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ABSTRACT

INTERNATIONAL PROFESSIONAL DEVELOPMENT FOR TEACHERS:

THE FULBRIGHT HAYS GROUP PROJECTS ABROAD, 2003-2007

BY

Kristin Janka Millar

This study examines the content and nature of internationally oriented

professional development for US. K-16 teachers. More Specifically, it focuses on

understanding the range and nature of opportunities to learn in federally funded

short-term Fulbright-Hays Group Projects Abroad (GPA) proposals. The GPA

program is one of four programs created under the Mutual Education and

Cultural Exchange Act of 1961 (Fulbright-Hays Act), aimed at increasing

international understanding through international study and exchanges, and

complements domestically-focused Title VI (NDEA/HEA) programs. Together,

these programs provide the main infrastructure for federally funded U.S.

international education.

The GPA program is one of the few programs that support international-

related professional development for K-16 teachers. It is funded at more than

four million dollars per year. Despite its importance and the changing needs of

teachers and their students, this program has not changed in close to 40 years.

The proposals in this study are seen as expressions of their proposer’s

conceptualization of internationalization and professional development, as

operationalized to meet the requirements of the GPA program. That is, the

proposer’s conceptualization is inferred from empirical data from the proposals.

 



This study is an analysis of funded GPA proposals using quantitative and

qualitative methods with a stratified probability sample of one third of the target

population of 172 funded GPA proposals for five years (2003-2007). A content

analysis was conducted which involved developing a coding scheme and the

coding of proposals. Building on these results a principal component analysis

was done to search for patterns and possible structures. Component scOres were

computed and proposals were dichotomized according to their scores on two

components dealing with language/immersion and curricular/academic demands.

This led to discussion of several more homogeneous groups of proposals which

were further explored in a more qualitative way and compared with what is

known about effective professional development.

The GPA proposals described in this study represent different purposes

and visions about what is important to learn about a country or society and how

such learning should happen. They are the product of a negotiation between the

visions of Congress and policymakers, ED, GPA program administrators and

reviewers, project directors/authors of GPAS and their institutions, and the needs

and goals of educators for whom they are written. While many of the GPAS in the

sample went above and beyond the requirements of the GPA program, they fall

short when compared with research on professional development and teacher

learning. This study shows clearly that there is a need for the GPA program to be

reviewed and rethought to make GPAs more effective in terms of professional

development and better rooted in the aims of internationalization.
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INTRODUCTION

The FuIbright-Hays Group Projects Abroad (GPA) program is one of four

programs created under the Mutual Education and Cultural Exchange Act of

1961 (known as the Fulbright-Hays Act) to “support the internationalization of the

nation's educational infrastructure by strengthening area and foreign language

expertise among current and prospective U.S. educators” (ED 2009). Together,

with Title VI programs of the Higher Education Act (originally the National

Defense and Education Act), and Fulbright Programs (administered by the US.

Department of State), these programs provide the main U.S. international

education infrastructure. For close to 50 years, the GPA program has provided

funds to support group training, research, and curriculum development for US.

educators, administrators and students and is one of the few federally funded

programs and rare sources of internationally-related professional development

for K-16 teachers.

Origins of this Study

I first became interested in the GPA program in 2003 when l was asked to

give a presentation at a GPA orientation for a group of K-12 teachers about to

travel to Oaxaca, Mexico. Some years later in 2005, I was asked to participate

this time in a GPA to Belize designed by the same director, as a curriculum

consultant and participant. While planning the Belize GPA, the project director

invited me to study the GPA as a participant-observer. I designed a pre-



dissertation study around four questions: 1) what opportunities to Ieam (OTLS)

does the GPA afford teachers both while they are overseas and when they return

to their classrooms? 2) What are the effects of such programs? 3) Which

opportunities to Ieam promote teacher Ieaming and what do these look like? 4)

What do teachers Ieam about the world from such a program?

The pre-dissertation research was an interpretive study that included nine

K-12 teachers and the project director. I conducted in-depth interviews with the

project director as the GPA was being planned and with teachers before

programming in Belize began. Once in Belize, weekly interviews and

observations were conducted with each participant and OTLS (formal, informal

and incidental) were documented during the four and a half week program.

Participants were interviewed again six months and one year later after returning

to the US. and OTLS (pre-departure, abroad and post-trip) were mapped out and

analyzed.

Among the findings, teachers described having Ieamed new content about

Belize (ethnic diversity in particular), personal growth (self-confidence,

independence, personal connections), and one teacher said his worldview

changed (from being Eurocentric). Teachers mentioned two OTLS that had the

most impact on their Ieaming: a day-trip to a cave and a home stay with Mayan

families in a small village. These OTLs were also the most physically and

mentally challenging activities of the itinerary. When asked to describe what it

meant to intemationalize their teaching using the Belize GPA as an example,

“international” was described in three very different ways: 1) as a world view and



personal philosophy or way of being; 2) an addition or insertion into the existing

curriculum (e.g., unit on Belize instead of Guatemala); and 3) a means of

disseminating information through technology (e.g., posting lessons to a website)

so those outside of the US. would have access to the curriculum (with or without

an international focus).

This pre-dissertation study helped me understand and articulate a number

of important issues for the GPA program. For example, the Belize GPA

highlighted the importance of developing a common understanding (among the

group) about the purpose and goals of the program. In the case of the Belize

GPA, there were formal goals and unarticulated goals for the GPA that were not

clear to everyone, and some participants had their own goals that were in

opposition to those of the group that impacted the program abroad and

aftenrvards. It was also assumed that there was a common understanding about

what it meant to “intemationalize” one’s teaching and curriculum; however, this

was not the case. An underlying assumption of this GPA program was that

participants have the capacity to transfer or translate (by themselves) their

experiences abroad into curriculum they would teach in their classrooms, as

evidenced by the lack of attention to (and funding for) follow-up support.

While this pre-dissertation research has made some aspects of GPAS

clearer, it also raised questions to explore further. In particular, I was interested

in examining how the OTLS in the Belize GPA might compare with other GPAS.

My conversations with colleagues and authors of GPAS led me to believe that

there could be variation across GPAS (with the same RFA). This pre-dissertation



research also helped me to see how, in the case of the Belize GPA, the GPA

requirements (RFA) shaped the design and the types of OTLs that were available

to participants (e.g., pre-departure preparation, unplanned time abroad,

interacting with people from the host culture), and this was something I wanted to

examine in more depth.

Dissertation Research

Taking these evolving issues into account, this dissertation focuses on

understanding the content and nature of professional development (i.e., GPAS)

for K-16 teachers which is intended to provide international opportunities to Ieam.

That is, professional development for teachers that is about and takes place

within another country, culture or society. More specifically, this study focuses on

understanding the range and nature of opportunities to learn in federally funded

short-ten'n GPA proposals. GPAS have authors (usually the project director) with

different purposes and visions about what is important to Ieam about a country or

society, what it means to “intemationalize” (one of the goals of Fulbright-Hays)

and how such learning should happen. Thus, GPA proposals are taken as

expressions of how the proposers conceptualize internationalization and

professional development, as operationalized to meet the requirements and

constraints of the GPA program (discussed in chapter 2).

Research Questions

The overarching research question for this dissertation study is: How do

the authors of GPAS plan and explain teachers’ professional development that

 



focuses on Ieaming about the world and that is situated in an international

context? More specifically:

1. What opportunities to Ieam (OTLS) are included in GPA proposals?

2. What is the nature of the professional development for which these

OTLS are developed? As far as one can infer from the funded

proposals and these OTLS, what are the assumptions and conceptions

concerning internationalization that are embedded in these proposals?

3. Given the range of OTLS included in GPA proposals that are

internationally oriented, are these compatible with what is called for in

the professional development literature?

Mapping Opportunities to Learn

The proposals described in this study articulate different purposes and

visions about what is important to Ieam about a country or society and how such

Ieaming should happen. Since GPAS describe planned OTLS, the first question

calls for understanding what types of opportunities to Ieam are included in GPA

proposals and what is the range of these OTLS across the sample. My approach

to this process is based on a sample of GPA proposals and conducting a content

analysis of this sample. A coding scheme was developed with categories motivated

by the research questions and focusing on four main areas: overall characteristics

of the GPA, characteristics of the project director and characteristics of the

participants, and opportunities to Ieam before, during and after travel abroad.

Examples of important variables created by the coding scheme include: purpose



of the GPA (e.g., curriculum development, institutional linkages, and language

skills), pedagogical approach (e.g., lecture, site visit, and reflection),

opportunities for interacting with the host culture, and grouping arrangements for

OTLS (e.g., whole group, small group, and independent).

Issues of What Counts as lntemationalization in GPAS

The second question concerns how authors conceptualize professional

development and internationalization in GPA proposals. GPAS are understood as

a type of teacher professional development and the authors of these GPAS make

decisions about what is important to Ieam and how to organize Ieaming. These

decisions and the ways in which they are explained in the proposal are seen as

evidence of authors’ conceptualization of professional development and

internationalization. No a priori definition of internationalization is imposed.

Instead the GPA proposals are analyzed to see what they imply as far as

internationalization is inferred. The program itself has built-in constraints on what

internationalization can mean and these are discussed in chapter 2. Within these

constraints, the content analysis reveals the contours of internationalization in

terms of how OTLS vary, what is preferenced and what is left out.

GPAS as Teacher Professional Development?

The third question involves comparing funded GPA proposals with what is

known about research on effective professional development and teacher

Ieaming. While the professional development literature indicates that content

matters, the literature on intemationally-related professional development tends

 



to ignore this. Five characteristics of effective professional development were

identified from the research literature: 1) teachers as active Ieamers and

participants in constructing their own professional development (i.e., the design

of the GPA), as well as the degree to which OTLS offer opportunities for active

engagement (e.g., home stays as opposed to lectures); 2) a focus on student

Ieaming and connections to teachers’ own classrooms; 3) a focus on content and

deepening subject matter knowledge; 4) attention to the contexts of Ieaming and

teaching; and 5) the importance of program duration and sustained follow-up.

GPA proposals are then compared and discussed in light of these five

characteristics.

Overview of the Target Population and Data Analysis

In this study, two types of short-term GPAS are examined: Short-term

Seminars and Curriculum Development Projects because of their explicit focus

on K-16 teachers. These GPAS are referred to as short-term GPAS because they

are less than 8 weeks in duration, as opposed to other GPAS which can be

longer. The study's target population included 172 funded short-term GPA

proposals over a five year period (2003-2007) for all world regions (i.e., all the

funded proposals for that period of time). From this, a stratified probability sample

was drawn which included one third of the target population for 5 years or 55

funded proposals. Secondary data included the GPA request for applications,

government documents, and interviews with GPA administrators and project

directors.

 



The study's design included three phases of content analysis, the first of

which focused on sampling and data collection. The second phase involved

developing a coding scheme (discussed in chapter 4) and actually coding

proposals. Building on these results, the third phase included a principal

component analysis to identify patterns and structures in the proposals. From

this, component scores were computed and proposals were dichotomized

according to their scores on two components: language/immersion (Component

1) and curricular/academic demands (Component 2). This led to discussion of

several more homogeneous groups of proposals (described in chapter 5) which

are further explored in a more qualitative way and compared with what is known

about effective professional development (chapters 6 and 7).

Audiences for this Research

Despite the GPA program's long history and position as one of the rare

sources of intemationally-related professional development, this program is not

well understood or studied. Furthermore, there has been little research on

international teacher study abroad in general, and the research that does exist

tends to focus on describing the impact of the international experience with less

attention to the content of such experiences. This dissertation is an effort to fill

this gap.

Such a study speaks to a number of audiences and issues, in particular,

issues of funding and the ways in which research on effective professional

development and Ieaming could be used to reshape the GPA program. This

study also raises questions about the program’s (long-term) emphasis on
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languages and countries of US. national security interest and ways the GPA

priorities might be changed to better serve the needs of teachers and their

students, given the realities of an increasingly interconnected world. For GPA

program administrators and reviewers, this study speaks to issues about how

proposals are evaluated and the academic credibility of GPAS and relevance to

teacher professional development. Of particular importance is the need for

proposers to clearly articulate the GPA’s purpose and rationale for OTLS in their

proposals. For GPA authors, this study Speaks to issues concerning the design

of GPAS and innovative ways of organizing OTLs as well as trade-offs involved in

these choices. It also raises questions about the goals and purposes of GPAS,

the role of teachers and relevance to the classroom. For educators and potential

GPA participants, this study is intended to help future GPA participants be better

informed about lntemational opportunities and resources that are intended for K-

16 educators.



CHAPTER 1: LITERATURE REVIEW AND CONCEPTUAL FRAMEWORK

This chapter provides a review of the literature for the study and

conceptual framework. First, it examines calls for internationalization which are

found in the literature, noting that they have tended to focus on the needs of

students, as opposed to teachers. Later, the chapter describes the features that .

are essential for effective teachers’ professional development and Ieaming.

1.1 Calls for Internationalization

We are living in an increasingly interconnected and interdependent world.

Unprecedented shifts of people in the US. and across the wortd, technologies

that are creating new cultural interfaces, and an increasingly global economy, all

have important implications for schools. The world into which students will

graduate will require different kinds of skills, knowledge and ways of thinking than

were needed a generation ago. Suarez-Orozco and Quin-Hillard (2004) suggest

that the greatest challenges for education in the future will be understanding the

domains of ‘difference’ and ‘complexity’ and “to shape the cognitive skills,

interpersonal sensibilities and cultural sophistication of children and youth whose

lives will be both engaged in local contexts and responsive to larger transnational

processes” (p. 5). The task of preparing students to manage these new

challenges falls to teachers and schools.

However, there is widespread concern that US. students may not be

adequately prepared for these challenges. A recent report by the National

Research Council (2007) for example, states that
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A pervasive lack of knowledge about foreign cultures and foreign

languages in this country threatens the security of the United States as

well as its ability to compete in the global marketplace and produce an

informed citizenry. The US. educational system places little value on

speaking languages other than English and on understanding cultures

other than one’s own students in the United States tend to understand

less about the beliefs, cultures, and history of other nations than their

foreign counterparts (p. 15).

This is not new. Scholars and practitioners have argued for the need to

prepare more world-minded citizenry since the 1950’s if not earlier. Dewey (nd)

for example, expressed these concerns in a speech he gave in the 1940’s about

progressive education where he said: "[tjhe world is moving at a tremendous

rate. Going no one knows where. We must prepare our children, not for the world

of the past. Not for our wortd. But for their world. The world of the future.” This

was within the context of a rapidly changing geopolitical landscape as former

colonies gained independence and US. interests abroad grew. In 1900 for

example, there were only 40 countries in the world and within 75 years there

were 150 members of the United Nations (Wiley, 2001 ). The Cold War and

launch of the Soviet Sputnik satellite in 1957 raised further concern about the

ability of the US. to compete with other countries. It also drew attention to the

importance of knowing more about other countries and societies outside of the

US.

In response, the US. government created a number of programs aimed at

strengthening area studies and language expertise within the US. A number of

programs were created under the National Defense and Education Act (NDEA)

and Fulbright-Hays Act in the late 1950s and early 196OS (discussed in more
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detail in chapter 2). While these programs filled a needed gap in international

education, they did not go far enough and it became clear that much more was

needed. In 1979 for example, a report by the President’s Commission on Foreign

Language and lntemational Studies warned that there was “a serious

deterioration in this country’s language and research capacity, at a time when an

increasingly hazardous international military, political and economic environment

is making unprecedented demands on America’s resources, intellectual capacity

and public sensitivity” (President’s Commission on Foreign Language and

lntemational Studies, 1979 in Heyl & McCarthy, 2003, p.1).

While this concern for national security and economic competitiveness

may have dominated (and continues to dominate) the discourse on international

education, there were also calls for the importance of understanding more about

other cultures and societies in and of themselves for the purpose of mutual

understanding and peace. For example, a number of scholars have pressed for

the inclusion of more global and international content in US. education, (AEC

2002, 1998; Anderson L. 1998; Becker 1979; Becker & East 1972; Hanvey,

1974; Merryfield, 1997; Noddings, 2005; Reischauer, 1974; Suarez-Orozco &

Qin—Hillard 2004; Torney & Morris 1972; Torney, Oppenheim, & Famen 1975;

Tye & Tye 1992; Wilson, 1993) and for the preparation of teachers (Anderson C.

M. & Wilmon 1975; Boston 1997; Collins, Czarra, & Smith, 1998; Collins &

Zakariya,1982; Germain 1998; Hamblin 1988; Menyfield 2001, 1997; Merryfield

& Wilson 2005; Schneider 2005; Wilson 1993).
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The need for studies like this dissertation is therefore clear. The literature

has tended to focus on students and recommendations for skills and

competencies that are needed to be 21st Century Ieamers. Less attention

however, has been paid to teachers and their professional development needs.

Martin-Kniep (1997) reminds us that "[i]f teachers are to teach global skills and

concepts, they themselves have to Ieam about and embody a global

perspective.” This kind of Ieaming involves opportunities for Ieaming in both the

cognitive and affective domains, and substantive and perceptual knowledge

(Case, 1983; Wilson, 1993; Merryfield & Wilson, 2005).

1 .2 Research on Teacher Professional Development and Learning,

Curriculum and Internationalization

This study draws on research in four main areas including teacher

professional development and Ieaming, curriculum studies, global/lntemational

education, and teacher study abroad. Much has been written about how one

leams and the kinds of experiences that are thought to encourage teacher

Ieaming and make for an educative experience. There is also a growing

consensus about the characteristics that make for effective professional

development and interest in understanding the relationship between Ieaming and

the context in which Ieaming takes place. This research is helpful for

understanding factors that shape how curricula are conceptualized and designed.

Research suggests for example that the beliefs, epistemology and disciplinary

background of curriculum developers influences curricula in important ways, and

for teachers’ professional development in particular. The literature also points to
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diverse ways of conceptualizing global and international education and what

kinds of knowledge and experiences might best prepare teachers to teach from a

global/intemational perspective.

An Educative Experience

Not just any experience is educative in and of itself and this is especially

true when planning international experiences for teachers. In Experience and

Education, Dewey (1938) distinguishes between an educative experience and a

mis—educative experience. For an experience to be educative it must be of

“quality" (Dewey, 1938), which means that it should be purposeful and involve 1

interaction with the physical and social world. For an experience to be educative

it should connect with and have continuity between experiences and knowledge

(prior, current and future). Without this experiences “may be so disconnected

from one another that, while each is agreeable or even exciting in itself, they are

not linked cumulatively” (p. 26) and the likelihood is less that long-term growth

will occur. For an experience to be educative, critical reflection is an essential

and overlooked component. According to Beard and Wilson (2002), "[ejxperience

may underpin all learning but it does not always result in Ieaming. We have to

engage with the experience and reflect on what happened, how it happened, and

why" (cited in Silberman, 2007, p. 3). Freire (1970/2002) and Mezirow (2000) see

dialog as an important means of facilitating critical reflection. Menyfield (2003)

suggests that reflection on one’s lived experiences is a “prerequisite” for cultural

Ieaming and the development of perspective consciousness (p. 151 ).

A number of scholars (Beard & Wilson, 2002; Dewey, 1938; Kolb, 1983;
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Mezirow, 2000) argue that not all experiences are necessarily “educative” or lead

to the kind of Ieaming and change that is desirable. Dewey (p. 27) reminds us

that “[ajny experience is mis—educative that has the effect of arresting or

distorting the growth of further experience. An experience may be such as to

engender callousness; it may produce lack of sensitivity and of responsiveness.

Then the possibilities of having richer experiences in the future are restricted.”

Schwille and Buchman (1983) suggest that education based solely on

experience may be limiting and could lead to negative Ieaming. Immediate

experience is subjective and difficult to refute, and when left unexamined, can

serve to reinforce biases and “close avenues to conceptual and social change.”

Secondhand knowledge (text) is agreed to be preferable to knowledge based on

firsthand experience, in part, because it is less subjective, offers the potential for

more possibilities for Ieaming and change, and can be more equitably distributed

than firsthand experience.

Nevertheless, for Ieaming about another culture, researchers in

intercultural education argue that first-hand experience or Ieaming in situ, in

authentic contexts, is the most effective and efficient way to develop an in-depth

understanding of another culture (Bennett, 1993; Cushner, 2004; Cushner &

Brislin, 1996; Hess, 1994; Paige, 1993). Cushner (2004) considers an “influential

and meaningful travel experience” (p. 40-41) to be one that involves interacting

with people from other cultures and emphasizes subjective aspects of culture,

including less tangible aspects of culture such as attitudes, values, beliefs and

expectations. This is in contrast to more objective aspects of culture that are
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concrete and easiest to see such as food and clothingand things most people

agree upon such as food and clothing one might experience on travel tours

where one is not integrated into the host culture (Cushner 2004, p. 119).

The distinction between an educative and mis-educative experience is

important for designing professional development in general, and teachers’

professional development in an international context in particular, such as the

GPA program. The fact that an experience takes place in an lntemational context

does not necessarily mean it will be educative and may instead promote a

superficial understanding of others and reinforce or promote negative

stereotypes. Ideally, GPA projects would include opportunities to Ieam (OTLS)

that are purposeful and connected both within the shorter timeframe of the trip

and across the longer time frame of teachers’ on-going professional Ieaming. If

participants know they will be able to apply knowledge and experiences from the

GPA in their future teaching they may have a more rewarding experience. These

features and others have shaped the analytical framework for this study and

have informed categories in the coding scheme (see Appendix C). I now turn to a

discussion of research on teachers’ professional development and the

characteristics that are thought to lead to effective professional development.

Effective Professional Development

Research on professional development and teacher Ieaming has

contributed to a general consensus on both the weaknesses of traditional models

of professional development and the characteristics that are thought to make for

effective professional development. Much of this research has come from
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research on professional development programs in science and mathematics

with less work in other subject areas. Much of the literature distinguishes

between “traditional” and “reform” kinds of professional development.

Traditional professional development may include one-day workshops,

short-term institutes and conference that often take place outside of the

classroom and are led by outside experts. These more traditional kinds of

professional development opportunities can serve diverse purposes ranging from

mandated reforms, Ieaming specific strategies or subject matter, and personal

growth. This type of professional development has been widely criticized and is

seen as problematic because it tends to be one-shot, is disconnected from the

classroom, lacks continuity with other professional development opportunities,

involves little teacher choice, is often shallow, and lacks follow-up support (Ball &

Cohen, 1999; Putnam & Borko, 2000; Borko, 2004; Elmore, 2002; Hawley &

Valley, 1999; Schwille & Dembele, 2007; Wilson & Beme 1999). Teachers often

end up piecing together disconnected professional development opportunities

throughout their careers (Ball & Cohen, 1999, Wilson & Beme 1999). In contrast,

reform types of professional development include study groups, coaching or

mentoring and lesson study. This kind of professional development tends to be

longer term, connects with the classroom, takes place during the school day, is

more likely to be collaborative and includes opportunities for reflection and

critique, and follow-up support (Garet, Porter, Desimone, Birrnan & Yoon, 2001).

There a growing consensus about the characteristics that make for

effective professional development and numerous lists of best practices. The
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research included in this section was chosen because they are frequently cited in

the literature (Ball & Cohen, 1999; Putnam & Borko, 2000; Borko, 2004; Elmore,

2002; Garet et al., 2001; Hawley & Valley, 1999; Schwille & Dembele, 2007;

Wilson & Beme 1999). There are number of places where this research overlaps

and this is described below. Sparks and Loucks-Horsley (1990) outline five types

of models of professional development, each of which has different purposes and

assumptions and suggest seven characteristics that make for effective

professional development. Hawley and Valli (1999) describe eight features that

cut across much of the research. Garet et al. (2001) examined the effects of

professional development characteristics on teacher Ieaming in traditional and

reform type professional development programs using a national probability

sample of mathematics and science teachers. They suggest six features (three

core features and three structural features). Elmore (2002) describes nine

characteristics hecalls the “consensus view” of professional development. Hill

(2004) points out that much of the research on professional development has

tended to focus on exemplary programs, which She sees as problematic because

it has not considered the kinds of opportunities available to “typical” teachers.

Hill’s review focused on professional development opportunities that were not

exemplary programs in mathematics-Specific opportunities, non-subject-Specific

opportunities and from this she outlines eight “standards and practices.”

The research above overlaps in five main areas: Teachers as active

Ieamers and participants; focus on students; focus on content; context; and

follow-up.
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Teachers as active learners and active participants. Professional

development that involves teachers in the process of designing their

own professional development acknowledges teachers as constructors

of knowledge (Cochran-Smith & Lytle, 1993). The kind of professional

development that involves teachers as active participants in their own

Ieaming is thought to encourage motivation and commitment to

Ieaming (Borko & Putnam, 1995; Elmore, 2002; Garet et al., 2001;

Hawley & Vali, 1999; Hill, 2004; Little, 1993; Sparks and Loucks-

Horsley, 1990). If teachers are active participants in their own Ieaming

and have opportunities to pursue their interests and participate in

designing their own professional development the likelihood is greater

that it will be more useful and effective. Elmore (2002) recommends

that professional development include the participation of both staff

and school leaders.

Focus on student learning. Professional development should focus on

student Ieaming (Hill 2004) and draw from the analysis of student

Ieaming of specific content (Elmore 2002) and the analysis of goals

and student performance (Hawley & Valli 1999).

Focus on content. Professional development that focuses on content

and provides opportunities to deepen subject matter knowledge in rich

and authentic ways over time is thought to be particularly effective for

promoting teacher Ieaming (Borko, 2004; Lieberman & Wood, 2003). It
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is argued that teachers should have a deep understanding of the

subject matter they teach (Grossman, 1990; Noddings,1999; Sosniak,

1999; Shulman, 1986; Thornton, 2001). Teachers who have this kind

of knowledge are more likely to be able to approach the subject matter

from different directions and see connections within and across subject

areas (Gardner 1988).

Context. Research on professional development increasingly

emphasizes the importance of considering the context in which

Ieaming takes place. This research sees Ieaming as being situated in

practice and the classroom as the best context for professional

development (Ball, 1996; Elmore & Burkey, 1999; Elmore, 2002;

Hawley & Valli, 1999; Hill, 2004; Wilson & Beme, 1999). Hill (2004)

and others, recommend that professional development include

examples from classroom practice as well. Borko and Putnam-(2000)

also suggest that at times it may be helpful, even necessary for

teachers to engage in Ieaming that takes place outside of the

classroom because “[m]any of their patterns of thought and action

have become automatic - resistant to reflection or change. Engaging

in Ieaming experiences away from this setting may be necessary to

help teachers “break set” — to experience things in new ways” (p. 6).

Duration and follow-up. Long-tenn follow-up support is seen as an

important feature of effective professional development. (Hawley &
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Valli, 1999; Schwille & Dembele, 2007; Sparks and Loucks-Horsley,

1990). Ball (1996) argues “the most effective professional development

model is thought to involve follow-up activities, usually in the form of

long-term support, coaching in teachers’ classrooms, or ongoing

interactions with colleagues” (cited in Wilson and Beme, 1999, p.175).

Among their findings, Garet et al., (2001) suggest that professional

development that is “sustained and intensive” and focuses on subject

matter is more likely to influence teacher Ieaming and changes in

practice (p. 921-922).

These features resonate with Schwab’s (1973) commonplaces of education that

focus on the content or subject matter, Ieamers, teacher, and Ieaming context

(milieu). These commonplaces provide a framework for conceptualizing and

planning curriculum that is relevant to the realities of the classroom and lived

experiences. More specifically, a “defensible” curriculum would mean that the

teacher would have a deep understanding of the subject matter being taught. It

would involve knowledge of the Ieamers/students in a variety of ways including

prior knowledge and experiences, developmental considerations, interests and

attitudes. Such a curriculum would consider the teacher, in terms of flexibility,

willingness to Ieam new things, as well as one’s biases. Finally, curriculum would

consider the context or environment in which Ieaming occurs, how the social

environment within the classroom and larger society impact curriculum and

Ieaming. These four commonplaces are relational and need to be balanced in

curriculum and practice, “[n]one of these can be omitted without omitting a vital
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factor in educational thought and practice” (p. 508-509).

For this study, these characteristics of effective professional development

and Schwab’s “common places” provide a guide for analyzing GPA author's

decisions about what is important and how to organize professional development

for Ieaming about other cultures/countries. The characteristics described above

can be seen in Appendix C of the coding scheme, opportunities to Ieam abroad,

pre-departure and post—trip.

The Influence of Curriculum Authors

Research has also focused on the ways in which curriculum authors may

influence and shape the curriculum (e.g., beliefs, epistemology and disciplinary

perspective). For example, Stark and Lattuca’s (1997) research on curriculum

development in higher education focuses on the decision-making process

involved in planning curriculum at three levels: course, program and college-

level. They view curriculum planning as an ‘academic plan’ and outline a

framework that includes three types of influences. These influences may be

external, organizational and internal (and intentional or unintentional) and interact

and shape the educational environment. An educational environment consists of

eight “elements” that work together: 1) purpose, 2) content, 3) sequence

(curricular arrangement), 4) Ieamers, 5) instructional processes, 6) instructional

resources, 7) evaluation, and 8) adjustment (improvements). In their research,

Stark and Lattuca found that “[djisciplines and associated faculty beliefs about

education are ovenNhelmingly the strongest influences as instructors plan
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courses and programs, affecting the purpose of education, the content selected,

and how the content is sequenced” (p. 214). For example, they suggest several

factors that could influence curriculum: scholarly training; pedagogical

training/teaching experience; and religious/political beliefs (p. 152).

Stark and Latucca’s framework and attention to the ways in which the beliefs and

intentions of curriculum authors may influence curriculum provide a framework

for understanding how GPA project directors’ beliefs, intentions and background

may similarly shape GPA proposals. The role curriculum authors play in

designing curriculum is also discussed by Schmidt et. al (1996) in Characterizing

Pedagogical Flow. The lntemational Association for the Evaluation of

Educational Achievement (IEA) studies’ curricular model illustrates how

curriculum authors’ intensions and decisions impact curriculum. This framework

was used in the Third lntemational Mathematics and Science Study (TIMSS)

which was based on a document analysis of curriculum (mathematics and

science) around the wortd. This model describes three types of curriculum: the

intended curriculum, implemented curriculum, and the attained curriculum

(Schmidt et al., 1996, p. 30). The intended curriculum concerns decision-making

— curricular intentions, aims and goals before instruction begins (see Figure 1.1).

The implemented curriculum refers to the enacted curriculum (what

happened) and includes instructional strategies, practices and activities resulting

from attempts to implement the intended curriculum. The attained curriculum

concerns what was Ieamed as a result of the implemented curriculum (e.g.,

knowledge, ideas, constructs). To this framework Schmidt et al. (1996) add a
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fourth aspect, the potentially implemented curriculum which includes instructional

resources and textbooks that may be utilized in the curricular plan. The

potentially implemented curriculum is dependent on the intentions and goals of

the curriculum author and, in the case of the GPA program could include the

potential opportunities to Ieam that could be included in the GPA plan (not

necessarily ones that were planned).
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Intentions,

Aims & Goals.
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IMPLEMENTED

Textbooks & Other

Resource Materials

 

-
.
-
H
-
H
-
-
-
J

‘----------H- .H--Hd

IMPLEMENTED

Strategies,

Practices

& Activities

  
 

ATTAINED

Knowledge, Ideas,

Constructs,

Schemas   
SOURCE: Characterizing the Pedagogical Flow, Schmidt et al. (1996), p. 30.

Figure 1.4.1. Modified IEA curriculum model.

GPAs are funded to have a disciplinary focus on language, social

sciences and arts/humanities and this is reflected in the GPA program’s RFA.
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Schmidt et al., (1996) and others (Putnam & Borko, 2000; Schulman, 1986;

Stodolsky, 1988, Stodolsky & Grossman, 1995) argue for the importance of

understanding the fundamental role that ‘subject matter-content’ plays in

instructional practice within the context of a particular curriculum and related

professional development. Wilson & Beme (1999) and Stodolsky (1988) suggest

that different disciplines may require different ways of structuring Ieaming — and

professional development. With respect to the GPA program, which has a clear

focus on international education in the social sciences and humanities, this

suggests that it may be necessary to structure teacher professional development

differently for various disciplines and subject areas when professional

development is located in international contexts.

These ways of conceptualizing the influence of curriculum authors on

curriculum, the intended curriculum, and the importance of considering why, is

particularly relevant for this study of the GPA program as professional

development in the social sciences and humanities. This study focuses on

examining the intended curriculum of GPAS. That is, it concerns a curricular plan,

an articulated vision for the 4-6 week program abroad.

Global and lntemational Education

There are diverse ways of conceptualizing global and international

education and these different conceptualizations have implications for curriculum

and teaching (e.g., purpose, content, and pedagogy). While recent calls for

internationalization and more globally focused education have tended to
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emphasize economic competition (see for example, NAFSA, 2006; Wallis &

Steptoe, 2007) there are diverse ways of dividing the fields and conceptualizing

terms. Becker (1979), for example, describes the field of international education

or world studies in terms of three main camps: 1) world affairs or foreign policy

studies with a focus on citizenship education and the promotion of US foreign

policy interests, 2) intercultural understanding with a focus on language study

and area studies/world cultures, and 3) world-centered education (he calls global

education) which focuses on a “world-view” that emphasizes “education for

responsible participation in an interdependent global society.” Anderson (1991)

suggests five ways of thinking about the fields of global and lntemational

education: 1) disciplinary focus such as worid history, world economics, 2)

cultural diversity through the study of the humanities, 3) foreign languages and

less commonly taught languages in particular, 4) area studies and regional

emphases, and 5) world problems and issues.

While the terms global and international are sometimes used

interchangeably, some argue that there are important differences between these

terms. The National Council for the Social Studies (nd) for example, makes the

following distinction between global and lntemational education in the US:

Global education focuses on the interrelated nature of conditions, issues,

trends, processes, and events while lntemational education emphasizes

Specific world regions, problems, and cultures. lntemational education

encompasses studies of specific areas or regions of the world as well as

the in—depth examination of a single culture or some aspect of that culture,

such as its history, language, literature, religion, political organization,

economic system, or current issues (para. 2).
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Marshall (2007) points out that while “international recognizes the existence of

nation-states and, more specifically, the boundaries between them (as well as

the commonalities), there is an implication that the term ‘global’ supersedes and

sometimes deliberately ignores these barriers” (p. 44). These differences are at

the center of the debate about the continuing relevance of area studies

(international education) in the US (Tessler, Nachtwey & Banda, 2001; Desmond

& Dominguez (1996).

It is argued that we are seeing unprecedented shifts of people, technology

and economics in the world, making borders more porous and irrelevant and

changing traditional notions of identity and place, making area studies obsolete.

Hall and Tarrow (2001) argue that nevertheless, area studies provide an

important, even essential means of Ieaming deeply and gaining substantive

knowledge about a region or society. Hellman (2006) suggests that as a field,

global education is under-theorized and as a result, global education IS

sometimes “conceptually murky and contradictory’ (p. 192). Some see this

murkiness as positive because it allows for diverse traditions and

conceptualizations. Still, others see global education as more of an approach that

can be integrated into any subject area than a field (Gualdoni 1980). In addition

to these distinctions, global and lntemational education has different meanings

and takes diverse forms in other countries around the world. For example, global

education in the US. and UK. have different histories and philosophical

underpinnings. In the US, global education grew out of the peace movements in

the 1960’s and tends to be associated with social studies as a subject area.

27



Global education in the UK. has its roots in the development education

movement that began in the 1940’s, and is (currently) seen as a more

heterogeneous field with numerous sub-fields (Marshall 2007, p. 39).

In an effort to illustrate this diversity of ways of conceptualizing global

education, Menyfield (1998) compiled a list of diverse ways that scholars in the

field have conceptualized global education (scholars such as Alger 1974; Alger &

Hart 1986; Anderson, 1979; Anderson & Anderson 1979; Becker 1970, 1979;

Case 1991, 1993; Coomb 1989; Darling 1994, 1995; Hanvey 1975; Johnson &

Johnson 1987; Knlep 1986; Lamy 1987; Leetsma 1979; Merryfield 1997;

Muessig & Gilllom 1981; Pike & Selby 1988, 1995; Werner 1990; Wilson 1982,

1983, 1993, 1994): 1) Understanding of humans and the world/planet as

dynamic, organic and interdependent systems; 2) Understanding of global

issues; 3) Understanding of diverse cultures and multiple perspectives; 4)

Understanding of skills in and responsibility for making choices and decisions

and taking action locally and globally; 5) Interconnectedness of humans through

time; 6) Cross-cultural understanding, interactions and communication; and 7)

Perceptual growth for prejudice reduction and moral education within critical

contexts.

