication, July 25, 2012)

Charles potentially identified one of the key camseteachers who struggle with time so
often find in global teaching: the curriculum ististatic and part of an unchanging
history textbook, but instead it breathes and charag time moves requiring constant
updates on the part of the teacher. Teachers wdfergo master their content in an
historical sense will have trouble adapting and &y the process too labor intensive

given the array of other demands vying for attemtio

Sheila reiterated much of what her colleagues leathded: her GSP lessons were
still in use when the courses she taught fit. Ré&fig on some of her lessons, she

reported on her current usage stating:
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The ones that | have abandoned | kind of keep ircathe, but they just aren’t
relevant to what I'm teaching. Like the econonoeegs...l would use in an
economics class and definitely use them again. eéSafrthem | co-wrote with
colleagues or my husband and we used them. Bufukearen’t relevant right

this minute. (Sheila, personal communication, 2fly2012)

The participants declared that they were relyinghenlessons built while
associated with the GSP, but only when the cumiimubermitted. The comments on
lesson plan usage draws the attention of just hawyntessons are required which in turn

require massive amount of time.

GSP Provided a Wealth of Experiences Relevant ebh&I|Education

The GSP provided the participants with an enorntange of professional
opportunities to improve their ability to grow aglabal educator. The GSP funded the
cost of national and international conferencesnspred lengthy collaborative visits with
teachers from Haiti, Dominican Republic, and doz&fnsther nationalities, brought in
guest speakers who were experts on global issndsgreanged field trips to increase
local awareness, the GSP was an enriching experfenthose fortunate to participate.
Acutely aware that exposing teachers to the glttehes accomplished only half of the
battle, its faculty also secured substitute daysHfe participants to work on building the
corresponding global lessons and then publisheteis®ns, free of charge on the

Internet for other teachers to use.

Shirley regreted no longer having those opportesjtdeclaring:
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| had so many amazing opportunities and experiencden’t have those any
more. So | feel that I'm missing out on those axtions, on those field trips to
different cultural events around the Tampa Bay.a®athat because I bring...|
try to bring every experience | have into my classn, those are experiences that

| no longer have to bring in. (Shirley, personaieounication, July 11, 2012)

Priscilla seemed to get lost in her own thoughtshestried to recollect the

experiences the GSP made available, stating:

And all of the different opportunities...the diffetespeakers that we saw, the
different people from different parts of the wordohd different experiences...you
see how important those are. The professor onbxih Florida; she came
through and shared the whole German experiencel | Atll use the story she
told about her experience when the Nazis camehatcChristian school and took

the cross down and put up the picture of Hitler.

The people we met from Haiti and their experientles teachers who were there
— it just brings those places and gives me an é&mes with people who have
been places and experience some of the things daching about in the
classroom. Again, back to that passion. Whenh@ar someone else's passion,
it becomes your own and then you can relate thgotw students. So many — oh,
gosh. The author who wrote the story about thddcholdiers...so many

things...that was an experience. (Priscilla, peasoommunication, July 6, 2012)
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Charles recognized the value of his experiencds thé GSP and worried that
such opportunities would not be available to futieachers primarily due to the costs

involved. As he considered the project he reflected

| think it made me a better person overall, youdnmore wise. And it had
nothing to do with aging or being older, it hagitowith understanding the
concepts associated with global education. Andsasiou go through it...and a
large part of it had to do with the people who tatug too. They brought the
resources in to make it work. Not only were theryitic educators themselves,
they went out into the field and got the differprbple out there to help us learn.
In doing that they made the experience more authant because of that,
believe or not, now I’'m more willing and able t&eéachances by asking speakers
who are in fields that I'm not an expert in to comi® the classroom. (Charles,

personal communication, July 25, 2012)

The GSP experiences not only informed Charleierend they helped establish a

teaching model.

The most important experience identified by Shagpeared to be her
involvement with the visiting teachers from Hailie Dominican Republic and an
assortment of other nations. Being able to padiepn the visitor’s lives and working to
better understand each other was, for Sheila,ssicl@axample of contrapuntal

experiential knowledge. She recalled:

That speaks to our connection, the GSP with thastng educators. And |

think...besides reading about a lot of the things tihey represent, meeting them
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in person is very powerful. And learning togethed collaborating and just
connecting as fellow teachers was very powerful@méxperience that left a
profound...much more than reading about Haiti orllkeaine or someplace that
l...but meeting those teachers was really valualleeila, personal

communication, July 25, 2012)

Although only four of the participants actively lexfted on the experiences that
the GSP offered, all seven referenced the berddfitse instruction in many other ways.
Because this revealed itself as an unanticipatetirfg, | did not pursue the subject. Had

guestions been posed, further information woulcehaeen likely.

GSP Encouraged Networking

Four participants spoke about the importance oakiing and how the GSP

accommodated that need. Shirley declared:

| had the opportunity to do some networking withestteachers, and it's always
nice to be in a like minded set where you get tmrmanicate and discuss and
share different viewpoints and strategies, andihidely learned a lot from that.

(Shirley, personal communication, July 11, 2012)

When considering whether the GSP itself improvadghebal teaching, Jean
attempted to walk a fine line declaring, “No, adiyid was the support that | got and the
network of like-minded people that helped me” (Jgmrsonal communication, June 26,
2012). Jean tried to differentiate between the axred support offered through the GSP
and the emotional support offered by the globakathrs. In the end, it was the GSP that

provided the forum for both. Priscilla tried totles many of the connections as she could
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that established a network built on excellent teagimcluding the speakers, the faculty
and her peers, offering praise to the latter ggatiAnd then the cohort members — each
one of them driven to excellence, the standardsabee there for the individuals, and
the passions that were there. It sparked in mewrypassions. So it was a good
experience” (Priscilla, personal communicationy )12012). Sheila concurred with her

peers declaring:

It was a wonderful growth period that for me ingetiually and | found in it
comfort in numbers, other people that | got to weith globally minded. This
was a post 9/11 type of social studies. A lotladrgye in terms of content in our
own local area; so | thought gosh, it's comfortingyet together intellectually
with a group of people. And I think the connecttora university and research
and professional presentations added to my reperoid my confidence and
knowledge and | think that just expanded my...it wasitive in every way that it

could be positive. (Sheila, personal communicatiaty 25, 2012)

The networking opportunities that resulted duehtoGSP were wide. The
participants found support in their peers, thetufty, the speakers, the guest visitors, the

university, and the assortment of contacts accuiedilduring conferences and field trips.

GSP Empowered Participants

Developing both the courage and interest to attercurriculum is apparently not
natural to every teacher. Many feel obliged to lethe content as it is prescribed in the
materials supplied by the state or district. Sevafréhe participants declared the GSP

aided them in developing that ability. The one ipgrant who struggled the most with
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altering the curriculum so it accommodates globahtes was Lorraine, but even here
she suggested had it not been for the GSP she wouklter or be interested in altering

the curriculum at all. She stated:

| think the GSP has given the teachers that ppetied in it at least a basic
awareness, a basic understanding of what globalagion really is. And | even
think that it's given them the drive to actuallyntdo incorporate that into the
lesson, at least for me personally. | wouldn’t reseeily — | don’t know. Just hey,
I’'m going to look at this issue from global lensésgrobably would not have

done that had | not participated in the projedhirik the project at least has given
people the notion that hey, it can be done. It'pewered us, | think. (Lorraine,

personal communication, June 29, 2012)

Priscilla also found the GSP empowering, but farthe empowerment increased
her ability to trust and openly discuss curriculwthout fear of ridicule or
misunderstanding. She developed a congenial rakttip with her peers that freed her

inhibitions. She recalled:

You're not afraid to address those issues that niigtcontroversial among
colleagues. With some you have to be careful whatsay. You might be
thought of or perceived as being a troublemakedrat® unnecessary. It's not
necessarily a part of our curriculum. Why are goan discussing this?’ But
with our group we could talk about those thingsidAt was light. It wasn't
heavy. We are all pretty much on the same pagesc{fa, personal

communication, July 6, 2012)
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Having someone to collaborate with during the evegtrocess of lesson writing allowed
Priscilla to examine issues she might have shiemydmwm prior to her involvement in

the GSP.

As Charles discussed efforts to globalize his cutam, he came to the stark
realization midsentence that the GSP had enableddimake the necessary changes. He

recalled:

So that lesson actually was an idea brought tohmmigh the economic counsel,
but the lesson was local in nature, and had toitolvasically American
economics system. And what | did is | used my erpees from the GSP to
make the changes in the lesson to make it intaweersal, global type of lesson.
You're right, the training allowed me to do thirtpat | wasn’t able to do in the
past, which would be develop lessons which touehathole world instead of just
a small part of it. And it allowed kids to develth@ consciousness of the whole
world instead of just a small part of it, too. (@lea, personal communication,

July 25, 2012)

This response is one of many examples in whiclp#mcipants of this study had a

cathartic experience as they thought back on theik with the GSP.

When defining the tools for teacher empowermengjl&helied heavily on
increasing teacher content and pedagogy knowledmggurring theme throughout this
study. Sheila hypothesized that teacher inclinatias the primary stumbling block for
many would-be global educators, but they fail tckenthe leap either because they lack

one or both of the forms of knowledge needed. Stdstlared, “I think its lack of



241

knowledge...and their own personal inclination. Anhink those two go together. |
think when you just don’t know, how can you posgité inclined to use something”
(Sheila, personal communication, July 25, 2012)rawing this conclusion, Sheila
pointed to one of the central findings in this stud order to improve global thinking,
efforts must be made to increase teacher knowledhgeh in turn falls to the teacher

education programs in universities.

GSP Improved Participant General Teaching Abilities

Often, as a closing remark after providing an exalen as to why something
was done or not done, participants would simplyatechat the GSP training made that
growth possible and as a result they felt theichezy in general improved. Jean’s
comment came after reflecting on the importanchefresources and training that were
made available by the GSP stating, “That trainirag w helped me build into and become
a very good teacher” (Jean, personal communicaliame 26, 2012). Jean went on to
provide specific detail as it relates to fragmergadiculum, and how the GSP was
effective at curbing that practice declaring, Hete’s no training or exposure to a global
view, you're always going to fragment and that'satvhew teachers do. They fragment
everything because that’s all they know” (Jeans@eal communication, June 26, 2012)
Recognizing that teachers should refrain from fragimg content, but aware that the
curriculum provides it in a fragmented state, Jeainted to institutions such as the GSP
as a possible remedy. Marilyn’s thoughts on becgraibetter teacher echoed Jean’s, but
Marilyn found this single issue to be so critigahlso ended up as her advice to new
global teachers. Here she stated, “The biggesg ihithe GSP) taught me is | can’t be

stagnant. | always have to be a learner, anddydvinave to be willing to do new things
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because it'll make me a better educator” (Marilyarsonal communication, July 2,
2012). Charles saw a connection between his gkadedols training and his everyday

non-global teaching abilities as well stating:

Well, it (the GSP) played a tremendous role in ifey IWhat it really gave me
were the tools to become a better teacher. Evedidin’'t include a global
component in an economic activity (Charles’ conten), it still made me a
better local teacher because in the GSP it wall-sorssuming that it consumed

every aspect of your life. (Charles, personal comigation, July 25, 2012)

Each of the participants identified ways in whiblbe methods and content learned
while working with the GSP increased their genezathing abilities as a whole. |
believe all seven of the participants would begreement had they been encouraged to

consider the thought.

GSP Motivated Participant to use global Themes

Motivating teachers to use global themes and empowéhem to make changes
are different ideas as one might feel empoweredake changes, just not globally
themed changes. With Lorraine, however, the twaessvere intertwined. She entered
the GSP unwilling or unknowing that she had thénarity to make changes to the
curriculum, but also lacked the motivation to ird#uglobal themes. Her statement earlier
discussing the empowered perspective gained bicipating in the GSP provided an

equal amount of insight for how it also motivatest global teaching efforts.

