
I
i
i
!

V
1
7
3
2
}
.
.
.

.
A

A
.

A
}
,

.
V

.
.
A
.
5
;

.
.
.
:
.

.
.
.
A
.
.
V
A

.

 

  
.
1

A

A

i
a
u
p
“
c
n
.
n

v
‘
O
\
v
A

.
1
.
-

v
A
p
!
!
!

A.
.

,
.
A
.

l
i
k
e
.
.
.

.
$
5
1
.
1
.
.
.
A
V
H
I
S
I
.
.
.

s
.
.
.

L
E
A
.
‘

.
.
-

.

n
3

.
.
A
.
.
.
V
V
.
.
.
.
.

A
A

..
4
.
.
.
.
.
.
fi
g
“
.
.
.

.
:
.
.
.
.
.
.
.
.
.
.
2
.
.
«
.
1
4
1
9
:

.
A

V

L
u
.
.
.

3
2
.
.
.
.
.
.
-

z
t
t

..

.
3
.

I

1
:
5
3
.
.

..
.

1
%
.
.
.
.
L
z
h

.
i

R
:

:
3
.

‘
4
1

.
7

.
t

(
I
t

5
.
.

\
b

E
8
.
§
E

.
1
3
4
5
1
.
1
%

2
t
h
»
:

.
“
H
I

t
:

2
1
‘
.

9
‘
5
!

.
..

1
!
.

’
A

E
m
”
.
.
.

:
1
.
.
.
J
R
?
“
%
:

:
v
m
u
v
l
h
v
fl
fi
w
1

1
.
"
.
3
‘

2
.

A
z
t
a
s
z
.

.
E
.
.
.

.
h
a
.
.
.

.
3
1
.
.

{
I

.
7
.

:
.
:
.
.
~
¢
.
I
-
.
I
z
.
.
.

.

,.
V

i
‘
v
x
‘
i
v
a
X
N
v
t

3
1
‘
s
.
.
.
A
u
t
l
k
.
.
.
l
.
~
.
t
t
i
n
.
t
¢
V
.
L
€
.
.
o
.
.
.
4
.
?
)
K
V
‘
.

.
V

A
u

i
n

3
.
}
.
‘
i
t
‘
g
c
z
t

a
s
t
‘
i
t
t
t
t
§
%
.
x
fi
.

a
.

I
A.

‘

V
.
‘
I
|
|
(
.
)
.
A
I
I
A
~
.
3
~
I
t
fi
g
fl
u
i
;
d

A
n
x
V
”
“
1
.
.
.
)
\
$
§
.
.
§
H
.
.
.
‘
£
\

”
1
3
‘
!

»
.

.
(
l
l
:
.
.
.
~
6
¥
t
.
.
¢
t
.
v
§
«
.
c
.
d
n
¥
i
.
\
\
.
P
l
:
H
.
3
1
9

.
.

1
.
7
!
:
V
a
i
l
}
,

t
1
5
.
.
.
\
|
V

A
;

(
l
.
1
i
L
1
L
.
v
\
:
L
.
~
.
.
L
L
§
.
3
3
.
.
.
.
3
5
7
.

£
4
1
.
.
.
.
l
t
A
.
.
.

E
r
b
i
fl
l
fi
fl
fl
u
:

                          

.
a
A
l
.
.
o
v
a
.
-
.
u

\
A
A

.
A

.
I
.

3
.
5
.
3
.

V
a
m
p
.
“
.
3
3
3

.
9
.
.
.

:
.

V
.,

u
‘

5
1
.
.
.
“
!

r
;
~
§
t

a
.
.
.
(
V
A

y
i
n
v
i
y
i
i
t
"
.

3
.
.
.
:
(
‘
1

L
t
u
n
t
i
l
n
v
w
g
l
z

(
u
t
i
.
£
.
i

.
.

V.
2.
..
‘
I
a
e
z
t
n
u
fl
a

fi
t
.
.
.

A
.

V

.
1
2
2
.
.
.

V
.

L
.

a
.

a
l
“

.
3
1
1
“
.
A
z
‘
3
0
1
l
fi
fi
n

I
u

‘

A

’
4

fi
z
‘
b
s
“
.
i

A
x
i
i

f
i
g
.
.
.