The work of a number of scholars focuses on the ethical dimensions of

global education (Noddings, 2005; Hellman, 2006). Noddings (1984, 2002,2005)

argues the importance of incorporating an ethic of "caring for" (people and the

planet) into one’s teaching. Such a focus needs to involve “recogniz[ing] the

power of the local in building a global perspective” (Noddings 2005, p. 122), as
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well as confronting and discussing difficult moral, social justice issues. In

“(Dis)locating imaginative and ethical aims of global education,” Hellman (2006)

argues that global education has distinctive ethical and political traditions and

outlines seven ethical rationales for global education: 1) Duty ethics, 2) Natural

rights theory, 3) Ethical egoism , 4) Feminist ethics/case ethics, 5) Theories of

justice, 6) Liberalism and political citizenship;,7) Neoliberalism.

The UK provides an example of the ways in which these different

conceptualizations of global and lntemational education (which differ across the

globe) can, at times, be in tension. Haywood (2007) describes how one

government body, the Department for lntemational Development (DFID)

promotes a global education framework that focuses on social justice and anti-

poverty agenda while in contrast, a second government body, the Education

Department (DfES), promotes a global education agenda that emphasizes “skills,

raising standards and techno-instrumentalist goals.” While both the DFID and

DfES have made a commitment to promoting (and funding) global education in

the UK, they envision quite different educational purposes that result in very

different visions of global education curriculum for K-12 schools and teacher

professional development.

As with global education, there are diverse ways of conceptualizing

lntemational education. lntemational education can be a particularly ambiguous

and confusing term because it is used in many different ways for different

purposes. For example, international education can refer to the context of

education (e.g., in an lntemational context such as lntemational schools abroad),
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where Ieaming takes place, which may or may not include lntemational Ieaming

or Ieaming about another culture. In contrast, lntemational education may refer to

content or subject matter that is internationally focused (e.g., about lntemational

issues, societies etc.) or comparative study of other societies or educational

systems (eg. comparative and lntemational education). lntemational education

may also be used to describe pedagogy or processes/strategies for

internationalization (e.g., student/teacher exchanges, bringing internationals into

classrooms, collaborative relationships). Cambridge and Thompson (2004)

suggest that part of the confusion may be a “dilemma between ideological and

pragmatic interests,” the ‘globalist’ approach and ‘intemationalist’ approach to

lntemational education:

lntemational education is a contested field of educational practice

involving the reconciliation of economic, political and cultural/ideological

dilemmas. One current identifies lntemational education with lntemational

development aid and the transfer of expertise between national systems of

education. Another identifies lntemational education with the development

of lntemational attitudes, lntemational awareness, intemational-

mindedness and international understanding. However, competing

‘globalist’ and intemationalist’ perspectives may be identified within this

view. (p. 161)

The ‘globalist’ approach is based on economic competition and promotes "the

global diffusion of the values of free market economics” (e.g., lntemational

accreditation, competition between national educational systems, schools that

cater to globally mobile students) (Cambridge and Thompson 2004, p. 172-173).

Cambridge and Thompson and others (Klein, 2000; Pasternak, 1998; Zaw, 1996)

suggest that an outcome of the ‘globalist’ approach may be the promotion of

monoculture or “global cultural convergence towards the values of the
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‘transnational capitalist class.’ In contrast, the ‘intemationalist’ approach grows

out of lntemational relations and promotes the “peace and understanding

between nations...a progressive existential and experiential educational

philosophy that values the moral development of the individual. . .celebrates

cultural diversity and promotes an intemationaI-minded outlook” (p. 173).

Haywood (2007) argues that lntemational education may have lost its

usefulness as a term because it has come to be such an ambiguous term and

“education for intemational-mindedness” (Hill, 2000) might be a more productive

term because it better articulates shared educational outcomes and allows for

multiple perspectives. She suggests nine forms of intemational-mindedness:

diplomatic, political, economic and commercial, spiritual, multicultural, human

rights, pacifist, humanitarian, and environmentalist.

These diverse ways of conceptualizing global and international education

are reflected in the coding scheme in Appendix C and Shape opportunities to

Ieam. The resulting content analysis will show to what extent 1) GPA proposals

make use of these diverse perspectives and intentions in planning GPA

programs and 2) the inferred visions of their developers embedded in these

diverse possibilities.

Research on Teacher Study Abroad

The research on teacher study abroad has for the most part, focused on

the experiences of teachers teaching abroad in schools (such as international

schools or Peace Corps) or short-term travel-study. For the purposes of this

study, I am limiting this discussion to research on short-term teacher study
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abroad, sometimes called travel-study. The literature in this area is limited as it

has tended to focus on the impact or effects of the lntemational experience for

teachers. Research in this area has also tended to be methodologically weak,

relying on self-report data, sometimes years after an experience has happened,

from a relatively small number of participants.

Wilson (1984, 1986,1993) conducted several important studies on this

topic. In her study of teachers participating in short-term study abroad trips,

Wilson (1984) found that the teachers reported that the experience impacted

them most in the area of substantive knowledge (cognitive knowledge). Her study

also found that these teachers tended to incorporate or use knowledge gained

from the study abroad trip in their curriculum. In a different study, Wilson (1986)

researched returning Peace Corps volunteers who later became teachers and

spent longer periods of time abroad than teachers in her earlier study of Short-

term study abroad returnees. Wilson found that these teachers (returning Peace

Corps volunteers) seemed to accept differences more easily and were most

impacted by lntemational experience in the area of perceptual understanding.

She suggests that the purpose of the experience and length of time abroad may

account for the differences in the impact of these lntemational experiences on

teachers.

Wilson (1993) builds on this earlier work in The Meaning of International

Experience for Schools, to document the impact of lntemational experience on a

variety of stakeholders with various kinds of experiences. This research focused

on teachers with lntemational experience and returning Peace Corps Volunteers
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who became teachers, students with study abroad experience as well as

lntemational visitors, and schools with an lntemational focus. She found that

lntemational experience helps people develop in two main areas: 1) gaining a

global perspective and 2) developing self and relationships. The first area,

developing a global perspective, involves substantive knowledge (a cognitive

Ieaming), perceptual understanding (which is related to the concept of

“perspective consciousness” (Hanvey, 1979) and complex thinking (Brislin, 1981

in Wilson 1993, p. 20). The second area, developing self and relationships,

includes personal growth (such as increased independence and self confidence),

and interpersonal connections. According to her, such internationally

experienced persons, and those in “bridging” professions (such as teaching), are

in ideal positions to serve as "cultural mediators” for schools and communities

(Wilson, 1993; Merryfield & Wilson, 2005).

Merryfield (1990) studied teachers who teach from a global perspective

(with and without cross-cultural experiences). Cross-cultural experiences in the

study were located in domestic and lntemational contexts. She found that

teachers who had cross-cultural experiences were more likely to integrate these

experiences in their teaching, make connections between the local and global

levels, and encourage perspective consciousness in their classrooms. In another

study, Menyfield (2000) studied 80 teachers who were considered to be

exemplary global education teachers to understand what factors they attributed

to their success. These teachers had had varying kinds of domestic and

lntemational experiences. The experiences that were most often cited as
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contributing to their success as teachers of global education involved some type

of cross-cultural experiential interaction with people from cultures that were

different from their own.

In Worldly Teachers, Germain (1998) describes the transforrnative effect

that lntemational experience had on teachers’ professional and personal life. She

conducted interviews with six teachers upon their return from teaching abroad in

China or Japan for six months or more. In addition to having more in-depth

knowledge about Chinese and Japanese culture and greater cultural sensitivity

after returning from abroad, five of the six teachers reported that their teaching

practice had changed as a result of their lntemational experience in terms of

content, pedagogy and interaction with students. In addition, teachers felt that

their personal lives had been influenced or “transformed” in terms of self-

confidence, leadership, empathy, interpersonal connections and worldviews.

One of the few studies of a Fulbright-Hays Group Projects Abroad was by

Wilson (1979) and focused on the development of a model for evaluating GPAs

and was based on a questionnaire (10 questions) focusing on five dimensions: 1)

changes in participant attitudes, 2) congruence between participant and program

objectives, 3) interaction with the host culture, 4) aim of lntemational

understanding, and 5) differences in participants’ perception of the GPA

experience and the attained program objectives. This study compared the

responses of participants on two short-term Curriculum-Study GPAS (now called

Curriculum Development Projects) to Egypt in 1976 and 1977. Wilson suggests

that this quantitative evaluation model may provide an alternative to more
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qualitative narrative/descriptive models of evaluation which tend to dominate

GPAS.

A second GPA study by Young (2001) for a master’s thesis examined the

impact of a short-term GPA to Cambodia, Vietnam and Thailand. After thirty days

abroad, the (ten) teachers in the study showed substantial changes in their

understanding of concepts (globalization, transnationalism, diaspora, and

education systems in Southeast Asia) and developed increased cultural

sensitivity. Young suggests that this combination of cognitive and affective

experiences may have contributed to the growth teachers Showed on this

program.

This research has described the impact that cross-cultural and

lntemational experience can have on teachers. It suggests that among other

things, both cognitive and affective Ieaming are needed for deep cultural Ieaming

and changing attitudes. While this research has been helpful for highlighting the

many benefits of lntemational experience and ways in which teachers have been

impacted by their lntemational experiences, it is also limited. This study seeks to

add to this research with its focus on understanding the content of short-term

lntemational study abroad and a broader representative sample of GPAs.

1.3 Summary

To frame this study of teachers” professional development that is

internationally oriented and that takes place in lntemational contexts, this chapter

draws on literature from four areas: research on teacher professional

development and Ieaming, curriculum studies, global and lntemational education,
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and teacher study abroad. In particular, this literature suggests a number of

characteristics that are thought to make for effective professional development. It

also suggests that the beliefs and epistemologies (including one’s beliefs about

the goals and purposes of global and/or lntemational education) of authors shape

curriculum in important ways. While the literature on teacher study abroad

describes the benefits that this sort of lntemational experience can offer, little is

known about the content of these types of experiences. The GPA proposals

provide a window on a broad panorama of such content, with the further

possibility of analyzing the alignment (or lack thereof) of these proposals with the

professional development literature as well as various perspectives on

lntemational versus global education.
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CHAPTER 2: THE GPA: A PROGRAM TO SHAPE

TEACHERS’OPPORTUNITIES TO LEARN

This chapter describes the legislative history of lntemational education in

the US, which has shaped much of the current state of affairs for federally

funded lntemational programming. It begins with a discussion of the history of

Fulbright-Hays programs. Next, it describes the goals and constraints of the

program which shape what is possible in the opportunities to Ieam offered to

teachers. It concludes with a discussion of the assumptions and tensions

embedded in this program when viewed in light of research on professional

development.

2. 1 The Legislative Foundation for U.8. International Education: Title VI

and Fulbright-Hays

The current lntemational education infrastructure in the US. has remained

largely the same since the mid-twentieth century and was developed for the most

part, in response to key global events and concerns about the ability of the US.

to compete with other countries. The twentieth century was a period of profound

geopolitical and technological change. As Wiley (2001) explains:

The twentieth century has been characterized by a rapidly emerging

global economic system and a drive for national self-detennination,

realities that continually strained the creativity of educators to comprehend

these changes and to adjust not only their maps but also their pedagogical

goals, teaching materials and institutions. In 1900, shortly after the Berlin

Conference, the worid had only 40 nations, and many regions were under

colonial rule. By 1920, as the concept of the nation-state spread and the

global political framework began to emerge around the League of Nations,

60 nations had emerged. After the surge of decolonization from 1948 to

1975 the world had 150 nations. (p. 12)
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In addition to a changing world map, the US. was involved in three major

wars within the span of twenty years (1939-1959): World War II, the Korean War,

and the Vietnam War. The Cold War and launch of Sputnik by the Soviet Union

in 1957 caught many off-guard and marked the beginning of the “space race.”

Domestically, these events highlighted the importance of knowing more about

other countries and cultures, especially countries that were important to US.

national security and economic interests, and the need to develop a cadre of

experts in these areas. The US. Department of Education explains that

“although this global geopolitical climate clearly mandated a need for

lntemational experts, particularly those trained in less commonly taught

languages, they were in short supply’ (US. Department of Education 2005, para.

2). It was within this context of presumed national security needs that Congress

created legislation aimed at strengthening lntemational education in the US.2

Title VI of the National Defense Higher Education Act

In 1958, the National Defense Higher Education Act (NDEA), known later

as the Higher Education Act (HEA) was signed by Congress and funded in 1959.

Scarfo ( 1998) points out that “in passing NDEA, Congress recognized that the

defense and security of the nation were inseparably bound with education” p. 23.

Title VI of the NDEA was created “to insure trained manpower of sufficient quality

and quantity to meet the national defense needs of the United States” and

“supported the education of specialists in various disciplines, among them foreign

language and area studies. Title VI was entitled “Language Development” (Hines

 

2 See Vestal (1994) for a more detailed overview of the history of US. international education and

the International Education Act (IEA) of 1966.
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2001). This narrow focus on language was later broadened to include foreign

language development and area studies. Currently, there are ten Title VI

programs3 administered by ED.

Fulbright-Hays Programs: Under the Radar

As a counterpart to Title VI, a second piece of legislation was created in

1961, the Mutual Education and Cultural Exchange Act (known as the Fulbright-

Hays Act). This legislation could be seen as part of the idealist school of foreign

policy which was aimed at promoting the spread of democracy and human rights.

The stated purpose of the Fulbright-Hays Act is described as providing a

complementary, overseas dimension to Title VI programs (NRC 2007; Scarfo

1998; Vestal 1994; Wiley, 2001) to:

Enable the Government of the United States to increase mutual

understanding between the people of the United States and the people of

other countries by means of educational and cultural exchange; to

strengthen the ties which unite us with other nations by demonstrating the

educational and cultural interests, developments, and achievements of the

people of the United States and other nations, and the contributions being

made toward a peaceful and more fruitful life for people throughout the

world; to promote lntemational cooperation for educational and cultural

advancement; and thus to assist in the development of friendly,

sympathetic, and peaceful relations between the United States and the

other countries of the world. (22 U.S.C. 2451, 2452 Chapter 33)

In contrast, the older (and better known) Fulbright program is an example of the

realist school of foreign policy, which is focused on protecting us. national-

security and economic interests around the globe. The programs funded by

 

3 American Overseas Research Centers; Business and International Education; Centers for

International Business Education; Foreign; Language and Area Studies Fellowships; Institute for

International Public Policy; International Research and Studies; Language Resource Centers;

National Resource Centers; Technological Innovation and Cooperation for Foreign Information

Access; and Undergraduate International Studies and Foreign Language.
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Fulbright-Hays programs are distinct from the Fulbright programs administered

by the State Department with their focus on providing faculty, students and

educators with opportunities to research and study abroad. The ED makes the

following distinction between Fulbright-Hays and Fulbright programs:

While both sets of programs serve international education and national

security interests, their specific goals and program emphases differ. State

Department programs focus on exchange for mutual understanding by

bringing overseas scholars and professionals to the United States and by

sending US. citizens (often with no prior lntemational experience) abroad.

In contrast, the Fulbright-Hays programs at the US. Department of

Education serve a domestic agenda. Authorized under Section 102(b)(6)

of the Fulbright-Hays Act, they support the internationalization of the

nation's educational infrastmcture by strengthening area and foreign

language expertise among current and prospective U.S. educators. (US.

Department of Education 2009, para. 2)

In addition to the stated purpose of the Fulbright-Hays Act (increasing mutual

understanding), there were also practical reasons for creating this legislation.

According to the Council for lntemational Exchange of Scholars (1974) the

Fulbright-Hays Act was to:

Consolidate the several pieces of legislation affecting educational

exchange into one law, to correct certain specific problems in the existing

program, and to provide increased flexibility and scope for development. It

was, in fact, designed to make possible nearly any type of exchange

activity. As Congressman Wayne Hays, one of the sponsors of the bill,

states, “This law is intended to give all the possible authority needed to

develop this field adequately. If you don’t find what you want, ask your

lawyers to look harder. Despite the wide latitude that the law provides, it

has little altered the pattern of educational exchange developed in the

19503. The constraints to the realization of its potential are legislative,

budgetary, and organizational in nature. (p. 24)

The current array of Fulbright-Hays programs focuses on providing

opportunities for faculty, educators and students to research and study in
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countries outside of the US. and includes: Faculty Research Abroad (FRA),

Doctoral Dissertation Research Abroad (DDRA), Seminar Abroad (SA), and

Group Projects Abroad (GPA). The programs created under section 102(b)(6) of

the Fulbright-Hays Act are an example of this “wide latitude" as the authorizing

legislation “contains no specificity as to programs, but rather speaks of support to

visits and study in foreign countries by American teachers and prospective

teachers” (Scarfo 1998).

Despite huge changes in the world during the past fifty years when these

programs were created and the need for “different kinds of skills, knowledge and

ways of thinking than were needed a generation ago” (Suarez-Orozco & Quin-

Hillard (2004, p. 5), Fulbright-Hays programs (Group Projects Abroad in

particular) have changed very little and have largely gone unexamined (Ralph

Hines, former GPA program officer and IEPS director, personal communication,

November 12, 2009). This was pointed out by a report by the Committee to

Review the Title VI and Fulbright-Hays lntemational Education Programs (2007)

which stated:

It is important to note that although the Title VI and Fulbright-Hays

programs have a common administrative home in the US. Department of

Education, they have distinct legislative trajectories. Unlike the Title VI

programs, which have been pushed and prodded regularly by Congress,

the Fulbright-Hays 102(b)(6) programs entered the governmental

bloodstream in 1961 and have stayed there, nearly undisturbed, ever

since. The adjustments to these programs have been more administrative

than legislative. (p. 268)

Unlike Title VI programs which undergo review every six years, there is no

systematic review process in place for Fulbright-Hays programs. Such a process
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“provides regular opportunities for revision and change” and “provides an

opening for a tussle over resources” from various stakeholders (Committee to

Review the Title VI and Fulbright-Hays lntemational Education Programs, 2007,

p. 283). Additionally, the fact that in many cases, even without such review,

federal allocations for Fulbright-Hays programs (administered by ED) have

continued to increase over the years may serve as a disincentive for making

adjustments and improvements in these programs.

It should be noted that the history of the GPA program is sketchy at best

and there is little publicly available documentation about the early years of the

program. The earliest record of the GPA program in the Federal Register is 1974

(even though GPAs were first funded in 1964) in reference to new proposed

criteria for evaluating GPAS (39 FR 11216 Mar. 26, 1974; 39 FR 43416 Dec. 13,

1974). The first notice inviting applications for new awards in the FR was in 1975.

At this time, Fulbright-Hays programs were called "Fulbright-Hays Training

Grants” and the only mention of types of GPA programs was in the guidelines

section (40 FR 31617 July 28, 1975). At this time there were six types of projects:

Summer seminars, curriculum development teams, group research or study;

summer intensive language projects; academic year intensive language

programs; summer seminars related to domestic ethnic heritage programs.

During this period, the administrative home for GPA programs was the

Department of Health, Education and Welfare until 1980 when the Department of

Education was created by Congress. This administrative change also meant that

certain regulations formerly under the Department of HEW were recodified and
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transferred to the OPE in ED (45 FR 30802, May 9, 1980). The only other

change of note was in 1983 when the two types of language GPAS were

consolidated into one (Advanced Overseas Intensive Language Projects) and

summer seminars related to domestic ethnic heritage programs were removed.

Other changes over the years have included minor changes in definitions or

wording, changes in selection criteria points, and changes in competitive and

invitational priorities which are expected to change each year. In short, while

there have been changes to the GPA program over the years, these have largely

been administrative and have for the most part, not affected the content of the

programs.

2.2 Group Projects Abroad: Opportunities and Constraints

This study focuses on two types of projects, Curriculum Development

Teams and Short-term Seminars. Unlike Advanced Overseas Intensive

Language Projects (which focus on language development and target graduate

students, orjuniors or seniors) and Group Research or Study (which focus on

research and target faculty, graduate students, orjuniors or seniors who are

prospective teachers), ShOrt-term Seminars and Curriculum Development

Projects have perhaps the broadest constituency group. In addition to

college/university faculty and students, Short-term Seminars and Curriculum

Development Projects can also include K-12 teachers and administrators

teaching or supervising modern foreign languages or area studies in K—1 2

schools, higher education institutions and State departments of education. Short-

term Seminars are “designed to help integrate lntemational studies into an
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institution's or school system's general curriculum.” Curriculum Development

Projects are “designed to permit faculty and administrators in institutions of

higher education, elementary and secondary schools, and administrators in State

departments of education the opportunity to Spend generally from four to eight

weeks in a foreign country acquiring resource materials for curriculum

development in modern foreign language and area studies” (63 FR 46366, Aug.

31, 1998).

Like the other Fulbright-Hays programs, the regulatory policies that are in

place have changed very little since the program was created. These policies

and practices make some OTLS possible and limit others. They shape what

opportunities to Ieam are possible and desirable, and reflect a particular vision

about what internationalization entails and how to organize professional

development. The next section discusses these constraints.

Constraints Which Shape the Goals of Short-term and Curriculum

Development Projects

The goal of Short-term Seminars, as described by ED is to "help integrate

lntemational studies into an institution's or school system’s general curriculum”

(63 FR 46366, Aug. 31, 1998). Curriculum Development projects have a similar

goal with an emphasis on “acquiring resource materials for curriculum

development in the modern foreign language or area studies programs” and are

expected to “provide for the systematic use and dissemination” of the materials

collected or developed. Many GPAS (Short-term Seminars and Curriculum

Development Projects) include the requirement that participants develop
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curriculum (e.g., lesson plans, units or modules) in return for being selected even

though this is not actually stated in the GPA RFA. The closest ED comes to

requiring curriculum is in the section of the criteria for reviewing proposals,

Potential Impact of the Project on the Development of the Study of Modern

Foreign Languages and Area Studies in American Education (worth 15 points).

In this section of the application, applicants are instructed to address the

following:

o What would be the potential impact of the project on the development

and improvement of the study of modern foreign languages and area

studies in US. education?

0 Describe the possible long-term benefits to project participants, their

students, colleagues, and communities resulting from successful

completion of the grant. What multiplier effect will the project have

specifically?

0 Indicate the process by which resulting curricula will be evaluated for

accuracy and effectiveness.

Although curriculum development is not actually a requirement of GPA

proposals, 85% of the sample analyzed in this study listed curriculum as a

product that participants would complete. GPA awards, however, cannot be used

to support further curriculum development or other kinds of follow-up support

once participants have returned to the US. as GPA funds must be spent in the

host country.
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This means that once the GPA group arrives in the U.S., teachers are

expected to figure out how to translate their experience abroad into their

classroom teaching on their own. This restriction on how funds can be spent (not

in the US.) was a complaint of many project directors who participated in the

Fulbright-Hays Roundtable discussion at the Title VI 50th Conference (March 19-

21, 2009). One project director stated that: “even though there is no cost share

there really is an expectation that they [applicant institutions] do pay for pre and

post [OTLS] and that participants are also willing to pay.” The assumption is that

GPA applicants (project directors and their institutions) will partner with Title VI

funded centers to cost-share pre-departure and post-travel support, even though

ED states that this is not a cost-sharing program. While this does happen, it is

not the rule and is difficult for universities and community colleges with less

institutional and financial capacity.

Constraints Delimiting the Target Population Served by GPAS

Eligibility for participation in a GPA is restricted to citizens or permanent

residents of the US. Applicants must also be employed full-time in a US. school

system, higher education or education agency (with the exception of students) at

the time of application. In addition, applicants must be either: an elementary or

secondary teacher, faculty member in higher education who teaches language or

area studies, an administrator responsible for supervising language or area

studies, or advanced student (undergraduate junior or senior student or graduate

student) planning on pursuing a career in teaching in the social sciences,

humanities or foreign language. In the case of educators who teach a variety of

46



subject areas or interdisciplinary programs, ED requires that “s/he must spend

the majority of his/her time working with eligible subjects” (i.e., social sciences,

humanities or foreign language).

The requirement that participants must be educators or prospective

teachers in the fields of humanities, social sciences, foreign languages or area

studies is limiting. While the authorizing legislation was discussed previously, it is

worth mentioning again. The Fulbright-Hays Act (section 102(b)(6) focuses on:

Promoting modern foreign language training and area studies in US.

schools, colleges, and universities by supporting visits and study in foreign

countries by teachers and prospective teachers in such schools, colleges,

and universities for the purpose of improving their skill in languages and

their knowledge of the culture of the people of those countries.

There is no mention of disciplinary requirements for participants in Fulbright-Hays

regulations for GPAs today or earlier. It was not until 1983 that a definition for

“area studies” was included in the CFR. Area studies was defined as a program

of comprehensive study of the aspects of a society or societies, including the

study of their geography, history, culture, economy, politics, lntemational

relations, and languages.” The GPA application includes the following

explanation in the guidelines (but not found in the CFR):

All GPA participants must be educators or students who fulfill the criteria

above and the selection criteria set by their respective projects and are

currently teaching and/or studying in the fields of humanities, social

sciences, foreign languages, and/or area studies. Area studies is defined

as a program of comprehensive study of the aspects of a society or

societies including the study of their geography, history, culture, economy,

politics, lntemational relations, or languages. If an educator or student is

working in a variety of subject areas, s/he must spend the majority of

his/her time working with eligible subjects (emphasis in original).
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This disciplinary focus is a particular issue for community colleges and educators

in other subject areas that tend to be less intemationalIy-focused (i.e., health,

science) and was raised by several project directors during the Roundtable

Discussion at the Title VI 50th Anniversary Conference. It should also be noted

that this emphasis on area studies is more consistent with definitions of

lntemational education than of global education (as discussed above).

There are a number of unintended consequences of GPAS that impact the

target population. One issue concerns the length of GPAS which usually ranges

from 4—6 weeks. While short by some standards, this length lends itself to a

particular population of participants who are able to leave home for a month or

more in the summer (when most take place). This means that GPAs may be

structured in such a way that they are most appealing to educators who are

either early or later in their teaching careers and don’t have dependents (or have

resources to be away). In addition, most GPAS require some type of fee that is

used to off-set the cost of pre-departure orientations or the project director’s

salary. The cost to participants can range from being free to as much as $1,000

or more (which is not uncommon). While this is not a cost-share grant (it was in

the early days), such fees further define and limit the pool of potential participants

to those who can afford to participate and may not necessarily be those who are

most in need of such an experience.

Constraints Which Influence How the Proposal is Evaluated

Prior to the competition each year, ED publishes criteria that will be used

to review proposals. These include selection criteria and up to three types of
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priorities which can change according to needs determined by ED. Over the

years these criteria have changed very little. Proposals are evaluated and ranked

by three evaluators for each region. This process is described by ED: “A three-

member panel of non-federal evaluators reviews each application. Each

reviewer will prepare a written evaluation of the application and assign points for

each selection criterion.” A final score is then calculated for each proposal and

proposals are ranked. In the past, reviewers had the opportunity to discuss (and

revise) these scores with each other before the final score was calculated.

Beginning in 2005, all applicants were required to submit proposals online (in

separate “chunks” according to the nine criteria). As online evaluation tools

become more commonplace, there are fewer opportunities for reviewers to

discuss, ask questions and negotiate final scores (Schneider 2006).

GPA proposals are evaluated according to nine criteria on a 105 point

scale (this has been a 100 point scale at times). Table 2.2.1 lists these criteria

and the maximum points one can receive for each category.

Table 2.2.1. Selection criteria for 2010 short-term GPAs.

CRITERIA POINTS I

 

Plan of Operation 20

Quality of Key Personnel 10

Budget 8 Cost Effectiveness 10

Evaluation Plan 20

Adequacy of Resources 5

Potential Impact 1 5

Relevance to Institutional Development 5

Need for Overseas Experience 10

Competitive Preference Priority I 5

Competitive Preference Priority II 5

Total Points 105
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In explaining these criteria, the ones which offer the most clues about the

authors’ vision of lntemational education include the following.

a Potential Impact of the Project on the Development of the Study of

Modern Foreign Languages and Area Studies in American Education

(15 points) includes the potential impact of the project, possible long-

term benefits, multiplier effect and processes by which resulting

curricula will be evaluated for accuracy and effectiveness;

0 Relevance to the Institution’s Educational Goals and Its Relationship to

Its Program Development in Modern Foreign Languages and Area

Studies (5 points) focuses on institutional development goals, the

relationship between the project and the institution’s program

development in modern foreign languages and area studies;

. Extent to which Direct Experience Abroad is Necessary to Achieve

Project Objectives and the Effectiveness with which Relevant Host

Country Resources Will Be Utilized (worth 10 points) concerns why

first-hand overseas experience is necessary, the needs and benefits

project will address, and the effective use of host country resources.

As can be seen, the categories that carry the most weight are the Plan of

Operation and the Evaluation Plan, worth twenty points each. The categories that

carry the least weight are the Adequacy of Resources, Relevance to Institutional

Development and Competitive Priorities. Noticeably absent from these evaluation

categories are questions about pedagogy and the nature of OTLS that will be

included in GPAS. Also absent is an explanation of the rationale for the itinerary

and OTLS. Very few proposals explained why they chose the OTLS that they

included in their proposals. Despite the emphasis on “Quality of Key Personnel,”

there are no specific questions about the project director's (and other key

personnel) experience working with teachers and leading/designing professional

development. Project directors with area studies and research expertise in the

region (not necessarily host country) seemed to be the emphasis of proposals in
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the sample. Interestingly, just two criteria (Extent to which Direct Experience

Abroad is Necessary to Achieve Project, and Potential Impact of the Project on

the Development of the Study of Modern Foreign Languages and Area Studies in

American Education) are worth 25% of the total amount of points possible (on a

100 point scale). Since most proposers do not know who the actual participants

will be (since recruiting has not begun at the time proposals are written) and what

the potential impact will be in advance, proxies for measuring impact tend to

involve counting “potential” presentations and estimated audiences for

presentations that have yet to take place. One proposal for example, stated that:

We estimate that the project’s immediate impact will be felt by over 100

faculty and 3000 students at the secondary school and post-secondary

levels. The number of students, however, will increase annually as more

students enroll in courses taught by seminar participants and other faculty.

Constraints on the Choice of Region and Countries

The GPA program funds projects to seven world regions: Africa, East

Asia, South Asia, Southeast Asia and the Pacific, the Western Hemisphere

(Central and South America, Mexico, and the Caribbean), East Central Europe

and Eurasia, and the Near East (ED, 2009). These world regions are considered

an “absolute priority" which means that ED only considers applications that meet

this priority. Since the early days of the program, the absolute priority has been

“Specific geographic regions” and has included seven world regions: Africa,

Western Hemisphere (Latin America and the Caribbean), East Asia, South Asia,

South East Asia and the Pacific, Russia and Eastern Europe (Central, Eastern

Europe and Eurasia in the early days), and the Near East. As a side note, more
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than half of the regional classifications (if one counts Eurasia) are for countries in

Asia. In contrast, countries in Latin America are for example, grouped by

hemisphere (i.e. Western Hemisphere) instead of, the Caribbean, Middle

America, and South America. The same could be said for African countries which

are grouped as one continent, "Africa.” These regional classifications matter

because proposals are funded by region.

As Figure 2.2.1 illustrates, the world region with the most funded GPA

proposals was Asia (includes East Asia, South Asia, and South East Asia and

the Pacific) for close to forty years (with the exception of 2003-2004 when this

declined). Over the years there have been minor changes in the names of

several regions, especially when national boundaries were re-drawn (e.g.,

USSR. and Korea) but by and large, the absolute priority (regional focus) has

remained the same. For example, in 1990, the world regions listed as absolute

priority were: Africa, the Western Hemisphere, East Asia, Southeast Asia and the

Pacific, Eastern Europe and the USSR, the Near East and North Africa, or

South Asia. In 1991 changes were made so that Africa was changed to Sub-

Sahara Africa (and changed back a few years later), the Western Hemisphere

was changed to Latin America and the Caribbean, and the USSR. was

changed to Central Europe and Eurasia in 1993 and is currently East Central

Europe and Eurasia.
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Regions that cannot be funded are Canada and Western Europe and are noted

in the FR (Australia was removed from this list in 2001). In the early days of the

Fulbright-Hays program it was decided that programs to Western Europe would

not be funded because the State Department sponsored programs to the region

and resources were better utilized for other areas of the world (Ralph Hines,

personal communication, November 12, 2009). Objections to this policy were

noted in a letter from the Chair of the US. Advisory Commission on lntemational

Educational and Cultural Affairs in 1965.

As Table 2.2.2 suggests, the world region with the most funded GPA

proposals over the past 37 years has been Asia. India for example, had 191

funded GPA proposals during this period. This was more than double that of the

second highest country, China which had 85 funded proposals. Japan was third

with 47 GPAS. Close behind were Ghana (46), Russia (45), Egypt (43), Mexico

(40), South Africa (38) and Brazil and Poland (27 each).

Constraints on the Focus ofProposals

The GPA program stipulates that projects must focus on foreign language

and area studies and this requirement shapes GPAs in important ways. Area

studies is defined as “a program of comprehensive study of the aspects of a

society or societies, including the study of their geography, history, culture,

economy, politics, lntemational relations, and Ianguages” (ED 1983). While this

definition is fairly vague and open in the original legislation (22 U.S.C. 2451,

2452 Chapter 33), area studies was interpreted by ED early on in the program as

social science or humanities. This was because funds were very limited at the
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time and since NSF funded projects in science and math, foreign language and

the social sciences were needed niches (Hines 2009). It was not until 1983

however, that this definition was included in the CFR. This disciplinary restriction

limits not only the focus of GPAS but also limits the target population

(participants) to language, social science and arts/humanities thereby excluding

fields such as mathematics, science and other areas that tend to be less

lntemational. Again it should be said that these requirements fit a framework of

international education better than a framework of global education.

Table 2.2.2. Top five host countries for (funded) GPAS, 1972-2009 (N=499).

HOST COUNTRY

 

2000-2009 China 35

Ghana 33

South Africa 28

India 23

Mexico 22

Russia 22

1 990-1999 India 31

China 26

Russia 1 7

Japan 16

Costa Rica 13

1980-1989 India 67

China 1 8

Egypt 1 5

Poland 1 1

Kenya 10

1 972-1979 India 70

Egypt 1 3

Japan 10

Poland 1 0

United Arab Emirates 9
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The priorities (absolute, competitive, and invitational) that are designated

each year also shape the focus of GPA proposals. Proposals must meet the

absolute priority (specific world regions) to be considered. In addition, there is

usually at least one competitive priority which carries an additional five points.

For at least eighteen years the priority has been: “Short-term seminars that

develop and improve foreign language and area studies at elementary and

secondary schools.” This priority encourages proposals to focus on or include K-

12 educators in their GPAS. This was seen in the study’s sample of which the

majority of proposals 40% (22 proposals) targeted K-12 teachers exclusively

compared to 13% of the proposals which targeted faculty in higher education

(universities and colleges) exclusively. Close to 45% of the proposals in the

sample targeted combinations of faculty and K—12 teachers (four of these also

included graduate students) and educational organizations.

In 2007 a second competitive priority was added to encourage proposals

to focus on languages of critical need to US. national security, specifically:

“Arabic, Chinese, Japanese, Korean, Russian, as well as lndic, Iranian, & Turkic

language families” and this focus has continued. Pre-departure orientation was

included as part of this priority for the 2010 competition: “Projects that provide

substantive training and thematic focus, both during the pre-departure and in-

country project phases on any of the seventy-eight (78) languages deemed

critical on the US. Department of Education’s list of Less Commonly Taught

Languages (LCTLs).” This change essentially formalized unwritten guidelines

that have shaped proposals over the past few years to encourage proposals to
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build in pre-departure activities that include language training and to include

more language in OTLS abroad. This is the first time that pre-departure

preparation was mentioned in any of the priorities of the GPA program.

An additional priority, the invitational priority is offered occasionally and

while it does not carry additional points, it nonetheless shapes the focus of GPA

proposals. In the last frfteen years there have been four invitational priorities that

have ranged from projects focusing on Mexico (just after the North American

Free Trade Treaty — NAFTA was signed), semester or academic year study for

undergraduate students (which is occasionally offered as an invitational priority,

as is the case for the 2010 competition), and projects aimed at increasing the

participation of underrepresented minorities. In an effort to encourage more

collaboration with colleges of education, the invitational priority for 2010 was:

Projects that, through collaborative efforts between colleges, departments,

or schools of teacher education and other colleges, departments, or

school within a single institution of higher education or consortium of

institutions of higher education, propose projects that provide pre-service

training for K—12 teachers in foreign languages and lntemational area

studies in teacher education programs. Project activities should include

pre-service teachers and teacher education students (74 FR 44830).