The GSP and the emphasis on excellent teachinyatet Marilyn to overcome

much of the negativity that she encountered astleool. Although the GSP was
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encouraging teaching from a global perspective,lyfaneeded to be encouraged to
simply teach for excellence, and by connectingntfeeshe accomplished both. She
reflects on the negative effects of peer preshakewere countered by the positive effect

of the GSP stating:

So I think the peer pressure, sometimes when yeeserybody else not really
doing a whole lot, you fall into that. You knowZ?ke that’s a big fear for me.
Like I say this...getting into all of the global saigroject, the biggest thing it
taught me...like forget the dimensions of global edion. The biggest thing it
taught me is | can’t be stagnant. | always haveeta learner, and | always have
to be willing to do new things because it'll make mbetter educator. (Marilyn,

personal communication, July 2, 2012)

Prior to her experience with the GSP Marilyn wondd have included global
themes, and although she included the themes @thanpurpose (of becoming a better

teacher) the end result remained the same: then@fiRated her to modify her teaching.

Priscilla spoke about a number of issues that ratet her teaching and
encouraged her to continue as a global educataeVer her words regarding the GSP

lead instructor deserve mention Priscilla, howepesudly reported:

Dr. Anonymous was awesome. She's the one who eagedi me to go for the
higher level degree. And probably, if | was in pegsence today, | would be
working on the doctorate or whatever. She's a tddykcellence. (Priscilla,

personal communication, July 6, 2012)
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Priscilla’s comment underscore the importance ahgaand professional mentors when

motivating teachers to be their best, both protesdly and personally.

Lost the Support and Congeniality upon GSP Ending

For Jean, the loss of the GSP meant an end totlch meeded support and for
her, the end of teaching. Jean declared franklp, idnder, them (my colleagues) no
longer being a part of my life had.don’t have that backbone anymore and | just
decided to leave the classroom” (Jean, personaitmorication, June 26, 2012). After
working in education for 20 years, Jean found thatbarriers ultimately overwhelmed
her after she lost the last bit of support offdtedugh the GSP, although she did state

that after some time off she might return to teaghi

Priscilla also missed the human connection andtipgort that Jean lamented,
stating that the abilities and skills that devebbgéll exist, but the people that made the

GSP special could not be replaced. She concluded:

| think the things I learned in the class (GSP)rakpful when I'm out searching
for the resources , but nothing replaces just beirfger presence and having her
there with the expectation for you to do sometlang having to come through

for her. (Priscilla, personal communication, July2612)

The friendships that fell away upon the close ef 5P also saddened Sheila who

stated:

| miss the collegiality, even though sometimesdessriting and deadlines were

— like any course you would take, it was growthmiss it. | miss getting together
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and hearing what everybody is doing and again figdnhat confidence in
numbers and colleagues; sharing of ideas and #hlosk things that we don’t
have time to do in our normal teaching day. (Shekgisonal communication,

July 25, 2012)

GSP Assisted with a Variety of Resources

One of the chief obstacles to effective global irag identified by the
participants was the scarcity of reliable and tmasthy resources, and Jean was the

participant who raised the biggest alarm. Whenrofteadvice Jean stated:

| was able to, you know, | look for a special graptrganizers that'll help me
teach sort of cause and effect, you know, incopayd/enn diagrams whereas
before it was more of you know, it’s just a T- dhap | was able to introduce
more graphics to the students, more literaturéecstudents. | had a whole lot
more of resources that | can go to where beforedlévjust use the little that |

was, you know, aware of. (Jean, personal commuaitaiune 26, 2012)

Jean fondly recalled one of the activities that@&P made available to her called
Bafa Bafa which she continued to use regularlyhddigh the focus of the GSP was to
enhance global teaching, the methods and stratesges/ed by the participants appear
equally useful regardless of the applied theorktidaciple. Priscilla’s comment on the
support was wedged within a litany of praise fa& @SP and the faculty that instructed
the cohort, simply recalling there were “resourgakore” (Priscilla, personal

communication, July 6, 2012).
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If GSP Lessons are not used currently, it is bez#usy lost Relevance

Two of the participants declared that some of #ssdns they had designed while

affiliated with the GSP fell out of use entirehhiBey reflected:

Some of them are...they're just not relevant. Sofrte@m were current events
at the time, so they’re dated now. So if | werage that lesson | would want to
find a recent event on that particular topic. (Blyirpersonal communication, July

11, 2012)

Lorraine stopped teaching certain lessons as lgecumatter changed: “Some of
them that | created like | created some on cultowe 'm not using them right now
because | created them to go along with the culggagraphy course” (Lorraine,
personal communication, June 29, 2012). Obstaclésathing globally have included an
inability to fit global themes into content, howeveere Lorraine’s issue revolved around
an inability to fit the content of her lesson plaith the content of her course; something

entirely separate and reasonable.

GSP helped Patrticipants overcome Negativity at KStRool

Jean found her global teaching frequently challdrigghe K-12 environment,
and came to rely upon the connections built with@8P to help her overcome those
obstacles stating, “Teaching in the classroom, yelahink | needed that like-minded
support group where there’s so much negativityu jast get..it's overwhelming”

(Jean, personal communication, June 26, 2012).
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The negativity Marilyn experienced at her schookttyrevolved around her
peers who failed to challenge themselves and gféee up on pushing their students.
She felt the GSP helped her avoid the trap of pessi that can fester, creating an ever

worsening learning environment. She stated:

| think teachers who claim, ’It's the kid, it’s thed, it’s the kid,” they're

unwilling to be reflective and say, 'What can |loetter?’ Like | had the teacher
next door to me, teaches AP World, and | like,d far my school...l had a great
pass rate last year for the AP exam. When | sesatfj results: 20 percent. But it
was up 12 percent from the year before becaus dtdff, like | went to eight-
step grading, | worked. You know, she’s like, ‘| miowork as hard as you.’

(Marilyn, personal communication, July 2, 2012)

For Marilyn, the GSP and teaching globally helpeddvercome a pessimist learning

environment.

Advice offered to New Global Educators

Unlike any of the previously examined statemengsdlappeared to be little
consensus if any on the advice each of the paattgowould offer to new global
educators. However, the suggestions put forth aregps indicative of each participant’s
true strengths and weaknesses. In total, 17 isgeesrecommended by the seven

participants.
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Shirley

Shirley struggled with the massive amount of contieat was expected to be
covered in her courses and the time it took to mectiuent and meet the expectations of
the teacher assessments. Not surprisingly, henma@mdations mirror her struggle as

she warns:

I've had many people observe my classroom so | dveay do whatever you feel
comfortable doing; whatever you feel the way younitta teach, but just
be...make sure you have something to back up inaageody ever questions

your work. (Shirley, personal communication, July 2012)

Excellent advice for any new teacher, regardlesgiafing paradigm: be comfortable

and be covered.

Jean

Jean’s advice came from her own struggle with tiegclithout external support.

Jean’s advice would be to:

attend conferences where they energize you, giuengav ideas and you build up
a strong network, get into summer institutes whieeg could be outside of the
district coz the district they sort of socializeuyim what they want you to teach
whereas if you go nationally or internationallyuycan meet up with people that
and share new ideas. And you’d be very surprisatigeople that are in these
institutes are like-minded and very global. Sd thauld be my first

recommendation is branch out. (Jean, personal conaation, June 26, 2012)
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Jean also spent considerable time discussing thertance of teaching thematically or
comparatively. Finally, she recommended taking loba content from a balanced,
neutral position in order to avoid liability issuasd increase critical thinking. Jean

offered:

As far as to what to do in the classroom is alwdysomparative. That'll save
you. And if you're going to get a controversigbii make sure you have
different sources with..to have a balanced view. It's really what kegt going

for a while. (Jean, personal communication, June@?2)

As Jean decided to leave teaching, she offereubhbit of advice to hopefully prevent
future teachers from falling into the same situafiocusing on finding balance between

personal and professional life. Jean regretfubiyest:

| just didn’t find balance, it overwhelmed, it tooker my life so now I'm
stepping back and I'm like, Jesus, | was frickingzy...for the low pay you
know. But, you know, there has to be another pfacene. (Jean, personal

communication, June 26, 2012)

Lorraine

Lorraine’s advice boiled down to five simple suggess: start small, include
global lessons when you can, accept that not desspn taught will be guided by the
global dimensions, do not skip the mandated congsmt try to build at least one really

good global lesson plan per year. She offered:
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| would say include it wherever you can. And stamiall because every lesson is
not going to be a global lesson. There’s a potkHtid just because every lesson
is not, if you have one good lesson this year, greate one good lesson a year
where you can add it into the curriculum withowglieg that you’re taking away
from your curriculum, do it. And whenever you danld on it, build on it. So if
you can do one a year, that's good. | would saludeeit as much as you can
rather than say | don’t have the time. I'm not gpia do it at all. (Lorraine,

personal communication, June 29, 2012)

Marilyn

Marilyn offered the fewest words of advice of tlean participants, but her
thoughts spoke to two themes that resurface thimutghe research: constantly work to
improve content and pedagogical knowledge andrasudt you will become a better
teacher, regardless of your preferred teachingdogra Basing her teaching practices on
advice provided within global education, her adwaes to use different teaching
methods so to develop new perspectives. Using beghecation to encourage multiple

methodologies she recommended:

Like you can’t get locked into one thing, the idgaglobal education. You know,
different perspectives, you know, getting kids usedperating in a global
society. You've gotta...the more educated you dre petter off you'll be. And
not just perspectives on global education. Jushtbes that you learn. Don’t
become so married to one idea that you're not eeghts others.” (Marilyn,

personal communication, July 2, 2012)
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Sage advice for anyone interested in encouragiredmgan shifts and in step with

Thomas Kuhn’sThe Structure of Scientific Revolutiofi®96).

Priscilla

Priscilla’s advice to new global educators spokeally to one of the chief
findings revealed in this study: a teacher’s irefion is central to effective global
teaching. In her advice, her passion and empathgtfers becomes evident, and her plea

to fellow global educators is genuine. She demanded

You have to be in touch with your own perspectiVéhat do you feel about
others in the world? Is it important to know whagbing on in the Middle East or
in Asia — the people, the culture that are thdrat thay be experiencing peace
and prosperity or some type of suffering. Does$ mhatter to you? If it does, then
you bring that with you when you teach your studemnd basically, you're
teaching them your subject and your content, bereth a level of passion that
comes along with it. And I think in order to bdestive you almost have to have
that connection. You have to feel that connectutth the rest of the world. You
have to have a concern. You have to have a cang dbbmanity in general and
want to see that fairness, that equality. Equédity stretch. Even if we can get
better conditions in some places and less exphagtéiehaviors, it's an
improvement. And when you have that sense of adiorebetween humans all
over the place, you are more apt, | think, to bespaate in teaching and bring
that to your students. You want them to know théau want them to feel the

positivity about other parts of the world and peoipl other parts who are
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different from themselves. And you can see themanity. (Priscilla, personal

communication, July 6, 2012)

Whether global educators embrace a neutral pathldmal education that
emphasizes critical thinking or take on the maatladvocacy, few would argue that the
goal is to empower students to become responsideéreoughtful citizens. Priscilla
warned that some teachers lost their drive to tbacluse they often sensed they were
no t making a difference and the extra effort waudd pay off. However, she understood
the role she and other caring teachers servederecaliraged new teachers to continue
the mission of improving the lives; something skedme versed in while with the GSP.

She compared the global educator against the rabvaléducator, declaring:

They don't feel that it's going to pay off and ittt going to make a difference
anyway. They're not necessarily world changerseyTa teachers. ‘I teach this
subject and | teach it this way.” And they get&tthere, | think. Whereas, what
| got from going through global classrooms (GSRh& we make a difference.
We move our children toward wanting to be activezens in a world society, not
depending on anyone else. As teachers...espeaidiheisocial studies

classroom...we can do that. (Priscilla, personal camigation, July 6, 2012)

Priscilla challenged new teachers to resist congpieg and help their students change

the world for the better.

Charles

Charles recognized the effect the GSP had onfhisuhid his teaching and

compared it to physical exercise in that once yop sraining you’re never in as good as
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shape as when you were with a trainer at the ggulady. Although he knew he was
better equipped having participated with the GS&¢bncern for future globally oriented
teachers was realistic given the funding that wdaddheeded to persist. Understanding
that training on the scale offered by the GSP n@ypresent itself in the near future,
Charles recommended a two-pronged attack. Firstdied student-teachers pay close
attention in their teacher education courses antbtinclude the strategies
recommended. Second, he suggested that teachenesied in global education involve
themselves in internationally oriented student slabce hired into K-12. While there
was no true substitute for training such as the &®mMoped these efforts might relieve

some of the loss.