.
1
1
0
1
7
.
1
(
a
)
!
”
.
l
u
l
‘

.
2
6
1
1
.

‘
A
Z
:
.
.
‘
n
n
.
V
.
V
-
¢
I
\

.
1
1
.
!

                          

A
“

                   

i
i

4

A
4
\

w
i
t
»
3
“
?
!

:
4
7
!

A
.
~
1
3
-

.
.
.
.
.
.
1
.
‘
l
l
n
.
\
~
s
.
v
3
.
:
l

I
w
u
‘
l
u
l
l
g
‘
z
b
n
w
l

.

A
A
.

..
9
2
3
7
5
1
.
.
.
A
fi
m
fi
w
u
r
fi
l
l
l
i
u
z
l
.
.
.
.
.
§
‘
1
1
5
.
.
.

A.

I
I
.

{
1
5
.
5
.
2
.
4

2
.

.
9
1
5
.
1
4
7
.
7
3
8
1
;

“
£
3
3
1
.
.

2
.
1
.
2
.
3
.
.
.
.

.

V
V

2
-
2
.
3
.
3
2
.

a
.

.
..

..
.
3

.
\
1
3

I
.
.
.

x
-
.
-

.
‘

.
i
n
}
?
1
3
.
!
!
!

.
A

               

 

T

‘.

 

                              

 

i
.

.
t
:

.A
.V

.

..
S
.
.
.

m
u
t
t
!
“
t
h
d
‘
i
.
.
.

..
..
W
t
.
.
.

(
.
\

‘
5
5

I
.
.
.
E

.
‘
l

A
h
‘

.
‘
\
.
~
l
‘
.
¢
1
.
‘
L

:
V
A
.
.
.
4
.
?
.
V
.
A
H
I
t
i
l
t

.
J
a
m
.
.
.
.
1
.
.
.
A
:
.
3
2
.
A
,
1
.
A
A
J

.
\
O
I
i
‘
.
«
.
A
L
t
V
.
§
A
U
|
.
£

‘
4
.
.
.
.
.
1
v
A
.
c
A
A

s

.
.
7
7
.

Y
1
}

.
V
I
I
I
v
A
~
r
V
Q

 

    

5
:
3
1
.
1
‘

.
t

A

.
t

.
t
5
.

4
.

K

I
.

A
.
.

.
i
t
.
.
.
L
A
.
.
v
.
.
.
¢
.
:
.
.
x
q
t

t
A

.
1
.
.
.
.
.
v
t
5
5
1

4
4
.
5
1
3
.
1
5
.
3
1

a
l
t
.

V.
,
.
.
‘
.
.
.
o

.
.
I
l
i
t
fl
t
.
.
.
.
.
.
.
.
\
.
§
.
~
u

.
5
i
.
.
.
“

S
»
!

..
V
i
i

1
3
L

f
r
.
.
.

t

.
A
?
(
.
7
2
1
3

.
5
.
.
.

t

y
t
.

 

    
 

2
:
.
“

h
u
u
n
w
fl
v
n
.

1
.
9
.
3

A
i
.

(
5
2
"
;

l
‘
t
t
i
.
.
.
£

.
c

.
o
9
2
,
1
!

‘
1
.
.
.
-
\
~
l
h
u
!
a
“
3
‘
3
1

“
l
i
n
k
v
u
v
n
n
fl
w
l
fl
u
fi
l
m
s
}

A
0
5
.
.
.
.
n
u
n
}
.
A

1.
.
I
I
I
)
.
.
.
»
:
3

A
.

.
l
.
.
b
&
\
.
fl
.
.
l
!
t
.

.

.
.

.
t
h

7
‘
7
1
:

"
N
u
n
.
.
.

.
A

K
:
-

.
J
.

3
3
.
.

3
‘

    

 

  

                     

c

3
.
.
.
.
.
.
1
2
5
1
1
.
‘

‘
1
1
.
v
,
.
7
1
.
}

i
l
t
l
e
l
l
l
l
l
t
l
l
l
t
l
t
l
l

u
l
t
i
l
l
i
l
b
r
t
i
‘

V
i
.
|
l
‘
£
’
1
\
o
{
\
‘
n
.
.
.
~
§
.
‘
o
i
u
&
\
!
s
\
.