This most recent emphasis on encouraging GPA applicants (usually colleges and

universities) to collaboration with colleges of education was a new priority in that

this was the first time this had been mentioned. The emphasis on collaborations

between Title VI funded centers and colleges of education was one of the

recommendations made by the Committee to Review the Title VI and Fulbright-

Hays lntemational Education Programs in their 2007 final report.
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Constraints on Who Can Propose

Not just anyone can submit a proposal for a GPA project. There are four

types of applicants who are eligible to apply for grants. These include higher

education institutions (i.e. community colleges and universities), state

departments of education; nonprofit educational organizations; and consortia of

these groups. Individuals who are not affiliated with these groups are not eligible

to propose a GPA project. The grant competition is announced in the Federal

Register, ED’s website and other networks (e.g., National Council for the Social

Studies, grants.gov, etc.). To be successful, one has to know that these grants

exist and when and where to look.

Furthermore, because of the level of detail and advanced planning that

are needed to put a proposal together and then carry it out GPAS require

institutional capacity and expertise in the region. Institutional resources are also

needed to carry out project-related activities in the US. and may be prohibitive

for those who are not associated with a large institution or area studies center. In

fact, one criterion in the evaluation plan is the Adequacy of Resources (worth five

points) and includes resources in the host country as well as in the US. The

expectation is that National Resource Centers in US. universities are available to

serve as resources to those proposing GPAS and this is mentioned in the

application package:

National Resource Centers (NRCs) are funded by the US. Department of

Education and serve the general purpose of training specialists in modern

foreign languages and area or lntemational studies. Most NRC institutions

have outreach coordinators whose general purpose is to disseminate

information and assist other institutions and individuals with accessing

needed information and resources. Institutions interested in submitting
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proposals to the GPA program are encouraged to contact NRCs and their

outreach coordinators for assistance in accessing suitable resources for

proposal and program development (US. Department of Education 2009,

p. 11)

Constraints on What Expenses are Eligible to be Funded from the Grant

GPA regulations stipulate that funds can only be spent in the host country

with the exception of round-trip airfare. It is explained on the program’s website

and application materials that: “the grant does not provide funds for project-

related expenses within the United States” (emphasis in the original document).

Allowable expenses include travel (lntemational round-trip airfare and local travel

in host country), a maintenance stipend, teaching materials, renting instructional

facilities, clerical and professional services in host country (e.g., honoraria). This

means that pre-departure preparation and post-travel support for participants and

other project-related expenses in the US. must be paid for by other sources (if

available). Yet, the supplemental information included in the application package

for the past few years has stated that some pre-departure orientation should be

included in proposals even though this will not be covered by the grant. For

example, the 2010 application states that “a minimum of 16 hours of pre-

departure orientation (guided activities) should be included in the project design.

However, please note that as a U.S.-based-activity, related costs will not be paid

for using GPA grant funds.” The same application goes on to say:

The US. Department of Education encourages cost sharing by the

participants and their affiliated institutions, school districts, or

organizations to cover the expenses within the U.S., and to make up the

difference between the grant and the costs of the activities abroad. Please

note that if an applicant is awarded a grant, the full amount of cost sharing
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indicated in the applicant’s budget will need to be provided us.

Department of Education 2009, p. 9).

As already discussed, the same application package also states that “this

program does not require cost sharing or matching.”

Constraints Influencing the Time Needed for GPA Preparation

The timing of GPA award notifications is an issue that has a profound

impact on GPAS (especially in terms of recmitment and quality of OTLS). The

application and award process usually takes about eight months from the RFA

announcement to award notification and involves several phases. The GPA

request for applications (RFA) is usually announced in early fall (September)

each year (for all except Advanced Overseas Intensive Language Study

Projects). Once the RFA is announced, applicants have approximately thirty days

until the deadline to submit a GPA proposal. As the selection criteria illustrate

(see Table 2.2.1), this is not the kind of grant that can be done at the last minute

(or within 30 days) as GPA proposals are expected to make arrangements in the

host country and obtain letters of support by the time the proposal is submitted.

After this, proposals undergo a review process with three external reviewers and

awardees are notified in late spring (often in April). Sometimes, after awards

have been made there are additional negotiations that take place (e.g., if the

award was less than the amount applied for or if there is a problem with one of

the applicant’s qualifications once the final list has been submitted to ED for

approval). This means that by the time the award has been announced project
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directors may have only a few months to recruit and select GPA participants

since the majority of GPAS take place in the summer when educators are not

teaching. This timing can be a problem as Wiley (1982, p. 3) pointed out nearly

30 years ago because “finding the best participants is not always easy, especially

given time constraints (sometimes summer programs are not given final approval

until late spring, after some potential participants may have been forced to make

other plans)”

This late award notification also has implications for the potential content

and quality of OTLS. For example, arrangements for group travel (roundtrip

airfare to the host country and host country transportation) and other OTLS in the

host country cannot be finalized until the GPA award has been announced and

participants have been selected. Because most Short-term GPAS occur in the

summer during the high tourist season these costs may be very high. The late

notification also means that activities (e.g., site visits, room rentals) and speakers

cannot be confirmed until late in the spring and people and accommodations may

become unavailable during the eight months it takes to approve proposals. This

tension was explained by a veteran project director of three funded GPAS who

explained that

Late notification makes it difficult to make reservations or commitments to

GPA [in the host country], especially given that these are groups of 15

people. Given the late notification and no funds to make early

reservations, l have to convince people I am working with to make

reservations on my good word; I have to use my own social capital.

Additionally, while the GPA award does cover in-country charges, the regulations

stipulate that the maintenance stipend is capped at fifty percent of the US.
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Department of State maximum travel allowance. This means that food,

incidentals and lodging for GPA participants must be less than half of the amount

established by the US. State Department (the rate used by government civilians

and professionals traveling to the same locations). Another project director had to

postpone her GPA to a country in the Middle East for a year because of conflict

in the region.

2.3 Summary

Despite its importance as one of the few federally-funded intemationally-

related professional development for teachers, the GPA program has not been

reviewed and has changed very little since it was first created fifty years ago.

This means that proposers are responding to the same RFA and vision of

internationalization and teachers’ professional development despite a very

different geopolitical landscape and the impact of increasing globalization. While

the GPA program does offer teachers the opportunity to have an lntemational

experience, the requirements of the program also limit what can be proposed and

funded.
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CHAPTER 3: METHODOLOGY

This chapter describes the study’s methodology. It begins with a discussion of

the research design. Next, a description of the instrumentation and coding

procedures is presented. Following this is a description of sources of data and

sampling, and an overview of data analysis. The chapter concludes with a

discussion of issues of reliability and validity, and limitations of the study.

3.1 Research Design

The goal of this study is to understand how project leaders conceptualize

internationalization and related professional development. This study is about

different ways of envisioning or thinking about how to organize cultural Ieaming in

situ, in another culture and country. It focuses on identifying and mapping out the

range and kinds of opportunities to learn afforded by lntemational-related

professional development that takes place abroad (i.e. Short-term Group Projects

Abroad).

Using a mixed methods methodology, this study draws on quantitative and

qualitative approaches “for the broad purposes of breadth and depth of

understanding and corroboration” (Johnson, Onwuegbuzie & Tumer, 2007). This

study involved a number of phases, the first of which included choosing of the

target population and collecting data (see Figure 3.1).
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The second phase concerned developing the coding scheme and

conducting a content analysis of GPA proposals. From this, a Principal

Component Analysis (PCA) was done with the goal of reducing data so that

emergent patterns and themes might be explored in a more qualitative way.

This study employs two main forms of analysis, a content analysis and

component analysis occurring in sequential phases. The first phase of data

analysis involved a textual analysis of the full sample, 55 GPA proposals. As an

approach, content analysis is appropriate for studies such as this that involve

analyzing large quantities of text and where the goal is to understand an author’s

underlying goals, and conceptualizations about an issue or phenomena. Content

analysis offers a number of advantages. First and foremost, it makes it possible

to reduce large amounts of text into small units and can be applied to a wide

variety of texts (Weber, 1990). Second, this technique can be quantitative or
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qualitative or both, and use. inductive and deductive approaches. Third, content

analysis is a systematic and replicable approach that is especially useful

because it offers the opportunity to back-track and revisit texts since they are

permanent (Cohen, Manion 8 Morrison, 2007: 475). Additionally, content

analysis makes it possible to generalize to a larger population.

3.2 Target Population and Sampling of Proposals for Content Analysis

Target Population

This section describes the study’s target population and explains how the

sample was selected. This study focuses on understanding how project

leaders/directors conceptualize internationalization and related professional

development with data from funded GPA proposals. The target population was

limited to funded GPA proposals that were designed for teachers in K-12 school

and higher education for a five year time period (2003-2007).

How the Purpose and Focus of GPA Proposals Limited the Target

Population. Four types of projects are included in the GPA program (Advanced

Overseas Intensive Language Projects, Group Study or Research Projects,

Short-term Seminar Projects and Curriculum Development Projects) and these

projects have different purposes and target audiences. For example, Advanced

Overseas Intensive Language Projects focus on intensive language training and

developing an individual’s language skills and a narrow target audience that

includes primarily graduate and undergraduate students (juniors and seniors) in

higher education who are prospective teachers and have completed at least two

years of foreign language study in the target language. Similarly, the Group
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Study or Research Projects also targets students in higher education but also

includes faculty and emphasizes group (of three people) research or study.

Participants must have language proficiency, disciplinary competence in their

research area, and have completed a course in both intensive language training

and area studies prior to participating in the GPA.

In contrast, the purpose of Short-term Seminar Projects and Curriculum

Development Projects is internationalization in K-12 schools and higher

education. Short-term Seminars Projects have perhaps the broadest purpose

which is to:

Promote the integration of lntemational studies into the curriculum of

social sciences and humanities throughout U.S. school systems at all

levels; Increase linguistic and/or cultural competency among US. students

and educators; and focus on a particular aspect of area study, such as the

culture of the area or a portion of the culture of the country of study.

Similarly, the aim of Curriculum Development Projects is internationalization but

with an emphasis on curriculum development and the collection of curricular

resources, in particular, the acquisition of "first-hand resource materials for

curriculum development in modern foreign language and area studies; and

provide for systematic use and dissemination in the United States of the acquired

materials.” In addition to this common purpose, Short-term Seminar Projects and

Curriculum Development Projects also have a common target population that

includes K-12 teachers and administrators. Eligible participants for Short-term

Seminars and Curriculum Development Projects include:

Elementary or secondary school teachers; Faculty members at higher

education institutions; Administrators at state departments of education,

higher education institutions or school districts who are responsible for
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planning, conducting, or supervising programs at school systems at all

levels; and Graduate students, or juniors or seniors in higher education

institutions, who are prospective teachers.

Only Short-term Seminars and Curriculum Development Projects focus on K-12

teachers and schools in addition to higher education. Since this study is

concerned with K-16 internationalization, the target population was based on

Short-term Seminars and Curriculum Development Projects. Advanced Overseas

Intensive Language Projects and Group Research or Study Projects were

excluded.

How Access to Copies of GPA Proposals Limited the Target Population.

The GPA program has a long history, dating back to 1964 when the program was

first funded by Congress. Since then (1972 was as far back as data was

available), more than one thousand Short-term and Curriculum Development

Projects GPA proposals have been funded to six world regions (see Table 3.2.1 ).

Table 3.2.1. Overview of funded GPA proposals for Short-term Seminars

and Curriculum Development Projects in 1972-2009 (N = 1,120).

 

 

1 FUNDED

WORLD REGION* PROPOSALS

(1 972-2009)

Africa 244

East Asia 8 the Pacific 223

South and Central Asia 221

Europe and Eurasia 150

Near East 99

Western Hemisphere 183

Total 1,120

 

* World region categories used by ED
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Access to these proposals is theoretically possible however, it is not easy.

Originally, I had hoped to collect data from a larger population (ten years or

1997-2007). However, collecting proposals turned out to be more difficult than

originally expected and this limited the population size. For example, when

choosing the size of the target population, I consulted the IRIS database which

has data on all 14 of the lntemational education programs administered by ED as

far back as 1959 (Title VI NRC awards). However, only limited information about

the GPA program is available in this database (e.g., no data is available prior to

1993 and world regions and abstracts were not included until 1997). In this

database, all four types of GPA programs are mixed together under a general

Group Projects Abroad so abstracts are an important way of distinguishing which

proposals are Short-term Seminars and Curriculum Development Projects and

which are not.

Funded GPA proposals can be obtained in three ways. The first involves

writing the project director and asking for a copy of his/her GPA proposal. The

second option is to submit a request for GPA proposals through the Freedom of

Information Act (FOIA), but this takes time, is expensive (one must pay for the

cost of researching and scanning the documents as well as copy costs if hard

copies are needed), and not effective in getting all the documents requested. The

third option is to visit the OPE in Washington, DC. and take notes on proposals

(the GPA Program does not permit proposals to be copied). This last option is

further complicated because older GPA proposals are sent to the ED archive for

storage. For example, during a visit in the 2008 summer to collect data, I Ieamed
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that proposals from 2003 and 2004 were in the process of being transferred to

the archive. Because of these challenges and the intensive nature of document

analysis in the research design, the target population was limited to five years

(2003-2007), a total of 172 Short-term Seminars and Curriculum Development

Projects. This range of years was adequate because it represented a variety of

countries, project directors and reviewers, and was feasible given time and

resources.

Sample Selection

Given the time and resources available, sampling about one third of the

population (about 55 projects) seemed reasonable and likely to be sufficiently

representative of the whole population. The population of 172 projects was

divided into 5 (region) x 5 (year) groups. For each group, the projects were

randomly ordered and systematic sampling procedure was used to select every

third to ensure that about one third of the group was selected into the sample.

Systematic sampling is a commonly used method for selecting such a sample

when a listing of all units in the target population is available. If a random start is

used, all proposals on the list have an equal probability of being selected. When

a proposal proved not to be available, as when a project director’s computer

crashed, or no response was received from a project director or the document

was not available at the ED, a replacement was randomly selected from the

sample groups. In short, the total sample of 55 proposals was selected through

probability sampling and there is no reason to believe that the replacement

proposals (14) differ from the originally selected proposals in a way that would
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bias the results. Because of stratification, all regions and years were represented

in the sample.

Table 3.2.2 illustrates how the sample is distributed across world regions

and years in relation to the population. As designed, the sample consists of

nearly one third of the total populatiOn of proposals for each world region and

each year. For example, when looking at proposals to Africa, there are 44 total

proposals to African countries. The sample includes 13 of these or 30% of the

population. The Europe/Russia and Middle East/North Africa groupings had the

fewest proposals (15 and 18 respectively) because there were few funded

between 2003-2007.

Table 3.2.2. Overview of population and sample by world region and year

(N=172, n=55)

 

YEAR

WORLD REGION

2007 2006 2005 2004 2003 Total

Sample 2 1 3 3 4 13

Am“ Population 6 4 10 1o 14 44

Sample 2 4 4 5 3 18

As" Population 5 11 13 11 13 53

Europe Sample 1 1 1 1 1 5

5 Russia Population 3 2 2 3 5 15

Sample 2 2 2 4 4 14

27:2,,“ Population 7 5 6 1 1 13 42

Middle East Sample 1 1 1 - 2 5

& North Africa Population 3 3 4 2 6 18
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3.3 Document Collection

Documents were collected over the course of about six months and

involved a number of steps. At the start I assumed that all funded proposals were

in the public domain, and would be readily available from the ED. This turned out

not to be the case. The first step involved submitting a Freedom of Information

Act (FOIA) request to the ED for funded GPA proposals between 2003-2007. But

this yielded only a few proposals because only 20% of the proposals requested

were actually found and sent to me by the FOIA office and of these, only about

10% were actually Short-term Seminars and Curriculum Development Projects

(versus Advanced Overseas Intensive Language Projects or Group Research or

Study Projects). To complete the sample, I wrote to individual project directors.

In an e-mail I included a description of the study and requested a copy of the

proposal. The majority of the sample (close to 90%) was collected this way.

There were a few proposals l was unable to collect because the project director

had lost or damaged computer files or did not respond to my messages. I

contacted the OPE in Washington, DC, which makes copies of such documents

available to the general public and arranged for a three-day visit to code the

remaining data.

Because funded proposals are In the public domain it was not necessary

to submit an application for Human Subjects Approval through the Institutional

Review Board at Michigan State University since research involving existing,

publicly available documents is exempt from review (Exempt Category 1-4).
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3.4 Coding Scheme and Content Analysis

Coding Scheme

This section begins with a discussion of the coding scheme and concepts

for which it was designed. The coding scheme focuses on understanding the

range and nature of opportunities to Ieam afforded by Short-term Group Projects

Abroad proposals. It is linked to the research questions which guide this study.

To increase the reliability and validity of the study, categories and variables were

described in detail in a codebook and examples were included for the main

categories. The coding scheme is divided into four sections: 1) overall

characteristics; 2) characteristics of the project director; 3) characteristics of the

target group; and 4) opportunities to Ieam before, during and after programming

abroad. These categories are briefly described here.

Overall Characteristics. The first category, “overall characteristics”

includes 19 variables aimed at providing a broad overview of each proposal.

These variables focus on understanding both the manifest (obvious or concrete)

and inferred (underlying or conceptual) content of proposals. For example,

variables coded for manifest content require little interpretation such as counts

(e.g., number of different locales, number of pre-departure sessions, number or

participants). Whereas, variables coded for inferred categories involve

interpreting meaning from text and are more subjective (e.g., disciplinary or

thematic focus, purpose, and conceptualization of internationalization). Four of

these variables are described below.
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“Purpose” concerns the rationale(s) for the GPA project. That is, the formal

purpose(s) as articulated in the proposal. This variable includes eight possible

purposes: Developing curricula, acquiring language skills, reducing stereotypes,

gaining first-hand experience, establishing or reinforcing institutional linkages,

and developing global competencies. See Table 3.4.1 for more detailed

definitions and examples of these different purposes.

Table 3.4.1. Definitions and examples of purpose in coding scheme.

 

CATEGORY DEFINITION EXAMPLE

Curriculum Develop curriculum, ". . .develop new courses and expand

Development integrate X culture into existing courses in order to bring Islamic

school or institution’s studies curricula to tertiary level institutions,

curriculum thus providing complimentary academic

content to CERIS [the Consortium for

Educational Resources on Islamic Studies]

members’ recently expanded Arabic

language course offerings” (#144).

 

Language Focus on developing “...this proposed study abroad program is

Skills foreign language skills designed for practicing teachers who are

or competency currently teaching Chinese at K-12 schools

in the United States. The overall purpose of

the program is to provide American

educators, both native and non-native

speakers of Chinese, an opportunity to (a)

strengthen their Chinese language facility,

(b) expand their pedagogical knowledge of

teaching the language and culture of a

changing China” (China #25).

 

Reduce Emphasizes disrupting “The southern Indian state of Tamilnadu

Stereotypes or reducing has been chosen as the site for this project

stereotypes, because it provides a necessary antitheseis

to the dominant K-12 textbook

presentations of India which tend to be

largely one-dimensional and oriented to a

classical view of India, with an emphasis on

North India, Hindu religion, mythology, and

poverty" (#152).
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First-hand Emphasizes “There is simply no way to reproduce the

Experience importance of gaining immense national Palace mural of Diego

first-hand experience in Rivera which covers three sections of the

the country huge staircase. Only when one observes it

on site is it possible to begin to understand

the impact of this monumental work for

Mexican culture...One simply must be there

to see it and to walk through it to

understand it and to begin to teach the

significance of that civilization” #127).

Institutional Emphasis on This project helps Indiana increase

Linkages developing or extending international content in the K-12 curriculum

linkages with while providing long-term linkages to

institutions in the host university faculty at Indiana State University

country (#52).

Global Emphasizes developing “The proposed Curriculum Development

Competencies global competencies Team project in South India aims to

such as cross-cultural

communication skills,

intercultural

understanding, global

awareness, perspective

consciousness

conjointly expand teachers' (and ultimately

their students’) skills in five areas related to

global citizenry; perspective consciousness,

state of the planet awareness, cultural

awareness, understanding of systems of

interdependence, and ability to act

responsively and responsibly as global

citizens” (I#152).

 

Table 3.4.1 Continued

“Conceptualization of internationalization” concerns the overall theoretical or

conceptual focus of the GPA proposal and includes three categories shown to be

important in chapters one and two above: national security, economic

competition, and global citizenship. Proposals with a national security focus

emphasize geopolitical interests and national security needs (e.g., learn about

other countries who are threats to the US). Proposals with a focus on economic

competition emphasize global competition and an economic rationale for learning

about cultures (e.g., skills for competing global market). Finally, proposals with a

focus on global citizenship emphasize international understanding and
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humanistic goals. Table 3.4.2 provides definitions and examples for these

internationalization categories.

Table 3.4.2. Definitions and Examples of Conceptualization of

Internationalization.

   

 

 

CATEGORY DEFINITION EXAMPLE

National Focus on learning about “UM’S emphasis on China and Central Asia

Security other countries/cultures reflect[s] a recognition of the need for

for national security, students at all levels to develop greater

geopolitics — such as knowledge and understanding of a region

learning less commonly that is playing an ever greater economic,

taught languages for demographic and strategic role in an

strategic increasingly inter-dependent world ."

Economic Focus on skills, “The promotion and development of

Competition knowledge needed to Chinese language education is of critical

compete in global importance to the United States in terms of

economy, with other both economic advantages and national

countries, impact of interest in the dynamic global

global economy on local communities” (ID #25).

communities.

Global Focus on international “In an era of increasing global

Citizenship understanding, all interconnectedness, there is a mutual need

humans belong to a

common community

(e.g. universal human

rights, moral/ethical

commitment to universal

equality, global

stewardship

for Americans and people in other parts of

the world to learn about each other.

Overseas experience holds greater

importance than ever in today’s world, as

Americans who go overseas find

themselves increasingly in the spotlight,

having to answer many difficult questions”

(ID#1 37).

 

"Disciplinary focus” includes recognized areas of university or school study (e.g.,

language, interdisciplinary, arts and humanities, other disciplines). A proposal

with a focus on foreign language training for example, would be coded as

“language.” Proposals with a focus on the arts, music, religion, or philosophy

would be coded as “arts and humanities.” When multiple disciplines were
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involved, the proposal was coded as “interdisciplinary” (or IDS). In cases where

there was a clear secondary discipline, this was also noted (e.g., interdisciplinary

political, interdisciplinary education, interdisciplinary economics). In table 3.4.3,

these disciplinary categories are described.

Table 3.4.3. Definitions and Examples of Disciplinary Focus in Coding

Scheme.

CATEGORY DEFINITION

Language Overall focus on foreign

language acquisition or

training

EXAMPLE

“[T]his proposed study abroad program is designed

for practicing teachers who are currently teaching

Chinese at K-12 schools in the United States. The

overall purpose of the program is to provide

American educators, both native and non-native

speakers of Chinese, an opportunity to (a)

strengthen their Chinese language facility, [and] (b)

expand their pedagogical knowledge of teaching the

language and culture of a changing China“ (#25).

 

IDS Political Overall interdisciplinary

focus with emphasis on

politics or political

“Participants will achieve a broader understanding of

democracy’s role and functions in a diverse global

community through firsthand experience in the

 

science world’s largest democracy, India. .. [t]he project will

provide an introduction to India’s history, religions,

and arts” (#137).

IDS Overall interdisciplinary "The program will focus on three basic areas; the

Economic focus with emphasis on

economics, defined as

involving commerce,

production, distribution,

consumption of goods

and services.

economic concepts embedded in Indiana Academic

Standards in the Social Studies; area studies

content relating to Chinese culture, history,

geography, politics; and strategies for linking

Chinese and Indiana classrooms... Fifteen

educators representing several regions of the state

will travel under the guidance of Indiana State

University’s Center for Economic Education and the

Indiana Department of Education on a four-week

field study in China” (#52).

 

IDS Overall focus is

Geography interdisciplinary and

geography is the main

focus. defined as the

study of the Earth, its

surface and human

interaction.

“The purpose of the project is the development of

geography standards based curricular materials

about a little studied region in many geography area

studies courses in Iowa, and the country at large, at

all levels of education“ (#134).
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IDS Culture Overall focus is

interdisciplinary with

emphasis on culture,

broadly defined as

shared patterns of

behavior, values,

beliefs.

“The seminar will take an interdisciplinary approach

to childhood in comparative perspective. Participants

will focus on the concept and the experience of

childhood in Argentina as compared to the U.S., as

well as the role of the state, religions, families, ethnic

communities, and popular culture in defining

childhood in Argentina” (#123).

 

IDS Overall focus is

Education interdisciplinary with

emphasis on issues of

schooling or educational

“A major part of the Mexican field experience will be

devoted to educational issues - exploring various

aspects of the educational system, visiting schools

in different areas and settings to get a first-hand feel

 

systems for how schools operate, how Mexican classrooms

differ from American classrooms, what the

expectations are for students, parents, and

teachers” (#40).

IDS Overall focus is “The group will travel to Senegal for a four week

Language interdisciplinary with

emphasis on language

acquisition or training

seminar to improve the learning and teaching of

languages (particularly French) and area studies

(particularly western Africa) particularly in

elementary and secondary schools... The lectures

topics include Senegalese value systems, the slave

trade, history of Islam in Senegal, literacy campaigns

in national languages, language policy in schools,

education of women, health and human rights, West

African expressive cultures and literatures” (#161 ).

 

Arts 8 Overall focus on the

Humanities arts, music, religion,

ancient cultures and/or

philosophy

“The objective is to provide participants with an

immersion interdisciplinary living and learning

experience so that they will have new knowledge

and materials that will allow them to incorporate

successfully themes of Mexican art and culture in

their curricula. Required courses will be in five areas:

Pre-Hispanic Mexican Art and Culture; Viceregal

Mexican Art and Culture; Contemporary Mexican Art

and Culture; Current Changes in the Economy and

Politics of Mexico; Pedagogic and Curricular

Strategies and Practices” (#174).

 

Table 3.4.3 Continued

“Thematic focus” concerns the overall topical focus of the proposal and

may or may not focus on a specific discipline. Some proposals for example, had

both a disciplinary focus (e.g., social studies/social science) and also had a
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thematic focus (e.g., inequity or environment). There were also proposals which

had a disciplinary focus but no particular thematic focus. Coding categories for

thematic focus included: education, inequity, environment, and subject area

focus (e.g., geography, history, and art). When proposals included themes that

did not fit the coding categories they were placed in the "other” category and the

theme was noted. Table 3.4.4 illustrates these disciplinary categories.

Table 3.4.4. Definitions and examples of thematic focus in coding scheme.

 

Category Definition Example

Subject area Recognized areas of “In proposing a GPA to South Africa, we recognize

university or school the contextual richness of the country as an

study such as the environment in which to study issues of diversity

theme of language, and multiculturalism. Consequently, while our

history, geography thematic focus will be on history and geography, an

added benefit of our program will be exposure to

issues of diversity and multiculturalism in South

Africa, a country which provides important and

interesting comparisons to the US." (ID #64).

Education Emphasizes a focus “The Group Projects Abroad seminar will involve

on schooling,

education,

educational systems

(e.g., bilingual

education)

participants in Ethiopian life and culture, with a

Specific focus on education. Project activities take

place in three different parts of Ethiopia... Two key

elements underlie the seminar: (1) in-service

education and (2) development of curriculum

materials about Ethiopia adaptable to Illinois

educational standards” (ID#159).
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Inequity Involves issues of

power and inequity

based on ethnicity,

gender, or language

among others

LiDhe project's overall goals are to understand the

impact of China’s rapid march to modernization on

the economic and political status, well-being and

family roles of minority/majority women in both rural

and urban settings; to Ieam how social services,

NGOs and governmental policies are improving the

lives of women; and to compare women in rural and

urban societies in both China and the US. from a

social justice/gender equity perspective. Thus, the

project will involve the study of the changing status

and role of women in the family, in agriculture, arts

and crafts, and all sectors of the economy” (ID #43).

 

Environment Focus on the natural

environment and

human impact on

ecological systems

(e.g., rainforest,

climate change).

“The basic goal of the seminar is to examine how the

cultures of the indigenous people of Australia

developed in response to the conditions of the

physical environment, how this relationship with

nature changed with colonialism, and how

commercialization and tourism have affected both

Aboriginal cultures and the Australian environment”

(ID #21 ).

 

 

None No clear theme “[Tjhis advanced Seminar will enhance and broaden

their understanding of Russian culture as they

observe, study, live in, and travel east of the Ural

Mountains to Vladivostok” (ID #4).

Other Additional themes Gender: “The Fulbright-Hays Group Seminar to

that did not fit the China will afford participants the opportunity to learn

coding categories about the current status of rural and urban, ethnic-

minority and majority women in China and to better

understand the areas of difference and commonality

with women in the United States” (ID #43).

Table 3.4.4 Continued

Project directors. The second section of the coding scheme focuses on

understanding background and expertise of the project director. “Project director”

is defined as the leader of the GPA. In addition to leading the GPA, this person is

usually the author of the GPA and listed as the primary investigator (PI) on the

transmittal form. This category includes the project director’s disciplinary

background, occupation, institution, gender, highest degree, previous GPA

experience, and experience in host country. One hypothesis is that the project
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director’s background shapes the OTLS included in professional development

(i.e. GPA proposals).

Targeted GPA participants. The third section focuses on characteristics of

the targeted GPA participants. This category focuses on understanding who the

project director has in mind when designing the proposal. This category includes

five variables: 1) disciplinary background, 2) occupation, 3) institution, 4) cost to

participate in the program, and 5) recruitment focus. Since this study examines

proposals for GPA programs, it is not concemed with knowing who actually

participated in the GPA. Instead, this category focuses on understanding the type

of people project directors considered when designing the proposal. As stated in

chapter two, because of program requirements, the target population must be

either K-12 teachers, faculty at higher education institutions, upper-level students

or other professionals involved in education. Still, GPAS vary in terms of who are

the targeted participants. Some GPAS for example, focus on teachers from a

particular discipline or subject area while others target a particular grade level

(e.g., secondary or community college faculty) or affiliation (e.g., teachers from

an Intermediate School District or study group such as the professional

development group LATTICE (Linking All Types of Teachers to lntemational,

Cross-Cultural Education) in the Lansing, Michigan area.

Opportunities to learn. The fourth section, the most detailed and

extensive, includes activities and experiences that offerOTLs. These may be

formal or informal and intentional or unintentional. This study focuses on three

types of opportunities to Ieam: Pre-departure OTLS, OTLS abroad, and post-
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travel OTLS. Pre-departure OTLs include activities that take place in the US.

before traveling to the host country such as orientations or group meetings,

language study, homework and curriculum development. OTLS abroad involve

activities, experiences and situations that occur during programming abroad.

Each OTL consists of seven dimensions: 1) pedagogical approach; 2) subject; 3)

locale; 4) instructional or resource personnel; 5) time (duration and time of day);

6) grouping arrangement; and 7) opportunities to interact with people from the

host culture. Each of these seven dimensions are described briefly here.

Pedagogical approach. “Pedagogical approach” concerns the instructional

strategy utilized in each OTL. Different pedagogical approaches afford different

kinds of opportunities for Ieaming. This dimension includes eighteen variables

ranging from transmission-oriented approaches (e.g., lectures, media/film, site

visits, appointments, technology training) to more experiential-oriented or

participatory approaches (e.g., service-Ieaming, co-teaching, home stays).

Subject. “Subject” concerns the overall subject matter focus of the activity

and includes twenty-one categories: Arts (e.g., visual arts, crafts or folklore),

education, history, contemporary society and culture, economics and business,

politics and government, ethnicity, gender, technology, environment and

agriculture, geography, project logistics, community or town, foreign language,

religion, performing arts, the GPA project, curriculum, and other subjects not

included in the coding scheme.

Locale. “Locale” focuses on the context or location in which an activity

takes place and includes: K-12 schools, higher education institutions,
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businesses, farms, natural areas, restaurants, private homes, government

offices, theaters, town or communities, NGO and civil society offices, historical

and religious sites (e.g., tomb, cathedral, historical monument), museums (e.g.,

historical, cultural, art or other type of museum), and other locales not included in

the coding scheme. Locales that were not specified were coded as “not

specified.”

Resource personnel. “Resource personnel” includes individuals who lead

or serve as resources for a particular activity. This category includes: government

officials, NGO staff, K-12 teachers and faculty from the host country, faculty from

the US. assisting with the GPA program, community members (persons from the

community not othenivise coded), the project director, current GPA participants

(e.g., participants leading a workshop or giving a presentation), previous GPA

participants, artists and other performers, host country resource personnel (e.g.,

translator, store owner, priest), students from the host country, and other

resource personnel not included in the coding scheme.

Time. “Time” is an important factor in shaping opportunities to Ieam as the

same activity may look very different in two programs depending on the ways in

which time is allocated. To deal with proposals that were not required to be

precise about use of time each activity was coded for two aspects of time: 1) the

time of day; and 2) duration. Each day (24 hours) was divided into 12 hours of

“wake time” and 12 hours of “sleep time” in 4 hour periods (e.g., morning: 9 am -

1:00 pm, afternoon: 1:00 pm -5:00 pm, and evening: 5 pm - 9 pm). First, activities

were coded for the time of day in which the activity took place (e.g., morning,
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afternoon, evening). Next, activities were coded for the duration of the activity in

hours. Exact times were used as much as possible when detailed itineraries were

provided and estimated when the itinerary was not as detailed. Meals and sleep

time were not coded unless they were described as having a specific purpose

(e.g., meal or home stay with a family for the purpose of experiencing daily life in

the host culture). When a meal was coded it was allocated one hour unless a

time was specified. Home stay ovemights were given 12 hours (9:00 pm - 9:00

am).

Grouping. The category “grouping” involves considerations about how to

group participants during Ieaming opportunities. Activities were coded one of two

ways: 1) whole group stays together such as a lecture or travel to a locale; or 2)

whole group does not stay together. It was assumed that the whole group does

not stay together for home stays and free time.

Interaction with the host culture. “Interaction with the host culture”

concerns the degree to which activities offer possibilities for participants to be

immersed or to interact with people from the host culture. Activities were

assigned one of three levels: "none, some” or “strong” interaction. Activities

coded as “some” interaction offered limited opportunities for interaction and

tended to be short in duration (e.g., meal with a family, meeting or discussion

with community members). Those activities coded as “strong” interaction

involved spending a substantial amount of time (more than a few hours)

interacting with people (e.g., home stay, service Ieaming, spending a few days
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co-teaching in a classroom). The codes ‘some’ and ‘strong’ were later combined

into one code.

Post-travel OTLS. Post-travel OTLS include activities that take place after

returning to the US. and may include group meetings, curriculum development,

and presentations as well as OTLS related to completing evaluation plans were

included in this category.

3.5 Additional Sources of Data

This study draws on three types of data. The first type of data includes a

variety of documents (i.e. funded Fulbright-Hays GPA proposals and

government documents). The second source of data is a conference roundtable

discussion which included an invited panel of eight former GPA project leaders

as well as audience members involved in leading GPAS. Data from the

roundtable are helpful for understanding some of the issues and rationales

involved in planning a GPA. A third source of data is an in-depth interview with a

former GPA project leader. This interview provides insight into the underlying

rationales and process involved in the planning of a GPA.

Documents

Documents provide the main source of data for this study and consist of

several types. The first type is funded proposals for Short-term Seminars and

Curriculum Development GPAs to seven world regions. Proposals are written in

response to an RFA administered by the ED. These documents are

approximately 40 pages and address nine areas: 1) plan of operation; 2) key

personnel; 3) budget; 4) evaluation plan; 5) resources abroad; 6) potential
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impact; 7) relevance to institutional development; 8) address participants’ need

for overseas experience; and 9) program priorities. GPA proposals are most

often designed and written by the same person leading the GPA. In this study,

proposals are seen as evidence of project directors’ visions about

internationalization and how to organize cultural Ieaming.