Sheila

Sheila reminded new teachers that the global thevees not mandated and not
tested, and therefore easily left out. She remamt®uraged them to teach for excellence

and include materials and methods typically lett &he observed:

So the challenge again is going to be to infuseghieeories and intellectual ideas
and new knowledge that you have into an existiagh@work. You sometimes
you're going to have to pick and get accustomedbtthat; it's easier not to do it.
If you're really passionate, though, and have ghalbal inclination, it could mean
a much more exciting and relevant course for ytustents. You want to do what
you think is best for your students’ knowledge. 180on’t know...that's a big

challenge. (Sheila, personal communication, July2P32)
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CHAPTER 5:

DISCUSSION

Do not indoctrinate your children. Teach them tokhfor themselves, how to evaluate
evidence, and how to disagree with y(R.. Dawkins, 2006, p. 263f)

Introduction

The purpose of this study was to determine thenéxtewhich self-proclaimed
global educators include thematic elements of dletdacation into their lessons and the
strategies that they employ in the face of multgdEments potentially discouraging such
behaviors. There has been a lack of research oob$tacles global educators encounter
in the K-12 system when attempting to teach frogiohal perspective and the
gatekeeping strategies that global educators emiplogder to circumventing such
obstacles. This research adds to the existingnasea both global education and
curricular and instructional gatekeeping by addnesssues that have not been

previously investigated.

This chapter includes a summary of the study, eudsion of the findings, and a
discussion connecting the findings from this sttalthe literature reviewed in Chapter 2.
Explanations and implications for the findings ereuded, as well as recommendations

for future research.
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Summary of the Study

This study was a qualitative interpretative casdyivhich relied upon the semi-
structured interview. Purposeful sampling was erygadiobecause self-identified global
educators who participated in a specific progrdma,&lobal Schools Project, were the

participants. The data analysis was guided byrgearch questions:

1. What obstacles do self-identified global educatace when infusing global

perspectives into their curriculum?

2. Which global perspectives are infused on a redudais?

3. How do self-identified global educators mediatertendated curriculum in

order to infuse global perspectives?

4. What methods do self-identified global educatorplemin teaching global

perspectives?

5. To what extent do self-identified global educatofsse global perspectives

into their teaching?

Although this research intentionally set out toa@wvhich obstacles global
educators face, two unanticipated findings becaviaeat as the participants’ statements
were analyzed: 1. How the GSP affected participghbal teaching and understanding,
and, 2. What advice these veteran global educatoutd offer to new teachers seeking

to promote global themes.

Thirteen teachers who had participated in the GI8bhools Project, a
partnership between the University of South Floadd several school districts for the

purpose of promoting global education, were coertheind asked to be part of this
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research study (Appendix G). Of the thirteen, seesponded positively indicating they
were available and willing. The seven teachersesighe IRB informed consent form
(Appendix H) and were provided the teacher surd¥gypéndix B) and the global

education handout (Appendix E).

The teacher survey served a dual purpose: to prdiael participants a preview of
the research study concerns and to provide meanliidisic outline of participant attitudes
and interests from which to build the semi-struetuinterview questions. The survey
was divided into eleven subsections, each inforroimg of the five research questions.
Several survey questions were modified and wrigiimdirect questions in order to
adjust for social desirability effects (Fisher, 329The goal was to collect baseline data
through the survey instrument, then question #régpants twice each by semi-

structured interview, and finally to examine angfacts the participants might produce.

A gualitative case study was used to investigatehvhatekeeping strategies self-
identified global educators employed when facedhWwdrriers obstructing their ability to
teach from a global perspective. The initial fagddce interviews with the participants
lasted between one to one and a half hours inlenigion which four of the participants
asked to be excused from the follow-up interviewhay felt they had nothing more to
add. One of the participants stated that she wasnmaoo the other side of the country
and would be unable to follow up. The remaining peaticipants did not respond to
requests for a follow-up interview. However, alvee participants did review the written
transcription, made the necessary changes whedeageand agreed that the final version

accurately reflected their experiences and thoughts
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This study relied upon two theories: gatekeepindjglobal education.
Gatekeeping examines the reasons why teachersleoluexclude certain methods
and/or content in their classrooms (Thornton, 20Bbksible explanations include a
teacher’s personal inclination, the restraints isgabby the mandated curriculum, and
practicality issues such as available instructidomaé. Global education theory instructs
teachers to encourage their students to develogogmopolitan citizens of the world,
capable of critical examination and understandingarld conditions (Hanvey, 1976;

Merryfield, 2006; Tye, 2009).

The remainder of this chapter provides an anabyfsike five research questions,
the two unanticipated results, participants’ adva@eew global educators, and

recommendations for future research.

Discussion of Results

The major findings of this study were primarilyanfned by Research Question 1,
which identified seven participant-declared ob&sitb teaching with a global
perspective along with three inferred obstaclas&ching globally. Research Question 3,
which detailed seven gatekeeping strategies tlmatldhbe considered in order to

circumvent the perceived obstacles further adddedsecentral research purpose.

Research Question 4 identified a wide range ofsiofutechniques thus allowing
global educators to get global education theony their curriculum. Research Question
5 provided a variety of established teaching methaodl mandated topics that naturally

compliment global education.
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Research Question 2 aids the research by idergifyimch of the eight global
dimensions most often find its way into lesson plastablishing a degree of practicality

for each.

The two unanticipated findings provide insight imetitutions seeking to
promote global education. The role of such prograntsthe potential impact are

discussed.

Analysis of Research Question 1: What obstacles d@elf-identified global educators

face when infusing global perspectives into theirwriculum?

In order to identify barriers to global teachingg articipants were provided a
list of the existing obstacles from the literataral asked to modify it as they felt
necessary. The list was provided to the particgastpart of the survey, which provided
some understanding from which to write the semiestired open-ended questions. The
participants often moved between what they per$§pkakwto be an obstacle for
themselves as global educators and what they leeleould be an obstacle for other
global educators. In all, seven issues were idedtds barriers to teaching globally
including a teacher’s disposition toward globaleation, the mandated curriculum,
weak global education training and lack of resosireecompetitive school climate,

inadequate time, liability concerns, and weak teaclntent-knowledge.

Teacher disposition or inclination is regularlyiasue for gatekeeping (Thornton,
2001), and all of the participants in this studgmsort the existing literature. Gatekeeping
is a method by which teachers either include otugbecmaterials due to personal

preference. In this case, all seven of the paditip were utilizing gatekeeping strategies



259

in order to include global themes in their dailgdens. Conversely, all of the participants
also stated that they knew of teachers who rejagitdzhl education openly so to suggest
that if it were recommended or encouraged they veaiploy gatekeeping strategies to

exclude.

The teacher as the barrier to a desired teachinigad®r content creates a unique
obstacle. Most of the barriers discussed weretalibe redressed in a manner that is
relatively indiscrete, permitting minor adjustmeatsntegrating complimentary themes.
Frequently the gatekeeping strategies go unnotileel problem that teachers present
requires a new level of creative thinking in ortterefrain from otherwise undesirable
draconian gatekeeping methods; methods that geszhaiation theory itself would

oppose. These options are discussed later inllister under research question 3.

All seven of the participants declared the mandatedculum to be troublesome
at best. Repeatedly, the integrity of textbookstlteok publishers, and the state and
district decision-makers was called into questismaulti-billion dollar industries
perceived to either exclude or mishandle voicesufiinout history. Two themes were
identified as potentially guiding and shaping tleeidion-making process: either gross
negligence or politically motivated choice. Andnaltigh great strides have been made as
more voices are included and new perspectivesargdered, the participants still felt

the curriculum needed considerably more change.

The interviews suggested that the mandated cuuncug particularly resistant to
change at the advanced placement (AP) and thenatienal baccalaureate (IB) levels as

the exams are constructed on a national or intemeltlevel, relatively insulated from
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local interests, and these exams dictate the cortha participants found the amount of
content to be dense and therefore resistant tofioaiiton. On a positive note, these
classes were found to be more accurate and mdresive of multiple perspectives than
traditional curriculum, so required less gatekegp®onversely, traditional curricula was
found to be in greater need of change but also matk=able. In the end, both AP/IB
and traditional curriculum have both advantagesdisadvantages when it comes to
global educator’s expectations. Effective gatekegpnethods for this barrier are

discussed later in this chapter under researchiques

While none of the participants expressed conceth tleir own training, they did
feel that their university experience was atypaiad a rarity across the United States.
Citing funding problems and a diverse interest agnibve faculty detracting from the
global mission, often they wondered aloud if sunbgpams were sustainable over time.
This concern is the most damning of all of the ifngd as virtually every barrier
identified could be rectified through universitynemitment to global education, in effect

making university training both an obstacle anadlatgon.

Training and resources were also identified asradvavithin the K-12
environment. Participants found little support fridmeir schools when it came to funding
conferences where global education training mightdinforced, little interest on the part
of fellow educators for adopting the methods atterparticipants provided training, little
emphasis on the part of their administrators faoemaging global themes, little time to
search for resources and build global lessonsadministrative resistance to modifying
course offerings in order to permit more globalgmed courses. In effect, the

participants found themselves on their own, larg@tyrout support or encouragement.
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Five of the participants declared that their schd@ld begun to sacrifice any
semblance of authentic learning in favor of stadda&d testing. Curriculum was
controlled through nationally dictated AP exams, tbnsumption of acclaimed world
literature was replaced by teacher-proof standadizorkbooks, and classroom
instruction time was regularly sacrificed in ordemprepare and take the standardized
examinations. Teacher planning time is often Issieachers are required to attend
trainings meant to ensure the security of natianal state exams. The participants found
themselves unable to circumvent such high stalstmteor the time spent preparing for

the exams.

The issue of time repeatedly surfaced, althougéffamt was made to categorize
the participants concerns according to the coirgldiarrier. As participants made efforts
to squeeze more content into an already burgeonarglated curriculum they would run
into time issues at the end of a term, occasiomabylting in the abandonment of year
end content or fragmentation of the curriculumiides to cover everything. Teachers
would make calculated choices, shuffling conterdrnireffort to expose their students to
as much as possible. When time could be founda# mever a significant amount,
resulting in superficial discussions that barelasthed the surface of issues. Participants
regularly complained about the time lost to thedéadized testing phenomenon and a
wide range of school related interruptions. As nuagd earlier, teachers lamented over
the amount of time personally sacrificed in oraerdsearch and plan. While many of the
identified obstacles to teaching globally were iifead as issues for “other” teachers, the

issue of time was an ongoing struggle for eacthefgarticipants.



262

Given the current litigious nature of American sbgiand culture and the tenuous
job security provided teachers in Florida, morentadew of the participants felt they
were risking a great deal while at the same tinceiung little encouragement or
incentive to do so. The majority of the particigantere able to identify incidents that
either they personally endured or witnessed thaldclave resulted in disciplinary action
or even termination. The participants felt theyevieeing challenged by students,
parents, administrators, the media, and the publeneral on an ongoing basis
encouraging a mindset of “lay low in the tall gfass not to be noticed or draw attention.
Just why global educators, these seven in particata so committed to the theory as to

risk their very careers is a testament to teachmssions and to the theory’s message.

Global education asks that teachers help studeets@nections that often go
unseen in traditional curriculum, thus requiringlgdl educators to command a wider
breadth of knowledge. The participants felt that neachers and old alike enter the
teaching profession with relatively little guidanoedrawing connections between
seemingly unrelated fields forcing them to relyroaterials and textbooks that typically
present one watered-down perspective. Perhapsneeentroubling, it appears that
teachers themselves can be seduced by the misetiornthat surrounds them if they
lack the necessary intellectual foundation. Givendamount of diverse opinions
surrounding any single issue, the participantstfeit teachers would be best prepared by
either quality global education courses providedniversity or by experience accrued
over time. The inability to making sound, reasonednections further hinders a
teacher’s personal inclination, for how can a teade inclined to defend issues and

perspectives with which they have no understanding?
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Analysis of Research Question 2: Which global perggtives are infused on a regular
basis?

While research question 2 was not critical or cdritr this study, it was included
in order to reveal which, if any of the global dimsens identified in the literature found
favor in light of the obstacles exposed and thelgaping strategies employed.
However, the participants did not declare any aneedsion to be superior to others
when seeking to circumvent perceived problemselttwhat appeared to be a trend
was that global dimensions were favored based actipality, teacher preference for one
dimension over another, familiarity with the corttbring examined, and teacher beliefs
about the purpose of schooling, all of which angpguted by the conclusions established

by Thornton (1991).