I
!

{
1
0
3
2
7
.
‘
1
1
0
9
1

u
A
.
.
.
t
7
3
1
9
.
5
3
1
}

.
1
:

.

I
.

,
-
~
3
~
¢
l
i
|
i

I
.
l
O
t
€
l

.
»
f
l
i
r
t
.
.
.
-

i
‘
o
v
i
t
‘
i
‘
n
t
‘
l
a
‘

.
0
:

1
;

\
.
.
‘
|
t
i
l
!

i
l
l
l

.
I
‘
I
-
{
i
I
F

r
 

 

7.
~

I
i
i
}
!

.
.

.

§
:
!
1
.
l
u
!
~
t

l
z
g
$
\
:
t

E
z
l
‘
v
x

.
“
.
‘
\
i
t
‘
l
l
,

*
5
.

V
6
1
.
2
5
5

.
.
:
c
I
H
U
‘
x
W
J
.

n
g
.
l
‘
fl
.
.
.
§
‘
1
fl
b

z
~
€
»
!
.
‘
1
~
t
\
l
z
t

3
‘

V
i
i
(
\
~
s
a
l
«
z

     

(
A
;

§
J
.
A
~
.
§
.
.
\
7
a
~
h
}

a

}
!
I
.
.

.
.
1
.
‘
~

A
l
e
fi
.
.
.
.
5
1
.

:
3
.

\
\

l
V
.
.
.
A
‘
5
‘

.

.
.
i
.
1
.

 

                  

‘
~

.
7
3
.
.
.
.
.
.
I
v
3
‘

3
‘
1
1
3
1
!
.
|
I
V
Y
.
.
I
{
\
N
.

1
1
1
%
.
?

V

(
I
i
i
!

.
!

V
I
V
A

A
V
A
A
m
I
§
A
§
w
A
E

A
V

V
a
s
.
.
.

..

A
.
.
.

.
.

.
V

.V
.

.

V

.
5
‘
2

.
3
3
.
!

“
a
u
n
t
!

i
t
.

a
s
.
.
.

.
.
.
,

.
(
.
3
1

S
i
f
t
-
i
v
.
.
.

                 
                      

3
3
3
.
.
.
!
i
i
:

.
1
9
2
1

{
$
5
3
1
.

A
.
3
1
1
1
‘

1
1
:
5
1
.
.
.

.
5
.

.
.
y
»
)
.
.
%
\
2
.
5
~
7
.

4
7
‘
.
.
.
3
.
5
.
1
.
7
.
5
:
.
.
.

:
A
’
l
i
z
fl
A
i
.
i
i
}
i
n
5
}
.
’
\
.
—
§
|

‘
2
i
n
.

~
5
~
‘
\
Y
i
‘
l
‘
n
:
§
l
,
%
\

5
.
4
3
.
1
:
:

l
i
f
t
“
.
.
.
.
.
.
.
.
5
1
3
.
3
3
“
.

t
i
l
!

.
.
.
z
i
t
:

m
u
t
i
n
y
.
.
.
(
l
a
x
i
t
z
u
t
.
A
A
.
.
i
:
-
»
.
.
\
~
n
.
‘
i
z
c
a
fi
i
u
n
h
v
l
a

.

A
.
i
i
i
.

A
R
u
i
n
i
t
.

.
6
;

.
v

L
.

3
1
9
.
1
1
.
!

c
!

2
:
.
1
1
\
c
‘

.
;
§
%
&
‘
5
“
“

“
V

.
l
g
e
v
z
‘
t

n
.
.
.
.
V
2
.

A
m
t
-
3
|
”
!
-
z
l
u
n
u
a
a
t
h
\
:

7
.
;

..

V
I
l
a
»
.

.
1
5
.
5

                                       
   

-
L
.
.
.

..
.

.
a
r
e
.
1

3
.
1
.
1
:
!
!
!

.
2
5
7

1
.
7
”
.

:
A

         
 

 

 

           

a
.

 
 

 

I
.