The second type of document includes the GPA request for applications

(RFA) as well as other related documents. The RFA provides instructions for

completing the GPA application package for the annual award competition and is

approximately 90 pages. The RFA is important because it lays out the

parameters for GPA projects in terms what is and what is not possible as well as

the expectations required to be funded. The RFA (also referred to as “application

package”) tends to include program specific instructions and forms (i.e.,

competition highlights, supplemental information, Federal Register Notice,

Authorizing Legislation - Fulbright-Hays Act, and instructions and

recommendations for completing the application). The Code of Federal

Regulations (CFR), which is the codification of federal rules, provides another

source of information and is relevant because it includes proposed and final

changes to federal regulations (i.e., the GPA program and the broader Fulbright-

Hays program) as well as selected public comment about changes to these

regulations. These documents can be useful for identifying changes (or lack

thereof) to Short-term GPAS over time. Other documents include congressional

testimony and correspondence related to international education and the

Fulbright-Hays Act and, while these data are limited because they do not
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specifically address the GPA program they are nonetheless useful for describing

the context of lntemational education in the US. at key times.

Other Sources ofData

Conference roundtable presentation. Another source of data is a

conference roundtable presentation (a single three-hour session) at a national

conference, the Title VI 50th Anniversary Conference in Washington, DC, March

2009. The panel was designed as a forum for GPA project directors and

administrators to discuss issues and best practices for Short-term GPAS and was

co-chaired by the GPA program officer and myself. Eight former GPA project

directors from institutions across the US. were invited to participate in the

roundtable. Each panelist was asked to contribute questions and issues to

structure the three hour session. Five issues were identified: Budget and

recruitment issues and challenges, preparation and planning, evaluation and

assessment, implementation and follow-up, and collaboration with Colleges of

Education. Approximately forty people, primarily from higher education, attended

the session and participated in the discussion and were seated alongside the

eight invited panelists in a large circle. I took notes of comments made during the

session on a computer, which were later compiled into a document and

circulated among the panelists for feedback. The final document was included in

the conference proceedings on the conference website (see Appendix F for a

summary of recommendations from the roundtable).

Interviews. Interviews with a veteran GPA project director provide another

source of data. Two interviews took place in the summer of 2005 and were part
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of a pre-dissertation study of a GPA to Belize. Questions focused on

understanding the decision-making involved and challenges of planning and

organizing a GPA in two key areas: 1) the project director's goals for the GPA

and the planning involved in submitting a GPA proposal; and 2) opportunities to

Ieam while abroad. The first section was aimed at understanding how the project

director conceptualized the GPA program including the goals and purposes of

the GPA as well as her rationale for the organization of the program (e.g., pre-

departure, OTLS abroad, post-travel OTLS, locales, her role, etc.). The second

part focused on understanding the content of programming abroad and focused

on specific OTLS in the publicized itinerary for recruitment. Human Subjects

Approval was obtained from the Institutional Review Board (IRB) at Michigan

State University prior to conducting the interviews (see Appendix G for the

interview protocol).

3.6 Data Coding and Analysis

Coding Procedures

Conceptualization. The coding scheme was developed during the 2007-

2008 academic year and involved a series of steps based on recommendations

by Neuendorf (2002) and Weber (1990).The first step involved developing the

research question that guides this study and conceptualizing and developing the

coding categories. This was an inductive process that involved reading a small

set of sample data (10 proposals) and then developing categories from language

and concepts used in these proposals. Four main core categories were

developed: Overall characteristics, characteristics of the project director,
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characteristics of the target population, and opportunities to Ieam (pre-departure,

abroad, and post-travel). Each of these categories and variables are linked to the

research question and goals of the study.

Codebook development. The next step was to develop the coding scheme

and codebook. The codebook is a document that describes how categories and

variables are operationalized or defined so that multiple coders coding the same

data would have the same results. Categories in the coding scheme were drawn

from the categories and language widely used In proposals in the sample data.

This way, categories and terminology in the coding scheme are drawn from

project directors’ own language which lessens the issue of imposing the

researchers categories, and thereby, increasing the validity of the study. Validity

concerns the degree to which an instrument measures what it is intended to

measure and the degree to which the study can be generalized to the larger

population (Wrench et al, 2008). The codebook developed for this study consists

of four components: the category and variable, the code, a definition, and an

example. The coding scheme was tested on a small set of sample data and

adjusted before it was piloted.

Coder training and piloting. Next, the coding scheme was piloted with five

coders with experience in educational research during the summer 2008. To

increase the reliability and validity of the study, coders were informed about the

goals for the study and definitions in the codebook. Coders were then trained in

the rules and procedures for coding and then independently coded sample data.

Coding involved reading the proposal through twice and writing responses
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directly on the coding form. The first three sections of the coding scheme (overall

characteristics, project directors and target population) were fairly straightfonrvard

and followed this process. The fourth section of the coding scheme (opportunities

to Ieam abroad) however, was more complex and involved some additional

steps. This part of the coding scheme required coding each OTL in the itinerary

for seven dimensions: 1) pedagogical approach, 2) subject of the activity, 3)

context or locale, 4) resource personnel, 5) time (hours and time of day), 6)

grouping arrangement, and 7) interaction with the host culture.

Piloting and revising. After the first coding session, the coding scheme

was revised based on feedback from coders and piloted again (with different

proposals each time) until there was high inter-coder agreement. These sessions

were aimed at testing and refining the coding scheme with the goal of achieving

intercoder reliability. The coding scheme was revised at least three times and the

final coding scheme was then used to code the full set of data. Because of time

and resources, it was not possible to have multiple coders continue to code after

the pilot. Since I was the only coder, l coded each proposal at least twice to be

sure that my coding was consistent. Rifle, Lacy, 8 Fico (2005) suggest that in

cases such as this where there is one coder a way of increasing reliability is to

code the same data at two different points in the coding process and then

compare the results to assess reliability. This was done for the majority of the

sample (all but the proposals that were coded in Washington, DC); proposals

were coded twice as a reliability measure. Codes were recorded directly on the

coding form, as were page numbers and excerpts for text I thought I might want
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to return to later. Ideally, with more resources and time, multiple coders would

have also been involved in coding these data. Throughout this process, my

adviser and dissertation director, John Schwille reviewed the process as I refined

the approach.

Tabulation. The last step involved entering data into databases using

Microsoft Excel and SPSS and developing several types of matrices. These

matrices were aimed at providing a broad overview of the overall characteristics

of proposals in the sample as well as an in-depth view of the content of each

proposal’s itinerary during programming abroad. This system made it possible to

refer back to specific days and OTLS in GPA proposals later on.

Data Analysis

Initially, graphs and tables were created to understand how variables were

related and to plan final analysis. Then a correlation matrix was created using

SPSS with variables from the content analysis. The purpose of the correlation

matrix was to show which variables clustered or “hung” together. This helped

identify which of the coded variables would be most useful to include in a

component analysis. The results suggested that 25 variables (one of these, total

immersion, was later removed because it overlapped with other variables) were

most important. A Principal Component Analysis was then conducted using first

25, then a reduced set of 13 variables. This type of analysis can be helpful for

identifying underlying patterns within the data. It is also a way of reducing data or

the “orderly simplification of a larger number of intercorrelated measures to a few

representative components or constructs (Ho, 2006).” A Principal Component
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Analysis (PCA) with orthogonal (uncorrelated) rotation was chosen as the

method of extraction since the main goal was data reduction. The results of the

analysis were then used to identify specific proposals which were examined

qualitatively. Excerpts from these proposals were pulled out to illustrate and

expand on findings from the component analysis. These results are included in

Appendix E and discussed in chapter 5.

3.7 Limitations

There are limitations to this study, one has to do with issues related to

coding, and a second which concerns the study’s focus. First among the coding

issues is whether to use human coders or computer coding. Human coding has a

number of limitations, the most important of which include: 1) the possibility for

error (e.g., coding, tabulation etc), time and resources needed as coding can be

time consuming and tiring, 3) human coding requires extensive training Of coders

and re-testing of the instrumentation, and 4) finding enough competent coders

may be challenging as was the case for this study. This study used human

coders and alck of time and resources were definite challenges and limitations

for the study. While five coders were involved in validating the coding scheme,

only one coder (the researcher) coded the full data set. This was less than ideal.

A second, related issue involves the length and complexity of the coding

scheme. This study’s concern with understanding both the range and nature of

Short-term GPAS - their breadth and depth (i.e. OTLS abroad) necessitated a

coding scheme that was more lengthy and complicated than might be desired.

Riffe, Lacy and Fico (1998) suggest for example, that length and conceptual
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complexity may reduce the reliability of the coding scheme. Categories that are

conceptually complex require some degree of interpretation by the coder, making

it more difficult to achieve intercoder reliability. While most of the categories in

the first three sections of the coding scheme (overall characteristics, project

directors and target population) deal with manifest content (e.g., number of

participants, stated purposes, gender), there are some categories that are

conceptually complex and focus on inferring the latent content of projects (e.g.,

conceptualization of internationalization). Additionally, the complexity of coding

OTLs abroad in the fourth section of the coding scheme (i.e. coding each OTL

each day for seven dimensions) was challenging and tiring for coders.

A second limitation concerns this study’s focus on the intended curriculum.

While studying the intended curriculum can make some things possible to

understand that might otherwise be difficult, it can also be limiting. For example,

focusing on the intended curriculum can help us better understand the formal

goals and purposes, the underlying rationale for a professional development OTL

or program such as GPAS. However, such a focus does limit the claims that the

study can make. This study cannot, for example, examine or make claims about

what occurs during the professional development program (the enacted or

implemented curriculum). Nor can it make claims about the attained curriculum

and what is Ieamed (Schmidt et. al, 1996).

3.8 Summary

In this chapter the methodology of the study was presented. The primary

goal of the study is to understand how project leaders conceptualize
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internationalization and related professional development in situ. A mixed

methods design was chosen because it offers the possibility for showing broad

numerical trends as well as more detailed and in-depth information by combining

quantitative and qualitative approaches. These approaches included a content

analysis (quantitative and qualitative) and component analysis, the results of

which are discussed in chapters 4 and 5.
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CHAPTER 4: CHARACTERISTICS OF GPA PROPOSALS

In this chapter, the characteristics of Short-term GPA proposals are

presented. This chapter begins with an overview of the main characteristics and

features of Short term GPA proposals. Next, the opportunities to Ieam (OTLS)

afforded by proposals (before, during and after traveling abroad) are discussed.

Following this is a description of the sample’s plans for evaluation and

dissemination.

4.1 Overview

This chapter describes the range and nature of opportunities to learn

(OTLS) that are included in funded GPA projects, in particular, Short-term

Seminars and Curriculum Development Projects (Short-term GPAS). This study

is based on a target population of 172 funded GPA projects over a five year time

period (2003-2007) for five world regions. From this, a stratified random sample

of 55 GPA proposals (one third the population) was drawn and a content analysis

was conducted. Building on the results of the content analysis, this chapter

describes the main findings and characteristics of Short-term GPAS.

4.2 Purpose and Rationale

The proposals described here can be seen as part of a discourse about

internationalization. They represent different purposes and visions about what is

important to Ieam about a country/culture and the world, and how such Ieaming

should happen. The proposals in this study were all funded by the ED and are

the product of a negotiation between the visions of the US. Congress which
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funds the GPA proposal, the visions of ED which administers the proposal, the

visions of the project directors/authors of GPAs and their institutions, and the

needs and visions of educators for whom they are written.

The proposals in the sample included a range of purposes and rationales,

from curriculum development, developing language skills and global

competencies, to breaking down stereotypes. Most proposals included multiple

purposes.

Curricular development or change was mentioned most frequently in

GPAs as a rationale for the proposal. More than 85% of the GPAs cited curricular

development or curricular change as a one of the main purposes of the proposal.

GPAs designed for higher education faculty tended to emphasize the

development of new courses and majors as the examples below illustrate.

Because of the interdisciplinary nature of the seminar, faculty who teach

sociology, political science, history, world geography, art, language

studies, communication, education, and philosophy will be able to relate

this seminar to their course...A second, long-term benefit is curriculum

reform through the possible addition of individual courses, alteration of

general education requirements, and construction of new languages and

area studies majors. It can be expected that several faculty may propose

new courses in the area of China or East Asia. Furthermore, general

education requirements may be altered.

[The GPA'S purpose is to]...develop new courses and expand existing

courses in order to bring Islamic studies curricula to tertiary level

institutions, thus providing complementary academic content to CERIS

members’ recently expanded Arabic language course offerings.

Many GPAs designed for K-12 teachers emphasized developing cross-cultural

attitudes and skills (global competencies) and the integration of lntemational
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perspectives into existing curricula usually through the development of one or a

few lessons or units.

The purpose of the proposed seminar is to provide lntemational substance

to basic curriculum for teachers at all levels in Kansas schools and to

promote the internationalization of Junior Colleges in the area.

A large group of GPAS cited institutional linkages as one of the main

purposes of the proposal. Close to half of the sample (42%) saw the GPA as a

way to develop or expand relationships and/or programs between the host

country and home institution/organization: “This project helps Indiana increase

lntemational content in the K-12 curriculum while providing long-term linkages to

university faculty at Indiana State University.” Several GPAs were designed as

preparatory trips for new student study abroad or faculty/student exchange

programs.

Language was mentioned as a purpose in a little less than a third of the

GPAs. Such proposals tended to focus on practicing foreign language teachers

and the goal of improving existing language skills, as opposed to developing new

ones. Of these, several GPAs targeted participants with a mix of beginning and

advanced language skills and offered different language tracks. This emphasis

on language is illustrated in two GPAs below.

The purpose of this grant application is to provide better-trained

elementary, middle, and secondary Spanish and area studies teachers. As

a result of the grant, teachers will improve their language proficiency,

develop pedagogical knowledge, and engage with an lntemational socio-

cultural environment with which they are not familiar. The measurable

benchmarks include: 1) improve fluency in Spanish by a minimum of one

level, 2) improve written Spanish by a minimum of one level, 3) improve

listening comprehension in Spanish by a minimum of one level, 4) gain

knowledge of the history and culture of Paraguay, 5) observe

methodologies of teachers in Paraguay, and 6) create lesson

plans/curricula to use in K-12 Spanish and area studies classes.

...this proposed study abroad program is designed for practicing teachers

who are currently teaching Chinese at K-12 schools in the United States.

The overall purpose of the program is to provide American educators, both

native and non-native speakers of Chinese, an opportunity to (a)

strengthen their Chinese language facility, (b) expand their pedagogical
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knowledge of teaching the language and culture of a changing China, (0)

develop linkages with educators in China, and (d) acquire instructional

resources including artifacts, books, and educational multimedia materials.

A number of GPAs were seen by project directors as a tool for reducing

stereotypes and misconceptions about the developing world or minority groups.

This was the case for almost 20% of the GPAs. Project directors cited examples

of misconceptions promoted by popular films and textbooks.

4.3

Showing students how to teach South Africa, in particular, and Africa, in

general, will underscore the importance of broadening their curricula to

reflect the perspective of people who inhabit the less developed countries

of the world including those in Africa. It is hoped that this approach would

add a truly multicultural perspective to the curriculum that transcends the

present preoccupation with what social studies experts have termed the

three “F’s” approach to teaching diversity, namely, foods, festivals, and

famous people.

The southern Indian state of Tamilnadu has been chosen as the site for

this project because it provides a necessary antitheseis to the dominant K-

12 textbook presentations of India which tend to be largely one-

dimensional and oriented to a classical view of India, with an emphasis on

North India, Hindu religion, mythology, and poverty.

Disciplines and Themes

GPA proposals tend to focus on three main disciplinary areas:

interdisciplinary, arts and humanities, and language. Most GPAs in the sample

were interdisciplinary and focused on society and culture (see Figure 4.3.1).

About 15% of the sample focused on the arts/humanities and 7% focused on

language. When looking across world regions, interdisciplinary GPAs in the

sample were fairly evenly distributed.
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Figure 4.3. 1. Distribution of GPA proposals by disciplinary focus (n = 55).

Proposals focusing on the arts and humanities, and language were not as

evenly distributed over world regions, and concentrated for the most part on Asia,

Latin America and the Middle East (see Table 4.3.1). The majority of GPAs were

thematic, in that there was a central theme or topic around which activities were

organized. GPAs focused on a wide range of themes including education,

inequity, environment, ethnicity, gender, globalization, childhood, religion,
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performing arts, social institutions, democracy. The top theme was ethnicity and

a little more than a third of the sample focused on this topic.

Table 4.3.1.0verrview of distribution of GPA proposals by disciplinary

focus and world region (n = 55).
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4.4 Project Directors

The project directors/authors play an important role in shaping the kinds of

opportunities to Ieam that are afforded in GPAs. While proposals respond to

parameters set by the RFA for what is fundable, project directors/authors make

choices about which opportunities to learn will or will not be included in the

proposal. These choices reflect project director/author‘s beliefs and visions about

learning.

When looking at the characteristics of project directors/authors in the

sample, they tended to be faculty members at colleges or universities with PhDs

from a wide range of disciplines including: social sciences, foreign language,
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arts and humanities, business and economics, education, communication,

criminal justice, music and health) (see Table 4.4.1 ).

Table 4.4.1. Characteristics of project directors in the sample (n = 55).

OCCUPATION DEGREE GENDER COUNTRY GPA EXPERT
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Not specified (2) 2 - - 2 2 - - 2 2 - 2

Total 48 7 43 12 34 21 37 18 26 29 55

°/o Total 87 13 78 22 62 38 67 33 47 53

 

The majority of project directors had backgrounds in the social sciences

and foreign language, which is to be expected given the proposal’s focus on the

social sciences, arts/humanities and foreign languages. In terms of gender, there

were close to twice as many male project directors as female project directors in

the sample. Most male project directors had backgrounds in the social sciences

while most females had backgrounds in foreign language.
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When looking at prior experience leading GPAs, the sample was fairly

evenly split between novice and veteran GPA leaders (see Table 4.4.2).

Table 4.4.2: Expertise of project directors (n = 55).
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A little more than half of project directors had no prior experience leading GPAs.

Of the project directors who did have experience, the majority of had led two or

more GPAs in the past. Interestingly, close to one third of project directors in the

sample appeared to have had no prior experience in the host country - that is, it

was not mentioned in their GPA proposal. The remaining project directors were

native of the country (16%), or had spent a year or more (49%) in the host

country.
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4.5 Participants

Most GPAs in the sample were designed for K-12 teachers (40% of total)

or higher education faculty (38% of total) in the social sciences, arts and

humanities. A few were designed for a combination of K-12 teachers, higher

education faculty, graduate students, and pre-service teachers. Recruitment

efforts most often focused at the state-level. The majority of GPAs required

participants to pay part of the cost of the GPA. About 5% of the GPAs required

$2,000 or more, 35% of proposals required between $500-$1,000; 21% of

proposals required $500 or less, and 38% of GPAs were free to participants.

There was wide agreement among project directors who participated in the GPA

Roundtable panel at the Title VI 50th Anniversary conference that requiring

participants to pay part of the costs encourages more serious Ieamers, and

completion of curriculum projects after returning (see Appendix F for these

recommendations).

4.6 Opportunities to Learn (OTL)

Opportunities to Ieam include experiences and situations that are part of

the GPA program and may be intended or incidental potential Ieaming

opportunities. Those described here concern OTLs that occur pre-departure,

during programming abroad, and after returning to the US.

Pre-departure OTLs

Pre-departure activities include activities and opportunities designed to

prepare participants for traveling and Ieaming abroad. Pre-departure activities
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are not a required component of the short-term GPA proposal and tend to be

minimal. This is in part because the Fulbright-Hays GPA grant stipulates that all

GPA funds must be spent in the host country so funds can not, for example,

support project-related expenses that take place in the US. (e.g., pre-trip visits

and planning, pre-departure orientation and post-trip activities or follow-up

support). While recommended by ED, pre-departure activities are optional and

project directors must find resources and time to fund such activities.

All but one of the GPAs in the sample included at least one formal pre-

departure preparation session for participants, most often described as an

“orientation.” Of these, 17% included five or more orientation sessions. Close to

one third included three to four orientation sessions and half included one to two

orientation sessions. The one GPA that did not include pre-departure orientation

used a Iistserv as a forum for sharing information among participants before

departure. In addition to orientations, a few GPAS (3 %) were designed around

semester-long courses offered for graduate credit and included extensive pre-

departure preparation and post-trip follow-up after returning to the US.

As Figure 4.6.1 illustrates, pre-departure preparation tended to take six

main forms: lectures and discussions, curriculum development work, language

training and study, independent work (e.g., independent readings and film

viewings), online communication/networking with people in the host country, and

technology training. Lectures, curriculum development and language study

accounted for the top three pre—departure activities in the sample.
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Figure 4.6. 1. Pre-departure opportunities to learn in sample (n = 55).

Despite being “optional,” most if not all GPA proposals acknowledged the

importance of preparatory activities for participants well before traveling abroad.

For example, one project director remarked that “the domestic components of the

proposed seminar are considered essential pieces to give the participants the

crucial knowledge base, cross-cultural orientation, and structured format

necessary to maximize the educational benefits of the international experience.”

Lectures and Discussions. Lectures and discussions are a key part of all of

orientation sessions. They tend to focus on broad topics such as history,

language, society and culture, politics and government, economics, and cultural
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sensitivity, most often by university or college area studies experts from or

working in the host country. Some proposals included opportunities for

participants to interact with persons from the host country (lntemational graduate

students, faculty, visiting scholars, and community members). A few GPAs also

included presentations by GPA alumni/retumees from previous GPAs.

Curriculum Development. Curriculum development was included in all

GPA projects in the sample. Each GPA required participants to develop some

type of curriculum project (e.g., website, lessons, modules or units) from the GPA

experience. There were differences however, in when this curriculum

development began. Half of the projects were structured in such a way that

curriculum planning began before traveling abroad and most often took place

during orientation. For the remaining projects, curriculum development began

sometime during programming abroad or after returning to the US.

Language Study. Language study was included in 42% of the pre-

departure activities In the sample. Language study was most often included in

orientation sessions and ranged from a few lessons in very basic “survival”

vocabulary and expressions to longer, intensive language study with tapes and

coursework. One project director of three funded GPAs said language study (at

any level) was an important component of her GPA projects.

Other Activities. Other pre-departure activities included independent work

(homework), technology training, and online networking. Close to a quarter (21%)

of the projects included some type of independent activity in their proposals.

Independent work was defined as activities and assignments that participants
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were responsible for completing on their own, outside of the orientation

session(s), before departure. These most often included readings, videos/DVDs

and/or curriculum development. A small percentage of GPAs (7%) included

technology training as part of orientation sessions. Technology training focused

primarily on website development, PowerPoint, image editing and using a digital

camera to assist with curriculum development. Online communication forums

were used by 3% of the GPAs in the sample. These forums were aimed at

connecting participants in advance with teachers and other individuals they

would meet when abroad.

OTLs Abroad

The average GPA proposal includes close to 380 hours of programming

during the four to six week session (excluding meals and sleeping time) devoted

to a wide range of opportunities to Ieam. This averages out to about 75 hours a

week of programming when one counts weekends or only 10 hours a day. While

there are many similarities across GPA proposals, there are important

differences which afford a variety of opportunities to Ieam. This section examines

these similarities and differences with particular attention to pedagogical

approach, subject or focus of OTLs, and contexts for Ieaming. As Figure 4.6.2

and Table 4.6.1 illustrate, a fairly wide range of activities and approaches were

used in designing opportunities to Ieam abroad. More than half of the GPAs

included a combination of free time, site visits, travel, lectures, meetings,

curriculum development, and debriefing sessions. Of these, the biggest chunk of

time was devoted to free time or unplanned activities.
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Free Time. There was much variation in the amount of free time hours that

were included in GPA proposals in the sample. These ranged from 55-296 hours

of free time or 17-55% of total time abroad. In designing their proposals, a

number of project directors explained that they intentionally built in free time and

tried to avoid a “jam-packed itinerary.” According to a number of GPA projects

directors who participated in the GPA Roundtable panel this free time is

necessary to allow participants time to explore and talk with other participants, to

decompress and process the day's experiences. (see Appendix H).

Figure 4.6. 2. Percent ofproposals with OTLS by pedagogical approach (n=55).
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Table 4.6.1. Average hours OTLs by pedagogical approach (n = 55).

 

PEDAGOGICAL TOTAL AVE. PEDAGOGICAL TOTAL AVE.

APPROACH HOURS APPROACH HOURS

Site visit 82.6 Attend cultural event 3.1

Free time 151.8 Language study 11.3

Travel time 25.3 Home stay 31.5

Lecture 26.5 Meal 2.0

Seminar/workshop 15.6 Media 0.7

Curriculum dev. 10.5 Field experience 5.2

Debrief/group mtg. 7.6 Technology training 1.1

Evaluation 3.3 Homework 0.1

Appt. with officials. 4.3
 

Site Visits. Like free time, all GPAS included some amount of site visits.

Site visits most often involved traveling to historical or religious sites (see Figure

4.6.3 and Table 4.6.2). Other common destinations included visits to towns or

cities, non-govemmental organizations (NGOs), and schools. These visits ranged

from being highly structured (e.g., guided tour) to relatiVely unstructured

opportunities where participants were expected to explore a site on their own. In

the majority of proposals, site visits were coordinated with lectures

(presentations) and other activities. There was usually a theme for the day

around which activities were coordinated. If the morning was spent in a

presentation on the educational system of a country then the afternoon most

often included a site visit to a school. A few GPAs were designed in such a way

that there were weekly themes (e.g., education or history) around which daily

activities were coordinated for the week. In the sample, site visits accounted for

between 10-48% of time abroad.

Travel time. Travel within country accounted for a much smaller percent of

total program time. While all but six GPAs involved some amount of traveling,
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the average proposal spent only 7% of the program traveling. But some GPAS

were designed in such a way that the group was traveling and moving throughout

the time abroad. In one GPA for example, 27% of the proposal was devoted to

travel to different locales. Other GPAS were designed around a home base

where the group spent the bulk of time with trips to nearby locales in the

afternoon or weekends.
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Figure 4.6. 3. Percent of proposals with OTLS by locale (n = 55).
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Table 4.6.2. Average hours of OTLs by locale (n = 55).

 

CONTEXT TOTAL AVE. CONTEXT TOTAL AVE.

(LOCALE) HOURS (LOCALE) HOURS

Higher ed. inst 52.5 Business 2.7

City tour 15.0 . Private Home 46.3

Historical Site 21.3 Cultural Center 2.7

Museum 8.9 Farm 1 .4

Park 7.7 Theatre 2.2

K-12 school 9.7 Hotel 1.6

NGO 7.0 Health Facility 0.3

Gov't office 4.3 Industrial site 5.0

Market 2.7 Restaurant 0.4
 

Lectures and presentations. All GPAs included activities which focused on the

presentation of content (e.g., lectures, presentations, seminars, workshops)

about the country. These tended to focus on a wide range of interdisciplinary

topics including history, government and politics, society and culture, and took

place most often in higher education institutions (e.g., colleges, universities or

institutes). Close to 90% of the GPAs included lectures or formal presentations

most often led by university faculty. More than 75% of the GPAs included

seminars or workshops which involved more active Ieaming Opportunities than in

lectures.

Subject. OTLs tended to focus on a variety of subjects or topics (see

Figure 4.6.4 and Table 4.6.3). These included: city or country overviews (89%),

society/culture and education (87%), the arts (85%) which includes performing

arts as well as fine arts, history (81%), politics and government (76%), religion

(71%), and the environment (69%). ClOse to 70% of the proposals included

activities that focused on evaluating the GPA project and curriculum

development. Language was the focus of less than half of the GPA proposals.
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Figure 4.6.4. Overview of subject focus of proposals (n = 55).

Table 4.6.3. Average hours of OTLs by subject (n = 55).

 

SUBJECT TOTALAVE. SUBJECT TOTALAVE.

HOURS HOURS

City Overview 11.2 Literature 2.2

Society & Culture 41.1 Health 1.6

Education 16.4 Gender 2.4

Arts 9.7 Ethnicity 2.9

History 18.1 Geography 2.6

Politics & Gov’t 9.5 Logistics 0.8

Religion 8.4 Development 1 .4

Environment 9.7 Technology 1.4

GPA Project 10.2 Media 0.4

Curriculum 11.5 Poverty 0.3

Language 12.8 Tourism 0.4
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Grouping arrangement. OTLs abroad more often than not, included the

whole group (i.e., lectures, site visits and travel) as opposed to OTLs in which

participants were on their own or in other groupings. A few GPAs designed

activities that involved pairs or small group but this was the exception. When

there were activities for which participants did not stay together in a group and

were independent, these activities tended to be more immersion-focused

activities and included home stays, meals with families, and community

engagement activities (i.e., co-teaching and job shadowing). This was Opposed

to activities in which the group was together and isolated from the host culture

such as in lectures and group travel (not including public transportation).

Post-travel OTLs

As with pre-departure activities, post-trip activities are not a required

element of the proposal and are not funded by the GPA award. Because of this,

post-trip activities tend to be minimal. Some GPAs however, find other resources

for post-trip activities and creative ways of providing follow-up support. GPAs

tend to include at least one post-trip group meeting which participants are

expected to attend. Most GPAs included one or two meetings (67% of the

sample) and small number (12%) included three to five meetings. These

meetings most often focused on debriefing, evaluation and sometimes

presentations of curricular projects by participants. In a few GPAs, post-trip

meetings were designed as curriculum development workshops where

participants worked with curriculum specialists or faculty. Most GPAs (76%) were
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designed in such a way participants would complete their curriculum projects in

the U.S., after the GPA.

In terms of follow-up support for teachers after returning to the US, few

GPAs described specific ways of supporting participants after the trip and most

did not offer anything beyond a group debriefing session. However, two GPAs

stood out because they were designed to provide extensive follow-up support to

teachers.

Evaluation. The evaluation plan is one of nine components reviewers

consider during the review process and because of this all GPA projects in the

sample include some form of evaluation. Evaluation plans ranged from the very

detailed to a few questions. Figure 4.6.5 shows the range of types of evaluation

included in the sample. Over half of the proposals (52%) administered surveys or

questionnaires during or after the GPA and these were often Open-ended.

Written reports/reflections or course papers, and group meetings were included

in close to half of the sample. Roughly 20% of the sample said curriculum or

other curricular products would be the primary form of evaluation. A small

number of GPAs assessed changes in language proficiency.

113



 100 -

 80*

 60~

 40*

%
G
P
A
P
r
o
p
o
s
a
l
s

 20*

  

 
Evaluation Type

Figure 4.6. 5. Overview Of evaluation types included in sample (n = 55).

Dissemination. The majority of GPAs in the sample described a final

product that would be developed out of the GPA for dissemination to the public

(see Figure 4.6.6). Some GPAs decided in advance what the product would be

and others left the final product to the discretion of participants.

Close to all of the GPAs (93%) indicated that participants would develop

some type of curricular product (e.g., lesson, online module, or unit) to be

disseminated to local teachers or the general public. In more than half of the
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GPAs participants were expected to give at least one presentation related to the

GPA at a conference or workshop, school or community. About a quarter of the

GPAs planned to develop either a group website or individual website from the

GPA. A small number of GPAs had participants create other types of final

products, including a final report, journal, ethnography, artifact trunk and video.
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Figure 4.6. 6. Overview of evaluation types included in sample (n = 55).
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4.7 Summary

In this study, GPA proposals represent different purposes and visions

about what is important to Ieam about a culture or society and how Ieaming

should happen. Proposals in the sample describe a number of purposes that

ranged from curriculum development, developing language skills and global

competencies to breaking down stereotypes and developing institutional

relationships. When looking at the focus of GPA proposals in the sample, not

surprisingly, proposals tended to focus on three disciplinary areas: language, arts

and humanities, and social science. Interestingly, most proposals had an

interdisciplinary focus that emphasized aspects of culture.

Project directors are hypothesized as having an important influence on

how professional development (i.e. GPAs) are organized and stmctured. Their

visions about how people Ieam and what is important to Ieam about a culture or

society shapes the kinds of opportunities to Ieam that are made available to

participants. In this study, project directors tended to be faculty in higher

education in the social sciences and foreign language, with PhDs and evenly split

by gender. Close to two thirds of the project directors had prior experience in the

host country (at least one year), and less than half (47%) had prior experience

leading GPAs.

In terms of participants, most GPAs in the sample targeted K-12 teachers

or higher education faculty from within a specific state (versus nationally) and

fewer proposals included a combination of these groups. The majority of
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proposals required participants to pay part of the cost of the GPA program

(between $500-1,000 was most common).

OTLs occurred before, during and after travel to the host country. The

majority of GPAs included at least one pre-departure session and this tended to

include a combination of lectures and discussions (98 % of the sample or 54

proposals included these OTLs), curriculum development (51% or 28 proposals),

independent work (42% or 23 proposals), language skills (20% or 16 proposals),

technology training (13% or 7 proposals), online networking (5% or 3 proposals).

In terms of OTLs during programming abroad, all proposals included some

amount of time devoted to site visits and free time. In addition, most proposals

(more than 50%) included travel time, lectures, curriculum development, group

debriefing, and evaluation. Less than half of the sample included appointments or

meetings, attending cultural events as an audience member, language study,

home stays and meals with people from the host culture, and community

engagement opportunities. Far fewer (about 10% of the proposals) included

technology training and independent work (homework) while abroad. Post-travel

OTLs tended to be minimal for proposals in the sample. Of those that did include

post-travel OTLs, these tended to include a post-travel meeting to evaluate the

project or report on curriculum projects. Very few included long-term follow-up

support for teachers or other networks for staying connected and supporting

each other after the GPA ended.
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CHAPTER 5: LOOKING FOR PATTERNS AND RELATIONSHIPS IN GPA

OPPORTUNITIES TO LEARN

This chapter focuses on identifying patterns and relationships in GPA proposals.

This chapter begins with a description of the process used to identify underlying

structures and relationships in OTLs. Two major patterns were identified focusing

on language/immersion and curricular/academic demands.

5.1 Identifying Patterns and Relationships

To look for patterns in GPAs I selected variables that seemed most

important for characterizing OTLs. These variables were chosen because they

represent key characteristics and concepts. By examining correlations, it was

possible to see that many of these variables did seem to form patterns that were

further analyzed using a principal component analysis (PCA). This section

describes the processes involved in preparing for and conducting the component

analysis. Results are presented and organized around two organizing

components or patterns which are further discussed in more qualitative detail in

the next chapter.

Data Preparation: Correlation Matrix

The content analysis resulted in over one hundred quantitative variables

— too many variables to be useful — so these were narrowed down to 24

variables that represented important concepts in the coding scheme and

research question. These variables included: variables representing overall

characteristics of GPA proposals such as the world regions in which the GPA will
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take place (Asia, Africa and Latin America); disciplinary focus (language and

arts/humanities); number of different locales/ovemights in different places,

average number of locales, and total time abroad; offered for graduate course

credit or not; itinerary detail; characteristics of the project director (e.g. host

country expertise); pre-departure OTLs (e.g. independent work outside

orientations), OTLs abroad (e.g. language study, home stays, community

engagement, meals with a purpose, lectures, site visits, travel time, free time,

debriefing, participant evaluation, and curriculum development), and evaluation

(e.g. evaluation of language skills, evaluation of curriculum project). To make

sense of these, a correlation matrix was computed with these 24 variables. The

purpose of this was to see which variables were most highly correlated and

whether they were consistent with what might be expected in terms of patterns.

The correlation matrix produced 46 statistically significant Pearson

Product Moment correlations. Of these correlations, 24 were statistically

significant at the 0.05 level (2-tailed) with 22 more significant at 0.01. For

example, home stays and total time abroad have a value of 0.817 which means

that there is a strong relationship between the length of time abroad and the

amount of time devoted to home stays (see Appendix G).

Another correlation to be noted is between the number of locales

(operationalized as the average number of ovemights in different places while

abroad) and language study, which is -0.455, a negative correlation. This

indicates that there is a negative relationship between the number of different

locales and the amount of time devoted to language study while abroad. That is,
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the more hours devoted to language study, the fewer locales proposals tend to

have. As this table illustrates, relatively strong correlations were between total

time abroad and overall immersion (0.757), total time abroad and home stay

(0.758), language study and evaluation of language skills (0.762), average

locales and language study (0442), average locales and home stays (-0.332).

This process was repeated with fewer variables in part, because some

variables overlapped in an artifactual way (i.e. total time in immersion OTLs and

time in home stays) and also because it is recommended that the number of

variables used in a component analysis be about one fifth the sample size

(Gorsuch 1983; Hatcher 1994, and Ho 2006; Nunnally, 1978). A second

correlation matrix was then calculated with 13 variables: itinerary detail, language

study, language evaluation, home stay, site visit, travel time, locale (ovemights in

different places), course credit, pre-departure independent work, lecture, free

time, curriculum development curriculum, and curriculum evaluation.