While Hanvey'’s perspective consciousness and efdte planet awareness were
employed by the participants more than any otheiedsion, all eight dimensions (the
five from Hanvey and the three from Merryfield) falfavor by at least once. This might
be a signal to teacher educators that additiomad heeds to be spent examining the less
popular selections by making the ideas more cleéinding ways to be made more
practical. On a positive note, regardless of thalehge, all eight were at some point

employed, suggesting value for each.

As Tye’s (2009) list of content and methods weranexed, additional issues
were revealed. Similar to the findings revolvinguard the employed dimensions, the
chosen content and methods mirror Thornton’s rebeas participants more or less
favored one over another because of personal preferand practicality leaning more

toward environmental issues, the subject of suskglity, and a wide range of
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controversial topics. Here, however, the participaaly not only on the predicted
gatekeeping methods identified by Thornton, bub akske decisions based on the
mandated curriculum set by the state, districtr@aitbnal testing centers. In fact,
preference and practicality may play a lesserwdien considering the curriculum
attached to the advanced placement and IB coussearaicipants repeatedly complained
of their inability to add material they believedide beneficial due to the dense nature of
such courses. The teachers believed the AP/IB eswvsre not only less flexible, but
more closely reviewed by administration which maiméd greater expectations of

Success.

However, when preference could play a role, it agetestablished control over
curricular choices. This was revealed in a somewisatirbing light, as two participants
chose to refrain from environmental and sustaiitgtmbntent suggesting they felt the
debate over global warming had been falsely reptedeas factual. A concerted effort on
a national scale that has reported the environrherd@ement and global warming as
unscientific and inaccurate at best has proversiiwieven amongst educators who have
been exposed to the importance of each extensiwdigther global warming is or is not
worsened by the actions of mankind is less impotiare than the role of propaganda on
even the most educated population. It is becautie@so€ampaign of disinformation that
at least one participant chose to reject, basqeeosonal inclination, environmental

lessons where possible.

When controversial topics were included the paréints again their choices
seemed shaped first by the mandated curriculumhngitber included or excluded such

content depending on the subject taught. Howewere ¢he curriculum made room for a
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topic, it fell again to the teacher’s personal prehce as to whether topics were
emphasized or deemphasized, whether topics becam@lcto entire lessons or whether

they were included at all.

Analysis of Research Question 3: How do self-idefiittd global educators mediate

the mandated curriculum in order to infuse global gerspectives?

In order to examine which gatekeeping strategiesggzants employed when
facing obstacles to teaching globally, each ofttheiers were classified into themes.
Once the themes were established, correspondiegeggiing strategies could be
identified for each. In the end, six thematic bengiwere identified and each of the
gatekeeping strategies identified in the literafotend practical application. The barriers
were classified as personal inclination, delibeddistruction, circumstantial obstruction,
inexperience, and time. The six gatekeeping stiegadentified include institutional
discouragement (James, 2010), amend the currictiitongh official means (Gitlin,
1983), empower teacher (Thornton, 2005) , enhalud®beducation training (Vinson &
Ross, 2001), teach from a centrist position (Vinand Ross, 2001), fragmentation

(McNeil, 1983) and practicality (Thornton, 2005).

All seven of the participants felt a teacher’s paed preference to either include
or exclude global teaching into their lessons pliageole as a potential barrier. Those
teachers opposed to global education, the partitsgalt, would resist the theory and
present themselves as an obstacle. Given the chsestiablished by Carano (2010)
which examined how and why teachers come to emlglabal education, few attractive

gatekeeping options are available for circumventireggteacher. Considering the options,
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only two options address this barrier well: chatigeecurriculum (Gitlin, 1983) to
mandate a global perspective on a scale similathit participants described in AP/IB
classes or discourage persons lacking a globgbeetise from entering the profession in
the first place (James, 2010) which could takeegktceither the university level where a
teaching degree is conferred or at the K-12 schit®lwhere a global perspective might
be expected and could be required for employmentt Bf these options, while effective
for accomplishing the task at hand, come with seri@percussions; some worse than
others but all purporting the same deleteriousceffeduced diversity in thinking and

inhibited academic freedom on the part of educators

The most damaging of the options would be to mantted curriculum through
state legislation or by proxy through examinatiequirements. Efforts on this scale are
reminisce of periods of fascism in Nazi GermanyoCarthyism in the United States.
Policing thoughts should be viewed as counter éddlindations of democratic societies
and rejected outright, although some might argaettiis is inherent in any curriculum.

Efforts must be made to limit restricting free tighti

A more attractive option is to encourage the eshbient of institutions that
specialize in global education at either the ursigror K-12 level, thus allowing such
facilities to provide intense training and suppertsuring global themes would be a
critical element in teachers both trained and eggado Students could select a university
based on their personal philosophical preferenoaé kal2 schools interested in
providing a global perspective could seek gradutates universities with a core global

focus.
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As discussed earlier, mandating political beliefd thought through the
curriculum is tantamount to academic sabotage hEurtore, despite the obstacles
identified by the participants in this researclacteers do not neutrally apply curriculum;
they adapt, modify, and develop their own curriculintom the materials and guidelines
(Connelly & Ben-Peretz, 1997). Regardless, effortsst be made to encourage diversity
of thought, promoting new paradigms and fostermigliectual growth. While official
curriculum are often riddled with inaccuracies @néjudiced perspectives (Cruz, 2002),
teachers can work to circumvent such issues bygthgrnhe curriculum to provide a less
restrictive perspective (Gitlin, 1983), thus petimdg for greater academic variance based

on the teacher’s specialization or student’s irstste

Gitlin’s (1983) recommendation to alter an existaugriculum could be attained
by either broadening the focus of a course. Cuumuwould be altered through
legislation to broaden, or generalize, the contequiring teachers to cover big ideas
while empowering them to make nuanced interpratati®uch models already exist on a
national scale and supported by the National Cowhthe Social Studies (NCSS, 2010)
and would need little if any modification. Teachstgndards such as the ones
recommended by NCSS should be adopted and replaeerestrictive and politically

focused standards found at the state or distnetde

Research suggests many teachers do not feel engmbveealter mandated
curriculum and instead rely on whatever curricuk@sources and perspectives that are
provided (Thornton, 2005). This creates a problenstudents who are exposed to
inaccuracies due to poor textbook editing and pyapda enshrined in language and

pictorial representation (Cruz, 2002). Teacherstrhadrained to feel greater authority
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over their curriculum and educated in a way thiawd them to identify such problems
when they reveal themselves. This change must atdbe university level where global

content knowledge can be required and gatekeepeétligads shared.

Recognizing which obstacles truly stand in the whkieaching from a global
perspective and which are a part of the teaching@mment without calculated purpose
is important for a teacher’s longevity in the cardeeachers should be made aware of the
daily routine challenges of teaching at universitpugh instruction, literature and
observation. Teachers need to recognize which clestare beyond their control and
which are navigable, although all are ultimatelyle@able given enough pressure. If
enough political pressure can be brought to bedrcattural values altered, the
accountability movement could be reduced or endéddle such efforts may or may not
be necessary, the current testing environment dhwatlbe seen as a barrier to teaching
globally. Other school related issues can be acootated and require significantly less
effort, as only the immediate faculty would needrtake the necessary changes instead
of the nation. Attendance could be tracked by hggtudents scan their student ID card
upon entering a classroom, clubs could occur afthool instead of during, pep rallies
could be scheduled on national testing days saltplose one day of focus instead of
multiple. Each of these issues are easily righftélukly are perceived to be truly
problematic, but would still require consensus @atasionally) funding at the school

site.

Teachers need to be practical when seeking ch&ftgn, the participants
involved in this study grieved over the amountrstiuctional time lost due to daily

housekeeping practices employed in a schoolhouséharemphasis on standardized
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testing. Pointing to pep rallies, club meetingsy@amcements, and national assessment
examinations, participants sought effective gatpkeptools to maximize their teaching
time. While strategies do exist, for the most gacth issues are part of the profession and

a teacher might be better off adjusting rather ttesisting.

Trouble making connections across content and waseone of the gravest
concerns identified in this study. While univesssitiwork to prepare new teachers for the
myriad of issues they will potentially face, prommgta variety of teaching methods and
content courses, consideration must be fairly t@tbto courses that would improve
global perspectives. Global education can demaachess develop and maintain an
additional level of understanding as compared waHitional teaching as it expects
connections to be made that are often obscureatdier to make the wide range of global
connections expected of a global educator, additigiobal courses should be required at

the university level.

Few could argue that continued institutional supfmrnew global educators
would not be welcomed by inexperienced teacheuggling to make their global lesson
work. However, continued support requires continfwedling, often on a significant
scale. The training the participants of this stugtye part of lasted for five years,
excluding the traditional coursework taken whilequing a degree. All of the
participants lamented over the end of the trairming credit its support to their eventual
comfort and success as a global educator. For caortiesiseeking to establish such
programs, relationships would need to be constduottween university and K-12
system establishing a collaborative effort on tha pf each, accepting responsibility for

training and funding in a manner that is just tthbaniversity and school district as well
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as teachers interested in participating. In the eadtinued training would improve

teacher content and methodological knowledge athaicesliability.

Teachers who lack the experience to cope with taeynssues surrounding
global education might rely on teaching contentrfra centrist position (Vinson & Ross,
2001). Although this has the potential to resukt@mtent and lessons lacking
impassioned discourse and debate so often ceaotila tsocial studies, it will permit a
new global educator the opportunity to include rpidtvoices while minimizing
objection and liability. In fact, several of therpi@ipants in this study recommended
centrist teaching as the preferred approach, regsrdf experience. In fact, the question
over purpose appears to be at the root of glohatan teaching as the theory has been
declared to be both advocacy oriented, with teachetively encouraging progressive
change (Kymlicka, 2003) and neutral, with teactseqgporting critical thinking (Lamy,
1990; Case, 1993). Regardless of a teacher’s exquerior purpose, teaching from a

centrist position appears to be an effective gatpkey strategy.

Similar to the other gatekeeping strategies idewtjffragmentation (McNeil,
1983) is a teaching method employed for either godaad. Not surprisingly, none of
the participants declared they had fragmented theiiculum because they had not
worked to build creative and engaging lessons;thesbpposite. The global educators in
this study found themselves short on time regulbelyause they had elected to include
such a wealth of outside resources requiring amdhtitime, and that when the
curriculum allowed, they resorted to fragmenting thaterial in order to catch up, or for
practical reasons (Thornton, 2005). In fact, theigpants declared that the mandated

curriculum comes to them in a fragmented form, ae and inexperienced teachers rely
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on fragmentation because that is how it is receif?edsenting the content as a
comprehensive lesson requires great effort, knaydeshd time on the part of a teacher
not only during instruction but also during prepemaand in order to assess. Careful
examination should be paid to teachers who fragnhant content before criticizing as
the decision may well be necessary in order to ictheeamount of content required in

many social studies courses.

Analysis of Research Question 4: What methods dols@entified global educators

employ in teaching global perspectives?

Once barriers to teaching global education weregeized and gatekeeping
methods identified, it then falls to teachers t@twy appropriate teaching methods so to
infuse global themes into their lessons. The nurberethods that teachers can draw
upon are numerous and varied, and the participagts again offered a finite list from
which to draw but encouraged to deviate and addedist where possible. The methods
list was constructed from Landorf (2009) and thg&@wvGrossman survey (2009). In
addition, | provided a number of teaching methdws t found useful as a gatekeeping
global educator which were grouped into three thenegitimize global themes by
connecting them to the mandated curriculum, integitee global themes into a variety of
topics, and champion the global themes by assogi#itiem with the existing universal
moral foundations upon which much of society idtbdihe third theme is similar to

Landorf's (2009) method of infusing global themlesotigh human rights.

The participants identified forty teaching methagsvhich they infuse global

themes into their lessons. Fourteen of the metia@ale claimed by more than one



272

participant while the remaining twenty-six methedse identified only once. Such a
wide variety suggests a heightened level of cragton the part of the participants as
they continuously sought new ways of making glashlcation work. Of the fourteen
methods, the most popular involved connecting tbbal perspective to the mandated
curriculum; the second most popular was to contiecglobal issue to human rights
related issues; the least favored method was hitie@urpose of the instruction so to

avoid conflict.