A
A
:

.
t
f
fi
g
u
fi
u
i
t

m
u
g
.
.
.

2
3
3
.
“
.
.
.
A
t
x
u
fi
m
w
n
fi
t
x
fl

1
A.

..
A
?

‘
0
.

                      

A
t

I
.

‘
1
’
.

~

-
I

A
i
s
“
)

l
L
L
fi
h
l
.
m
l
k
u
m
.
W
g
u
U
A
.
.
.

h
V
5
1

.

1
?
?
”
a
t
?

u
u

1
1
1
s

L
.
.
.

.
.

N
I
.
—

.
.
a
.

r
.

\
L
.
E
t
i
l
l

t
!
A
.
\
7
v
.
.

.
«
I
»
.
.
.

.
\
.
.
V
.

t
a
i
l
}
:

I
r

I

.

.
A
.

.

.
I
2
.
3
1

8
L
4

J
.
6
‘
4
“
“
.
3
t

~
v

l
.

J
V

l
i
l
t
v
a
n
h
fi
l
d
fl
d
fl
fl
t
fl
.

.
.

,
A

0
.

vi
).
..

L
b

.
.
.
.
V
|
1
.

.
.

\
I
I

L
E
I
:

=
1
.

I
T
A
A
H
A
A
Y
Q

.
$

..
§
%
§
t
fi

.
1

.
5
2
.
.
.

.

.
.

I
.

A
)

E
I
U
‘
l
A

.
A

\
‘
.
\
:
M
‘

A
1
1

_
.

.
VV

.
L
5
1
.
.
.
“
.

V
.

..
.
5
‘

\
‘
V

n
l
)
.

”
t
n
.
g
n
u

V.
4
.
9
.
"
.

..
t
h
l
i
l
u
l
'
.

.
v

A
1
1

t
t
‘
l
V

i
g
u
m
n
t
h
w
m
w
t
2
.
2
.
4
3
1
.
.
.

r
u
n
g
.
.
.

V

V
I
}
.

(
£
1
4
1
7
.

.
L

D
.

.

V
a
t
.

1
‘
3
2

1
.
.
.
?
t
u
g

\
,
\

.
1

e

.
7
1
.
.

..
1
1
.
1

.
.

2
!
.
.
I
A
(
.
.

..
.

5
.
9

1
9
5
5
!

1
‘
1
1
.
-

A

          

I
$
3
2
.
}
:

.
I
:
t
I
-
u
l
l
l

         

.
a
.
(
l

S
‘
Q
I
I
Y
‘
I
R
A

i
n

{
i
‘
t
‘
w
‘
i
‘
v
i
‘
fi
a
n

.
{
‘
1
1
:
}

l
l
\
1
i
n
‘
l
v
l
i
u
l
.
'
.
a
A
i
\
-
.

V.
«
i
s

J
F
V
I
L
V
\
«
1
|
“
.

.
3
3
3
1
.A
L
!
$
3
1
1
.
1
5
.
I
»
)
:
$
3

‘
.
s
z
i
x
-
‘
(
I
w
b
c
i
l
i
u
‘

3
1
1
‘
?
)

  

A
$
\

I
r
i
s
.

 
   

.
1
3
.

A
L

                            
      

.
E

S
W
W
l
T
I
A
r
r
Y
D
I

H
t

.
1
1
5
$
?.x

Az
A.
i
n
;4
.
1
.
3

.n
A

V
n

.
.
\
.
.

w
L
.

1
h
r
?
-
s
i
§
.
fi
w

.
1
1
1
.
x
x
x
-
f
f
.
.
.

x
:

.

L
k
1
.
.
\
.
z
t
.
x
.
w
g
t
.
n
\
H
i
x
é
A

A
fi
h
w
fi
a
w
h
v
fl
w
g
t
.
7

t
.
.

9
.
.
.
.
.
-

A
R
.
.
.

L
u
a
n
n1
9
.
1
3
V-

i
n
.
.
.a
g
e
i
fi
m
u
f
t
_
-
m
m
,
A
.
,
§
.
A
A
A
A
fi
.
A
z
A
A
V
r
t
.

.
1
.

V
t
.
l

V
.