The results of this correlation matrix produced 18 statistically significant

correlations and eight of these were significant at 0.01 level and 10 were

significant at the 0.05 level (see Table 5.1.1). Of these, the highest correlations

were between language study and the evaluation of language skills (0.775) and

home stay and language study (0.590). Eleven moderate correlations were

produced, including: curriculum development and course credit (0.325), language

evaluation and itinerary detail (0.309), home stays and language evaluation

(0.383), locales and site visits (0.368), and locales and travel time (0.419). There

were a number of negative correlations between: language evaluation and site
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visits (-0.376), and language evaluation and number of locales (-0.374);

language study and site visits (-0.356), language study and travel time (-0.386),

and language study and number of locales

(0455); travel time and home stay (-0.324); lecture and site visits (-0.266); and

curriculum development and free time (-0.277).

Half (9) of these correlations involved language and suggests that

proposals with language study tend to include the evaluation of language skills in

their evaluation plans, have home stays, spend less time on site visits and

traveling. This suggests that there may be a relationship between the amount of

time devoted to site visits, traveling and the number of different locales

(ovemights in different places).

Principal Component Analysis

The next step involved an exploratory analysis using principal components

analysis (PCA). Exploratory component analysis is a data reduction method for

“discovering how many components could be used to explain the relationships

among a given set of Observed measures”, and which variables are not important

(Renko & Marcoulides, 2008). Since the purpose of the component analysis was

exploratory and did not involve confirming a theory about specific components

(confirmatory component analysis), PCA was the method of choice. PCA is a

type of factor analysis the aim of which is to “reduce dimensionality of a data set

consisting of a large number of interrelated variables, while retaining as much as

possible of the variation present in the data set (Jolliffe, 2002).
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The component analysis was conducted with the 13 variables used in the

final correlation matrix. Orthogonal (Varimax) rotation was chosen as the method

of extraction since the main goal was data reduction and there was no apriori

theory to predict the pattern of correlations which would emerge. A scree test

was included in the SPSS output and indicated that up to four components could

be meaningful (see Figure 5.1.1). In the scree plot, those components included in

the slope of the plot before it begins to level off (eigenvalues above 1) are

considered to be relevant. Eigen values represent the amount of variance that

can be explained by one or more component. The Kaiser rule (Kaiser, 1960)

recommends that components with less than one eigenvalue be dropped.
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Figure 5.1. 1. Graph of component loadings in scree plot (13 variables).
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As can be seen in Table 5.1.2, five of the 13 possible components had

eigenvalues above one as reflected in the slope. However, examination of

component analyses with more rotated components and/or more variables

suggested that two rotated components alone would make the most sense in

representing the 13 variables. Therefore, a two component rotated solution was

retained for presentation and discussion in this chapter.

As Table 5.1.2 illustrates, a little more than 24% of the variance in the

variables can be explained by Component 1 (language/immersion-related), close

to 14% can be explained by Component 2 (curricular/academic-related).

Together, these four components explain 38% of the total variance. In table

5.1.3, all the loadings above 0.3 for each component are shown (loadings being

the estimated correlation between a variable and an underlying component).

According to this table, eight variables load on Component 1 and these range

from being moderate (i.e., above 0.3) to much higher loadings: course credit

(0.332), itinerary detail (0.404), language study (0.891 ), language evaluation

(0.820), home stays (0.683), locales (-0.644), travel (-0.500), and site visit (-

0.475). Six variables had nigh loadings above 0.30 on Component 2: course

credit (0.461 ), itinerary detail (0.501 ), pre-departure independent work (0.410),

lecture (0.438), free time (-0.430), and curriculum development (0.799).
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Table 5.1.3. Component loadings in rotated component matrix (13

variables).

 

 

Rotated Component Matrix'

Component

1 2

Course Credit Offered .332 .461

Itinerary Detail .404 .501

Pre-departure Independent Work .410

Evaluation of Language Skills .820

Evaluation of Curriculum

Language Study .891

Home Stay .683

Lecture .438

Site Visit -.475

Travel Time —.500

Free Time -.430

Curriculum Development .799

Different Locales -.644
 

Extraction Method: Principal Component Analysis.

Rotation Method: Varimax with Kaiser Normalization.

a. Rotation converged in 3 iterations.

Meaning and Relevance of these Components

These component loadings suggest several patterns and possible

underlying structures of the data. The first is a focus on language and immersion.

The variables with the highest loadings on Component 1 appear to relate to

language: itinerary detail, more time in language study and the evaluation of

language skills. The variables that had high loadings on Component 2 related to

curricular and academic matters (except for free time). Proposals with high

Component 2 scores tended to offer course credit for participating in the GPA

had pre-departure independent work and detailed itineraries. They also tended to

include more time for lectures and curriculum development.

As a way of comparing proposals, a component score was computed for

the variables in each of the components. This meant that for each component the

values of each variable were weighted by their component loading and summed
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in an overall component score. Proposals were then ranked first by their

component score on Component 1 and on Component 2 from highest to lowest.

Then for further examination the listings were dichotomized based on the median

score for Component 1 and Component 2.

5.2 Patterns of High and Low Component Scores

To highlight contrasting patterns, proposals were organized into three lists

as follows using the dichotomized component scores on the two components: 1)

the 11 proposals with the highest component scores on language/immersion

(Component 1), 2) the 11 proposals with the highest component scores on

curricular/academic demands (Component 2), and 2) the proposals that were

below the median on both component scores. Each of these lists is discussed in

turn below.

The columns in Table 5.2.1 show the hours and z scores for each

proposal for each of the variables measured in hours associated with the

language/immersion component (Component 1): hours devoted to itinerary detail,

language study, home stay, site visits, and travel. Three of the variables

measured in hours are most heavily weighted in Component 2

(curricular/academic demands): hours of curriculum development, lecture and

free time. Each value for each of these variables can be examined in light of the

mean (2), standard deviation (sd), standard error (se)4 and confidence interval

 

4 Please note that these estimated standard errors were computed specifically for a sample of 55

proposals in five strata drawn from a finite population of 172 proposals. The usual standard errors

as computed by frequently used statistical packages (e.g.,S) would not be appropriate and would

likely to overestimate the standard errorm indebted to Richard Houan for guidance and

assistance with these estimates.
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(CI)5 for the whole sample. In addition, the table includes six variables not

measured in hours: language evaluation, itinerary detail, number of different

locales, curriculum evaluation, academic credit, and pre-departure independent

work. All but one were dichotomous and are therefore represented in the table by

a check mark (1).

Proposals with High Language/immersion (Component 1)

Disciplines and regions. The first group consists of 11 proposals with high

scores on Component 1(the top 20% Of the proposals in the sample):

language/immersion. The proposals in this group were for all world regions

except the Middle East/North Africa and more than half (or 5) of the proposals in

this group were for countries in Latin America. A little more than half of the

proposals in this group had a disciplinary focus on the arts/humanities/language

and of these, three were for Asian countries and three for Latin American

countries.

Language/immersion (Component 1). The proposals in this group stand

out because all included some amount of language study. This was not the case

for the other groups. Examination of z scores (which are comparable from one

variable to another in terms of how much each proposal deviates from the mean)

shows the prominence of language in these proposals (see Table 5.2.1). For

example, according to the z scores, the Paraguay proposal is 4.3 standard

deviations above the sample mean in hours of language study. Five other

 

5 These confidence intervals are based on two times the standard error. Any value of a variable

within the confidence interval should be considered no different from the mean.
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proposals in this group also have high hours devoted to language study (all are

at least one standard deviation above the sample mean).

Put another way, six of these proposals in this group were well above the

confidence interval (20-30 hours) for time devoted to language study, ranging

from 39—98 hours. These same six proposals were the only proposals in this

group that also included the evaluation of language study in their evaluation

plans. This is notable because few proposals in the overall sample included any

evaluation of language skills.

The proposals in this group also stand out because of the high amount of

time devoted to home stay while abroad when compared with other proposals in

the sample. A little more than half (or 6) of the proposals in this group were well

above the confidence interval (12-51 hours) for home stay time and ranged from

120-324 hours. However, four of the 11 proposals in this group had no home stay

but did include language study (three of the four were above the confidence

interval). Thus, while home stay may constitute an informal supplement to more

formal language study for some proposals in this group (Paraguay, Chile,

Argentina, Mexico #40, Mexico #60 — all above Cl on both variables), other

language proposals had formal language study, but little or no home stay

(Mexico #93, China, Japan #168). And still another belongs to this immersion

group because of high home stay but no formal language study (Russia). The

one proposal (Senegal) that was low (none) on both home stay and language

study (6 hours) had the lowest factor scores in this group and may be an

anomaly. This same proposal was one of four proposals in this group (Mexico,

129



China, Russia, Senegal) that were also in the highest 20% of the sample for

curricular/academic demands (Component 2).

When one looks at time devoted to site visits and traveling, the proposals

in this group tend to have less time devoted to these OTLs than other proposals

in the sample. For example, the majority of proposals in this group were below.

the confidence interval for site visits (7) and travel time (9) which is quite low

compared with other proposals in the sample. The proposals in this group also

tended to have fewer ovemights in different locales during programming abroad

than other proposals in the sample, an average of 2 ovemights compared with an

overall sample mean of 6 ovemights.

Curricular/academic demands (Component 2). The proposals that were

high on language limmersion scores were mixed on most curricular/academic

variables. A little more than half of the proposals in this group (6) offered the

GPA for course credit but few offered pre-departure independent work in

advance of the GPA (only three did so). When one looks at time devoted to

lectures, four proposals were above the confidence interval (21-32 hours), two

proposals were within the confidence interval and five were below. Similarty,

when examines free time, the majority of proposals in this group were average

to above average. That is, 7 proposals were within the confidence interval and 4

proposals were above. A mixed pattern can also be seen with the variable for

curriculum development as three proposals were high for curriculum

development (above the confidence interval), four were average (within the
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confidence interval) and four were below. These proposals also tended not to

include the evaluation of curriculum in their evaluation plans (only three did so).

Summary. The proposals in this group were for countries in all but one

world region (Middle East/North Africa). More than half of the proposals focused

on the arts/humanities and language and offered course credit for participating in

the GPA. The itineraries for these proposals tended to be semi-detailed (66%) or

detailed (26%). The proposals that were high for Component 1 tend to have more

time devoted to language study and home stays than other proposals in the

sample but spend less time on site visits and traveling. That is, more time

devoted to language study and/or home stays is associated with less traveling

and fewer locales.
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Proposals with High Curricular/academic Demands (Component 2)

Disciplines and regions. The 11 proposals in this group stand out because

they have the highest (top 20% of the sample) scores for curricular/academic

demands (Component 2). The six variables that are most heavily weighted in this

component are: course credit, pre-departure independent work, time devoted to

lectures, free time, curriculum development and the evaluation of curriculum in

evaluation plans. Representing all world regions, these proposals focus on Africa

(3), Asia (5), Latin America (1 ), Russia/E. Europe (1 ), and the Middle East/North

Africa (1 ). All but one (China) have an interdisciplinary focus (see Table 5.2.2).

Curricular/academic demands (Component 2). Appropriately, the majority

(7) of proposals in this group were above the confidence interval For these

proposals the number of hours devoted to curriculum development ranged from

15 to 98. Two proposals were within the confidence interval (with 14 and 12

hours), two below, and one which did not include any curriculum development or

lectures and which therefore may be an anomaly. Interestingly, while the

proposals in this group were relatively high for curriculum development time, only

three proposals included the evaluation of curriculum in their evaluation plans.

But in another indication of the more academic nature of these proposals, all but

three of the proposals in this group had course credit available to participants.

Likewise eight proposals included pre-departure work for participants to do

before the GPA began. However, proposals with the highest scores on

Component 2 are not generally high, but mixed for lecture time (four high, four

average, and three low) while average (8 proposals) to high ( 13 proposals) for
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the amount of free time. In Short, curriculum development emerged as the

dominant variable in this component.

Language/immersion (Component 1). While the proposals in this group

stand out because they have the highest component scores for

curricular/academic demands (Component 2), they tend to be low or mixed on

characteristics related to language/immersion (Component 1). For example, the

majority of proposals in this group were low (below the confidence interval) for

time devoted to language study. Only two proposals included the evaluation of

language skills in their evaluation plans. The number of proposals with home

stays was also quite low as 10 proposals were below the confidence interval (12-

51 hours) and one was above. This means that proposals that had the highest

curricular/academic scores had relatively little or limited time devoted to language

study and home stays.

In the case of site visits and traveling during programming abroad, this

group was also mixed. Four were high in site visits, two average and four low.

This was also the case for travel time as four proposals were above the

confidence interval (20-30 hours), two were within the confidence interval and

five were below. The proposals in this group also planned to spend more

ovemights in different locales than the group that was highest on Component 1

(mean of six versus two).

Summary. In summary, proposals with the highest scores for

curricular/academic demands (Component 2) tend to be interdisciplinary and

represent all world regions although most proposals were from Asian countries.
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High Component 2 proposals generally planned to offer academic credit for

participating in the GPA and had participants do independent work in preparation

for the GPA. They included more formal lectures, free time and curriculum

development time than proposals that were highest on Component 1. Proposals

with high Component 2 scores tended to be low on characteristics related to

language/immersion (language study, language evaluation, home stays) and

mixed (high, average and low) for site visits and travel time. These proposals

also tended to travel to more locales compared with proposals that had the

highest scores on Component 1.
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Proposals with Low Language/Immersion and Low Curricular/Academic

Demands

Disciplines and regions. Of the sample, fourteen proposals had low

component scores on both language/immersion (Component 1) and

curricular/academic demands (Component 2) (see Table 5.2.3). Proposals in this

group represent all but one world region (the Middle East/North Africa) with the

largest percentage of proposals from Africa (Rwanda, Botswana-S. Africa-

Swaziland, Guinea-Sierra Leone, Ghana and Ghana-Mali) and Asia (China-

Kazakhstan, Bangladesh, China (2), Vietnam, and Australia). The proposals in

this group also tended to have an interdisciplinary focus as only one proposal

(China) focused on the arts/humanities/language.

Language/immersion (Component 1). In contrast to the other proposals

discussed here, of these proposals did not have semi-detailed itineraries or were

coded without detail which means that overall they did not describe the content of

OTLS abroad in much or any detail (e.g., hours, locales, resource people etc.).

The 14 proposals reported almost no language study. In fact, only one (Russia)

of the 14 proposals included any language study and this was just two hours.

Likewise, language evaluation was not included in any of these proposals. This

was also the case for time devoted to home stays; just three proposals included

any home stays.

Curricular/academic demands (Component 2). The proposals in this group

tended to have more time devoted to free time than other groups (three

proposals below, five at and six above the confidence interval). Most striking are

the nine proposals that have no time arranged for curriculum development and

139



only one of these proposals was above the CI for curriculum development and

only one of these was above the CI for curriculum development and two were

within the CI. The majority of these proposals did not emphasize evaluation

(language or curriculum development) in their evaluation plans and nine of these

proposals had no curriculum evaluation either.

Summary. The proposals that had the lowest component scores for both

language/immersion (Component 1) and curricular/academic demands

(Component 2) were interdisciplinary in their focus and represented but one

world region (Middle East/North Africa). The majority of proposals were for

countries in Africa and Asia. Language study and home stays were nOt a focus of

the proposals in this group (only one included language study and three included

home stays). These proposals tended to include more time for site visits and

traveling to more locales (ovemights in different locales) than the other groups

discussed here.

140



T
a
b
l
e

5
.
2
.
3
.
P
r
o
p
o
s
a
l
s
w
i
t
h
l
o
w
e
s
t
c
o
m
p
o
n
e
n
t
s
c
o
r
e
s
o
n
c
u
r
r
i
c
u
l
u
m
/
a
c
a
d
e
m
i
c
a
n
d
c
u
r
r
i
c
u
l
u
m
/
a
c
a
d
e
m
i
c

C
o
m
p
o
n
e
n
t
s

1
a
n
d
2

n
=

‘
1
4

.

 

C
o
m
p
o
n
e
n
t

1
C
o
m
p
o
n
e
n
t
2

MM dGNl

3ll\l|1 338:!

3801331

A8V83N|1I

>
-

o
0
:

<1
:

’
2

8
8

z

o
:
1

$31V301 4*

U)

(D

)—

g
j
i
g
g
K
a
z
a
k

0
.
2
7

0
.
0

-0
.6

0
.
0

0
.
4

8
6
.
0

0.
1

2
6
.
0

0
.
0

-
S
e
m
i

4
0
.
0

0
.
7

2
6
.
0

0
.
0

1
1
0
.
0

-
1
0

J
-

-

B
a
n
g
l
a
d
e
s
h

0
.
3
2

0
.
0

-0
.6

0
.
0

0
.
4

8
9
.
0

0
.
2

3
9
.
0

0
.
7

-
S
e
m
i

6
0
.
0

0
.
7

3
.
0

-1
.2

2
0
8
.
0

1.
4

-
J

J

(
#
1
3
5
)

_
.

R
w
a
n
d
a

0
.
4
0

0
.
0

-
0
.
6

0
.
0

0
.
4

7
8
.
0

0
.
1

2
0
.
0

0
.
3

-
S
e
m
i

5
0
.
0

0
.
7

3
0
.
0

0
.
2

1
9
4
.
0

1
.
0

-
-

J

g
(
#
1
9
)

R
u
s
s
i
a

0
4
6

2
.
0

0
.
5

0
.
0

0
.
4

3
2
.
0

-
1
.
6

4
0
.
0

0
.
8

-
-

6
4
.
0

0
.
4

7
0
.
0

2
.
3

1
6
0
.
0

0
.
2

-
-

(
#
1
1
9
)

M
e
x
i
c
o

0
4
8

0
.
0

-
0
.
6

4
8
.
0

0
.
2

1
0
0
.
0

0
.
5

5
2
.
0

1
.
4

-
S
e
m
i

6
1
2
.
0

0
.
1

1
5
.
0

-
0
.
6

1
4
4
.
0

-
0
.
2

-
-

(
#
0
5
)

B
o
t
s
.
-
S
.
A
f
r
i
c
a
-

0
.
6
0

0
.
0

-
0
.
6

0
.
0

-
0
.
4

6
7
.
0

-
0
.
5

2
7
.
0

0
.
1

-
S
e
m
i

1
2

1
5
.
0

0
.
3

6
6
.
0

2
.
1

2
3
3
.
0

2
.
0

-
-

-

S
w
a
z
.

(
#
6
5
)

C
h
i
n
a

-
0
.
6
3

0
.
0

-
0
.
6

1
2
.
0

-
0
.
3

1
2
8
.
0

1
.
4

2
5
.
0

0
.
0

-
-

1
7
.
0

-
0
.
2

2
7
.
0

0
.
0

1
0
4
.
0

-
1
.
2

-
J

1
1
:
0
0
,

~
_
_
_
_
_
,
_
-
-
_
-
-
_
L
,
,
L
-
,
-
_
_
_
.
_
_

x
1
1
.
3

3
1
.
5

8
2
.
6

2
5
.
3

1
0
.
5

2
6
.
5

1
5
2
.
8

s
d

2
0
.
1

7
4
.
3

3
1
.
9

1
8
.
9

1
6
.
1

1
9
.
3

4
1
.
4

$
6

2
.
1

7
.
2

3
.
6

2
.
1

2
.
0

2
.
1

4
.
5

C
I

5
.
9
-
1
6
.
6

1
2
-
5
1

7
4
-
9
1

2
0
-
3
0

6
1
4
.
8

2
1
-
3
2

4
2
-
1
6
4
 



142

T
a
b
l
e

5
.
2
.
3
(
C
o
n
t
i
n
u
e
d
)
.
P
r
o
p
o
s
a
l
s
w
i
t
h
l
o
w
e
s
t
c
o
m
p
c
o
r
e
s
o
n
b
o
t
h
c
u
r
r
i
c
u
l
u
m
/
a
c
a
d
e
m
i
c
a
n
d

c
u
r
r
i
c
u
l
u
m
/
a
c
a
d
e
m
i
c
C
o
m
c
o
n
e
n
t
s

1
a
n
d
2

n
=
1
4

.

C
o
m
p
o
n
e
n
t

1
C
o
m
p
o
n
e
n
t
2

>
-

o
o
:

4
S
E
3

*2
a

a
s
.

a
:2-

1:
38

0
—
I

:
>
-

MM d0N|

3801331

S31V301 1*

(D

0.)

>—

L.

 Gui
n
e
a
-

S
i
e
r
r
a
L
.

-
0
.
7
0

0
.
0

-
0
.
6

0
.
0

-
0
.
4

1
0
1
.
0

0
.
6

2
6
.
0

0
.
0

-
S
e
m
i

l
2

0
.
0

0
7

7
.
0

-
1
.
0

1
5
6
.
0

0
.
1

-
-

(
#
9
6
)

\
n
e
l
n
a
m

0
.
7
7

0
.
0

-
0
.
6

0
.
0

0
.
4

1
1
2
.
0

0
.
9

2
1
.
0

0
.
2

-
S
e
m
i

l1
0
.
0

0
.
7

3
.
0

-
1
.
2

1
5
9
.
0

0
.
2

J
-

(
#
6
1
)

G
h
a
n
a

-
0
.
7
8

0
.
0

-
0
.
6

8
.
0

0
.
3

1
4
2
.
0

1
.
9

2
.
0

-
1
.
2

-
-

9
0
.
0

0
.
7

2
9
.
0

0.
1

1
9
4
.
0

1
.
0

J
-

J

(
#
2
6
)

G
h
a
n
a
-
M
a
l
i

0
.
9
2

0
.
0

0
.
6

0
.
0

0
.
4

5
5
.
0

0
.
9

6
4
.
0

2
.
0

-
-

l
4

0
.
0

0
.
7

4
2
.
0

0
.
8

1
8
8
.
0

0
.
9

-
-

J

(
#
5
6
)

C
h
i
n
a

0
9
4

0
.
0

-
0
.
6

0
.
0

0
.
4

9
6
.
0

0
.
4

1
8
.
0

0
.
4

-
-

4
1
2
.
0

0.
1

2
2
.
0

0
.
2

1
7
6
.
0

0
.
6

J
-

-

(
#
5
2
)

R
u
s
s
i
a

4
0
9

0
.
0

0
.
6

0
.
0

0
.
4

1
2
8
.
0

1
.
4

2
5
.
0

0
.
0

-
-

4
0
.
0

0
.
7

9
.
0

0
.
9

1
5
2
.
0

0
.
0

J
-

—

(
#
5
4
)

A
u
s
t
r
a
l
i
a

-
1
.
3
6

0
.
0

-
0
.
6

0
.
0

-
0
.
4

1
6
1
.
0

2
.
5

2
0
.
0

-
0
.
3

-
-

1
2

0
.
0

-
0
.
7

6
.
0

-
1
.
1

1
3
6
.
0

-
0
.
4

-
-

-

1
#
2
1
l
_
_
_
_
_
_
_
-
-
_

-
,

_
_
_
2
2
7
,
-
-
-
2
.
-
-
_
_
_
_
_
_
_
_

x
1
1
.
3

3
1
.
5

8
2
.
6

2
5
.
3

1
0
.
5

2
6
.
5

1
5
2
.
8

s
d

2
0
.
1

7
4
.
3

3
1
.
9

1
8
.
9

1
6
.
1

1
9
.
3

4
1
.
4

s
e

2
.
1

7
.
2

3
.
6

2
.
1

2
.
0

2
.
1

4
.
5

C
I

5
9
1
6
.
6

1
2
-
5
1

7
4
-
9
1

2
0
-
3
0

6
-
1
4
.
8

2
1
-
3
2

4
2
-
1
6
4

 

 



5.3 Summary

The proposals with the highest component scores for language/immersion

(Component 1) stand out because of the high amount of time devoted to

language study and/or home stays. They also stand out because of the emphasis

placed on language evaluation (6 of the group) and low amount of time devoted

to site visits and travel. This group was well below the sample mean and other

groups discussed for number of locales (ovemights in different places) with a

group mean of 2.45 compared with the overall sample mean of and means for

the other groups of 6 and 7.6) suggesting that the focus on language study and

home stay means less traveling is possible or desirable. These proposals also

tended to have more detailed itineraries than other groups discussed (4 detailed

and 6 semi-detailed). Proposals that had the highest scores for

curriculum/academic demands (Component 2) tended to place less emphasis on

language study and home stays but devoted more time to lectures, free time and

curriculum development than other groups discussed. More proposals in this

group offered graduate credit for participating in the GPA and included pre-

departure independent work before departing for the host country. Proposals with

the lowest scores for language/immersion (Component 1) and

curricular/academic demands (Component 2) stand out for their time devoted to

site visits, traveling, number of different locales and free time. They also stand

out because of the absence or relatively low time devoted to language study,

home stays, lectures and curriculum development. Additionally, when compared

with the other groups discussed, proposals in this group had the least detailed
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itineraries, tended (not to emphasize evaluation (language study or curriculum)

and tended not to offer graduate credit for participating in the GPA.

These three groups suggest several patterns. First, when a lot of time is

devoted to immersion-related OTLs such as language study and/or home stays

there may be trade-offs, much traveling may not be possible or desirable.

Proposals with a high amount of language study and/or home stays offer

possibilities for Ieaming about one or a few places more in-depth than may be

possible if one is traveling frequently and spending the night in many different

locales throughout the country. Second, these proposals suggest that proposals

with an emphasis on curricular/academics tend to include more advanced

preparation (i.e., graduate credit and pre-departure independent work) and time

devoted to formal lectures (transmission), curriculum development and free time

(the importance of free time will be discussed in the last chapter). The third

group, proposals with low component scores for language/immersion and

curricular/academic demands tend to spend more time in site visits and traveling,

with more ovemights in different locales and less time in language/immersion

and evaluation-focused OTLs and seem to cover more ground than proposals in

other groups. In Short, the proposals in the third group are the ones that in

general most resemble tourist itineraries.
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CHAPTER 6: GPA PROFESSIONAL DEVELOPMENT FOR TEACHERS:

IS IT MORE THAN TOURISM?

This Chapter describes the ways in which GPA proposals offer opportunities to

Ieam that go beyond what one might experience as a tourist. It presents three

ways that GPAS attempt to address this goal. Drawing on examples from

proposals, this chapter raises questions about nature of Short-term GPAS.

In a project such as the one proposed here, teachers might easily return to

their classrooms with little beyond tourist tales and their own excitement to

offer their students. (GPA ID #123)

6.1 Proposals that Go Beyond Tourism

One of the challenges in designing Short-term and Curriculum

Development GPA Projects is how to design a program that has substance and

offers opportunities for Ieaming about another culture or society that are not

superficial or cursory and build capacity to deal with difference — within a

relatively Short period of time (4-6 weeks). This is not easy to do. The proposals

described in this chapter illustrate distinctive ways that GPA project

directors/leaders have approached this challenge. The discussion is organized

around three types of proposals discussed in Chapter 5: proposals with a

language/immersion focus (Component 1); proposals with a curricular/academic

focus (Component 2); and proposals that do not have these foci (proposals with

low scores on both Components 1 and 2).
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6.2 Language and Immersion: A Window into Culture

For close to 40% of the proposals in the overall sample, language study

was used as a means of understanding a culture in more depth than might be

othenlvise possible. In 16 of these proposals, hours devoted to language study

were substantially higher than the mean which was 11.9 hours (see Table 5.2.2

in chapter 5). I have used hours of language study instead of the Component 1

score to select these proposals because it provides a more coherent basis for

discussion. Table 6.2.1 shows the 11 proposals with the highest amount of hours

devoted to language study (the highest 20% of the sample). Eight of these

proposals were also among the top 20% of proposals with the highest

component scores for language/immersion scores (Component 1) and two were

also among the relatively high Component 2 scores. All but one of these 11

proposals included language as the primary purpose/focus. These proposals also

devoted a considerable amount of time to the evaluation of language Skills in

their evaluation plans. Highlights from these proposals as well as other proposals

that include language study and immersion are described here because they

offer interesting ways of incorporating language into short-term study abroad.

Note that close to half (5) of the proposals in this group were for countries in

Latin America
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Table 6.2.1. Characteristics of proposals with highest hours of language

study (11 = 11).

GPA PD Discp. PD Country Target

 

 

 

Country Hours Purpose Bkgd. Expertise Population Locales

Paraguay (#55) 98 0 Language Foreign More than 1 Faculty & K-12 teachers, 1

0 Curriculum language year grad. students in social

science & foreign

language

Chile (#133) 54 0 Language Foreign None Faculty (discipline not 3

. Reduce language specified)

stereotypes

e Inst. linkages

Japan (#168) 51 0 Language Foreign Native K-12 teachers in foreign 1

0 Curriculum language language

0 Inst. linkages

 

 

 

Mexico (#93) 51 0 Language Foreign More than 1 Faculty & K-12 teachers, 2

0 Curriculum language year pre-service teachers in

social science & foreign

language

Jordan-Syria 50 0 Language Social Science None Faculty 8. K-12 teachers 5

(#106) . Curriculum (discipline not specified)

Japan (#103) 40 0 Language Foreign Native K-12 teachers in foreign 2

0 Curriculum language language

0 Inst. linkages

 

 

 

 

 

China (#25) 39 0 Language Foreign Less than 1 K-12 teachers in foreign 3

. Inst. linkages language year language

Ethiopia (#159) 30 0 Language Health None K-12 teachers (discipline 3

0 Curriculum "01 specified)

0 Inst. linkages

Argentina (#123) 29 0 Language Social Science None Faculty & K-12 teachers 3

. Inst. linkages (discipline not specified)

Russia (#131) 29 o Language Social Science More than 1 K-12 teachers (discipline 5

0 Curriculum year not specified)

Mexico (#60) 27 0 Curriculum Arts & None K-12 teachers (discipline 3

o First-hand exp Humanities not specified)

0 Global

awareness
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Target Population

Language-focused proposals tended to focus on similar target populations

- foreign language teachers. For example, three proposals for Asian countries

(China and two for Japan) targeted K-12 teachers of Chinese and Japanese from

across the country (see Table 6.2.1). The proposal to China was unique

because it was designed to accommodate two language tracks, one for native

speakers of Chinese and another for non-native speakers. Other proposals

tended to place participants in small groups according to language abilities, and

this was the case for the proposals to Japan. Of the five proposals to Latin

American countries, one proposal (Chile) was designed exclusively for faculty

from two universities and diverse disciplines. The proposals to Paraguay and

Mexico targeted pre-service Spanish teachers and K-12 teachers. In addition, the

Paraguay proposal included advanced undergraduate students in Spanish

education and the Mexico proposal included university and community college

faculty in Spanish and the social sciences.

Goals and Rationales

Most of the proposals that included language study described language as

a way of better understanding a culture or society. The proposal to China is an

example of this. Among its goals, the proposal to China was designed to “totally

immerse participants in language and daily activities in both urban (Beijing) and

rural (Yunnan) settings”...and “improve participants’ linguistic and socio-linguistic

Skills through courses and direct observations/interactions with native Chinese

people.”
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In the proposal to Mexico (#93), language and culture were connected,

that is, to understand a culture or society, one needs to Ieam the language. In

this proposal, participants spent a substantial amount of time living with host

families and attending daily language classes. After the first three weeks (which

included home stays and language study), participants moved to a second locale

for the last (or fourth) week with a family in “a small rural community where no

English is spoken.” This experience was designed to provide more opportunities

to see daily life, experience contrasting parts of the country and use developing

language skills. In the proposal the project director explains that this proposal

aimed to:

Enhance participants’ Spanish language Skills and understanding of the

connections between language and culture In a Spanish speaking

environment. Mexico has a marvelously varied and rich society from the

modern lifestyle of Mexico City to the societies and lifestyles of its

indigenous and rural peoples. It thus makes an excellent choice for

participants’ immersion experience and window onto the issues pertinent

to and faced by Latin America.

and

Opportunities to practice Spanish and experience Mexican culture will

abound...AS participants live in Mexico, study Spanish and live Mexican

culture, they will be able to better understand the culture that surrounds

the language and the need to teach not only language but to connect it to

Latin American Studies as well.

While a bit cliche, in this proposal, language study was seen as integral to

understanding a culture or society. Additionally, language (Spanish in particular),

was seen as a means of better understanding the students in the participant’s

home state in the US. which included a large Hispanic population.
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For another proposal to Mexico (#60) that also targeted Spanish and

Hispanic educators, language was seen as a means of connecting people on a

personal level. This proposal included daily language classes but for a shorter

period of time (ten days) than the more language-focused proposals. This

proposal focused on social change and cultural diversity and was designed

around two contrasting locales — the capital city and a culturally diverse

indigenous community. The project director explains the importance of language:

This experience includes an opportunity to Ieam Spanish in a setting

where they can practice their Skills on a daily basis with native Spanish

speakers. Teachers will also develop an awareness of the lived reality of

Mexico — its diverse and dynamic cultures, the contrast between the urban

and rural milieus, and the historic past and its influence on the present.

Mexico will no longer be a geographic location, known through an atlas,

but a place of colleagues, friends and families with whom they have

shared their lives, thoughts, and hopes for the future. Stereotypes of

Mexico, especially those relating to indigenouspeople and women, will be

challenged as teachers experience a much more complex and dynamic

society than that typically represented in popular media or in current

educational material.

The focus on language seemed to shape the ways in which GPA

itineraries were structured. That is, proposals that included daily language

classes (for weeks at a time) tended to have a home-base or home locale from

which shorter excursions were organized. That is, because daily language

classes were offered at language institutes, these proposals called for less travel

and had fewer ovemights in different locale than other proposals in the sample.

The language-focused proposals had similar daily schedules while abroad (e.g.,

lectures or language classes in the morning, site visits or other OTLS in the

afternoon and weekends free).
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Among the advantages to having a home base are opportunities to get to

know one locale in a deeper way than one could when passing through. A home

base allows more opportunities to use language skills in authentic contexts if

there is little group travel involved. A home base also provides opportunities to

see daily routines and to establish relationships in ways that could be difficult

when traveling throughout the country.

Language-focused proposals differed in the kinds of lodging they provided

and opportunities to Ieam afforded by these choices. These proposals tended to

use either housing provided by the university or language foundation

(dormitories) or home stays. These arrangements differed from region to region.

While the Japan proposals did not directly indicate with whom (if anyone)

participants would room, it could be assumed (by the budget) that they would be

together (U.S. participants sharing the same room) with fewer opportunities to

use their foreign language skills. One of the proposals to Japan, however, did

include a two-night home stay with families on a weekend.

In contrast, three proposals to Latin America (Paraguay, Mexico (#93),

and Chile) all included home stays with local families for the majority of the time

abroad. For these three language-focused proposals, home stays were seen as

a way of continuing language Ieaming beyond the classroom. Living with a family

in a home offers one the opportunity to practice speaking and listening skills in

situ while participating in daily activities from the “inside.” AS one project director

explained, home stays “maximize the opportunity for intimate contact with the

language and culture” and are “more pedagogically sound than housing
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participants in hotels, where they would be isolated from the day-to-day routine of

a typical Chilean household.”

Table 6.2.2. Structure of OTLs during programming abroad for proposals

with highest hours of language study (n = 11).

 

 

 

 

 

 

 

Country Duration Locale Lodging OTLs Abroad

PM Weekend

Paraguay Home stay Language Lecture & site visits free time,

(#55) classes (3 hrs X 2 days); optional trips

(4 hrs X 5 days curric. dev. (3.5 hrs X

per wk) 1 day); school visits,

observations;

interviews &

ethnography

Chile Home stay Language classes Site visits, meet with Free

(#133) (4 wks), last (3 hrs X 5 days colleagues & e-pal

week on per wk) faculty, “strategic”

own free time

Japan Host Language classes School visits, curric. free time,

(#168) institution, (4.5 hrs X 5 days dev. 1 X day curric. dev.