This finding suggests something of the seven gletatators understanding of
their profession and their responsibilities to tleimmunity. The seven participants
ultimately declared a commitment to global educabat would prefer to infuse itin a
manner that compliments district and state expectsitif that option failed, they relied

upon universally established fundamental belietsrmorals; only when all else fails

would they consider what might be considered byesamdeception, though | am certain

the participants would not see it as such.

The only method which drew unanimous approval ftbenparticipants was to
purposefully merge the global theme with the distor state teaching standards and
directives. By connecting the theme in such a vii@ygrreatest amount of liability could
be diffused as it would then be compliant with meted curriculum, shifting

responsibility away from the global educator ansad the school system in general.
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Analysis of Research Question 5: To what extent dzelf-identified global educators

infuse global perspectives into their teaching?

Once teachers had both identified and circumveobsticles to global education
and then established effective methods for marrthiegglobal themes to their subject or
content, the participants finally discussed thévais and content they cover. By
providing a detailed explanation of their globadens, it quickly becomes evident that
global teaching was both present and pervasiveswoimg much of the classroom
experience. All of the participants save one emgdiog variety of lessons over the school
year in an effort to convey an array of global eont Although some overlap did reveal
itself, for the most part the teachers tailoredrtlessons to their courses, each providing
a unique learning environment that complimented steadents learning style and
communities they served. All seven of the partiotpadentified at least one lesson that
provided a global perspective year round in anreftoincrease possibilities of retention
and understanding. While each of the lessons destwere supported by global
education theory, many of them were further suggabity other unrelated academic best
teaching practices including Bloom’s (1956) taxoyp@ardner’s (1983) multiple
intelligence theory, Champoux’s (1999) understagdihteaching with film, Lo’s (2001)
directive on international literature, and Dewe{f838) emphasis on experiential
learning. The participants lessons are not onlgaosiffe global lessons, they are good

lessons overall.
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Unanticipated Finding 1

While addressing the research questions of thiysthe participants continually
reflected on the role GSP had on their teachingli@ed. The combined participant
statements on the GSP were analyzed and orgamitcetbur themes: the training
appeared to serve individual needs unique to thecjpant; the effects of the training
appeared durable over time but would be enhanceddh periodic GSP contact with
the participants after completion; the GSP playedsitive role for participants far
beyond the assumed academic focus; and that ttwecied costs associated with

operating of the GSP were significant.

All seven of the participants provided rich destoips as to how the GSP
affected their teaching and, in some cases, tifeirAlthough there existed instances of
general consensus on the major issues such aodeweh clearer understanding of
global education and an increased desire to teaoh & global perspective, many of the
GSP experiences were unique to the participantamgplimented their individual need.
Examples include finding support to overcome negaki-12 environments, developing
a sense of empowerment over academic decision-igrakimstilling a desire to continue
a formal education, and helping participants becbeteer human beings. None of the
participants identified a negative impact resulfiragn their involvement, save the sense

of loss which resulted upon the programs end.

Repeatedly, participants declared that their inelent with the GSP greatly
enhanced their teaching abilities but also felt bwon diminished over time; just how

significant the loss is and how quickly it occussleserving of future consideration.
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Participants pointed to the emotional support fithencial support, the exposure to
exceptional global activities and events, the neagstime to plan quality lessons, the
motivation to be their best, and the mentorshivioled by the faculty. It is assumed that
the program intended that the benefits would enthrra lengthy period and that the

participants would become self-sufficient in thaivn future pursuits.

While the outward appearance of the Global SchBodgect suggest a purely
work-related and academically focused endeavor treimcreasing participant global
awareness, much more resulted. Participants fdumddngeniality of working with like-
minded people refreshing and reinforcing, geneathing skills unrelated to global
education were felt to have improved, the participaleveloped a sense of responsibility
over their curriculum and a willingness to seekng®in a variety of ways, commitments
to helping the individual students and their reipeccommunities were realized, and a
wide range of creative energies were unleashedovérll impact of the GSP on
participant lives appears to be significantly geedhan its assumed mission. However, it
is necessary to ferret out the impact alleged e masulted from the GSP and instead
consider the possibility that the participants wesponding to being treated and cared
for as though they were special. In other wordsgwiee participants’ enhanced teaching

abilities a result of the GSP or simply due to baneated special?

The Global Schools Project budget was sizablefi#eryears it absorbed costs
associated with meeting space on campus, paidigists, covered the fees, travel and
housing for guest speakers, compensated the lolsabkdistrict for the participant
substitute release days, and offset significantiscos its thirteen participants in the form

of tuition vouchers, meals, curricular materialsnference fees and travel expenses.
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Continued funding for such an endeavor would regaifinancial commitment on a
massive scale. Universities seeking to adopt similagrams should seek outside
funding in the form of grants and gifts. Continugzerations would require funding

through student tuition and university financing.

Unanticipated Finding 2

The suggestions offered by the participants ofshisly to new teachers desiring
to develop competent global teaching skills werayn&lthough much of the advice was
tailored to each participant’s individual experiepnand all worthy of examination, there
were several recommendations that applied broadjgrdless of the individual.
Participants suggested new global educators ptineu®llowing seven
recommendations: 1. increase efforts growing tbettagogical and global/perspective
knowledge base; 2. identify reliable global resesrboth in the form of materials and
mentors; 3. start small and keep at it over timendintain and employ a variety of
teaching methods; 5. be passionate about teachthgaae about both the work and
people; 6. keep involved in their professional gigvand 7. merge the global thene®
the existing curriculum rather than addimgtoit. This simple list of seven should

establish a sound guide for new teachers interéstemoting global education.

Strengths of the Study

Conducting a qualitative case study according ¢ogtidelines established over
time by qualitative research field experts is thenpry strength of this study. The
research followed the general principles expeateglalitative research (Merriam, 1998)

and the specific expectations of a case study €5tE¥4). The interview techniques
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were guided by Kvale and Brinkmann (2009) and thestruction of the interview
guestions themselves were informed by Patton (198@rder to minimize the social
desirability effect identified by Fisher (1993) irgtt questioning techniques were
employed. The study was informed by a wealth oék@eping and global education
literature and the rationale for conducting thelgtim this fashion was encouraged by
prior research recommendations (Thornton, 1991¢. Aurpose was to provide an emic,
or insider’s perspective of the gatekeeping phemumaes it applied to global education,
which was accomplished through rich descriptiveoaats. Furthermore, this study built
on the recommendations put forth by van Hover (200® suggested additional
research be conducted that examined what takes placclassroom following
professional development, although this falls sbbérheeting her desire to see mixed

methods employed.

One of the strengths of this study was my pre-grgstongenial relationship with
the participants resulting in enhanced trust arehapss. On several occasions my
participants attempted to answer questions in “ttmlenask their identities, evading
direct answers. It only required a gentle remirttiat their identities were confidential
and that any statements provided that might reidealtity would be modified to
maintain confidentiality; they quickly understoaadaspoke freely. The trust required to
mine rich data cannot develop from a few face-tefaneetings; the collegial relationship
we had developed over the years allowed for thenapalogue. Because of our time

together, the participants knew they could trustame answer my questions honestly.
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Limitations

Due to the nature of qualitative research, celttaiitations are inherent including
an inability to generalize the findings, a smathgde size, and subjectivity on the part of
the researcher. Although it is expressed that tatizie studies lack generalizability, there
does exist a degree of verisimilitude whereby a@eeanight see similarities between
their own experiences and the research findingshvimay aid in understanding a
phenomenon. Generalizability does not inhere ircds®; a case must be explicated,
interpreted, argued, dissected, and reassembledhi{&h, 1986). A further limitation of
this research, although efforts were made to lih@timpact, is the potential for
participants to answer questions in a way theydeelexpected, or the social desirability
effect (Fisher, 1993). Furthermore, the Hawthorffiece (Landsberger, 1958) suggests
the participants might be motivated to reflect logitt experiences in a different light,
merely because they were aware of their involvenretite study. The greatest limitation
of this study came as a result of the reluctanctherpart of the participants to undergo a
follow up interview, limiting the potential to cidy vague or confounding statements,
although the end effect was mitigated by the pigiiat’'s review of their transcribed

interview.

My personal understanding and application of glashication must be identified
as a potential limitation or hindrance to the asalpf the data. Just as in all research,
bias presents itself in small ways. For instancg whs one question asked and not
another? Why was one interpretation applied andhebpposite? In an effort to reduce
the impact of potential bias and therefore undadstay analysis, | self-reported my

biases. For instance, | have stated that | readexnelad transcriptions in an effort to
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maintain the voice of the participant; | concurhw@audelli (2003) who feels global
educators have a responsibility to both reprodedind transformative knowledge, in
effect becoming community intellectuals; | havewsed one degree in education and
another in international studies which | stronglggmmend, trusting that the global
perspectives which is central to international Esiderved me well as a global educator.
While this is listed as a limitation to the stutiipave made every effort to maintain

transparency so that personal inclinations playramal role in the data analysis.

Implications of Research

Due to the limitations of qualitative research @netng generalizations coupled
with the small purposeful sample size, the conohsidrawn from this study are relevant
for those global educators participating and in@habal Schools Project as well as the
faculty who guided the institution for five yealsis possible through verisimilitude for
teachers and faculty elsewhere to potentially ifiesimilarities and develop greater
understanding of their own situation by comparidéinally, the findings resulting from
this study serve as a basis for future recommemadsain global education related

instruction.

Recommendations for Institutions Preparing Glokhildators

Those who can, do. Those who understand, t€&ttulman, 1986, p. 14)

Global education aims to prepare students for globiaenship (Kirkwood,
2009) yet has been criticized by a number of acedi educators as unpatriotic and a
waste of time (Schlafly, 1986; Finn, 1988; Bura2801; Ravitch, 2002). Over the years,

opponents to global theory have had consideralgeess in driving it out of school
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curriculum, despite initial acceptance and suc@éskwood, 2009). Research has
revealed that the practicality, stated purposgemeral acceptance of the theory is less
relevant when determining an individual’s willingiseto accept global education
(Carano, 2010). This is not to say that opponeas ot change position over time, which
has been the case for one of the paradigm’s moseceative critics, Diane Ravitch.
However, given the controversy surrounding theiculum and methodology, it was
predicted that barriers to teaching globally eitbtdl remain or occur by chance, forcing
teachers interested in employing the method totiyegffective gatekeeping strategies in

order to circumvent the intended or unintendedabss.

This study confirmed suspicions that global edusaigere experiencing barriers
to their teaching practices, and identified muétightekeeping methods for integrating
the desired global theme into their curriculum (giged in Chapter 4). Ultimately, the
research revealed three central findings: 1. thestbom teacher is the greatest obstacle
to teaching globally; 2. institutions are the sengteatest solution to overcoming the
identified barriers; and 3. efforts to teach globdilication theory in its entirety should

continue.

The participants in this study revealed six potrdbstacles for teachers
interested in teaching from a global perspectiaeheof which can be curtailed by
improving or increasing institutional commitmerEsch of the six barriers and

recommended actions are outlined below in Table 17.
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Table 17: Overcoming Barriers to Global Teachinige Role of the University

Teacher obstacle to teaching globally Recommended institutional solution

Trouble making connections across content gidach globally at university and
time require more global content

Trouble matching curriculum to the school yed&equire year-long lesson plan writing

Inability to locate resources and training Prowdatinued and ongoing suppart

Inability to merge theory into the curriculum | Design and provide numerous
examples

Perceived lack of authority with curriculum Empoweachers to alter curriculum

Teacher disposition rejects global education| Admit, graduate and hire teachers
based on disposition

While all six of the obstacles and recommendedastare important for
improving global teaching, the first issue is p@hthe most critical. In legal circles,
constitutional experts agree that the First Amenarethe Constitution guaranteeing
freedom of speech is the linchpin for all of theneening rights, for without freedom of
speech citizens would be unable to properly defeademaining protections as each was
potentially assailed. Likewise, making global coctiens is central and critical to all of
the remaining tasks set before a global teachearii®hup this first issue will, by default,

lessen many of the remaining barriers to globaitewsy.