.
A

.

t
i
»
.
.
w
h
.
.
fi
n
u
.
i
.
€
1
1
.
2
:

..
A
1
%
?

.
K
.
L
fl
%
x
x
§
.
d
§
$
¥
k“
K
B
.

1
5
%
.
!

.
1
1

r
a
y
.
.
.
)

V
I
L
A
L
I

1
.

.
1
.

.
3
0
.
}

.
x
x

.
A
I
S
L

t
n
.

I
L
;

V
{
I
n
}

\
A

i
t
“
x
s
g
u
m
y
u
fi
y
w
m
fl
!

fi
g
.
.
.

.
A
W
L
A
A
L
Q
V
A
W

A
.

A
i
d
”
.
1
C

C
u
t
s
.
.
.

A
.
.
.

L
$
3
8
.
“
.

    

[
.
1
3
.

r
..

i
n
t
]
:

t
i
l
‘
fi
V

r
i

.

l
l

3
“
»
:
L
.

               

%
A
.
.
.

i
a
n
h
t
.

t
.
.
.

A
L
L
.

.

u

,

E
s
t

t
m
m
.

A
1
5
2
4
!
.
n
u
n
»
.

a
.
.
.

.

_
VA

b
t
i
A

A
.

.V
A

A
3
:
.
.
.
M
a
i
?
!A
.

:
2
.
.
.

a
s
:
h
:

L
a
n
i
.
.
.

.V
x
i
i
i

.
a
.
{
$
1
3

.

(
.
3
9
t
h

V

I
A
t

A

x
“
!

.

8
%
.
.
.
t
‘

.
‘
n

‘

t
.
8
.

t
i
n
.

a
m
”
!

A
3
)
.
.

u
”
.
9
1

L

..
r
g
V
u
H
S
V
R
t
{
t
h
o
u
{
1
9
3
.
0
%

A
c
a
m
.

.
t
h
-
fl
t
t
c
r
x
f
:

.
9
:

V
.V

..
A
5
5
4
%

.
.
‘
m
b
t
i
k
fi
fi
c
v
l
h
l
h
‘
t
i

I
.
.
n

.-
r
E
l
k
-
5
8
.
3
.
.

V
i
t
a
“

i
.
.
i
z
fi
l
h
fi
s
J
‘
w
n
v
i
a
l
.

.
.

2
.
1
.
9
.
9
4
.
“

.

..

t
A
‘
H
V
l
i
N
N
E

.
5
8
.
“
F
A
X

A
b
.

1
:
1
3
.
3
1
3
:

.
1

-
r

V

6
!
.

i
n
h
u
i
t
z
u
n
l
.

E
V
Z
A
I
:

:
3
.

i
3
.
.
t
r
.
a
n
.
1

*
h
»
t
:
5
.
.
u
1
.
u
~
d
~
r
.
.
§
1:
..
1.
..
!:
de
..
.§
..
..
i
f

z
n
u
.

                                            

.
.
.
V
.
.
V
.
v

.
2
3
.

a
.

.
.
.
A
.
e

.
.
.
.
A
.
r
.
u
.
u
v
x
:
n
4
e

5
.
5
3
.
3
3
!

                                    

      
       

 

                  

 

     

A.
V
4
.
3
%l
a
g
s
.
.
.
“

.
B
F
.
.
G
.
¢
A
%
1

.
L
U
.
»

L
V
.

A
l
.
.
.

V
..

L
A

.
\

.
V
i
.

“
H
.

A

i
n
“
.
.
.

n.
.
.

A.
..

A
.

x
}
.

V
L
1
1
4
.

L
.

,
K
V

.
.
L

t
:

A
‘

.
1
1
.
)
}
!

5
.
1
.
5

t
u
n
—
3
.
.

A

                                 

5
:

.
v

t

t
i

.-
E
h
t
c
t
a
n
t
A
l
t
:

r
t
b
t
‘
.

I
I

V.
m

s
(

..

4
t
h
l
l
‘
s
l
l
l
i
d
fl
i
l
'
l
g
g
l
5
1
.
2
3
.
!

t
.
t

I
v

t
.

G
‘
u
‘
s
i
i
l
l
t
l
i
t
l
t
s
n
.
5
.

u.
.