4 days on per wk) language study (3 or excursions

own weeks), free time 4

days on own

Mexico Home stay Language classes visit schools, site full-day

(#93) (3 wks), (4 hrs X 4 days visits, cultural excursions 8.

hotels (1 wk) per wk) classes, classroom site visits (Fri-

observations Sun)

Jordan-Syria Hotels Lectures, site Discussions, Discussions,

(#106) visits lectures, site visits lectures, site

visits

Japan Host insitution language classes school visits, curric. free time,

(#103) (3 wks), 2 day (4.5 hrs X 5 days dev 1 X day curric. dev,

home stay, 4 per wk) language study (3 or excursions

days on own weeks), free time 4

days on own

China (#25) Host Language classes group debriefing X 2 free time,

institution (4 hrs. x 5 days) days, site visits X 2 optional trips

days, curric. dev.,

attend conference
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Ethiopia 5 3 Host language classes 5 AM cont'd, daily Site visits,

(#159) institutions days (6 hrs per day group discussion travel

X week 1), site

visits, lectures,

classroom

collaboration &

observ. (week 2),

site visits & travel

(week 3)

Argentina 5 3 Home stay Varies: lectures, site Language classes Home stay (1

(#123) (1 weekend), visits , field trips (4 days), evening weekend),

hotels cultural activities “field trips”

Russia 4.5 5 otels & Language lessons, Site visit or lecture, Site visit,

(#131) dormitories site visit or lecture curriculum, travel, lecture,

language review curriculum

Mexico 4 3 Hotels, Language classes “tours, trips, “tours, trips,

(#60) home stay (3 hrs. X 12 days for seminars & seminars &

days days 4.16) speakers” speakers"

3-16

Table 6.2.2 Continued

Language and Evaluation Plans

The proposals that included a focus on language also stood out because

they tended to have the most detailed and well articulated evaluation plans of the

sample. These proposals focused on assessing four main areas: 1) language

proficiency; 2) cultural knowledge; 3) attitudes and behaviors; 4) curriculum and

academic work; and 5) effectiveness of GPA program in meeting its goals. AS

Table 6.2.3 illustrates, these eleven proposals included a variety Of ways of

assessing these areas using formative and summative assessments.
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Formative assessments. Formative assessments were included in seven

of the 11 proposals and were tools for gauging program needs and making

adjustments as needed, during the program. These consisted of three main

types: joumaling (group and/or individual); observations and reports by the

project team and instructors; and discussions during group meetings and

debriefing sessions. This was illustrated in an excerpt from the proposal to China

(#25) which described how feedback from participants in debriefing sessions

would be used:

The feedback from the participants will provide an on-going formative

assessment to the overall success of the summer program. The program

administrators will take the participants’ feedback into consideration in

making timely adjustments in the program’s offerings. The administrators

will also articulate with the faculty of hosting universities about the

participants’ concerns and academic needs.

In this proposal as well as the proposals to Japan (#168) and Paraguay (#55),

the proposals were designed to accommodate changes, to be flexible enough to

adjust to the needs of participants when necessary. This was not the case for the

proposals to Mexico (#60) and Chile (#133) — or at least this was not articulated.

Summative assessments. Summative assessments were used as a

means of evaluating the overall program at the end. These summative

assessments included: pre and post-program assessments of language

proficiency, cultural knowledge, attitudes, behaviors and Ieaming styles, group

discussions, reflective reports and essays, assignments, questionnaires and

surveys, written reports, curriculum, joumaling, and classroom observations.
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Evaluating language proficiency (summative). All proposals included

some type of pre and post assessment of language proficiency. These proposals

were the only proposals in the sample in which language proficiency was

included in the evaluation plan. Language proficiency was measured by

comparing pre/post written tests and oral interviews, and self-assessment in

questionnaire form at the end of the program. Some did this via online surveys

and others did this with paper/pencil tests and face-to-face interviews. The

Paraguay proposal included the most pre/post assessments of all language-

focused proposals. Included was a Ieaming style survey, Language Strategy Use

Inventory and Index, as well as pre/post tests for oral, written and listening

proficiency. Language proficiency pre/post tests were most often administered by

a language institute in the host country at the beginning and end of programming

abroad. The proposal to China included the most detail about what participants

were expected to Ieam. Because this proposal had two language tracks (one for

native speakers and one for non-native speakers), it included two different

language assessments: one focusing on dictation, phonology, morphology,

definitions and syntax; and a second which was more general for non-native

speakers.

Evaluating cultural knowledge (summative). Three proposals (China,

Mexico (#93) and Paraguay) included assessments to measure changes in

cultural knowledge before and after programming abroad. The proposals to

China and Mexico briefly mentioned that changes in knowledge about the

culture(s) would be assessed through a questionnaire or survey. The Paraguay
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proposal was more specific in that it described several pre/post tests that would

be administered to participants to assess cultural knowledge: the Culture-

Leaming Strategies Inventory and Index; a Paraguayan culture test; and the

Bogardus Social Distance Scale. These however, were not described other than

by mention of their names.

Evaluating changes in attitude and behavior (summative). Two proposals

(Mexico (#93) and Paraguay) included measures for assessing changes in

attitude in their evaluation plans. Both proposals included pre/post attitudinal

tests aimed at measuring changes in attitude about people from the host country.

The Mexico proposal included a number of additional ways of assessing such.

changes. First, participants were expected to maintain a journal in which they

were to document “Significant experiences and lessons.” After returning to the

US, the journals would be evaluated. Second, several post-trip workshops were

scheduled to take place after returning to the US. These workshops would

involve small group discussions which the project director would monitor for

evidence of changes in attitude as well as behavior. This was the only proposal

that planned to assess changes in behavior. Third, classroom observations were

planned for the fall and Spring following the GPA. Each participant was to be

observed teaching by the project director or one of two faculty from the

institution’s teacher preparation program “to determine how their interactions with

Hispanic students/and or Spanish language students reflect their new

understanding of other cultures.” The Mexico proposal was the only language-

focused proposal that included classroom observations in its evaluation plan.
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Evaluating curriculum and academics (summative). The majority (9) of

these 11 proposals included the evaluation of curriculum in their evaluation plans

and all of these proposals involved a committee in the review process. In fact, the

Mexico proposal included a fairly elaborate review process for GPA curriculum.

First, curriculum was reviewed by a sub-committee of GPA participants. It was

then reviewed by the whole GPA group before sending on to the state

department of education for review. If acceptable, the state department of

education would award credit to participants and curriculum modules would be

posted to their website. Once curriculum was complete, the project team was to

conduct two post-trip classroom observations for each participant during the year

following the GPA to look for the implementation of curricula, changes in

behavior and new understandings from the GPA. For pre-service teachers, their

curriculum modules were to be evaluated and included as part of their portfolio

for teacher certification. Curriculum developed by participants for the two Japan

proposals was to be reviewed by faculty members from the sponsoring

institution. The Paraguay proposal was the only proposal that included academic

assignments, (other than curriculum) such as ethnographies and interviews in its

evaluation plan.

Evaluating the overall GPA project (summative). These proposals used a

variety of ways of evaluating the GPA program overall. Most common was a

report and/or reflective essay done by participants. These questionnaires and

reports tended to be self-reports focusing on participants’ impressions of the

overall program— their preparation, Ieaming and features of the GPA that worked
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or did not work and should be changed. The majority of these proposals included

an external evaluator in their evaluation plans. Most often, this was a person or

group of people charged with reviewing material from the GPA who then were to

write a report on the GPA. The proposals to Japan included the most extensive

external evaluation of the six proposals. In these two proposals, an external

evaluator was to visit the language institute while participants were abroad. The

evaluator was to conduct interviews with each participant and the language

instructors and then write a final report about the GPA. Since the primary

purpose of these proposals was language Ieaming, it is no surprise that all

described language proficiency as an indicator of the project’s success in the

proposal narrative. There is increasing pressure on project directors to include

methods of evaluation in proposals that are “quantifiable.” Over the years,

evaluation has become increasingly important and is now the highest category in

the technical review criteria, worth twenty points (out of 100); the same amount of

points as the plan of operation.

6.3 Interacting with the Host Culture: Going Behind Closed Doors

Chapter 5 has shown that some proposals high on Component 1

emphasize language, some immersion and some both. The proposals described

in this section stand out because they are designed to include OTLS that offer

participants possibilities for interacting with people from the host culture. This

was not the case for most proposals in the sample. The OTLs described here

159



 take three main forms: home stays, meals, and community engagement or field

placements.

Home Stays

Home stays are opportunities for participants to live with a family from the

host country, to experience daily life and see part of the culture one might not

see as a tourist. Home stays afford unique opportunities for Ieaming about a

culture that Simply aren’t available othenlvise. They offer a means of glimpsing

daily life, practices and traditions, and provide opportunities for informal

conversations on a personal level that are not possible with a large group. One

project director explained that She included home stays in her GPA because

home stays “facilitate cultural immersion, help develop language Skills and

provide a context for academic learning.” This section describes some of the

ways in which home stays were used in proposals.

When looking across the sample, Close to 35% of all the proposals (or 19)

included some amount of home stays, ranging from 1 day to 29 ovemights (and

1% to 58% of total time abroad) (see Table 6.3.1 ). These proposals were to all

five world regions: Africa, Asia, Russia/E. Europe, Latin America and the Middle

East/North Africa. Some proposals included a day or overnight with a host family,

living primarily in hotels, while other proposals were designed so that participants

spent the majority of time abroad living with a host family.
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Table 6.3.1. Overview of home stay, meals and community engagement or

field placement OTLs (n = 55).

Proposals with Immersion OTLS

Africa Asia Russia& Latin Middle East Total Grand

 

E. Europe America & North Total

Africa

N Y N Y N

HomeStay 4 9 5 13 1 4 8 6 1 4 19 36 55

Meal 2 11 6 12 1 4 4 10 3 2 16 39 55

Community

Engagement

&Field 4 9 4 14 0 5 0 14 0 5 8 47 55

Placement

 

Table 6.3.2 shows the characteristics of the 11 proposals (top (20% of the

sample) with the highest amount of hours of home stay. Eleven proposals had

between 48 to 324 hours or more of time abroad devoted to home stays. The

proposals with the highest amount of time devoted to home stays in the sample

were to Paraguay, Chile and Mexico (324, 300 and 228 hours respectively).

There were differences in the ways in which home stays were timed. That

is, some proposals were designed so that participants met and began living with

host families soon after arriving in the host country. For other proposals home

stays were scattered throughout the time abroad. And still others positioned

home stays in strategic places in the program.
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Table 6.3.2. Characteristics of proposals with highest hours of home stay

(n = 1 1).

 

 

 

 

 

 

 

 

 

PD Discip PD Country Target
Country Hours Purpose Bkgd Expertise Population Locales

Paraguay (#55) 324 0 Curriculum Foreign More than 1 Faculty & K-12 1

0 Language language year teachers & grad.

students in social

science 8 foreign

language

Chile (#133) 300 0 Reduce Foreign None Faculty (discipline 3

stereotypes language not specified)

0 Inst. linkages

Mexico (#40) 228 o Language Foreign None Faculty & K-12 2

language teachers in

education 8 social

science

Russia (#04) 216 o Curriculum Foreign None K-12 teachers 4

language (discipline not

specified)

Argentina (#123) 132 o Language Social None Faculty & K-12 3

o Inst. linkages science teachers

(discipline not

specified)

Mexico (#60) 120 o Curriculum Arts/humanit None K-12 teachers 3

o First-hand exp, ies (discipline not

0 Global specified)

awareness

Belize- 108 0 Curriculum Resource Less than 1 K-12 teachers in 9

Guatemala (#63) o Global development year artsl humanities,

awareness social science,

language arts &

environmental

studies

Ghana (#166) 80 0 Curriculum Music Native K-12 teachers in 5

, Reduce social science

stereotypes

o first-hand exp.

Thailand-Laos 60 0 Curriculum Education Native Faculty & K-12 12

o Inst. linkages foreign language
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Japan (#103) 48 0 Curriculum Foreign Native K-12 teachers in 2

0 Language language foreign language

0 Inst. linkages

 

 

Mexico (#05) 48 0 Language Social More than 1 Faculty & K-12 6

o Inst. linkages science year teachers in

arts/humanities,

business,

economics,

education, social

science & foreign

language

 

Table 6.3.2 Continued

Figure 6.3.1 illustrates the different ways that home stays were used in

programs. The proposals in this table were chosen because they have the

highest percent of home stays (top 20%) during programming abroad of the

sample and are identified by their country and ID number. These data points

were calculated by dividing the number of days abroad for each proposal into

thirds, representing the beginning, middle and end of programming abroad.

Using the results of earlier coding, the number of days devoted to home stays

was calculated for each segment and plotted.

For example, the proposal to Ghana (#166) did not include any home

stays in its itinerary during the beginning and middle of programming abroad.

However, the last third of the proposal included close to 30% of time devoted to

home stays. In contrast, the proposal to Paraguay (#55) began from the start with

home stays which continued for the duration of time abroad. These different

approaches to utilizing home stays as a pedagogical approach are highlighted in

the following examples.
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 Short-term home stays. The majority of proposals included home stays L

that were for just a few nights. That is, lodging othenlvise was primarily provided

in hotels but with a few home stays spread out throughout the weeks abroad. Of

the 19 proposals that included some home stay, the majority of proposals

included relatively few home stays. In fact, 12 of these had home stays'lasting for

five or fewer nights (or days). For example, a proposal to Japan (#103) included

two home stays which were planned for the middle of the program abroad.

Another proposal to Turkey divided participants into groups of three and each

group spent the day with local families and was described as a “unique

opportunity to Ieam customs, family and marriage practices and lifestyle.”

Developmental approach. Some proposals positioned home stays later in

the GPA program to give participants time to acclimate and build up a foundation

of experiences before living with families. This can be seen in Figure 6.2.2 where

the amount of time spent in home stays tends to increase throughout the first half

of programming abroad for some proposals. For example, one project director to

Mexico designed her proposal so that experiences moved from the familiar to

increasingly unfamiliar experiences (Mexico # 60). This proposal to Mexico was

designed around three locales, one of which served as a home-base. The first

few days were to be spent in the capital city with the goal of providing a brief

exposure to cultural and historical aspects of modern Mexico. After several days,

the group traveled to a smaller, historical city where the majority of program

activities would take place, thereby “moving from the more familiar to the

unfamiliar,” and remote and indigenous parts of the country. In this locale, a
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 home stay was arranged in which participants lived with indigenous families and L ,

took language and culture classes for the rest of the time abroad.

A second proposal (Mexico #40) was designed to provide participants with

an experience in two distinct parts of Mexico. This proposal focused on

understanding Mexican culture, history and traditions, as well as the Mexican

educational system and issues impacting education in Mexico. During the first

week, participants stayed in hotels in a large city in the host country and

participated in lectures and site visits to cultural and historical locales as well as

schools. After the first week the group moved to a second locale, a smaller

indigenous and historical city for the last three weeks of the program. At this

point, participants were placed with host families with whom they spent the

remainder of the program. In addition to site visits and schools and lectures,

participants participated in language and culture classes.

Sustained time in home stays. Two proposals stood out because they

included intensive, sustained time devoted to home stays. That is, most of the

lodging, if not all, while abroad was in home stays. These proposals were for

Paraguay (#55) and Russia (#04). In these proposals, participants were placed in

home stays soon after arriving in the host country and continued for the majority

of time abroad.

The proposal with the greatest amount of time devoted to home stays was

the Paraguay proposal. In this proposal about 58% of total time abroad was

devoted to home stays which began soon after participants arrived in the host

country. The majority of opportunities to Ieam centered around one primary
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locale (the capital) where participants took language classes in the morning,

attended lectures and site visits, worked on curriculum development and visited

schools in the afternoons, and lived with host families during the week and

weekends. This is in contrast with other proposals, many of which did not have a

“home base” like this proposal, and instead, traveled throughout the country to

multiple locales. In this proposal, participants lived with local families who

provided two meals and laundry service for the duration of the GPA. These home

stays were arranged by a non-profit educational organization which housed the

language and culture institute that provided the language classes. This non-profit

organization had a local director with experience hosting (and providing host

families for) groups of educators. The project director explained that home stays

were important because “only when a visitor to another country immerses him or

herself in the culture and family life will they truly understand the people.”

The proposal to Russia followed a similar pattern with home stays

relatively soon after arriving in the host country. This proposal focused on

understanding daily life and was designed so that participants would spend most

of the four-week program living with host families. The program was designed so

that the group would remain in one city locale for the first two and a half weeks

after which they would travel to three other cities, one of which included three

nights with a different host family. The author explained that placing participants

with host families “affords them an understanding of Russian life beyond what

any lecture could possibly convey.” During the day participants were to attend

lectures, and language classes with free time to explore the city. Participants also

167



 

participated in site visits to cultural and historical locales related to the day’s

lecture, returning each evening for dinner with their host families.

Meals

Meals were another way of providing opportunities for participants to

interact and connect with people from the host culture. Meals provided

opportunities to meet and dialogue with people other than participants and some

meals were planned to include presentations or discussion sessions. These

OTLS were most often arranged with a variety of resource persons and other

individuals that included: families, students and teachers, university/college

faculty, government officials, NGO staff, and artists. Of these, meals (usually

lunches) with students and teachers or faculty were most common in proposals.

In this study, only meals with a GPA-related purpose were coded. That is,

ordinary, daily meals for sustenance were not coded. Seventeen proposals

included at least one meal with a purpose of meeting locals. As table 6.3.1

illustrates, 60% of the proposals for the Middle East/North Africa included meals

as OTLS as compared with 7% for Latin America, and a third (33%) of the

proposals for Asia included meals as compared with 23% for African countries

and 20% for Russia/Eastem Europe. Proposals for countries in Asia tended to

include more meals than any other world region, and proposals for Latin America

had the fewest meal OTLs of the sample.

168



Community Engagement and Field Placements

In addition to language instruction, home stays and meals, a number of

proposals provided opportunities for participants to work side-by-side with

members of local communities “community engagement”. In proposals, these

activities took the form of opportunities to co-teach in schools or

universities/colleges, accompany other types of professionals in their work (job

shadowing) and work with NGOS on community development projects. Eight

proposals in the sample included community engagement OTLs and these

ranged from 1% to 26% of the proposal’s total time abroad. Interestingly, only

proposals for countries in Africa and Asia included community engagement OTLS

or field placements.

Community engagement example. In a proposal to Southern India (#12),

one of its goals was to provide participants with an experience that “may not be a

typical destination for Western visitors to India. . .and to expand the awareness of

team participants beyond media-driven stereotypes, allowing them to directly

engage with select and lesser-known cultures of South India.” One of the ways

that this proposal attempted to go beyond the typical was to build in community

engagement projects that offer participants possibilities for interacting with

people from the host country. Relatively few proposals did this. This proposal is

unique because it articulated the author’s rationale for the OTLS in the proposal

itself.

In this proposal the community engagement projects began well before

arriving in the host country. This proposal focused on gender and globalization in
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southern India for K-12 teachers and college faculty. In preparation for the

program abroad and community engagement (service-Ieaming) component,

participants raised funds and carried out educational service programs in

consultation with the project team’s contacts in the host country. This proposal

included service-Ieaming projects at two points during the time abroad. The first

service- project was planned for the third day in the country with an organization

and resource center aimed at protecting and preventing violence against women

in India. The second service project took place in a different town and industrial

center towards the end of the second week abroad. This service project was

coordinated by a religious organization and involved service programs for widows

and children.

Interestingly, while this proposal described unique ways of helping

participants interact with people from the host culture, when coded, only 2% of

the total time abroad was included community engagement OTLS. Because the

coding scheme was sensitive to time (hours) in the proposal’s itinerary and

narrative, only OTLs that were included in the proposals and itinerary were coded

and these were not described in enough detail to come through in the coding (as

can be seen in the quote at the beginning of this section).

Job shadowing. The majority of proposals with community engagement

activities involved participants co-teaching in K-12 schools. Few of the proposals

focused on disciplinary areas not related to education. One proposal to Ghana

(#62) was exceptional because it focused on community college faculty from the

fields of allied health, business, and social science and humanities disciplines
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 and included a significant amount of time for community engagement. This

proposal offered three different programming tracks according to participants’

disciplinary expertise. One of the goals of this GPA was to help faculty “develop

Specialized knowledge of issues in contemporary Ghana germane to their

disciplinary fields” as a means of increasing internationalization on their

campuses.

This proposal was designed so that the group remained together for the

first two weeks in the host country. The group attended lectures, participated in

discussions and took site visits related to Ghanaian history, culture and society.

The group also embarked on a ten-day road trip together. In the third week,

three programs or tracks were available to participants: allied health, business,

and social science/humanities. Programming focused on providing lectures and

discussions and coordinated site visits aimed at preparing participants for the

following week’s field placements. During the fourth week participants were

placed with their Ghanaian counterparts for a week-long field placement. Field

placements were individualized for each participant’s needs and interests.

Participants were to accompany their counterparts (e.g., nurses, doctors,

professors, administrators) to work and function as participant-observers. In this

role they would “be able to participate in and interact directly with the people

(professionals and clients) and activities of the host institution.” While this

proposal had 20% of its total time abroad devoted to field placements (second

highest of all proposals on this variable), it should be noted that it was relatively

low for free time when compared with other proposals in the sample.
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Co-teaching. An example of co-teaching can be seen in a different

proposal to Ghana (#166). This proposal focused on Ghanaian culture, history

and society and was designed for K-12 teachers with preference given to those

who had participated in the university’s professional development programs. The

itinerary was designed to take place in five locales (ovemights in different

cities/towns) while abroad, with lectures and complementary site visits to

historical and cultural locales, as well as cultural activities. In addition to this,

participants spent time living with families for three days and participated in a

community development project. Time was also built into the itinerary for

participants to work on curriculum projects and participate in cultural activities

that were arranged for the group. In addition to these activities, there were three

different opportunities for participants to co-teach with local Ghanaian educators

throughout the five-week program. The co-teaching experience involved pairing

participants with Ghanaian teachers in local schools (the same schools used in

two previous GPAS) in three different parts of the country, beginning with the first

week abroad. The teacher pairs co-taught together for about two days in each

locale.

A proposal to Ethiopia (#159) also included opportunities for co-teaching

but for a longer period of time. As with the proposal to Ghana, this proposal had

relatively low hours devoted to free time. In this proposal, participants spent the

first week in intensive language (Amharic) and culture training six hours per day

for the first five days. During the second week participants were paired with

teachers with whom they would co-teach for two weeks. In addition to teaching,
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the teacher pairs worked together on a collaborative curriculum project. The

proposal explained that this experience offered participants “opportunities that

are only found in Ethiopia...allowing participants to Ieam Ethiopian culture and

society through first-hand experiences by participating in school and community

life of teachers and students in Ethiopia.”

6.4 Curricular-Academic Demands

Framing GPA Proposals as Academic Work

Proposals that had high component scores for curricular/academic

demands were unique because of their emphasis on academics and curriculum

development. That is, these proposals tended to frame the overall GPA and

OTLS in an academic context (see Table 6.4.1 ). Not all proposals had such an

emphasis. The proposals that included a high amount of time for curriculum

development also tended to include curriculum as a primary purpose for the

GPA. These proposals also allocated more time to independent work (reading

and assignments) and curriculum development in all phases of the GPA

proposal.

The two proposals with the highest component scores in this table are for

Egypt (#58) and India (#137). These proposals were higher than other proposals

in the table in large part because they included high hours of curriculum

development, the most heavily weighted variable in the curricular/academic

component (Component 2). In fact, these two proposals had the greatest percent

of total time abroad devoted to curriculum development of the sample (26% and

14% respectively).
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Table 6.4.1. Characteristics of proposals with highest hours of curriculum

development (n = 11).

PO Discip. PD Country Target

 

 

 

 

 

 

 

 

 

Country Hours Purpose Bkgd Expertise Population Locales

Egypt (#58) 98 0 Curriculum Social science More than 1 Faculty 8 K-12 6

o First-hand exp_ year teachers in arts &

humanities & social

science

India (#137) 48 0 Curriculum Arts 8 More than 1 Faculty 8 K-12 8

. First-hand exp. Humanities year teachers in the

arts/humanities 8

social sciences

China (#43) 40 0 Curriculum Social work More than 1 Faculty in 6

year arts/humanitiesl,

education 8 social

science

Senegal 31 0 Curriculum Social Science None Faculty 8 K-12 3

(#161) . Language 8 Comm. teachers in foreign

language

India (# 152) 27 0 Curriculum Social Science None K-12 teachers 6

0 Reduce (discipline not

stereotypes specified)

Ghana (#24) 25 0 Curriculum Education None K-12 teachers in social 12

e Inst. linkages science

Argentina 24 0 Language Social Science None Faculty 8 K-12 2

(#123) o Inst. linkages teachers (discipline not

specified)

China (#25) 23 0 Language Foreign Less than 1 K-12 teachers in 4

o Inst. linkages Language year foreign language

Egypt (#144) 20 0 Curriculum Social Science More than 1 Faculty 8 K-12 12

, Reduce year teachers

stereotypes arts/humanities 8

. social science

0 First-hand

knowledge

0 Inst. linkages
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Ghana (#166) 17 0 Curriculum Music Native K-12 teachers in social 3

. Reduce science

stereotypes

o first-hand exp.

F
‘
L
.
.

“
.
'

 

 

Turkey (#46) 17 0 Curriculum Education Native Faculty 8 K-12 5

. First-hand exp. teachers in artsl

humanities, education

8 social science
 

Table 6.4.1 Continued

An example of this academic-curricular focus can be seen in an

announcement to recruit participants for a GPA to Southeast Asia.

The primary purpose of this program is to develop new curriculum on

Southeast Asia by providing educators with the opportunity to learn from

local experts and from direct experience about Malaysia and Singapore

and to develop strategies for teaching what they have learned to their

students. Therefore, each participant will be expected to create a

curriculum development project while in Malaysia and Singapore. The

participants will begin this process by proposing a curriculum development

project in their applications for the program, will expand on that project

during the orientation phase, and will finalize a draft of their individual

projects during the follow-up phase of the program. The director and co-

director will serve as primary coordinators for these projects, and

academic experts at the University will serve as resource people to guide

the participants in their curriculum development projects.

In a second example, the project director for a proposal to China described the

project design the following way:

The design of the project includes a rational mix of lectures, workshops,

curriculum development seminars, study groups, personal interviews, and

well-planned field trips that support the goals and objectives of the project.

Since none of the participants will have had previous primary exposure to

China, the program calls for an intensive academic program.

In contrast, a proposal to Australia (#21) which was categorized as having low

language/immersion (Component 1) and curricular-academic (Component2)

scores described its itinerary as:
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 The itinerary has been planned to make optimal use of Australia's cultural L

resources while providing a thorough introduction to diverse habitats

within the vast country as they relate to social and cultural development.

Our program includes a great deal of travel within a short time period. This

is necessary because Australia’s social and political history is intimately

connected to its natural history.

In this GPA, participants were to “travel extensively” in Australia. The itinerary

reflects this emphasis on travel as it included ovemights in eight different locales

parts of the country during the four-weeks abroad. This proposal had one of the

lowest component scores for the curricular/academic component (Component 2)

and the lowest combined score for Components 1 and 2. It was also had one of

the lowest scores for the curriculum development variable.

Another example from a proposal to Kazakhstan and China (#132) (also in

the group with low Component 1and Component2 scores described itself as a

“trip” and “tour,” and used the word “visit” throughout the proposal to refer to

OTLs.

The study trip...will include two weeks in China’s Muslim northwestern

province of Xinjiang and a week in Kazakhstan. The group will also make

a stop in Beijing, which will offer a contrast between China’s northwest

and its more developed east coast. The program in Xinjiang will allow the

participants to visit Urumqi”

The use of “trip,” “tour,” “travel” and “visit” gives the impression that such OTLs

(and the GPA) have only transitory meaning and lack substance when this may

not necessarily be the case.

Emphasis on pre-departure independent work. This emphasis on

academics and curriculum was also seen in the ways in which pre-departure

orientations were organized. Proposals with an academic-curricular emphasis
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tended to include more independent academic work (in advance of programming

abroad) than other groups. For example, in addition to three orientations aimed

at providing “a scholarly foundation and practical orientation to the five week

seminar in Egypt (#58),” participants were “required" (emphasis in original) to

read four books related to the history and culture of the country which would be

discussed by the group during the orientation sessions. Participants in this GPA

were also required to “prepare a brief bibliography of literature related to their

specific disciplines, which they will consult on an ongoing basis during the

course of the following year.” A second example is a proposal to China (#43)

which included five orientation sessions, the first of which included the

distribution of a bibliography with reading and videotape assignments participants

were to complete and discuss as a group before departing for China. This

arrangement was fairly typical of proposals that were high for academic-curricular

demands. The China proposal (#25) discussed earlier with language-focused

proposals, provides another example of this academic-curricular emphasis. In

this proposal, participants were required to purchase and read assigned

materials (two books) and complete “questions and study points” via an online

forum. This is also illustrated in a proposal to Mexico (# 174) which included pre-

departure readings and assignments.

Due to the considerable expense that would be incurred by participants,

many of whom will travel from outside the state of Texas, the pre-

departure orientation will occur immediately before the program begins.

However, participant preparation will begin in mid-May with an assigned

reading packet. In this way, we hope to best utilize the two-day, on-

campus orientation to finalize preparation for the Mexico program.

Participants will then complete a series of four weekly readings on the

following themes: geography and history, performing arts, regional

177

 



 cultures, and artists on this program. Each week will feature two to three

articles and supplementary information to introduce themes to be covered

in the seminar. Participants will participate in an online discussion of the

materials by responding to questions and discussion points raised by the

program organizers.

This proposal illustrates how the recruitment focus (i.e., national or regional) may

shape the types of OTLS that are possible. In this example, where participants

came from widely dispersed locales, the orientation was limited to a few days

before traveling abroad and involved independent OTLs (i.e., readings, videos

and assignments) and online discussion forums with few face-to-face meetings

opportunities for involving local “experts” (people who are native of the country

and area studies specialists) in the orientation.

The importance of beginning curriculum development well in advance of

programming abroad was highlighted in a proposal to Mexico. The project

director stated that among the lessons Ieamed from three previous GPAs was

the “need to insist on the focus on the final project beginning at orientation and

throughout the time in Mexico” and “the need [for the project director and

curriculum consultant] to work closely with the instructors [participants] in

planning their syllabi and classes.”

Pre-departure independent work and curriculum development help

participants see and make connections (in advance of traveling abroad) between

all phases of the program (before, during and after) and their classroom teaching.

The proposals described here encouraged participants to think through (and put

down on paper in advance) resources they might draw on when they return to

their classrooms and begin implementing their curriculum projects.
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 Curriculum development study groups. Curriculum development was a key L--

focus of all of the proposals in this group and this was the case for all phases

(before, abroad, after) of most such GPAS. A number of these proposals required

applicants to submit proposals for a curriculum development project with their

application materials for the GPA program.

Dividing participants into curriculum groups according to the interests of

participants during orientation and programming abroad was fairly common for

proposals with an academic-curricular focus. In these groups, participants

discussed and planned their curriculum projects. For example, one of the four

pre-departure sessions for a GPA proposal for Ethiopia (#159) was devoted to

curriculum development and participants were put into collaborative pairs that

they would work with before, during and after the program in Ethiopia.

Participants will be introduced to curriculum development requirements as

well as procedures. Each participant will be paired with another participant

who teaches at a similar grade level. Preliminary plans will be made for a

six-part coordinated curriculum that will eventually be the focus of a web

site designed for curriculum for all grade levels about Ethiopia to be

disseminated locally, state wide, and nationally.

In another example of a proposal to China, participants were divided into three

“study groups” (with five members in each group) focused on the three thematic

goals of the project. This started in the three-day orientation and continued

during the program abroad. In the orientation, groups were to work together to

identify “at least five specific objectives tied to curriculum goals.” Once in China,

the plan was for groups to continue to meet and work on curriculum.

There will be regular meetings of participant Study Groups and four

Curriculum Development meetings, which will include all participants.
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Study Groups also will meet over meals and during open evening times.

Curriculum Development sessions will include Chinese scholars and

representatives from women’s organization. There also will be “free” time

for individuals to explore their particular areas of interest, conduct

interviews and visit other institutions.

The project director of this GPA who had previous experience leading GPAS to

the region, explained that “previous experiences suggest that such cooperative

Study Groups will help to facilitate Ieaming during the project and maximize its

impact.”

Because of the nature of GPAS (that they must be planned well in

advance to be considered for funding and before participants are recruited), there

are few opportunities for participants to direct their own Ieaming. For these

proposals, curriculum development (and free time depending on the GPA) is one

place where participants are able to pursue their own interests. This was

articulated in a proposal to Brazil (#148) which also divided participants Into

curriculum groups during the orientation. In this proposal, participants were

asked to submit their preference for one of four focus areas that they would

research and develop curriculum around while abroad.

Choosing preferences at this stage will allow participants to work in

cooperative focus-area teams, so as to share resources and ideas. Teams

will be expected to contact each other to discuss lesson plan strategies,

including the determination of which TEKS [state standards] would be

most appropriate for their lesson plans, before the journey to Brazil. The

teachers will receive selected articles and bibliographies, which they will

be expected to review prior to departure in June.

In addition to collaborating on curriculum while abroad, these curriculum

development groups were to serve as a resource for participants when they

returned to the US and worked to complete and implement their curriculum
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projects. Ideally, such a group could also serve as a support network for L

participants after they returned to their classrooms and daily routines.

In terms of the content of curriculum projects, most proposals described

themes and topics, and general formats (i.e., lesson plan, syllabus, website) with

few specifics about curriculum design. One of the few proposals that did mention

this was a proposal to Mexico which stated that the “template for the curriculum

development project [is] based on the six facets of understanding — explanation,

interpretation, application, perspective, empathy, and self-knowledge” from

Wiggins and McTighe’s (1998) Understanding by Design (#174). Interestingly,

this proposal did not have a curricular/academic emphasis.

Follow-up and Continuity. Some proposals framed the GPA (i.e.

programming abroad) as one component of a larger professional development

program. That is, in some proposals the study abroad component was

contextualized within longer-term OTLS that were connected to participants’

classroom teaching. An example of this can be seen in the proposal to Ethiopia

(#159) mentioned earlier which included four monthly follow-up post-travel

sessions to refine curriculum and was described as “a sustained ten-month

follow-up program” that included integrating lntemational content into curriculum,

developing and disseminating curriculum, and sharing resources from the GPA.

Not all, but most proposals with an academic-curricular focus included some type

of follow-up after returning to the US.
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 6.5 Seeing the Taj Mahal: Proposals with Low Scores on Both L?

Language/Immersion and Curricular/Academic Component Scores

Of the sample, 14 proposals stand out because they scored relatively low

on both components (language/immersion and curricular/academic demands) in

the component analysis. This is not to say that these proposals were totally

lacking in substance, but only that they did not include much time in their

itineraries for the variables (OTLS) used in the component analysis. In contrast,

Table 6.5.1 illustrates, one of the features that characterized proposals in this

group was the relatively high number of locales. That is, as a group, these

proposals tend to involved more traveling (not necessarily travel time per se, but

ovemights in different parts of the country) than proposals in other groups and

this is, perhaps, the characteristic that most distinguishes this group from other

groups in the sample. Additionally, of the 10 proposals in the sample that were

for multiple countries, four such proposals were in this group and three of these

multi—country proposals included the highest number Of different locales (between

12 to 14) of the sample. The proposals with low scores on both Component 1

and 2 were distributed across four world regions: Africa (five proposals), Asia (Six

proposals), Latin America (one proposal), and Russia/E. Europe (2 proposals).

Absent from this group were proposals from the Middle East/North Africa.
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Table 6.5.1. Characteristics of proposals with low language/immersion and

low curricular/academic component scores (n = 14).