The other recommendation deserving of additiontditis the last, namely to
admit, graduate, and hire teachers based on digpodn Chapter 4 | recommended that
efforts be taken to ensure academic freedom andatisities arise and meet the

challenge issued by Priscilla who stated:
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And basically, you're teaching them your subjed your content, but there's a
level of passion that comes along with it. Andihk in order to be effective you
almost have to have that connection. You haveabthat connection with the
rest of the world. You have to have a concern. kave to have a care about
humanity in general and want to see that fairnésds,equality. (Priscilla,

personal communication, July 6, 2012)

Just how that disposition can be scored will becali when considering matters
of due process and fairness. Fortunately, whileleyed as an adjunct at the University
of South Florida, the College of Education alrebdy established “professional
disposition” as a requirement for each of our sdeoy education social science courses,
regardless of global focus (see Cruz & DuplassPP0Along with the standard
assessments typically found on a university syalausignificant percentage of a course
grade was attained by maintaining a proper disjposéxpected in the profession. It was
not unusual for up to twenty percent of a courselgito be based on disposition. Some
of the areas covered under disposition includezhdtince, enthusiasm for ideas and
intellectual curiosity, self-initiative, and ciuii, diplomacy, and sensitivity to others.
Disposition was awarded based on the professiodginent of the instructor. While
some may see this as potentially censoring acadieegdom or critical thinking, there
were guidelines and appeals processes in placer @ititutions, not only those
promoting global perspectives, should consider adgsimilar practices so to ensure
only the values that are in line with our natiootse values find their way into our

schools.
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In order to rightfully examine knowledge and instive proper modifications are
made, | relied upon Shulman (1986) for guidanceli$hn examined expectations for
teachers over the past millennium and outlineddewassortment of knowledge forms
needed in order to teach effectively. His researmdygested that teachers were expected
to master both content and pedagogy in the medievaérsities. That dual task was
modified around 1875 when emphasis was predominapént on content and then
altered again in the 1980’s as teacher traininghesiged methodology. He calls this
phenomenon the “missing paradigm” (Shulman, 1986) pr “a blind spot with respect
to content that now characterizes most researabhéz evaluation, and teacher
certification.” Shulman asks rhetorically how adieer prepares for something they have

never previously learned.

To be thorough, | examined the participant’s resgsragainst Shulman’s
research seeking examples and statements for Baghesults of this search are outlined

below in Table 18.

Table 18: Shulman’s Forms of Knowledge

Knowledge form Explanation Evidence of
Competence
1. Content Knowledge Substantive facts; the what and the Strong
why examples
2. Pedagogical Content How to represent knowledge to Strong
Knowledge maximize understanding examples
3. Curricular Knowledge Knowledge of the subject materigl Declared
laterally as it relates to other weak
curriculum and vertically relating
to other grade levels
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Propositional Knowledge Knowledge of teaching research
1. Principles Knowledge of empirical research|  Strong
examples
2. Maxims Accumulated wisdom of best Strong
practice examples
3. Norms Morals and ethics of teaching Strong
examples
Case Knowledge Knowledge through rich
description
1. Prototype Single interesting exemplary Strong
example examples
2. Precedent How to communicate principles Strong
and maxims examples
3. Parable How to communicate norms and Strong
values examples
4. Strategic Knowledge How to mediate when propositional Strong
and case knowledge contradict examples
themselves

All seven of the participants repeatedly providetaded examples indicative of a
strong understanding for each of the forms of kealgk with one exception: curricular
knowledge. In the case of curricular knowledgeitterviews alone would not have
revealed the shortcoming as the participants hagecome their deficiencies over time
as they are now seasoned teachers. The sole reasmuolar knowledge became known
was due to participants’ declarations that thelyillgbrepared as new teachers to connect

content areas across time and space.
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To be fair, the range of possibilities asked obaa studies teacher is vast, and
mastering all of the possible combinations woulegtenuch longer than a four-year
degree would allow. However, the participants comgeust be considered in light of the
expectations set by global education theory. Ibgleeducation warns that the various
forms of media are intentionally written to contuviderstanding, then it follows that
teachers who were once students, were educatedgarducated) by these very forces.
The resources they had relied upon to construatkhewledge base is now entirely
called into question. In effect, global educatioforms teachers to relearn all of the
content they have consumed so that they couldgh®nde a truer version to their

students.

Two major problems present themselves: first, thewnt of content and
connections to be relearned are massive; secondyuse traditional resources are
inherently suspect based on global education thdéioding trustworthy resources

becomes troublesome. Both of these problems requervention at the university level.

The recommended solution to the first problem isetyuire courses in global
perspectives for teacher education programs. Thsilpbty of new teachers entering the
profession with a complete repertoire is highlyikelly, but the more connections the
better chance they will have. The second issus falthe entire university faculty, both
those charged with training teachers on methodgtenthculty charged with teaching
content. An effort must be made by curriculum aodtent experts to make their students
aware of misinformation campaigns early on and tbggresent content in a way that

clearly depicts multiple perspectives. If new globducators are expected to teach from
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multiple perspectives, an effort must be made auttiversity level, from the entire

faculty, to teach from multiple perspectives aslwel

The participants were each asked, as pre-senacéées, to build incredibly
detailed and precise daily lesson plans mappinguounifinite number of possibilities
including how they plan to introduce their lessehat kind of technology will be
required, what resources are necessary, how mauopgwill be formed, how many
students will be in each group, how long studenlisspend on each task, how students
will record and report on their assigned work, andn. The participants were asked to
write up lesson plans for a wide range of subjegasin an effort to expose them to the
variety of topics they might be asked to teachirBrourses were taken to help the

participants be prepared once they entered therolas.

While timing is central to lesson plan writing afe participants found that they
managed to succeed on a daily basis, they strugdied it came to planning content
over an entire school year. Teacher training pmagrahould consider requiring not only
daily lesson planning, but also requiring futuracteers to develop the skills needed to fit
an entire curriculum into the school calendar. @ieration should be given to the very
issues the participants of this study so often damed about: lost instructional time due
to interruptions, student absences, teacher absgpege rallies and testing. By examining
the mandated curriculum and struggling with plagnjpre-teachers will be more
competent in year-long time management and potgntore adept at modifying the
curriculum. This practice may encourage teacheetelop what Jean called thematic

teaching and empower teachers to modify their culuim.
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While the participants in this study felt they rieegl more than adequate global
training, they knew their experience was atypical that most teachers might only be
exposed to global education briefly, perhaps aagpte of teaching theories rather than a
course committed to the idea and then left to them devices. The participants felt
global education, if properly marketed and undedtovill naturally attract allies
interested in continuing the effort to improve icat thinking skills in their students.
Finding reliable and accurate resources, howevas, identified on several occasions by
participants who had undergone intense globalitrgirif new teachers do not have the
opportunity to involve themselves in programs sashhe Global Schools Project, then
veteran global educators themselves will have thentlhe necessary resources easy to
find and readily available. Universities, instituts such as the GSP and individual
teachers need to publish global resources and thake known on a national scale so
that teachers everywhere can gain access anduppbd. There should be an effort to
keep costs as low as possible as well, as thecypeamits in this study found the costs
associated with training can be daunting or prdivéi Finally, the institutions
supporting global education should seek fundingrder to allow long-term training

available to a wide audience.

The participants in this study often complainedimie issues that deterred them
from including global perspectives in their daiggsons, but made efforts to include
global perspectives when time availed itself. Thecpption that global education is an
added burden that vies for time, competing agairssmandated curriculum simply does
not have to seem insurmountable. Gaudelli (2008)em$es many of these time-related

concerns as he recommends a need to allocateadditime and resources to global
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educators due to inadequate global training througtheir own education and the
constant changing nature of the material. Univesmust help teachers understand that
the content and methods of global education caitydssmerged into existing content
areas, demanding little additional time. As moré arore responsibilities and content are
heaped onto teachers, it is not surprising thap#racipants regularly pointed to time as

a barrier.

Simple examples might involve including a Frenct Bmitish perspectiveduring
an American Revolutionary War lesson, examiningctih@cesmade during the writing
of the US Constitution, reminding students of plogver of thanediato shape popular
opinion as they cover Yellow Journalism and theseawf the Spanish American War,
point out how decisions such as Prohibition carehanntendedconsequencesuch as
ushering in the greatest period of lawlessnessamation’s history, and trying to help
students see Ameritharough the eyes of otheas students examine efforts made by the
Vietnamese government to recruit US support foir ihedependence only to find instead
the US taking the side of the French colonial ie$&s. History is rife with opportunities
to merge global dimensions into existing themed,iarsome cases, such as with Yellow
Journalism, the textbook and issued curricula diyesccomplish this task. Insufficient
class time need not be an obstacle to teachinglijoltlowever, teachers will need to
commit planning time to finding the resources aodstructing such lessons. Teacher

education programs need to make this more evidetgachers are not discouraged.

Only one of the participants in this study was unfatable with modifying the
mandated curriculum so to accommodate global ther@sever, several found fellow

teachers with whom they worked resistant to tha.iddée teacher is often the final
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instrument to shape curricular interpretations te&iudents are engaged. It is their
responsibility as educators to identify and corfalse information and challenge
prejudicial descriptions or images. As teacheroanter more AP and IB curriculum

that resists modification, teachers must be willimdet their students know what will be
expected on national tests so that they can penfeghy while at the same time alert the
students to the perspectives that are being pedeheachers and students will have to
develop what Merryfield (2006) called double conssiness, able to present concepts in
a manner desired by the review panel and develagmother understanding for the
purpose of critical thinking. Universities respiuhs for training teachers must help them
develop this skill and help them understand thatiaking such action they increase

student understanding well beyond what fact (orhlased regurgitation could provide.

Countering teacher disposition is perhaps the wmsroversial of the
recommendations made in this study. As discussdigreia Chapter 5, efforts can be
made to both mandate global perspectives and emgewlobal perspectives. While |
have been clear to denounce state and district atesdestricting academic freedom and
limiting free thinking, it is possible to establibbth university teacher programs and K-
12 schools that specialize in global theory; irt they already exist. Several universities
have global education centers and should be mangdatglobal perspective of their
teachers for both admittance and graduation. Teachierested in a more generalized
teaching certificate have a wealth of other univiesto choose from across the nation.
Furthermore, K-12 schools already exist that shbeldequiring teachers to construct
lessons from a global perspective, particularhs@iBools and internationally themed

magnet schools. Giving teachers, parents and sudaropportunity to develop in a
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cosmopolitan setting with a global lens to the wavbuld increase the likelihood that the
behaviors dictated by global education, such asematihn, sustainability, responsibility,

equity, and justice endure beyond graduation.

However, the specialized arrangement that exists dot alleviate the ethical
responsibility of more traditionally structured ¢bar training programs to ensure the
universal values enshrined in global educatiorupiesld by their graduates. Every
university should make efforts to prevent interdgiarties from entering the profession
of teaching if they exhibit characteristics that aounter to the American values found in
the nation’s founding documents such as equabtgrance, and due process. When
individuals pursuing a teaching degree reveal padigion that rejects such tenets,
universities should be prepared to deny contintadihg and encourage the college

student to pursue interests in other fields.

Recommendations for Future Research

Findings from this study appear to confirm muclihaf existing research
conducted on gatekeeping strategies (see, for dea@jtlin, 1983; Vinson and Ross;
2001; Thornton, 2005; James, 2010). Barriers tbalteaching such as teacher
inclination and the mandated curriculum as wellh&scircumvention strategies including
teaching from a centrist position and making cheicased the practicality were in sync
with the existing literature. With few exceptiossich as a predicted environmental
concern for law and order climates, the participanitthis study conformed to
expectation. However, new issues were raised thet wot previously identified and

deserve future consideration. The results of thudyswill serve as my future research
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agenda in order to increase clarity and understgnetilative to gatekeeping, global

education theory, and the role of facilitating imgtons.

Because of the nature of qualitative research lamdiability to generalize
findings, future studies should be conducted thgtley quantitative research techniques.
As a result, the findings could be applied moreadtp and inform a larger audience.
Likewise, future research design should includestrlaom observations in order to
minimize limitations such as social desirabilitydahe Hawthorne effect. A further
design change might allow participants the oppatyito collaborate with each other in

order to establish possible consensus.

While this research considered the barriers toajleducation confirming much
of the literature that gatekeeping research predjanhore is needed. Aside from the
classroom teacher, this research found that serstads confound global teaching and
academic freedom including the mandated curricullextbooks and curricula are not
written in a vacuum; they are deliberately designgdommittees, which are comprised
of persons deliberately selected to serve on thosenittees. If the curriculum is what
obstructs global themes, then more research isedesa why the curriculum is written
the way it is. Global education theory posits that curriculum is a tool meant to
cultivate a desired perspective. Revealing thewastbehind existing curriculum would

do much for educational research and practice.