.
C

t
i
t
l
d
l
s
t
t
t
l
.
.
.
‘
(
t

.

.
.

s

.

                                   

\
a
i
‘
i
z
u
l
i

§
\
.
|
“
l
\
l
‘
7
\
‘
h
‘

.1
33
..
.
i
s
}
.
.
.

.
I
q
o
b
n
t
s
l
i
q
v
l
.

‘
S
V
B
H
W
H
J
'
V
A
I
J
A
B
t
a
t
‘
I
I
H
-
I
S

I
A
¥
V
‘
(
{
h
i
-
m
.
“

..
5.
..
..
.
A
1
1
2
:
I
h
u
l
‘
!
!
!
$
l
h
¥
«
$
i
i
!
r
o
.
.
.
\
1

é
g
l
v
g
a
i
i
a
v
i
k
n

.
1
2

V
A

A
(
3
1
.
.
.
.

t
.
.
.
3
1
.
.

a
}
.

€
1
2
-
2
1
y
z
u
v
i
t
fi
v
g
g
l
a
s
.
.
.

V

‘
3
5
.
.
.
!
1
!
.
.
1
§
A
V

.
3
5
8
”

2
,
.

\
‘
V
E
.

fl
i
r
t
a
u
H
P
¢
\
.
|
i
i
!
l
‘

s
1
.
.
.:
1
4
. !

§
A
\
V
|
\
A
l
’
v
t
3
1
.
3
4
1
:

5
»

£
1
5
3
3
7
.

Y
3
.

e
t
c

1
)
:
}
?

.
i
f
S
I
A
G
~
3
i
L
Z
A
C
a

.
:

.
f

5
.
.
.
»
.

5
3
“

I
£
h
‘
s
fi
‘
)
.

(
I
n
“
D
I
E
I

l
i
‘
fi
l
l

L
V
A
A
A
‘

V
‘
X
n
g
u
‘
l
‘
l
‘
l
.
fi
n
§

v
.

.
.

.
$
3
.
1
3
.
:

:
2
}
.
.
.

4
.
2
.
7
.
5
1
.
.
.

A
.
7

1
6
0
3
.
.
.
}
.
.
.
‘
0

8
:
3
7
1
:
3
2
.
-

.
n

..
Y
I
L
A
I
:

.
.

  

   

                  
  

 
 
 
 

  
  

\

   
 

.
.

“
I
t
“
.
.
.

.
1
2
.
:

a
s

t
1

t
a
u
t
?
!

.
1
»

.
1

h
i
m
»
.
.
.

.
3
.

.

.
.
i
t
l
i
l

u
t
fi
fi
u
v
l
t
c

1
.
0
“
»
.
A

.
3
.

.
c

A
.

.
.

~_
.

2
.
1
4
3
2
5
.
.
.

_
t
l
e

.
h

1
“
“
.

m
.
.
.
“

(
a
t
.
.
.

A

L
2
3
1
.
2
9
5
.
.
.
.
A
t
t
z
i
t
l
s
n

3
.
.
.

(
$
5
1
,
7
2
5
.
1
9
.
A
v
‘
u
K
K
I
C
I
E
t
h
-
V

i
t

..
k
z
t
i
i
z
l
k
l
‘
i
‘
t

{
l
l
-
I
E
!

..
i
t
.
.
.

 

 

‘7

92

~ 1'!

_ «V V _
,,7 V ,

a.

h
h
h
h
h

V

7-

ii

S

2
3
1
-
.
.
.

.
5
a
n
.
.
»
i
t
"
s
}
!
l
‘

{
l
i
v
i
d
-
’
3
‘
-

A

\
l
‘

I
)
!

.
‘

.

:
1
)
"
,

V
.

3
4
‘
:

1
4
‘
»
.
.
.
q
u

“
\
E
I
T
A
’
1
1
.
!

u
u

.
.
1

I
Q
!

a
b
l
A
i
t
A
i
z
i
v
i
-
U
.
.
w
h
l
A
l
.
l
X
fl
.
.
i
.
.
.
v
.
v
n
A
\
.
.
.
a
l
7
1
A
Z
.
A
¢
I
h
.
.
g
i
i
l
t
.
z
t
.
l
.
.
.V
s
n
é
‘
l
fl
u
n
h
A
l
3
.
1
5
%
.
.
.
.
1
8
.
.
.
.
.
.