 

 

 

 

 

 

 

 

 

 

Score PD Discip Target

Country (1 & 2) Purpose Bkgd Population Locales

China 8 -0.27 0 Curriculum Arts 8 Faculty 8 K-12 teachers in 4

Kazakhstan (#132) . Inst. link. Humanities arts 8 humanifies,

education, social science,

language arts 8 foreign

language

Bangladesh (#135) -0.32 0 Curriculum Social science K-12 teachers in social 6

science

Rwanda (#19) -0.40 o Curriculum Criminal justice Faculty8 K-12teachers in 5

0 Reduce arts/humanities, education

stereotypes & social science

0 First-hand exp.

Russia (#119) -0.46 0 Curriculum Social science K-12 teachers in social 6

0 Language science

Mexico (#05) -O.48 0 Language skills Social science Faculty 8 K-12 teachers in 6

economics, education,

social science 8 foreign

language

Botswana, -0.60 0 Curriculum Not specified Faculty (discipline not 8

Swaziland specified)

8 S. Africa (#65)

China (#08) -0.63 0 Curriculum Foreign K-12 teachers in 14

Language arts/humanities 8 foreign

language

Guinea 8 Sierra -0.70 o Curriculum Social science Faculty 8 K-12 teachers in 12

Leone (#96) e Inst. link. arts/humanities 8 social

science

Vietnam (#61) -0.77 0 Curriculum Arts/humanities Faculty, K-12 teachers 8 11

o First-hand exp grad. students in

o Inst. link. arts/humanities, social

science, foreign language 8

science

Ghana (#26) -0.78 0 Curriculum Social Science Faculty8 K-12 teachers 8 9

, Reduce grad. students in

stereotypes arts/humanities, education

8 social science
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Ghana 8 Mali (#56) -0.92 0 Curriculum Social science Faculty 8 K-12 teachers in 14 L"

social science

China (#52) -0.94 0 Curriculum Business 8 K-12teachers (discipline 4

. Inst. llnk. economics not specified)

Russia (#54) -1.09 0 Curriculum Not specified Faculty in the 4

. Inst. Ilnk. arts/humanities, social

science

Australia (#21) -1.36 0 Curriculum Arts/humanities Faculty (discipline not 12

specified)

 

Table 6.5.1 Continued

Traveling to a large number of locales (as opposed to staying put in one

locale as some of the language-focused proposals did) has its advantages. More

travel meant that participants had the Opportunity to see more of the country or

part of a country. This was illustrated by one project director for two GPAS to

Southern India. She explained that her first GPA to this country was “based

locally" in that it was designed around a few locales. “The focus [of the GPA] was

on interactions with [local] teachers. The group stayed at an NGO and co-taught

for a week at a local school.” In addition, the group spent time in local

communities in teams working on their thematic curriculum projects. In this GPA,

a lot of time was also built in for reflection and discussion. However, not all of the

participants liked this design and some complained that “they didn’t get to see

the Taj Mahal.” The next GPA the leader directed to this region had the

advantage of including “the whole India” which meant that “participants traveled

more, saw different cities, did not have as much reflection” and interaction with

people from the host culture.
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6.6 Lack of Critical Reflection

An area that was noticeably absent from proposals in the sample were

OTLS and discussions about critical reflection. Critical reflection is thought to be

important for making sense of one’s experiences and necessary for changing

one’s perspectives (Dewey 1933; Kolb 1984; Mezirow 1990; Schdn 1983). As

one project director commented, “the Ieaming experience doesn’t happen all at

once... it is through critical reflection that learning happens.” According to Dewey

(1933 in Zeichner 1996), reflection has the potential to “emancipate us from

merely impulsive and routine activity. . .[and] enables us to direct our actions with

foresight and to plan according to ends in view purposes of which we are aware.

It enables us to know what we are about then we act.” Relatively few proposals,

however, articulated this in their narrative or set aside time in their itineraries for

reflection and debriefing. In fact, this variable was not Significant in the Principal

Component Analysis (see Chapter 5, Table 5.1.1). About half of the proposals in

the sample did include some amount of time devoted to reflection/debriefing

either as a group or individually. However, the amount of time devoted to this

was generally very small. Of the 30 proposals that did include some type of

reflection/debriefing, 22 of these proposals included less than 5% of total time

abroad for such OTLS and only one proposal included more than 10% of total

time abroad for reflection/debriefing. Again, because the coding scheme was

sensitive to time (hours devoted to OTLS) and detailing OTLs, only proposals that

explicitly mentioned reflection or debriefing in the narrative or itinerary were
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coded as having these OTLs. The examples below illustrate the various ways  
that critical reflection/debriefing was incorporated in proposals.

Joumaling

Joumaling was one of the most common types of reflection. It was

common for proposals to have the group maintain a journal (in addition to a

personal journal) in which group members took turns recording significant events

each day while abroad. After returning to the U.S., the group journal was to be

distributed to participants (or posted on the Internet). A few proposals stated in

their evaluation plans that joumaling would be used as one of the pieces for

evaluating the effectiveness of the GPA. In one proposal, for example, individual

journals were to be used as one of the measures for whether or not home stays

were successful as an immersion experience. A successful immersion

experience would “demonstrate cultural relativism, lack of ethnocentrism, and a

sense of the diversity, dynamism, and complexity of Mexican life.”

Group Debriefing and Dialogue

Another common form of reflection mentioned was group debriefing.

About 54% of the sample included some amount of debriefing which ranged from

1-19% of total time abroad (22 proposals had 1-5% of total time for debriefing, 5

proposals had 6-10%, and one proposal had 19%, where 27 proposals did not

mention any time for debriefing). Most often, debriefing was included at the end

of the program abroad just prior to returning to the US. for the purpose of

evaluating the GPA program. Nevertheless, a few proposals were deliberate
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about included regular, planned group reflection/debriefing sessions at least once

per week. These sessions tended to include discussions and impressions about

the week’s activities and curriculum work. A few proposals planned to conduct

informal debriefing sessions after each activity or day.

An example of this is a proposal to Bangladesh which focused on natural

disasters and related health issues. This proposal had the highest amount of time

devoted to critical reflection/debriefing of the sample (close to 20% of total time

abroad). It also had a relatively high score for the immersion component and

academic-curricular component in the PCA, although was not in the highest 11

proposals for these components. The project director explained that:

Each day the teams will meet to discuss content related to the various

natural hazards and subsequent health related issues and curriculum

development progress. This model has worked successfully in the past

and I believe it will serve equally well for this project. By daily reflecting on

places visited and topics discussed, we begin to build a very strong

knowledge base for the curricular materials. Reflective thinking is also a

component Of Iowa’s teaching standards and teachers will be expecting to

spend some time making sense of the day’s activities.

Another proposal to Argentina described how valuable discussion can be for

participants:

In a project such as the one proposed here, teachers might easily return to

their classrooms with little beyond tourist tales and their own excitement to

offer their students. Evaluations from past seminars suggest that

participants benefit more if in-country time is specifically planned for

discussing field experiences and lectures, as well as re-packaging

collected materials for classroom use.
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Unstructured Personal Time

One of the challenges in designing this type of program is balancing

academic content, experiential opportunities and time to process and reflect. A

few proposals intentionally included periods of unplanned time for participants to

reflect and process their experiences. One project director called this “strategic

free time” and felt that unstructured time was requisite for cultural Ieaming. In the

proposal he explained that: “Participants will be given sufficient personal time.

We consider that individual time for personal exploration and unsupervised

activities will be an essential ingredient of the field experience for each

participant” (Ghana #166). Othenlvise, these GPA programs tended to have “jam

packed” itineraries that leave little time for reflecting on and processing the day’s

experiences. While personal time can be valuable (i.e., reflection, pursuing one’s

interests, decompressing), such activities will appear to others to be frivolous and

not necessary — seen as wasted time that could be used for other activities

(e.g., lectures, site visits, meetings). One proposal to Russia, for example,

planned 27 different OTLS (primarily Site visits) within one day and this was

typical of this proposal. While other proposals did not include this many OTLS,

there was nothing in the RFP (from ED) that indicated that free time or personal

time was discouraged. However, it is the experience of the researcher from her

experience writing a GPA proposal and talking with veteran project directors that

too much free time and reflection has been generally discouraged, are seen as

‘vacation time’ and therefore raises red flags with ED.
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Intentional Contrasts

In designing their proposals, some project directors built in experiences

aimed at encouraging participants to experience an issue from multiple

perspectives or a perspective that was different from their own to provoke

reflection. To illustrate this, the author of a GPA proposal which focused on

cultural diversity and social change in Belize and Guatemala described activities

for one of the final days of the proposal:

Caye Caulker and Ambergis Cay stand in sharp contrast to each other;

Cay Caulker is a quiet and largely Belizean vacation spot, while Ambergis

Caye is highly developed lntemational tourist destination. During this visit,

we will examine the growing tensions between local people whose

livelihoods are based on tourism, especially ecotourism and the growing

cruise ship industry and the tensions between “traditional” life and

“modem” tourism.”

The project director explained that in planning this GPA (and others), she

intentionally planned contrasting and at times, disorienting experiences into the

proposal. Her GPAS were designed so that experiences would move from the

familiar (at the beginning) to increasingly unfamiliar experiences towards the end

of the itinerary, with time for critical reflection throughout to process these

experiences. In designing her GPAS, she drew on transformational Ieaming

theory which involves critically reflecting on a “disorienting dilemma” (Mezirow

2000, p. 22). In describing her goals for the GPA and for participants she

explained:

I want people to look at the world differently. I want to broaden their world

views. I want them to understand that looking at the world, understanding

the world as a perspective. And my ultimate goal, and I don’t really expect

all people to achieve this in its fullest sense is to be able to say “I’m going

to look at the world from this perspective and this is what I see. But, I can
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move over here to another perspective and look at the world and I see

something differently.’ And one of those ways isn’t necessarily better than

the other. I recognize what my personal perspective is - where I’m most

comfortable from viewing the world. But, there are other perspectives too

that would be no less valid than my own.

Structuring OTLS in this way so there are intentional contrasts and opportunities

for participants to meet and talk with people representing diverse viewpoints and

Situations that were out of their “safety zone” or comfort zone aims to help

participants recognize and broaden their own worldviews. Incidentally, this GPA

was one of the few in which most of “resource personnel” were community

members representing diverse perspectives and backgrounds (culture, class,

ethnicity, gender) in contrast to university professors (as tends to be the case for

many GPAS).

6.7 Summary

Are GPAS really more than tourism? The proposals discussed here offer

unique ways of organizing opportunities for Ieaming in situ. Language study

offered participants opportunities to practice their foreign language skills in an

authentic context, on a daily basis with people from the host country/culture. In

addition to language study, some proposals planned opportunities for participants

to interact directly with people from the host country/culture. Home stays with

local families offered participants a view of daily life and another perspective

while community engagement projects (service-Ieaming) and field placements

offered opportunities for participants to work directly with local community

members in the workplace and schools. Other proposals were designed with
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intentional opportunities for developing curriculum and collecting curricular LL

materials in an authentic context, in situ. Few proposals in the sample included

time for reflection or articulated how participants would process their experience

abroad. In fact, many proposals were lacking for the most part in such

thoughtfully constructed OTLS. Hence, in the last chapter I turn to questions of

what to make of the whole GPA program in light of these findings about the

nature and characteristics of funded GPA programs.
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CHAPTER 7: IMPROVING THE INTERNATIONALIZATION OF TEACHERS’

PROFESSIONAL DEVELOPMENT

The GPA program has not changed or been reviewed since it was first

created and needs rethinking. This dissertation is an effort in this direction. As

one of the few federally funded programs that support lntemational teachers’

professional development and the recipient of more than five million dollars per

year, it is surprising that the GPA program has changed so little. This lack of

change and review means that GPA proposal authors are responding to what is,

for the most part, the same request for applications (RFA) and vision for

lntemational education as fifty years ago despite the changing needs of students,

teachers, schools, and the world. This chapter examines these issues and begins

with a discussion about the constraints that are built into the GPA program and

how these shape what OTLs are possible (before, during and after programming

abroad). Next, it describes what the study reveals about GPAs in terms of their

implications for internationalization. Finally, GPA proposals are discussed in light

of their academic credibility and what the study reveals about GPAS as

professional development.

7.1 What the Study Reveals about Constraints Built into the GPA

Program

As discussed in chapter two and throughout this dissertation, the GPA

program and its RFA (requirements) have not changed in close to fifty years and

yet, these requirements play a key role in shaping GPA proposals and the OTLS

that are made available to participants. For example, the GPA requirements
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influence the goals of GPA proposals by the emphasis that is placed on language

study (Less Commonly Taught Languages, LCTLS in particular) in the review

criteria. Who can participate — the potential target population (participants) — is

also shaped by restrictions that require participants to be full-time teachers or

prospective teachers in language, social sciences or humanities. The (nine)

criteria by which proposals are reviewed and evaluated have not changed since

the early 19603 and place the most weight on the plan of operation and

evaluation plan. However, the review criteria does not require (or ask) proposers

to have expertise in teacher education. Nor does it ask proposers to explain the

rationale and pedagogy for OTLs included in the proposal or how participants are

to process and make sense of the experience. GPAS are also Shaped by the

world regions and countries that are eligible and are given priority (e.g. areas of

national security interests) and focus on language, social science and

humanities. The issue of what expenses can be funded (funds cannot be spent in

the US.) further shapes and limits the ways in which participants are prepared

for the GPA and how they are supported and evaluated after returning to the US.

and sends the message that Simply being in another country is

internationalization.

7.2 What the Study Reveals about GPAS as Embodiments of

Internationalization

Increasing Emphasis on National Security, Less Emphasis on International

Understanding

The current landscape of federally-funded lntemational education in the

US. is the product of legislation created over a half century ago, largely in
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reaction to world events of that time (as opposed to leading). The lntemational ,

education programs administered by the federal Department of Education (10

with a domestic focus and four with an overseas focus) are linked and aimed at

strengthening the nation’s international expertise. While these programs are

rooted in the NDEA which was created to meet the national security and

economic needs of the time, they also have a broader, social goal of increasing

mutual understanding as stated in the following policy:

Increase mutual understanding between the people of the United States

and the people of other countries by means of educational and cultural

exchange; to strengthen the ties which unite us with other nations by

demonstrating the educational and cultural interests, developments, and

achievements of the people of the United States and other nations, and

the contributions being made toward a peaceful and more fruitful life for

people throughout the world; to promote international cooperation for

educational and cultural advancement; and thus to assist in the

development of friendly, sympathetic, and peaceful relations between the

United States and the other countries of the world. (22 U.S.C., § 2451,

2452(b)(6)

While these dual goals have both existed since the beginning of the program, the

national security and economic competitiveness goal has dominated in recent

years. For example, in 2007 (if not earlier), a new competitive priority was added

to the GPA RFA that awards additional points to GPA proposals that focus on

critical languages and countries of national security interests. This national

security and economic competitiveness emphasis also comes through in the

ED's strategic plan for 2007-2010, which was required by the Government

Performance and Results Act of 1993 (GPRA), a “statute that requires all federal

agencies to manage their activities with attention to the consequences of those

activities” and is included in GPA application packages which state:
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The objective of the GPA program is to meet the nation’s security and

economic needs through the development of a national capacity in foreign

languages, and area and international studies. (2009, p. 49)

This narrow interpretation of the goals of the GPA program (focus on critical

languages and regions of national security/economic interest) limits the training

and expertise of US specialists to the countries and languages that are ‘hot’ or

critical geopolitical areas, instead of other countries and languages that may

become Important in the future or are of interest in and of themselves (Coalition

for lntemational Education 2008; Joint Commission for Languages 2006; NRC

2007; US. House of Representatives Committee on Education and the

Workforce, 2003).

Are GPAs Tailored to the Needs of Teachers and Schools?

This reactive (versus proactive) stance, and emphasis on language and

countries of national security interest raise questions about the relevancy of

GPAs for local schools and their students. This is most evident in the priorities

(invitational, competitive and required) that are set for the annual competition

(discussed in chapter 2) that may award up to five additional points (competitive

priority) to proposals that focus on any of the “seventy-eight (78) languages

deemed critical on the US Department of Education's list of Less Commonly

Taught Languages (LCTLS)” (CFDA 84.021A). While these priorities may reflect

languages and countries of current national geopolitical concerns, is not clear

whether or not they necessarily reflect the current needs and interests of local

schools, teachers and their students who may have quite different needs. For

example, although Spanish is the second most widely spoken language in the

195

 



us. next to English (US. Census Bureau 2003, p. 3) and Spanish language

skills and knowledge of Latin American/Hispanic culture might be most relevant

to schools, teachers and their students, Spanish (and countries where Spanish is

spoken) is not one of the priority languages and only three Short-term GPA

proposals were funded to Spanish speaking countries (about 10% of 31 total

awards) in the 2009 competition.

How GPA Authors Envision and Approach Internationalization

Approaches to Internationalization. The GPAS in this study illustrate

diverse ways of envisioning and approaching internationalization. Our analysis of

GPA requirements shows that these requirements are more consistent with the

intentions of international education than of global education. The decisions

authors make about which OTLS to include and how to organize Ieaming about

another culture/society are seen as evidence of how they conceptualize

professional development and internationalization, given the constraints of the

GPA program (discussed in chapter two). For some authors, improving teachers’

language skills was the approach to and definition of internationalization. For

these proposals, language was seen as a way of improve one’s language

teaching and understanding another culture through the process of Ieaming and

using a foreign language in an “authentic” context. For other authors,

internationalization was more about experiencing and understanding life from

another perspective. These GPAS tended to include OTLS with an

experiential/affective focus on immersion in interpersonal interaCtions with people

from the host culture and understanding society and daily life in a deeper way
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than might othenrvise be the case. For others, internationalization had a cognitive

focus and was about developing content knowledge in the arts and humanities,

history, geography, and social sciences, and creating an Intemationally-focused

curriculum. These OTLs were academically-focused and product-oriented for the

classroom. Still, for other authors (and other stakeholders as well), the

experience of being abroad and traveling in another country is in itself

internationalization.

GPA’3 Overall Rationale for Internationalization. GPA authors described

the overall philosophical rationale of their GPA and internationalization (implied)

as either global citizenship, national security, economic competition, most

proposals fell into the global citizenship group (47% of the sample). Many of the

proposals were especially laden with cliches about the Impact the GPA will have

on participants and the greater society. A smaller number of proposals described

national security or economic competition (5% of the sample each) as the overall

rationale for the GPA and these proposals tended to have a language-emphasis.

The remaining proposals (42% of the sample) were noticeably neutral in that they

did not explicitly promote any particular rationale. This was one of the surprises

of the research.

7.3 Do GPAs Qualify as Professional Development for Teachers?

Research on teachers’ professional development points to a number of

characteristics or features that are thought to contribute to effective professional

development: 1) teachers as active Ieamers and active participants in their

professional development; 2) focus on connecting professional development with
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classroom teaching and student Ieaming; 3) focus on content; 4) attention to the

context of Ieaming; and 5) long-term follow-up support and ongoing opportunities

for networking with colleagues. However, few GPA proposals in the sample took

these characteristics seriously or even seemed aware of them.

Teachers as Active Learners and Participants in their Professional

Development and Learning

The OTLS described in most proposals seemed to include opportunities

for teachers to be actively engaged in the GPA (e.g., site visits, meetings,

traveling etc.) although this was not always the case. For this study, active

Ieaming means engagement and involvement in one’s Ieaming, as opposed to

knowledge transmission where Ieamers are passive recipients. Site visits for

example, were often described as “guided tours” to sites of historical or cultural

significance or where participants in a group (together) can passively listen to

someone narrate. Travel was also arranged as a group, most often together on a

rented bus (versus local transportation), train or plane, with few opportunities for

participants to interact with people from the host culture.

The nature of the requirements of a GPA proposal work against much of

the research on professional development and teacher Ieaming. While research

suggests that effective professional development involves teachers in the design

of their own Ieaming, as far as one can tell from the proposals, this was not the

case for the majority of GPAS In the sample.

The GPAs In this sample tended to fall into one of two categories: 1)

GPAs that were designed around the needs and Interests of teachers (i.e., new
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state world history and geography or foreign language requirements, courses for

a new program) but not (as far as one can tell from proposals) designed by or

with teachers; and 2) proposals that were designed around the interests of the

project director or institutional goals (e.g. providing K-12 outreach to be “counted”

for Title VI). About 33% of proposals in the sample were in the first type,

proposals designed to meet specific needs of classroom teachers or mentioning

in any way state or local subject area standards in the proposal. Most proposals

were designed around the research interests and personal contacts of the faculty

member (project director) or institution — individuals who may or may not have

experience leading professional development and working with teachers. Also,

none of the proposals in the sample mentioned participants (teachers) as playing

an active role In shaping the design of the GPA proposal. Because the

recruitment of participants often begins well after the proposal has been written

and OTLs have been decided, and are usually designed by higher education

Institutions (few of which are colleges of education), participating teachers have

no say In how the GPA as proposed is designed.

Curriculum Development and Links with Classroom Teaching and Student

Learning

As was discussed in chapter six, curriculum development projects (topic

and content) provide one of the few places (if not the only place) where

participants have an active role in designing their own professional development.

In other words, teachers have an active role in the focus and content of their

curricular projects. It is also up to participants to make their own connections
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between the OTLS of the GPA and the classroom after returning to the US after

 

the GPA. These connections may be easier for some teachers to make than

others inasmuch as GPA proposals tend to have either a narrow subject matter

content (thematic) focus or broad (disciplinary) focus. A narrow central focus can

be seen in the titles of a number of proposals in the sample:

Argentine Seminar on Childhood for K-12 and Community College

Teachers;

Natural Hazards and Related Health Issues in Bangladesh;

Culture, Taiga and Tundra: A Seminar on the Russian North;

Study Seminar and Curriculum Development Project on the Performing

Arts in Mexico for Secondary Educators.

Examples of proposals with a broader focus include:

Get to Know China;

A Short-term Seminar on Egypt;

Teaching about Changing China;

From the Atlantic to the Sahara: Geography, Peoples and Cultures of

West Africa;

China through Landscapes and Literatures;

Teaching and Learning in Ghana: a Collaborative Curriculum.

These different types — narrow versus broad — have different implications for

teachers. A relatively narrow subject matter content focus provides teachers with

the opportunity for the intensive advanced study of a narrowly defined topic that
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may be tied to meet specific school curriculum goals or standards. This may be

particularly relevant for secondary teachers and faculty in higher education. On

the other hand, a nanow focus can also be limiting. GPAS with a broad focus

may offer more Opportunities for teachers who teach more than one subject and

more curricular flexibility than might otherwise be the case. This can make them

more relevant for pre-service teachers, administrators/supervisors and other

educators who may not be tied to a specific subject area or grade level.

Despite research to the contrary, the GPAS analyzed reflect an underlying

assumption of the GPA program that participants have the capacity to transfer or

translate (by themselves) their experiences abroad into curriculum they can and

will teach in their classrooms, and that they can do this by themselves —alone.

This can be seen in the policy that funds may not be used in the US. for project-

related expenses. However, this assumption that teachers can do it alone is

unwarranted (as explained in chapter 1). The most effective professional

development requires long-term support and includes dialogue and intensive

interactions with colleagues. Professional development that is sustained and

intensive in these ways is more likely to influence teacher Ieaming and changes

In practice.

GPAs require substantial investments of time and resources. They tend

 
not to include much if any follow-up support and often end once the plane lands

in the US. Those proposals in the sample that promise to do more either provide

follow-up support themselves (as with GPAS sponsored by foreign language

departments, colleges of education), or have found ways to integrate the GPA

201



and participants into other types of existing programs that can provide this

support (such as teacher professional development study groups). But it was

often not clear from proposals just how teachers would be supported in these

follow-up activities other than meetings for Sharing curriculum and presentations

to colleagues and the general public. The majority of proposals in the sample

ovenlvhelming expected participants to complete their curriculum projects on their

own and make connections between the GPA and the classroom without help

after the program.

7.4 Recommendations for What It Would Take to Give GPA Proposals

More Academic Credibility

From the beginning of the GPA program, there have been concerns that

GPAs may be lacking in academic focus, and are glorified tourist junkets

(personal communication with Ralph Hines, November 12, 2009). This concern

was also discussed stated by several ED administrators at the GPA roundtable

who encouraged future project directors to frame their proposals in an academic

context because “we need it there on paper to prove that these aren’t tourist

trips.” This emphasis on framing proposals In an academic light was recently

added to the directions (as “Supplemental Infomtation”) for completing the 2010

GPA applications. The Plan of Operations section for example, indicates that

applicants should “be sure to demonstrate the academic nature and focus of the

project in these materials” (p. 52).
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Academic Credibility

This concern for GPAS lacking academic rigor and substance may be due

In large part to the fact that proposals are not required to and in fact, do not

speak to this issue sufficiently. Of the GPA proposals in the sample, few of these

connections were made. Noticeably absent in proposals were explanations about

why OTLS were Chosen for the itinerary and how the GPA’S OTLs relate to

classroom teaching. Most proposals described where participants would go

(locales) and what they would see but did not discuss the rationale or what would

actually happen. This lack of specificity was also seen in the considerable

amount of problematic rhetoric and cliches that were included in the sample.

Some of this was “boilerplate,” (which was known and expected to some degree)

in response to the GPA RFP (e.g., sections of the selection criteria addressing

Institutional Capacity, Adequacy of Resources, and Potential Impact). A few of

these overused expressions are worth noting, especially given the fact that these

were all funded proposals, not ones rejected for lack of rigor and credibility:

0 “Only when a visitor to another country immerses him or herself in the

culture and family life will they truly understand the people” (emphasis

added). (Paraguay GPA proposal)

0 “[Home stay] affords them [participants] an understanding of Russian

life beyond what any lecture could possibly convey’ (emphasis added).

(Russia GPA proposal)

0 “This seminar’s purpose and objectives will be fulfilled through

unprecedented lectures and meetings with Chinese scholars,

government officials and members of various minority groups”

(emphasis added). (China GPA proposal)

0 “Each teacher will teach side-by-side with Ghanaian teachers...This

unique feature of our program was designed as a result of what we

Ieamed from our 2002 trip. When teachers are Involved day-to-day with
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students and immersed In their culture, the teacher’s own Ieaming is

limitless” (emphasis added). (Ghana GPA proposal)

0 “Teachers will also develop an awareness of the lived reality of Mexico

— its diverse and dynamic cultures” (emphasis added). (Mexico GPA

proposal)

0 “And finally, if these workshop participants infuse the Bolivian studies

modules into at least three classes, averaging 30 students each, the

final impact could reach more than 67,500 K-16 students” (emphasis

added). (Bolivia GPA proposal)

To make GPAs more academically credible and rigorous, what is needed

is more attention to issues of pedagogy, process and content in the GPA

requirements (RFA) and how proposals are reviewed. While proposals may do a

good job of listing and describing the OTLS that are planned while abroad, they

tend to lack specificity in terms of the rationale for the OTLs that are Included as

well as the pedagogy to be used. Also important is the context of the GPA and In

what way the GPA is connected to/embedded in other efforts or initiatives, such

as graduate programs, ongoing school or district teacher professional

development initiatives, or ongoing university outreach programs. Notably absent

from the proposals in this study was attention to how participants would process

and make sense of their experience abroad. Attention to these issues could help

bring more academic credibility to GPAS.

Expectations for Curriculum Projects

Another issue concerns the lack of criteria and expectations for

curriculum development projects and materials. While Curriculum Development

Projects are expected to provide “for systematic use and dissemination in the
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United States of the acquired materials,” there is almost no explanation of what

this means other than a list of materials that qualify as resource materials. Thus,

curricula can range in quality and quantity from as little as a single lesson to a

unit, website or course syllabi. Despite the stated goals of Short-term Seminars

and Curriculum Development projects, which are “to help integrate lntemational

studies into an institution's or school system's general curriculum” and “to permit

faculty and administrators the opportunity to...acquir[e] resource materials for

curriculum development in modern foreign language and area studies,” what this

means exactly is not made entirely clear.

What is needed is a clearly stated, rigorous set of common expectations

for curriculum projects for all GPAS as well as a system of accountability. The

GPA program does not require funded GPAS to turn in. this curriculum nor does it

currently have a system for collecting, evaluating or sharing curriculum or other

resources that are developed with these federal grants. Given the different

interests and needs of K-16 teachers and their students, it is understandable and

desirable that curriculum projects might take a variety of forms (e.g., online

module, syllabi, unit, film, etc.). However, without common standards and

guidelines, evaluation and accountability issues in GPA curriculum development

will continue to loom large. Ideally, GPA proposals and curriculum projects would

be decided in advance, in collaboration with participants so that the GPA and

curriculum, projects would be driven by the needs and interests of teachers and

their students. This process would need to be more intentional and begin much

earlier In the year while teachers are still immersed in their classroom teaching
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(as Opposed to deciding curriculum projects after the GPA, as is the case for

many GPAS).

7.5 Recommendations for Making GPAs More Effective Professional

Development

The GPA program aims to “contribute to the development and

improvement of the study of modern foreign languages and area studies in the

United States by providing opportunities for teachers, students, and faculty to

study in foreign countries.” While GPA proposals in the sample may be lacking in

many respects, they still do more than is asked for by the GPA regulations

(RFP). The GPA regulations call for very little In terms of rationale for the OTLS

included in proposals. Instead of having tight criteria that proposals must adhere

to or respond to, the GPA regulations are for the mostpart nonrestrictive in this

regard. For example, any OTLS can technically be included In a proposal. As was

discussed in chapters four, five and six, proposals in the sample included a range

of OTLs that tended to emphasize proposals with a language, immersion,

academic-curricular and tourism focus. This lack of specificity in the GPA

requirements may help to explain why there is so much variation across

proposals In the sample. Most GPA proposals in this study would probably not

count as “effective” professional development when held up against research on

teacher professional development and Ieaming. However, all go beyond the

requirements of the GPA program in meeting the criteria of research on teacher

professional development and Ieaming.
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My own vision (as a researcher) of the ideal GPA proposal would include

 

OTLs that are linked cumulatively to teacher’s ongoing Ieaming. That is, the GPA

would be part of a longer series of professional development opportunities so

that programming abroad would be not be in isolation (as It is currently). Pre-

departure preparation and post-travel/follow-up support after traveling to the host

country would be an important partof this. The ideal GPA would also be

connected to teachers’ teaching, the classroom and students (i.e., a GPA

designed In collaboration with a school building or district to support a reform or

new program, ideally with teachers involved in its design) and would focus on

classroom subject matter content. OTLs abroad would provide a balance of

academic-focused OTLs (I.e., presentations and discussions, debriefing,

curriculum development, meetings) as well as experiential OTLs (i.e., site visits,

home stays and language study) that would involve substantial opportunities for

participants to interact with people from the host culture. Programming abroad

would be linked with sustained follow-up support for teachers after returning to

the US. (I.e., workshops, course, study group) and provide opportunities for

collaborating and dialoging amongst teachers. To do this would require major

changes in GPA funding policy.

What Can be Funded and Timing ofAwards

The current restriction on how funds can be used (not in the US.) and

timing of award notification have perhaps the biggest impact on GPA proposals.

Changing the restriction on what can be funded so that academically-focused

project related activities in the US. would qualify to include adequate pre-
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departure preparation and curriculum development, follow-up support and

mentoring, and evaluation and Impact assessment — all of which would only

enhance the academic credibility of GPAs.

Changing the timing of award notification could also do much towards

this goal of making GPAS more academically credible and rigorous, and relevant

to teachers and schools. One of the biggest challenges and constraints on GPAs

is the timing of the current review and award process. That GPA project directors

are usually notified in the spring that their GPA proposal is to be funded, leaving

only a few months to finalize logistics and arrangements for the GPA in the host

country, recruit participants, and organize pre-departure orientations — a difficult

task considering that most GPA project directors also have full-time jobs during

this period. If for example, GPA awards were made a year in advance, in the

summer or fall of the preceding year this would give project directors and

teachers (participants) more time to be intentional about how participants are

prepared for the GPA and how the GPA might support classroom teaching.

Teachers would have the academic year to prepare for and think about what they

hope to Ieam and how the GPA might be integrated Into their teaching and

curriculum as well as other connections and synergies that could be developed

and continued after returning from the GPA.

These changes would require a Shift in thinking and expectations (for

Congress, ED and reviewers in particular) so that the GPA is seen as part of a

longer-term internationalization project, embedded in classroom teaching —

rather than short-term and decontextualized as is currently the case.
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7.6 Future Research

Research on teachers’ professional development In international contexts

is limited and has tended to focus on the impact or effects of these experiences,

with less attention to the content and substance of opportunities to learn (OTLS)

while abroad. Since this study is the first systematic examination of GPA OTLS,

there Is much more to be Ieamed not only about GPAs in general but also about

Specific OTLs in particular, home stays, community engagement, and site visits

In particular. A next step could involve conducting a more in-depth analysis of

these OTLs to understand their nature and role they play in GPAS. Another

Important area for future study would be to study proposals as they are enacted

in situ. Such a focus could examine how the intended curriculum or what is

proposed compares with what actually happens during the GPA to understand

what is Ieamed without being limited to what was intended. Such a study could

also examine how participants view their experience as related to the intended

goals of the GPA proposal.

7.7 Summary

This study has examined the content and nature of internationally oriented

professional development for US. K-16 teachers. It focuses on understanding

the range and nature of opportunities to learn in federally funded short-term

Fulbright-Hays Group Projects Abroad (GPA) proposals. The GPA proposals

described in this study represent different purposes and visions about what is

important to Ieam about a country or society and how such Ieaming Should

happen. They are the product of a negotiation between the visions of Congress
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and policymakers, in the US. Department of Education, and especially the GPA

program administrators and reviewers, as well as project directors/authors of

GPAS and their institutions — all attempting to address the needs and goals of

educators for whom proposals are written. While many of the GPAS in the

sample went above and beyond the requirements of the GPA program, it was a

great surprise to find how far they fall short when compared with research on

professional development and teacher Ieaming. Despite its importance as the

one of the few programs that support lntemational-related professional

development for K-16 teachers, and the changing needs of teachers and their

students, the GPA program has not changed in close to 40 years. This study

shows clearly that there is a need for the GPA program to be reviewed and

rethought to make GPAS more effective as a means of K-16 internationalization

and professional development for targeted educators. Once the findings of this

study are taken Into account, the specifics of needed Changes will not be hard to

formulate.
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Appendix A: Glossary

Advanced Overseas Intensive Language Projects: One of four types of

projects funded by the GPA program and defined in the CFR as: “(a)(1) An

advanced overseas intensive language project is designed to take advantage of

the Opportunities present In the foreign country that are not present in the United

States when providing Intensive advanced foreign language training. (2) Project

activities may be carried out during a full year, an academic year, a semester, a

trimester, a quarter, or a summer. (3) Generally, language training must be given

at the advanced level, I.e., at the level equivalent to that provided to students

who have successfully completed two academic years of language training.

(4) The language to be studied must be Indigenous to the host country and

maximum use must be made of local institutions and personnel. (b) Generally,

participants in projects under this program must have successfully completed at

least two academic years of training in the language to be studied” (Authority: 22

U.S.C. 2452(b) (6) § 664.14).

Area Studies: The US. Department of Education defines area studies as “a

program of comprehensive study of the aspects of a society or societies including

the study of their geography, history, culture, economy, politics, international

relations, or languages.”

Codebook: A document describing the codes used in the coding scheme for a

content analysis (see Appendix B).

Curriculum: Curriculum is used in two ways in this study to refer to: 1) a plan for

purposeful educative Ieaming experiences, and 2) teaching materials or products

(e.g., lessons, modules, unit, film etc.) developed by participants.

Curriculum Development Team: One of four types of projects funded by the

GPA program and defined In the CFR as: “(a) A curriculum development

project—(1) Is designed to permit faculty and administrators in institutions of

higher education and elementary and secondary schools, and administrators in

State departments of education the opportunity to spend generally from four to

eight weeks in a foreign country acquiring resource materials for curriculum

development in modem foreign language and area studies; and (2) Must provide

for the systematic use and dissemination in the United States of the acquired

materials. (b) For the purpose of this section, resource materials include artifacts,

books, documents, educational films, museum reproductions, recordings, and

other instructional material” (Authority: 22 U.S.C. 2452(b) (6) § 664.12).

Fulbright-Hays Act: The Mutual Educational and Cultural Exchange Act of 1961

(22 U.S.C. 2451) is also known as the Fulbright-Hays Act through the efforts of

Senator J. William Fulbright, supports “the internationalization of the nation's

educational infrastructure by strengthening area and foreign language expertise
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 among current and prospective U.S. educators.” The US Department of

Education administers four Fulbright-Hays programs: Doctoral Dissertation

Research Abroad (DDRA), Faculty Research Abroad (FRA), Seminars Abroad

(SA) and Group Projects Abroad (GPA).

Group Projects Abroad (GPA): One of four Fulbright-Hays overseas programs

administered by the US. Department of Education, funded by Congress and

defined in § 664.1 of the CFR as: "The Fulbright-Hays Group Projects Abroad

Program is designed to contribute to the development and improvement of the

study of modern foreign languages and area studies in the United States by

providing opportunities for teachers, students, and faculty to study in foreign

countries.”(Authority: 22 U.S.C. 2452(b) (6). The GPA program includes four

types of projects: Short-term Seminars, Curriculum Development Teams, Group

Research or Study Projects, and Advanced Overseas Intensive Language

Projects.

Group Research or Study Projects: One of four types of projects funded by the

GPA program and defined in the CFR as: “(a)(1) A group research or study

project is designed to permit a group of faculty of an institution of higher

education and graduate and undergraduate students to undertake research or

study in a foreign country. (2) The period of research or study in a foreign country

is generally from three to twelve months. (b) As a prerequisite to participating in a

research or training project, participants—(1) Must possess the requisite

language proficiency to conduct the research or study, and disciplinary

competence in their area of research; and (2) In a project of a semester or

longer, shall have completed, at a minimum, one semester of intensive language

training and one course in area studies relevant to the projects. (Authority: 22

U.S.C. 2452(b) (6) § 664.13).

lntemational Education Programs Service (IEPS): The agency administering

the 14 international education programs, US. Department of Education.

lntemational Resource Information System (IRIS): Database housing

information for the lntemational Education Program Service (IEPS).