A schism that appeared both within the literatendew and amongst the
participants is also deserving of future consideratnamely, whether global education

should be considered neutral or advocacy oriemMédle the majority of the research
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recommends a neutral approach for the purposehafremg critical thinking, the

guiding theory seems to lead elsewhere. Just holaykeducators can both refrain from
taking a position while at the same time speak abostainability and human rights
frustrates the concept and clouds its intent. Opptato global education have, since its
beginning, criticized its motives. Such claims sgest as adherents appear to make
contradicting claims and the evidence suggestthdm@y promotes much more than
critical thinking alone. A third option to consideas been submitted by Gaudelli (2003)
who states global educators need to construcfiaudifmiddle ground that exists
somewhere between the countersocialization otatipedagogy and the socialization or

reproductive expectations of education, in effegtdming community intellectuals.

Finally, programs such as the Global Schools Praieserve greater attention as
to how they serve to foster increased competentearhers. Each of the participants in
this study repeatedly made claims that their fivsiv years working with the GSP
encouraged their commitment, enhanced their urelestg, and provided them with the
necessary support to make them effective globaheza. Future longitudinal studies
should examine the inner workings of such institosi so that efforts can be replicated
for future global educators. Specifics include ¢bsts, curriculum, instruction,
participant selection criteria, and impact. Intews should be conducted with
instructors, administrators and teacher particgpag¥ealing how such programs came to
be and what they profess to accomplish. Does aation with programs such as the
GSP alter, mediate or enhance pre-existing teattierdes? Teacher disposition toward
global themes should be recorded from the onsesamictd in order to reveal potential

changes.
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Conclusions and Implications

As the global village becomes more interconneaéfdrts must be made to
minimize conflict and improve understanding. Globdlication provides an excellent
blueprint for many of the worlds troubles helpirgpple make fair and equitable choices,
encouraging responsible behavior to each othetatite planet, promoting collaboration
as well as competition, encouraging cosmopolitamkthg and recognizing the veil that
often misleads humanity. Making poor choices is ttay and age can affect huge
populations. Understanding these issues is ceotglbbal education, and global
educators need to be encouraged to fulfill thdiinga Obstacles to global education
must be revealed and circumvention strategies brismployed so that future

generations are informed and aware of their obbgatas citizens of the humanity.

This qualitative case study reinforces existingaesh that has found barriers to
teaching and the gatekeeping methods employeddohées seeking to truly educate
their students. It is hoped that the participantdi descriptions in this study will provide
guidance to global education programs seekingepare new teachers with effective
strategies that will enhance citizen participatim@an ever-increasingly interconnected

world.
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Appendix B: Teacher Survey

The purpose of this survey is to assist me in wstdading some of your experiences
relevant to my research. This survey will help raestruct questions for our face-to-face
discussion. Your responses are confidential andwibuemain anonymous to others

who later read this research.

For each of the below sections, please read theda instructions and enter your
response. If there are issues you do not feel cdaffie answering, feel free to leave the
guestion blank. If there are issues that you caanstver because my meaning is not
clear, please indicate that in writing to the safléhe question and | will clarify at our

face-to-face interview.

A. Purposes of Education

1. Please select the one description that best desdtile overall purpose of

education

|:| Reproductive (teaching should help students fundticsociety as it presently

exists)

|:| Transformative (teaching should help students guesind transform societal

relations)

2. Please ORDER the below statements from 1 to 5 adeg they apply to the

purposes of social studies education

1 = top priority for social studies education



OO OO

L OO O

5 = last priority for social studies education

Citizenship Transmission (emphasis on westernhzation and facts)

Social Science (emphasis on scientific skillsmpeical inquiry)

Reflective Inquiry (emphasis on relevant problestvisg skills)

Informed Social Criticism (emphasis on criticaliotersocialization skills)

Personal Development (emphasis on the self andajsrg personal

responsibility)

For each of the options below, indicate how sintiter descriptor is to the

purposes of global education

1 = this is a primary purpose of global education

2 = this is an occasional purpose of global edocat

3 =this is rarely a purpose of global education

Monoculturalism (global education should promaaéianal unity)

Particularism (global education serves specifinarity groups)

Pluralism (global education helps everyone enhaogeer and capital)

Liberalism (global education encourages critibahking skills on all levels)
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Critical (global education serves to reduce oppoesand level power
differences)

. Global Education

Which of the following global education dimensiaisyou usen your class on a

regular basis?

1 = | use this dimension often in my class

2 = | use this dimension occasionally in my class

3 = | use this dimension rarely in my class

Perspective Consciousness (seeing things frompteufierspectives)

State of the Planet Awareness (understanding veonditions and the media)

Cross Cultural Awareness (able to view your owttuce from other vantages)

Knowledge of Global Dynamics (understanding thargthing is interconnected)

Awareness of Human Choice (you have choices amdadffect others)

Double Consciousness (developing multiple idegigo to adapt to conditions)

Contrapuntal Experiential Knowledge (learning frothers

experiences/literature)

Knowledge Construction (developing non-Westernhoés of understanding)



NN NN

Indicate how regularlyou teach about the following themes

1 = I teach about this theme in many of my lessons

2 = | teach about this theme occasionally

3 = I rarely teach about this theme

The Environment

Sustainability

Intercultural Relations

Peace and Conflict Resolution

Technology

Human Rights

Social Justice

Controversial Topics (list as many as you canlieca
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Other Topics
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NN

Which of the below teaching strategies or contenyau employ which may

encouragéhe development of a global perspective:

1 = | use this strategy often

2 = | use this strategy occasionally

3 = | use this strategy rarely/never

Working with others and accepting responsibilay dneself

Understanding, tolerating, and accepting cultditiérence

Willingness to resolve conflict in a non-violenammer

Capacity to think in critical and systematic way

A command of problem-solving knowledge for evenytite

A willingness to change lifestyle and consumptiaibits so to protect the

environment
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An ability to approach problems as a member dbhaj society

| teach my students to be skeptical of “facts”

| teach with open-ended questions, encouragingh*botls” instead of “either-

ors”

Learning in my class is student centered rathesm teacher centered

. School Environment

. For each of the options below, indicate how sintiter descriptor is to your own

experienced school environmént indicating:

1 = most often my school environment is like tlesatiptor

2 = occasionally my school environment is like tlescriptor

3 =rarely is my school environment like the dgsor

A law and order climate (administration emphasisues, policies and

procedures)

A conservative climate (administration resistsrngeso to play it safe)

A climate of censorship (administration or comntytimit certain ideas)

A climate of pessimism (faculty have low expedas for the student abilities)

A competitive climate (standardized test scoresagpriority over all else)
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. Obstacles & Gatekeeping

. For each of the options below, indicate how fredlyeyou predict the descriptor

can act as an obstacle for global educators wraahiteg global education

themes:

1 = this is frequently an obstacle to teachindgl@®ducation

2 = this is occasionally an obstacle to teachioda education

3 =this is rarely an obstacle to teaching glauhlcation

Personal inclinations

Peer pressure

The department chair

School site administrators

District administrators

The community

Students

Students’ parents

Local, state or national government

Academic and university training

The official curriculum or textbook
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. Circumvention Strategies

When facing obstacles to teaching global perspestindicate how frequently
global educators use the below coping strategetswbakensheir ability to

teach from a global perspective:

1 = They use this strategy often

2 = They use this strategy occasionally

3 = They use this strategy rarely/never

Fragmentation (teaching the basic vocabulary teatier than the complex

system)

Mystification (teach in generalities encouragiogdlty to American ideals)
Omission (leaving out content found objectionable)

Simplification (minimizing challenging content ¢@ain student willingness)
Centrist (teach content from the political cerserto avoid perceived bias)
Exclusion (exclude mandated content altogether)

Reduction (minimize time spent on mandated content)

Coercion (encourage decision makers to change émelated content)
Abandonment (abandon topics that are beyond pdreadarstanding)
Empowerment (fail to alter the curriculum due toedief that they lack authority)
Practicality (construct lessons based on timeiotigtns, class size, etc.)

Passive Resistance (alter lessons due to studetfitingness)
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Active Resistance (alter lessons due to activeesiugesistance)

10.When facing obstacles to teaching global perspestivmdicate how frequently

global educators utilize the coping strategiesWwelmat _strengthetheir ability to
teach from a global perspective:

1 = They use this strategy often

2 = They use this strategy occasionally

3 = =They use this strategy rarely/never

Expressed permissions (ask and receive permifsiondecision makers)
Rally Support (gain popular support for content)

Academic Theory (defend content with academicaedy

Curriculum (defend content by tying it to officiedirriculum)

Student Choice (defend content by allowing stuslémselect directions)
Safety (defend content by tying it to school safailicies)

Wide Net (by including multiple voices, they avqedrceived bias)
Opposing Views (by debating two positions, thegid\perceived bias)
Civil Rights (defend content by associating itwaivil liberties)

Human Rights (defend content by associating ihwiN Human Rights)
Natural Rights (defend content by associatingiih\Watural Rights Philosophy)

Devil's Advocate (take a position and encouragéeestis to prove position

wrong)

Martyrdom (openly and outright reject anti-inteli@al or critical thinking)
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Cosmopolitanism (encourage an allegiance to adawitle community)
Peace and Justice (content is tied to improvistiga and peace for all)

Rights (content teaches rights and responsilsldie a global scale)

F. Below, list and briefly describe a few of your less you feel exemplify global
education (details of these lessons will be disediskiring the face-to-face

interview).

G. Below, feel free to add any additional informatregarding your teaching efforts
as a global educator, including obstacles andegfied for circumventing those

obstacles.
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NOTE: If you have any lesson plans that you fedll pvovide evidence of either your
global education teaching or your efforts to ciraemt obstacles to teaching global

perspectives, please bring them with you to the-taeface interview.



9.

319

Appendix C: Semi-Structured Interview Protocol

Remind participants of their anonymity and the ggof the study (for
academic, non-work related purposes).

Remind participant of voluntary nature of the ps®;eheir option to recuse
themselves, the option to pass on a question assllgy return later, and their
ability to review the transcripts and make cori@tsi if needed.

What do you believe most Americans feel is the psepof education?

What do you believe is the purpose of education?

If these are different, how do you justify the sth¥

Let me identify the dimensions of global educa@smagreed on by several noted
global educators (present Global Education Han{#ppendix F). As we move
through each dimension, tell me if you conduct Esgons that meet each
descriptor.

Some of the curriculum we just discussed may draj@abion from your
community or administration. How do you present théormation to minimize
potential problems?

Have there been incidents that, despite your afftwve drawn objection or
resistance?

Once an objection is raised, how have you respchded

10.Let me show you some strategies used by othelisciontvent obstacles to

teaching global perspectives (Appendix G). Witls it as an aid, can you think

of any other incidents that you may have overloakedfirst time?

11.1s there anything you would like to add that | nfeave overlooked?
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12.Inform participants to be on the lookout for theanscript (which will be sent
electronically), to make clarifications if needadd to return it to me.

13.Remind patrticipants of the second interview and Ithnall contact them for their
best dates and times. They should bring lessonsright help clarify the

examples discussed today.
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Appendix D: Predetermined Thematic Coding

The following codes will be used to code participsurveys and face-to-face
interviews. The codes will be modified during thrstfand second interviews based on

feedback from peer reviews.

Data will be identified as:

1. ED the participants is speaking about educatiayeimeral

2. GE the participant is speaking about global edacat

3. OB the participant identifies an obstruction tolzgdl education

4. GK the participant identifies a gatekeeping stigtir circumventing

obstacles to global education
If the participant speaks about any of the themespositive way, a “+” will indicate the

tone.

If the participant speaks about any of the themesnegative way, a “-“ will indicate the

tone.

If the participant does not convey a tone in famoagainst, no symbol will accompany

the code.

If the participant speaks about the theme fronr thin personal perspective, or self, a

“S” will accompany the code.

If the participant speaks about the theme fromlarstperspective, or other, an “O” will

accompany the code.