V
V

x

.
h
z
.
l
.
l
~
3
v
\
.
\
;
\
z
n
4
§
a

(
A
J
V
S
A
A
I
A

"
D
I
!
t
?
!

V
N
h
h
b
‘
fl
k
u
u

N
.

a
n
.

.
.

V.
V

A.

J
.

.
5
4
.
.

.
.
5

1
3
.
1

.
I

.
l
b
.

{
C
I
I
I

‘
9
,
.
£
3

v
:
.
l
i
)
.
i
.
~
V
§
1
-
N
w
~
r
%
\

v
.
6
5

A
t

h
.

\
$
.
1
.
§
\
.
.
A
‘
~
l
.
n

.
3
.

\
i
d
fl
u
u
v

.
b

V
1
.
.
.
“
.

t
:

I

W

.
.

.
‘
d
Q
t
‘
:

“
3
‘
4
.
a
n

.
m
a

:
1

V
{
3
1
.
5
.

V
1
.
!

I
J
.
.
.

t
1
1
.
5
.
1
.
3
?

n
.

E
x
t
t
x
i
z
k
fi
q
x
l

1
“

l
-

}
;

7
.
“
.
i

s
b
'
.
-
‘
£
‘
-
I
a
§
l
l
fi
o
.
l
i
u
s
s

1
5
.
1
.
.

0
"
.

$
9
1
5
1
»
!

\
.
7
5
\
I
.
.
.
$
.
{
I
t
‘
K
I
L
L
i
t
L

.
3
1
.
}
t

i
t
3
.
9
.
1
4
.
1
:

3
.
3
3
2
3
6
2
.

t
z
i
t
x
.
.
l
d
w
.
.
.
.
~
l
£

.
.
.
.
.
fi
¢
v
¢
t
d

.
.
\
A

$
5
.
8
5

V
A
9
3
7
}
.
.
.

‘
N
u
.
.
.

.
.

3
V‘.

,

s

  
 

7
2
.
1
.
“
.
.
.
1
‘
.
:
.
V
-
\

a
.

I
r
v
}

v
.A

1
3
1
:
7
A
g
l
.

.
3
3
1
1

x
i
v
i
t
.
.
-
1
1

5
-
1
.
!

\
H
.
.
.
(
E
i
l
u
i
fi

1
1
¢
:
.
3
1
.
.
.
V
.
.
Q
J
.
.
!
~
I
:
.
I

i
t
:

l
l
i
v
‘

u
.

I
fi
e
h
“
i
;
\
~
§
.
‘
l
l
‘
|
’
i
‘

A
V
t
h
z
t

.

i
‘
V
E
‘
P
I
‘
I

.
4
1
“
.
.
“
K

5
7
1
.
.
“
5
“
;
o
“
l
.
~
i
u
‘
%
‘

.

'
I
\
,
\
5
4
T
l
.

‘
1
w
H
‘
u
v
‘
l
‘
s
-
V
I
A
‘
7
.
‘
1
‘
0
2
;

3
.
n
i
fi
v
’
.
X
E
I
‘
D
C
‘
V

.
A
3

,

            

a“:

  
$
3
.
;

\

.
i
.
1
(
¢
\
¥
i
l
\
h
’

.
.

‘
7
'
.
.
.
1
5
0
$
!
1
3
.
7
1
3
.
3
3
4
.
3
2

~
1
H
1
»
.
.
1
.
2
.
.
1
\
.
.
£
5
3
1
.
.
.
.

~
..

.
.
.

.
A

.
i

2
7
3
1
‘

.
s

.

4
3
A
}

1
.
.

V
V

H .
A

V

3
.
.

.