Immersion: Opportunities for Intense interpersonal interaction with people from

the host country/culture.

Itinerary: Schedule for activities to take place during programming abroad for

GPA projects.

Opportunities to Learn (OTL): Activities, experiences and Situations that are

part of the GPA program and may be intended or incidental.
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Post-travel OTLs: Opportunities to Ieam that take place after returning to the

US, not funded by the GPA award (e.g., curriculum development, re-entry

session, school visits, and presentations).

Pre-departure OTLs: Opportunities to Ieam that are part of the GPA program

and take place before departure to the host country.

Project Director: Person leading the GPA (and author), usually is same person

as name on the transmittal.

Short-term Seminar (GPA): One of four types of projects funded by the GPA

program and defined in the CFR as: “(a) Designed to help Integrate international

studies into an institution's or school system’s general curriculum; and (b)

Normally four to six weeks in length and focuses on a particular aspect of area

study, such as, for example, the culture of the area or a portion of the

culture.”(Authority: 22 11.8.0. 2452(b) (6) § 664.11).

Title VI: Originally part of the National Defense Education Act (NDEA) in 1958,

Title VI of the Higher Education Act provides funding for “domestically-based

language and area training, research, and outreach.” The US Department of

Education administers ten Title VI programs.
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Appendix B: Mutual Education and Cultural Education Act (Excerpt)

UNITED STATES CODE

TITLE 22: CHAPTER 33

MUTUAL EDUCATIONAL AND CULTURAL EXCHANGE PROGRAM

Sec. 2451. - Congressional statement of purpose

The purpose of this chapter is to enable the Government of the United States to

increase mutual understanding between the people of the United States and the

people of other countries by means of educational and cultural exchange; to

strengthen the ties which unite us with other nations by demonstrating the

educational and cultural interests, developments, and achievements of the

people of the United States and other nations, and the contributions being made

toward a peaceful and more fmitful life for people throughout the world; to

promote international cooperation for educational and cultural advancement; and

thus to assist in the development of friendly, sympathetic, and peaceful relations

between the United States and the other countries of the world.

Sec. 2452. - Authorization of activities

(a) Grants or contracts for educational or cultural exchanges; participation in

lntemational fairs and expositions abroad

The Director of the United States Information Agency is authorized, when he

considers that it would strengthen lntemational cooperative relations, to provide,

by grant, contract, or othenivise, for -

(1) educational exchanges,

(i) by financing studies, research, instruction, and other educational

activities -

(A) of or for American citizens and nationals in foreign

countries, and

(B) of or for citizens and nationals of foreign countries in

American schools and institutions of Ieaming located in or

outside the United States;

and

(II) by financing visits and Interchanges between the United States

and other countries of students, trainees, teachers, instructors, and

professors;
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(2) cultural exchanges, by financing -

(i) visits and interchanges between the United States and other

countries of leaders, experts in fields of specialized knowledge or

skill, and other influential or distinguished persons;

(ii) tours in countries abroad by creative and performing artists and

athletes from the United States, individually and in groups,

representing any field of the arts, Sports, or any other form of

cultural attainment;

(iii) United States representation in lntemational artistic, dramatic,

musical, sports, and other cultural festivals, competitions, meetings,

and like exhibitions and assemblies;

(iv) participation by groups and individuals from other countries in

nonprofit activities in the United States similar to those described in

subparagraphs (ii) and (iii) of this paragraph, when the Director of

the United States Infomlation Agency determines that such

participation is In the national interest. [1]

(3) United States participation in lntemational fairs and expositions

abroad, including trade and industrial fairs and other public or private

demonstrations of United States economic accomplishments and cultural

attainments.

(b) Other exchanges

In furtherance of the purposes of this chapter, the President is further authorized

to provide for -

(1) interchanges between the United States and other countries of

handicrafts, scientific, technical, and scholarly books, books of literature,

periodicals, and Government publications, and the reproduction and

translation of such writings, and the preparation, distribution, and

interchange of other educational and research materials, including

laboratory and technical equipment for education and research;

(2) establishing and operating in the United States and abroad centers for

cultural and technical Interchanges to promote better relations and

understanding between the United States and other nations through

cooperative study, training, and research;

(3) assistance in the establishment, expansion, maintenance, and

operation of schools and institutions of Ieaming abroad, founded,
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operated, or Sponsored by Citizens or nonprofit Institutions of the United

States, Including such schools and Institutions serving as demonstration

centers for methods and practices employed in the United States;

(4) fostering and supporting American studies in foreign countries through

professorships, lectureships, institutes, seminars, and courses in such

subjects as American history, government, economics, language and

literature, and other subjects related to American civilization and culture,

including financing the attendance at such studies by persons from other

countries;

(5) promoting and supporting medical, scientific, cultural, and educational

research and development;

(6) promoting modern foreign language training and area studies in United

States schools, colleges, and universities by supporting visits and study in

foreign countries by teachers and prospective teachers In such schools,

colleges, and universities for the purpose of improving their skill in

languages and their knowledge of the culture of the people of those

countries, and by financing visits by teachers from those countries to the

United States for the purpose of participating in foreign language training

and area studies in United States schools, colleges, and universities;

(7) United States representation at international nongovernmental

educational, scientific, and technical meetings;

(8) participation by groups and individuals from other countries in

educational, scientific, and technical meetings held under American

auspices in or outside the United States;

(9) encouraging independent research into the problems of educational

and cultural exchange;

(10) promoting studies, research, instruction, and other educational

activities of citizens and nationals of foreign countries in American

schools, colleges, and universities located in the United States by making

available to citizens and nationals of less developed friendly foreign

countries for exchange for currencies of their respective countries (other

than excess foreign currencies), at United States embassies, United

States dollars In such amounts as may be necessary to enable such

foreign citizens or nationals who are coming temporarily to the United

States as students, trainees, teachers, instructors, or professors to meet

expenses of the kind described in section 2454(e)(1) of this title;
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(11) interchanges and visits between the United States and other

countries of scientists, scholars, leaders, and other experts in the fields of

environmental science and environmental management; and

(12) promoting respect for and guarantees of religious freedom abroad by

interchanges and visits between the United States and other nations of

religious leaders, scholars, and religious and legal experts in the field of

religious freedom.
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 Appendix C: Codebook

OVERALL CHARACTERISTICS

1. World region: (Choose 1).

Africa

Asia

Russia 8 E. Europe

Latin America

Middle East 8 North Africa(
1
1
-
R
O
N
A

2. Country: Country(ies) in which GPA takes place. (Choose as many as

applicable).

 

AFRICA A IA E. EUROPE LATIN AMERICA MIDDLE EAST

1. Benin 19. Australia 8 RUSSIA 49. Argentina 8 NORTH

2. Botswana 20. Bangladesh 37. Uzbekistan 50. Barbados AFRICA

3. Cameroon 21. Cambodia 39. Croatia 51. Belize 66. Cyprus

4. Egypt 22. China 40. Czech Rep 52. Bolivia 67. Egypt

5. Eq. Guinea 23. India 41. Hungary 53. Brazil 68. Jordan

6. Ethiopia 24. Indonesia 42. Latvia 54. Chile 69. Morocco

7. Ghana 25. Japan 43. Lithuania 55. Costa Rica 70. Syria

8. Kenya 26. Kazakhstan 44. Poland 56. Dominican Rep 71. Turkey

9. Malawi 27. Kyrgyzstan 45. Russia 57. Ecuador 72. Brunei

10. Mali 28. Laos 46. Serbia 58. Guadeloupe

1 1 . Namibia 29. Malaysia 47. Slovakia 59. Guatemala

12. Rep of Guinea 30. Mongolia 48. Spain 60. Jamaica

13. Rwanda 31. Myanmar 61. Mexico

14. Senegal 32. Nepal 62. Nicaragua

15. Sierra Leone 33. Philippines 63. Paraguay

16. South Africa 34. S. Korea 64. Peru

17. Swaziland 35. Singapore 65. Trinidad/Tobago

18. Tanzania 36. Thailand

38.Vietnam

3. Year: Year for which GPA is planned, as described in proposal. (Choose 1).

3 2003

4 2004

5 2005

6 2006

7 2007

4. Length: Total number of weeks spent abroad. (Write in # of weeks, nearest 1/2

week).
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5. # locales: Number of different locales (overnight) in itinerary abroad.

6. Disciplinary focus: Disciplinary focus of overall GPA. (Choose 1).

1 None

2 Language: Focus of overall GPA is language (e.g., language

teachers; language as a subject area. A significant amount of the

itinerary needs to include language classes.

3 IDS - Political: Overall GPA is interdisciplinary and politics is the main

focus.

4 IDS - Economic: Overall GPA is interdisciplinary and economics is

the main focus.

5 IDS - Geography: Overall GPA is interdisciplinary and geography is

the main focus.

6 IDS - Culture: Overall GPA is Interdisciplinary and emphasizes

culture norms or cultural differences

7 IDS - Education: Overall GPA is interdisciplinary and schooling is the

main focus.

8 IDS - Language: Overall GPA is Interdisciplinary and language is the

main focus.

This category differs from the “language” category in that language

is one of several foci.

9 Arts 8 Humanities: Overall GPA is arts and humanities (e.g., art,

music, religion).

98 Other (specify): If there is a disciplinary focus that does not fit into

one of the options.

7. Thematic focus: Theme emphasized in overall GPA proposal. (Choose as

many as applicable).

1 None

2 Subject Area: Recognized areas of university/school study (e.g.,

language, history, geography). Next to code list subject area.

3 Education: Emphasis on schooling, education, educational systems

(e.g., bilingual education)

4 Inequity: Theme involves issues of inequity

5 Environment: issues involving the natural environment, production of

plants in ecosystems

98 Other (specify)
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8. Overall immersion: Total hours devoted to immersion activities (e.g., home

stay, meals, community engagement, field placement, job shadowing).

1 None

2 Some — majority of scores for interaction with host culture are 2’s

3 A lot — majority of scores for interaction with host culture are 3’s

(strong)

9. Standards: Connection to curriculum standards/benchmarks in proposal.

(Choose as many as applicable)

None

Standards mentioned but not specific

State standards

National standards (e.g., ACTFL, NCSS)

98 Other (specify)

#
O
J
N
-
t

10. # of participants: US K—12 and/or post-secondary educators participating in

GPA, not including project director(s) (write in #).

1 1. II project director(s): Number of project directors listed as “project director” in

proposal (on transmittal if available). May/not be participating in abroad component

(write in #). .

12. # host country personnel: Leader in/from host country or translators

assisting with the GPA at least half the time. If more than one, list # in ( ).

13. Context: Overall context and focus of the GPA. Code the degree to which

each context (sub-national, national, regional global) is emphasized in the GPA

itinerary.

Code each of the following items as: 1 - No emphasis; 2 - Secondary emphasis;

or 3 - Primary emphasis

1 Sub-national: Focus on a specific part or aspect of a country (e.g.,

one city, a few cities/towns, specific region/part of the country). This is

in contrast to national level which focuses on the whole country,

broadly.

2 National: Focus of the GPA is the whole country and could involve

traveling to or OTLS that focus on all or many parts of the country, at

the national level.

3 Regional: Focus of the GPA is at the regional level and could include

multiple countries or relationships between countries.

4 Global: Focus of GPA is at the global level, emphasizing global

connections or relationships.
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14. Purpose: Explicit purpose(s) of the GPA. Code explicit language used in

proposal to describe overall purposes or goals of GPA. (Choose as many as

applicable).

1 Curriculum development and change (e.g., develop curriculum,

integrate X culture into school curriculum)

Expand knowledge of host culture

Language skills

Awareness of, reduce stereotypes

Gain first-hand experience within other country

Establish or reinforce institutional linkages (teachers, schools, org.,

universities)

Global awareness, global competencies

8 Other (specify)

0
3
0
1
t
h

(
O
N

15. Internationalization: Overall purpose or rationale for the project and

conceptualization of internationalization broadly as expressed in GPA

proposal. Consider how the GPA is framed. (Choose 1).

1 None or not specified

2 National security, foreign policy: Focus on Ieaming about other

countries/cultures for national security, geopolitics

3 Economic competition: Focus on Skills, knowledge needed to compete

in global economy, with other countries, impact of global economy on

local communities.

4 Global citizenship, cosmopolitanism, lntemational understanding: All

humans belong to a common community (e.g. universal human rights,

moral/ethical commitment to universal equality, global stewardship

98 Other (specify)

16. Course credit: Course/CEU credit offered for participating In GPA (Choose 1).

1 No

2 Yes

17. Level of detail (Itinerary)

1 Not detailed: does not include times

2 Semi-detailed: includes some times and names (e.g., resource

personnel, locales)

3 Detailed: includes times, names of resource personnel and names of

locales
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PROJECT DIRECTOR: Person leading the GPA (and author). usually is same

person as name on the transmittal

 

18a. Disciplinary background: Disciplinary or subject area of project director’s

highest degree. (Choose as many as applicable).

Not specified

Arts 8 Humanities

Business 8 Economics

Education

Social Science

Foreign Language

Language Arts, English, Literature

Science

8 Other (specify)c
o
o
o
w
m
m
t
h
-
x

18b. Occupation: Current occupation of project director (Choose as many as

applicable).

Not specified

Higher education

K-1 2 teacher

Graduate student

NGO staff

8 Other (Specify)(
D
U
I
-
h
O
D
N
-
l

18c. Institutional affiliation

Not specified

University/Community College

K-12 school

NGO/Educational organization

8 Other (specify)«
B
A
C
O
N
—
3

18d. Gender: Gender of the project director. (Choose 1).

2 Male

3 Female

18e. Country expertise: Project director’s expertise in country. (Choose 1).

None or not specified

Less than 1 year

More than 1 year

Native/from the country

8 Other (specify)(
D
O
W
N
—
3
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18f. Degree: Highest degree earned by the project director. (Choose 1).

1 Not specified

2 BA or BS

3 MA or MS

4 PhD.

98 Other (specify)

189. Prior GPA experience: Previous GPA experience as project director

(choose 1). ,

1 None

2 1 GPA

3 2 or more

TARGET POPULATION: Intended participants in the GPA.

 

19a. Disciplinary background: Disciplinary or subject area of Intended

participants. (Choose as many as applicable).

Not specified

Arts 8 Humanities

Business 8 Economics

Education

Social Science

Foreign Language

Language Arts, English, Literature

Science

8 Other (specify)(
O
Q
N
O
D
O
I
-
b
O
O
N
-
t

19b. Occupation: Current occupation of intended participants. (Choose as

many as applicable).

1 Not Specified

2 Higher Education

3 K-12 TEACHER

4 Graduate student

5 NGO Staff

98 Other (specify)
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19c. Institutional affiliation: (Choose as many as applicable).

 

Not specified

University/Community College

K-12 school

NGO/Educational organization

8 Other (Specify)(
C
D
-
5
0
0
N
4
-

19d. Cost: Cost to participants for participating in GPA. (Choose 1).

None or not specified

$500 or less

$500-$1,000

More than $1,000

8 Other (specify)(
O
-
b
O
O
N
-
t

19e. Recruitment focus: focus of recruitment of participants. (Choose as many

as applicable).

1 None or not specified

2 School building or university

3 State

4 Regional: nearby states

5 National

98 Other (specify)

OPPORTUNITIES TO LEARN

20. Pro-departure OTLs: (not funded by GPA award): activities, experiences

and Situations that are part of the GPA program (e.g., orientation, language

study) and occur before leaving the US. (Choose as many as applicable).

None

Orientation session(s): planned informational presentations,

discussions, debriefing. (If there is an orientation, write in # of

sessions in parenthesis ( ) next to code)

Language study

Independent readings assigned

Curriculum development

8 Other (specify)

N
A

(
D
U
I
-
A
G
O
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21 a-f. Programming abroad: opportunities to Ieam, experiences and situations

that are part of the GPA program and take place abroad. Activities included in the

itinerary and proposal.

Note: Code each OTL occurring each day for 7 elements (keep OTLS in order by day): 1)

pedagogical approach; 2) subject; 3) locale; 4) resource personnel; 5) time (time of day and

duration); 6) grouping arrangement; and 7) Interaction with host culture.

21 a. Pedagogical Approach: pedagogical or instructional approach chosen for

the activity.

1 Not specified

2 Lecture: Emphasis on transmission of information to

Ieamers/participants via lecture or presentation. May include

opportunities for discussion

3 Media: film, video or DVD presentations

4 Site visit: Emphasis on physically being at a sit or location (tour, visit,

field trip). Unless othenlvise indicated, a site visit is defined as a tour

(guided or independent) and low interaction with the host culture.

5 Meetings: appointments and other scheduled or planned times to

meet with a person

6 Language training: activities that focus specifically on language

Ieaming (e.g., language courses, classes, lessons, instruction)

7 Service-Ieaming: activities that involve community service, Ieaming

experiences in collaboration with persons from the host culture (e.g.,

working with NGOS, job Shadowing and co-teaching)

8 Audience member: Participant is member of the audience (not an

active participant) for an event or activity (e.g., theater, dance or

music performance)

9 Meal with a purpose: meals that have a purpose such as

experiencing daily life in the host culture, group debriefing meeting

during a meal, or presentation during a meal. Meals without a

purpose were not coded

10 Home stay: time with a host family which could include spending the

day and/or night. In the case of a home stay overnight, sleeping

time (12 hours) was coded

11 Curriculum work: Time set aside for participants to do curriculum

development (e.g., group or individual lesson planning, collecting or

creating teaching materials, meetings to discuss curriculum plans)

12 Evaluation: activities focused on evaluating the GPA project

13 Group debriefing: meetings focused on debriefing or reflecting on the

GPA

14 Technology training: activities focused on Ieaming/using technology

(e.g., PowerPoint)

15 ' Homework: independent readings, writing, film viewing etc. assigned

outside of scheduled activities
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16

31

32

98

Other meetings: other types of meetings and gatherings of people not

listed above that suggest a combination of lecture/presentation and

discussion (e.g., workshops)

Travel time: activities involving travel to and from locales

Free time: unstructured time set aside. In coding, optional activities

are seen as free time

Other: approach that does not fit into one of the categories above

21 b. Subject: the overall topic or focus of the activity

U
'
l
-
h
O
J
N
—
i
-

\
I

10

11

12

13

14

15

16

17

18

19

20

22

98

Not specified

Arts: visual arts, crafts or folklore

Education: teaching and Ieaming in schools (all levels)

History: past events, societies and cultures

Contemporary society and culture: characteristics of daily life, shared

patterns of behavior, values, symbols, beliefs, customs

Economics and business: commerce, production, distribution,

consumption of goods and services

Politics and government: activities involving governance of a political

body, political science

Ethnicity: Shared cultural roots or heritage (language, geography,

identity etc.)

Gender: socially constructed roles, behavior

Technology: focus on Ieaming to use computer software or other

technologies

Environment and agriculture: Issues involving the natural

environment and ecosystems

Geography: focus on the study of the earth’s surface (e.g., landforms,

demographics)

Logistics: overview, orientation, introduction to the GPA project or a

city, country .

Village, town, city or other public space (subject of city or village tour)

Language: activities focusing on spoken word, communication (e.g.,

foreign language)

Religion: institutionalized system of beliefs and practices

Literature: activities focusing on written work

Performing arts: music, drama

GPA project: the program in which participants are currently involved

Curricular products: in this context, “products” participants are

expected to develop from the GPA (e.g., lessons, modules, units,

syllabi)

Other: subject that does not fit Into one of the categories above
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21 c. Context/locale: context in which an activity takes place.

0
3

«
b
O
D
N
—
l
»

7

8

9

10

14

15

16

17

19

98

 
Not specified

K-12 School: primary through secondary schools

Higher education facility: college, university, institute, research station

Business, industrial site: place of commerce, production or distribution

of goods and services

Farm, ranch: land devoted to agricultural production or

raising/breeding livestock, commercial or non-commercial

Natural area: lake, river, park, volcano, mountain

Restaurant, bar: public establishment that serves food and/or drinks

Private home: home of private Citizen

Government office: embassy, ministry of education, mayor’s office

Theatre: locale hosting performing arts

Town, village, city, neighborhood: community where people live

NGO/civil society office: office of non-governmental organization or

civic organization/association

Historical or religious site: locales that have historical or religious

Significance (e.g., tomb, cathedral, monument)

Museum: historical museum, art museum, cultural museum or other

type of museum

Other: locales not mentioned above.

21d. Resource personnel: individuals who will lead or serve as resources or

leaders for a particular Ieaming opportunity.

O
D
O
I
-
k
O
O
N
—
e

N

10

11

12

13

98

Not specified

Government official: personnel employed by the government

NGO staff: personnel working for NGO

Host K-12 teachers: teachers from the host country

U.S. faculty: higher education faculty from the US.

Community member: persons from the community not othenlvise

coded

Project Director: leader of the GPA and name on the proposal

transmittal form

Current GPA participants: those currently participating In the GPA

Previous GPA participants: previous GPA participants from the US.

(alumni)

Host faculty: higher education faculty from the host country

Artist, performer: person involved in creating or performing in the arts

Host country resource personnel: person from host country serving in

a position or occupation that provides a service (e.g., translator, store

owner, priest)

Host country students: K-12 students from the host country

Other: resource personnel that does not fit Into one of the categories
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21 d. Time: Code for two dimensions, time of day and duration of activity

1) Time of day: Part of day in which activity takes place.

Morning: between 9:00 am -1 :00 pm

Afternoon: between 1:00 pm - 5:00 pm

Evening: between 5:00 pm - 9:00 pm

Overnight (e.g., home stay)(
1
1
-
R
O
O
M

2) Duration: Time or duration of the activity (Write in # hours)

21e. Grouping arrangement: Ways in which participants are grouped for

activities

1 Not specified

2 Whole group stays together: activities such as travel, site visits and

lectures where the group stays together

3 Whole group does not stay together: activities in which participants

are either in smaller grouping arrangements or on their own.

21f. Interaction with host culture: degree to which Ieaming opportunities offer

the possibility for participants to interact with the host culture

1 No interaction

2 Some interaction: activities that involve some interaction with people

from the host culture but are but are shorter in duration than those

coded “strong interaction” (e.g., eating a meal, participating in a

dance or drumming ceremony).

3 Strong interaction: activities involve Spending a substantial amount of

time (more than a few hours) interacting with people from the host

culture (e.g., home stay

22a. Post-travel activities (not funded by GPA award): Activities that take place

after returning to the US, not funded by the GPA award (e.g., curriculum

development, re-entry session, school visits, presentations). (Choose as many as

applicable)

1 None

2 Orientation session(s): planned informational presentations,

discussions, debriefing. (If yes, there is an orientation or post-trip

meeting, write in # of sessions in parenthesis ( ) next to code)

3 Curriculum development

98 Other (specify)
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22b. Product and dissemination: Final product(s) that will result from GPA

(e.g., participant presentations, curriculum, website) and means of dissemination.

(Choose as many as applicable)

None or not specified

Website

Online curriculum

Curriculum (general)

Presentation

8 Other (Specify)t
h
C
D
N
-
l

22c. Evaluation plan: Methods used to evaluate the GPA (pre-departure,

abroad and post-trip). (Choose as many as applicable).

1 None or not specified

2 Group meeting

3 Survey: use of questions or interviews

4 Evaluation of curricula and other products

5 Evaluation of participant reports/papers

98 Other (specify)
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Appendix D: Coding Form

Date:

Coder ID:

Award Number:

Institution:

Title:

 

PART 1: GPA OVERVIEW

Overall Characteristics PROJECT DIRECTOR

1. World region 18a. Disciplinary Background

2. Country 18b. Occupation

3. Year 180. Institution

4. Length (weeks) 18d. Gender

5. # Locales 18e. Country expertise

6. Disciplinary focus 18f. Degree

7. Thematic focus 189. Previous GPA experience

8. Immersion

TARGET POPULATION

9. Standards

19a. Disciplinary Background

10. Total # Participants

19b. Occupation

11. Total # Project director(s)

19c. Institution

12. # Host country personnel

19d. Cost

13. Purpose

19f. Recruitment Focus

14. Internationalization

153. Context: Sub-national OPPORTUNlTlES TO LEARN

15b. Context: National __ 20. Fire-departure OTLs

15c. Context: Regional 21- OTLS Abroad (See next page)

15d. Context: Global __ 22a. Post-travel OTLS

16. Course Credit __ 22b. Product 8 dissemination

17. Level of detail of itinerary __ 220. Evaluation
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Activities Abroad (Itinerary for each week)

Week #

DAY 1

PEDAGOGY SUBJECT

SUBJECT

DAY 5

OTL PEDAGOGY SUBJECT

SUBJECT

DAY 7

OTL PEDAGOGY SUBJECT

1

LOCALE

LOCALE

LOCALE

LOCALE

LOCALE

LOCALE

TIME-DA

TIME-DA

TIME-DA

PERSONNEL TIME-DA
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DURATION

DURATION

DURATION

DURATION

DURATION

DURATION

DURATION

GROUPING

GROUPING

GROUPING

GROUPING

 

INTERACT.

INTERACT.

INTERACT.

INTERACT.

INTERACT.

INTERACT.
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Appendix F: Fulbright-Hays Group Projects Abroad Roundtable

Round Table Discussion on Fulbright-Hays Group Projects Abroad:

Lessons Learned, Innovative Approaches and Future Directions

TITLE VI 50th ANNIVERSARY CONFERENCE

Washington DC, March 21, 2009

8:30 - 11:40 am

Panel Description:

The Fulbright-Hays Group Projects Abroad (GPA) program was created almost fifty

years ago within the context of an increasingly changing, global context and concerns

that US. educators and students may not be prepared for such a changing world. The

GPA program was developed to strengthen the expertise of US K-12 and post-

secondary educators and students In the areas of foreign language, area studies and

lntemational studies through study abroad. GPAs continue to be an important part of

Title VI centers’ (and other institutions and organizations) outreach activities and one of

the few lntemational-related professional development opportunities available to K-12

and post-secondary educators. This round table will focus on lessons Ieamed, innovative

approaches, key issues and future directions for GPAS and includes leaders of GPAs to

diverse world regions, from institutions across the US. We will address five questions

and encourage GPA leaders (past and potential) to participate in this collective

discussion.

Discussion Topics and Questions:

1. Budget and Recruitment Issues and Challenges: How do you deal with issues of

logistics effectively, especially budget and recruitment?

2. Beyond Tourism, Preparation and Planning: How does one go about preparing

participants and planning an itinerary that goes beyond the ”tourist” experience and

provides meaningful field study experiences for educators (K-12 and post-secondary)?

3. Possibilities for Evaluation and Assessing Impact: What are the effects or Impact of

GPAS on teachers and students and how can we know? What are effective ways to

evaluate GPAS in particular, foreign language participants and overall GPAS?

4. Implementation and Follow-up: What kind of support is needed to help teachers

complete and implement their curriculum projects?

5. Fostering Collaboration with Colleges of Education: How can GPAS foster

collaboration between Colleges of Education and area studies centers or

departments/faculty who tend to be more social science or humanities oriented?
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Round Table Discussion on Fulbright-Hays Group Projects Abroad:

Lessons Learned, Innovative Approaches and Future Directions

TITLE VI 50th ANNIVERSARY CONFERENCE

Washington DC, March 21, 2009

8:30 - 11:40 am

RECOMMENDED BEST PRACTICES AND ISSUES FOR FULBRIGHT-HAYS

SHORT-TERM GROUP PROJECTS ABROAD

PLANNING

Program Design and Logistics

. Plan ahead; start planning early

. Read other GPA proposals and talk to previous GPA leaders

- Have in-country coordinators, and make sure they understand program

goals/objectives clearly

o Built the GPA on/around one’s personal relationships

0 Hire a back-up driver and crew

0 Structure the program so there is time for curriculum work, and also time to debrief,

especially after a day of difficult/sensitive activity

. Build in/organize opportunities to hear different political perspectives

o Try to have a briefing at the US embassy when arrive

. GPAS should NOT be completely free. Requiring participants to pay some kind of

fee may be an incentive to take the GPA more seriously (and complete curriculum

etc.)

0 Build in an incentive for participants who complete curriculum (or other products).

For example, return part of the funds contributed by participants after/if they

complete their curriculum (or other products)

. Use part of the funds participants contribute to pay for orientation and follow-up

support after returning from the GPA

0 Build in free-time (down-time)

. Share rooms to reduce costs - 2-3/room

. Draw on educational theory as a basis for design of program, i.e. transformational

Ieaming theory, experiential Ieaming, pedagogical development theory

. Begin recruitment early before awards are announced, “Contingent upon or

pending funding”

Collaboration and Partnering

o lntemational Baccalaureate (IB) schools

o Partner with colleges of education, consortiums of colleges and universities

e Diverse pool (from various institutions) builds in divergent views

o Use GPA as collaborative outreach (e.g., with community colleges, historically

black colleges, historically Hispanic colleges, Council for Opportunity in education

TRIO programs for first generation students).

Recruitment and Selection of Participants

0 Requiring letters of recommendation for participants increases quality of the pool

. Select participants who are in a stable place in their lives

. Select participants from different stages in teaching careers
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o Select participants with little lntemational experience

. Start early recruiting participants (e.g., summer institutes, conferences, workshops)

o Interview potential participants (phone or face-to-face, email questionnaire)

- Keep a data base of interested individuals with contact information and send out

recruitment announcements to this group. This is especially helpful when doing

multiple GPAs over time

PRE-DEPARTURE

Preparing Participants

0 Include orientation(s)

- Be clear about goals, objectives and expectations for participants at orientation

o Include people from host culture In orientation

0 Make use of embassy/consulate(s) In host country and embassy/consulates in US

for pre-departure orientation

o Cultural sensitivity training

. Briefing on politics and sensitive issues (in host country and US); not to project

personal perspective of the host country and US. politics

- Connect participants with each other in advance for group bonding (e.g., online,

pre-departure meetings, group work, workshop)

o Make goals and expectations explicit/clear including “deliverables”

PROGRAMMING ABROAD

Going beyond tourism - meaningful field study experiences

0 Balance travel, tourism and academic content

. Use all tourism type activities as learning experiences to problematize tourism and

reflect on it

0 Include experiential activities

. Partner with local NGOS and/or colleges/universities

0 Keep programming locally-based

- Included everyone (including driver, translator, guide) in group meetings and

debnefings

e Debrief after each activity (or as much as possible)

a Don’t plan too many activities for one day; avoid jam-packed itinerary

0 Include home stays

0 Include some language study as a window into culture and to point to the

Importance of knowing more than one language (at least one week)

- Expect that participants devote time/energy to study rudimentary (host) language

on their own, In the months prior to the trip

. Build in structured opportunities for discussion and reflection

. Have participants Sign a contract pre-departure (related to appropriate behavior)

. Develop a handbook of policies and expectations for the group pre-departure (to

review expectations while abroad)

. Use cognitive dissonance as a teaching opportunity

. Pair U.S. educators with host country educators

o Pair new teachers with veteran teachers

o Program visits with schools and students

0 Be Intentional about itinerary going from the familiar to the less familiar to the

unknown, ending in a place that is conducive for final reflection.

0 Build in time for curriculum development work during the trip

EVALUATION
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Effective ways of evaluating and assessing impact

. Develop a survey to send to all GPA alumni

0 Group journal as ongoing evaluation during programming

a The product/deliverable IS a way to benchmark success (e.g., presentations,

curriculum) that can be quantified (multiply by how many each would reach)

o Require a report on outreach presentation(s)

- Count the number of hits on websites with online lessons

o Conduct follow-Up phone interviews and/or online evaluation questionnaire

o Hold a reunion conference/meeting with GPA returnees and present (document)

best practices

0 Provide funds for teachers to attend conferences to present

. Make master teacher fellows — teachers lead parts of summer institutes

SUCCESSFUL POST-TRIPIFOLLOW-UP

0 Have participants Sign a contract pre-departure (including deliverables post-trip)

. Develop a handbook of policies and expectations for the group pre-departure

(Including deliverables post-trip)

o Build into the GPA that participants will be reported (“told on”) to the GPA program

officer and participation in future GPAs may be jeopardized for not completing

curriculum (or other products)

. Partner with an NGO to handle disseminating the products and follow up, etc.

- Build into agreement/contract (in advance) that schools will agree to cost share to

fund follow-up activities

Curriculum Development

- Offer graduate or continuing education credit for participation and curriculum

development

o Structure the program so there is time for curriculum work

o Build in required post-trip curriculum workshops

a Partner post-secondary and K—12 educators for post-trip curriculum work

. Opportunities to work with specialists during and after programming abroad

- Include a curriculum development specialist as an assistant to the GPA. This

person begins work with participants during orientation and continues working with

them until units are submitted

. Provide opportunities for GPA as a group to share thinking and evolution of their

curriculum development during the trip

ISSUES AND RECOMMENDATIONS

For the GPA Program

o Funds can be expended in-country only

o Difficult to find funding to cover pre 8 post-trip activities

a 1/2 federal per diem limiting especially in areas that areas that are tourist locations

and/or during summer peak travel season

. Late notification makes it difficult to make reservations or commitments to GPA,

especially given that these are groups of 15 people

. Importance of framing proposals and itineraries in an academic context

. How to show the educational benefits and multiplier effects of GPAs

0 Evaluation and assessment tools to show effects and Impacts (in US. and host

country)

. Problem with compliance after the trip: Include the requirement that if participants

don’t produce the product could jeopardize their future GPA opportunities
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 o Advocate for the inclusion of sciences and math — (in particular for community (,1

colleges and colleges of education)

. Disconnect between mandate of Fulbright and the projects

o Help GPA project directors connect with embassies/consulates

o Make cost sharing a required component of the proposal. However, cost sharing —

triggers administrative issues — accounts, difficulty leveraging other funds - maybe

better to describe the types of activities required (not cost share explicitly)

. There is a need for some type of a manual of best practices

. Develop a common template for curriculum

0 Connect curriculum from GPAS with the new Title VI portal

«- The impact of the GPA is often demonstrated much later, the end of trip evaluation

can not capture this

For Project Directors/Future GPA Proposals

0 Frame proposals and Itineraries in an academic context - when Including “tourist”

activities

o Include evaluation and assessments that Show effects and Impacts (In US. and

host country) - need quantitative data (more than anecdotal).

. Given the late notification and no funds to make early reservations, a director has

to convince people I am working with to make reservations on my good word -

Have to use my own social capital

Questions

. How can the evaluation system be modified?

o How to track the multiplier effect of GPAS?

. How to track and maintain accurate data and who could do this?

. How to evaluate lesson plans?

o What kinds of questions might help select quality (serious) participants?

. What is the difference between tourism and visits to cultural/historical sites?

0 How can those of us who have received GPAS and hope to apply again build a

learning community to improve the over all quality and impacts of GPAS?
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Appendix G: Interview Protocol

Group Project Abroad to Belize Pre-dissertation Research

June 2005

PROJECT DIRECTOR

Goals and Planning

1. What aspects of your background have you drawn upon in planning this

GPA?

What are your goals for the orientation and professional development?

How will you prepare teachers for the GPA?

What experiences do you think will be new or different for teachers?

What has been Challenging for you in planning this GPA?

Why is this trip put together the way that it is? Why Belize?

How did you select the readings for the orientation list? Why? Which ones do

you think will be most helpful for teachers?

8. What is your role once the group arrives in Belize? How much will you

participate in activities?

9. What parts of the GPA do you think teachers will enjoy the most?

N
P
’
S
’
I
P
P
’
N

Learning Opportunities

10. In the itinerary, there are a variety of activities. What'is the difference between

meetings and visits? Visits, trips and tours?

11.How did you choose the people with whom teachers will meet during the

professional development?

12.Could you tell me more about the role of gang members included In the

itinerary? What will they do?

13. Were there other experiences/opportunities that you chose not to include?

Why?

14.Why will teachers take part in language study? Why is this included in the

GPA?

15. What will teachers do when they are not participating in itinerary activities?

16.Which experiences and Ieaming opportunities will help teachers develop

cultural sensitivity on this GPA?

17. How will connections between the US. and Latin America be made? Why is

this important?

18.Which experiences and Ieaming opportunities will help teachers

intemationalize their curriculum?

19.There is an opportunity for teachers to work on curriculum development. How

will this happen? What form will this activity take?

20. What will happen when teachers return to the US. in July?
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