List of Coding Options available to peer reviewers
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ED  speaking about education

GE  speaking about global education

OB  speaking about an obstacle to global education

GK  speaking about a gatekeeping strategy to ciremmnan obstacle

Add the following symbols to the codes if they mlentified

S speaking about a topic from their own perspective
O speaking about a topic from another’s perspective
+ has a positive tone

- has a negative tone
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Appendix E: Global Education Handout

1. Perspective Consciousness: awareness that youdwies is unique and
shaped by environments. Teachers should build mest@at provide multiple
perspectives so that students realize that notyemersees things the same
way, and when they come across these varied persgem real life they are
better prepared for coping with the situation.

2. State of the Planet Awareness: knowledge of thelitons facing the world
and the events that shaped history. Teachers slelidie current events in
their lessons making students aware of the worlaviich they are a part,
along with a history of those events so that sttedlean draw comparative
analysis and meaning. One critical aspect of thisedsion is the role of the
media and how it shapes our perception and unadelisia of world events.
Teachers should alert students to this conditioth emcourage students to
research issues thoroughly before relying on amyroadia outlet.

3. Cross-Cultural Awareness: ability to see one’s awiture, value, and beliefs
through the eyes of the “other”. Teachers shoulktberage opportunities to
engage other cultures for extended periods of tmiside of the students
normal day to day life through possible exchangeymams and travel. Only
by spending time living in another’s shoes can waky see their own culture
from other vantage points.

4. Knowledge of Global Dynamics: ability to see corthaty in all relationships

and throughout time. Teachers should help studeets how events are
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interconnected and build into their lesson plamsrés that weave seemingly
unrelated content areas together.

5. Awareness of Human Choice: awareness of choice amdllingness to
exercise that choice. Teachers should help stusgs®she choices made in
history along with those made today and emphasiaedhoices were made;
little occurs without choice. Choice is made nolyahroughout time, but at
varying levels ranging from international and naéibchoices to familial and
personal choices. Knowing that choice exists arad those choices affect
lives other than those of obvious consequence dhmrillluminated.

6. Double Consciousness (developing multiple iderstitie to adapt to
conditions)

7. Contrapuntal Experiential Knowledge (learning frothers
experiences/literature)

8. Knowledge Construction (developing non-Western méshof understanding)
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Appendix F: Strategies to Circumvent Curricular Obstacles

Toe the Line: Content is taught with outside suppor

Expressed Permission
Rally Support
Academic Theory
Curriculum

Student Choice

Safety

Mix it Up: centrist teaching

Wide Net

Opposing Views

Administration approval ighband gained
Sizable popular support is organized
Methods are supported in academia
Methods are supported in official cuatiom
Methods are elected by the studgmilation

Methods support school safety

Several topics selected so to avoid peeckiavoritism

Dual topics are debated so to apeideived favoritism

Beacon of Righteousness: positions taken regardfesgpport

Civil Rights
Human Rights
Natural Rights
Devil's Advocate

Martyrdom

Support tied to American founding priples/documents
Support tied to UN Declaration of Hankaghts
Support tied to Natural Rights psdphy
Teacher embraced topic, studehédlenged to debunk

Topic is put forth to reject any critisis
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Appendix G: Email Script for Recruiting Participant s

Dear ,

| am a doctoral candidate in Social Science Edanait the University of South Florida
in Tampa, Florida. | am pursuing my doctorate bgducting research on social studies
teachers and the strategies they use to presentiafion central to global education to
their students Your participation is requestethia research (IRB Study # XXXX). |
would like to ask you about the curricular decisroaking and instructional strategies
you employ to teach global perspectives. As comgiéns for your time and

participation in the study, you will receive a $20 gift certificate to Starbucks at the
completing of each interview. During the interviewall food and beverage will be paid
for by me.

Participation in the study will require about twaeshour interviews and one hour of
verifying transcripts and themes. With your pesias, the interviews will be taped and
transcribed. To maintain confidentiality, you Wik given a pseudonym in all
transcriptions and you will not be identified bynmaon the tape. Transcription software
and/or a professional transcriptionist may be ueddanscribe the audio files. The audio
files will be locked at my house. Each participaait be offered a copy of their audio
files and a copy of their transcription. The papants and | will be the only ones with
access to the audio files. The master audio filleremain in my possession and will be
destroyed five years after the publication of tiesertation.

The two interviews will be arranged at a locatidryaur convenience during non-school
hours and at a non-school facility. The first imtew will occur early summer (June)
2012 and the second interview will take place thsg summer (July/August). Transcripts
for the first interview will be made available fparticipant review before the second
interview. Transcripts from the second interviewl e made available by the end of
August, 2012.

| appreciate your thoughtful consideration of mguest. Please contact me at the email
or phone number listed below if you would like t@rficipate in this voluntary research.



Sincerely,

Robert W. Bailey.

Doctoral Candidate

Social Science Education
University of South Florida
4202 E. Fowler Avenue
EDU 162

Tampa, FL 33620

hydeparkteacher@gmail.com

ph 813.786.7000
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Appendix H: Informed Consent

USE

UNIVERSITY OF
SOUTH FLORIDA

Informed Consent to Participate in Research
Information to Consider Before Taking Part in this Research Study
IRB Study # XXXX

You are being asked to take part in a researclysResearch studies include only people
who choose to take part. This document is calleshfmnmed consent form. Please read
this information carefully and take your time makiyour decision. Ask the researcher or
study staff to discuss this consent form with yalease ask him/her to explain any words
or information you do not clearly understand. VWdearage you to talk with your family
and friends before you decide to take part intds®arch study. The nature of the study,
risks, inconveniences, discomforts, and other irigmtrinformation about the study are
listed below. Participation is voluntary and thHat subject may discontinue participation
at any time without penalty or loss of benefitsvinich the subject is otherwise entitled.

We are asking you to take part in a research studgalled: Curriculum Gatekeeping
in Global Education: Global Educators’ Perspectives

The person who is in charge of this research situépbert W. Bailey This person is
called the Principal Investigator. He is being guidn this research by Dr. Barbara Cruz.
Mr. Bailey can be contacted at (813) 786.7000 aleiparkteacher@gmail.com.

The two research interviews will be conducted latcation of your convenience off
school campus, during non-school hours.

Purpose of the study
The purpose of this study is to:
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e Develop stories about social studies teachersdlaxperiences in a class-based
society.
e This study is being conducted by a graduate studembmpletion of a doctoral
dissertation.
Study Procedures
If you take part in this study, you will be asked t

e Participate in two one-hour semi-structured intems and approximately one
hour of verifying transcripts and themes.

e With your permission the interviews will be tapedidranscribed. To maintain
confidentiality, you will be given a pseudonym ihteanscriptions and you will
not be identified by name on the tape. Transcnipsioftware and/or a
professional transcriptionist may be used to trabedhe audio files.

e The audio files will be locked in Mr. Bailey’s apawent. Each participant will be
offered a copy of their own audio files and a copyheir own transcription. The
participants and principle investigator will be thr@y ones with access to the
audio files. The master audio file will remain irr.NBailey's possession and will
be destroyed five years after the publication efdissertation.

e The two interviews will be arranged at a locatidrih@ participants’ convenience.
The first interview will occur summer 2012 (Junagdhe second interview will
take place late summer 2012 (July/August).

e Transcripts for the first interview will be madeadlable for participant review
before the second interview. Transcripts from #soad interview will be made
available by the end of summer, 2012.

Total Number of Participants
About six individuals will take part in this study USF.

Alternatives
You do not have to participate in this researcdystu

Benefits
We are unsure if you will receive any benefits &iing part in this research study.

Risks or Discomfort
This research is considered to be minimal riskatTheans that the risks associated with

this study are the same as what you face every @iagre are no known additional risks
to those who take part in this study.

Compensation
You will be paid $40.00n the form of a Starbucks gift certificate if yoamplete all the

scheduled study visits. If you withdraw for anygea from the study before completion
you will be paid $20.0@n the form of a Starbucks gift certificate fochacomplete study
visit. During the study visits, all food and bevgeawill be paid for by Robert Bailey.

Cost
There will be no additional costs to you as a tesubeing in this study.
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Confidentiality

Certain people may need to see your study recBsdaw, anyone who looks at your
records must keep them completely confidential. dinlg people who will be allowed to
see these records are: The research team, inclti#rrincipal Investigator and all other
research staff. Certain government and univergtpfe who need to know more about
the study. For example, individuals who providersight on this study may need to look
at your records. This is done to make sure thaameeloing the study in the right way.
They also need to make sure that we are protegtingrights and your safety: This
includes the Department of Health and Human SesiD&1HS) and the USF
Institutional Review Board (IRB) and its relatedf§tIf you have questions about your
rights as a patrticipant in this study, general jaes, or have complaints, concerns or
issues you want to discuss with someone outsideeearch, call the USF IRB at (813)
974-5638.
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Appendix I: Consent to take part in this research gidy

It is up to you to decide whether you want to tpket in this study. If you want to take
part, please sign the form, if the following sta&ats are true.

| freely give my consent to take part in this studyand | acknowledge | may

withdraw from the study at any time for any reason. | understand that by signing this
form | am agreeing to take part in research. Ehaceived a copy of this form to take
with me.

Signature of Person Taking Part in Study Date

Printed Name of Person Taking Part in Study

Statement of Person Obtaining Informed Consent

| have carefully explained to the person taking pathe study what he or she can expect
from their participation. | hereby certify that whthis person signs this form, to the best
of my knowledge, he/ she understands:

e What the study is about;

e What procedures/interventions/investigational droigdevices will be used;

e What the potential benefits might be; and

e What the known risks might be.

| can confirm that this research subject speaksatiguage that was used to explain this
research and is receiving an informed consent farthe appropriate language.
Additionally, this subject reads well enough to ersdand this document or, if not, this
person is able to hear and understand when theiforead to him or her. This subject
does not have a medical/psychological problemioatid compromise comprehension
and therefore makes it hard to understand whagirgkexplained and can, therefore, give
legally effective informed consent. This subjeahad under any type of anesthesia or
analgesic that may cloud their judgment or makeit to understand what is being
explained and, therefore, can be considered comipietgive informed consent.

Signature of Person Obtaining Informed ConsentseBech Authorization Date

Printed Name of Person Obtaining Informed Cons&ggearch Authorization
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Appendix J: Participant Recommended Infusion Method

# of
Participants

Participant

Infusion Method Recommended

7

Shirley
Jean
Lorraine
Marilyn
Priscilla
Charles
Sheila

Match global content to curriculum

Shirley

Lorraine
Marilyn
Charles*

Use devil’s advocate

Jean
Lorraine
Sheila

Balanced teaching

Shirley
Priscilla
Sheila

Build friendly respectful environment

Jean
Lorraine
Sheila

Let students control direction

Marilyn
Priscilla
Sheila

Seek permission/follow rules/guidelines

Marilyn
Sheila

Rely on academic theory/data

Shirley
Sheila

Develop experience

Shirley
Jean

Challenge the curriculum

Jean
Priscilla

Funding for conferences/training
Aid for resources

Jean
Marilyn

Insert global content as homework

Jean
Lorraine

Stand up for what’s right

Priscilla
Sheila

Make global content relevant/real life

Priscilla
Sheila

Connect global content to rights, humanity, equality

Shirley

Reach out/do not teach in isolation

Shirley

Don’t share personal teacher info with students
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1 Shirley Be knowledgeable

1 Shirley Travel

1 Shirley Promote diversity

1 Jean Teach thematically

1 Jean Guest speakers

1 Jean Train at university

1 Jean Tight control over discussion

1 Jean Dedicate your own time

1 Lorraine Make global content optional

1 Lorraine Use current events to infuse global content

1 Lorraine Resist peer pressure

1 Lorraine Be persistent

1 Marilyn Avoid teaching AP and IB courses

1 Marilyn Sense of humor

1 Marilyn Tie to school safety

1 Priscilla Tie global methods to teacher evaluation system

1 Priscilla Remind that global themes are patriotic

1 Charles Insert global themes to break up monotony

1 Sheila Educate parents

1 Sheila Be considerate of holidays (no Islam at Christmas)

1 Sheila Be honest about intentions

1 Sheila Make global teaching about critical thinking/higher

order

1 Sheila Isolate problems quickly/ in house

1 Sheila Get involved with officials to change the curriculum
Unable to identify an effective infusion method

1 Shirley Can’t circumvent AP/IB (teacher proof)

1 Jean Can’t circumvent standardized testing (teacher proof)