A
.
.
.
)

 
 



» LIBRARY

; “#111301: State

University

fHESiS

 

     

  

This is to certify that the

dissertation fiwfismfifikd

AN ASSESSMENT OF GLOBAL KNOWLEDGE

OF K-12 TEACHERS IN

AN AMERICAN-SPONSORED OVERSEAS

SCHOOL

presented by

Donald Louis Wieber

has been accepted towards fulfillment

of the requirements for

PhD degree in ur 1011 n&

 

Major professor

0-7639



llI’ll/IlyllwlllflwmllIlljlflllfllml

 

   
 

RETURNING MATERIALS:

)V1€SI_] Place in book drop to

LIBRARJES remove this checkout from

£32... yFFFFFFFFd. FINES will

b harged if book '

t rned after the d t

t ped below.

 

 

"2- -. ,

. . ,,_.l

14?”?

3 0 A 29

  



AN ASSESSMENT OF GLOBAL KNOWLEDGE 0F K-12 TEACHERS IN

AN AMERICAN-SPONSORED OVERSEAS SCHOOL

By

Donald L. Nieber

A DISSERTATION

Submitted to

Michigan State University

in partial fulfillment of the requirements

for the degree of

 
DOCTOR OF PHILOSOPHY

Department of Administration and Curriculum

T982

 



4
‘
;
7
7
i
v

7
‘
9
4
m
,

ABSTRACT

AN ASSESSMENT OF GLOBAL KNOWLEDGE 0F K-lZ TEACHERS IN

AN AMERICAN—SPONSORED OVERSEAS SCHOOL

By

Donald L. Nieber

The purpose of this study was to measure the global knowledge

of K-lZ teachers in an American-sponsored overseas school and to

examine this knowledge relative to selected characteristics and back-

ground of the teachers. The global knowledge was measured by an

instrument developed by Educational Testing Services, Princeton, New

Jersey. It covered thirteen global issues and stressed the themes of

interdependence among nations, the problems of developing nations, and

such historical changes as necessary to understand the modern world.

The test is not an in-depth assessment of global knowledge about each

issue but rather a survey whose strength lies more in its breadth than

in its depth.

Within the limitations of setting, population, and methodology,

the major results of the study were:

1. Teachers assigned to teach mathematics or science scored

higher on the knowledge test of global issues than teachers of elemen-

tary, foreign languages, or humanities including social sciences.

2. Education majors scored lowest when compared to teachers

with majors in mathematics, science, social studies or foreign language.



   

Donald L. Wieber

3. There was no significant statistical relationship between

the composite score on the global-knowledge test and the number of

languages teachers know. Likewise, the scores of foreign language

teachers were not significantly different from scores of teachers

assigned to teach humanities, nor were foreign language majors‘ scores

different from social science majors}.

4. A significant correlation, though slight, existed between

both the number of countries a teacher visited or lived in and the

length of time spent in such places, and their performance on the

test of global knowledge.

5. With the variables of age, years teaching, years teaching

overseas, highest degree earned, and the perceived training to teach

about other cultures or countries, no statistically significant rela-

tionship existed with the composite scores on the global knowledge test.

6. When rank ordering the thirteen issues, teachers scored

well on tepics of geography, culture, health. With topics of religion,

energy, and relations among nations, the respondents scored lowest.

An examination of current teacher-preparation practices as

well as the need for inservice programs in global education for teach—

ers appears in order if students are going to be instructed to a level

of knowledge considered necessary for an adequate understanding of

global situations today.
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CHAPTER I

THE PROBLEM

Introduction

Global interrelatedness is a reality of today's world. The

factors contributing to this complex interrelationship of nations and

peoples of the world are many. Modern communications and transporta-

tion have revolutionized our lives, making far-away, exotic lands

neighbors and troubled nations a worry or a threat. Further, space

exploration, food shortages, international terrorism, and the knowl-

edge that man possesses the capacity to annihilate man and render the

world uninhabitable provide clear, daily evidence of a growing agenda

of common problems. Competition for natural resources is keen. A11

realize that they are finite, although many disagree on the extent

of certain resources. Regardless, the world could run out of certain

minerals by the turn of the century.

Much is said about raising the poor out of misery, yet human

misery goes on. The world is not feeding its people. Thousands are

the children in the world who are not merely undernourished but lit-

erally starving to death. Quite apart from the massive human cost

involved (a cost almost beyond our ability to comprehend), misery

breeds instability, despair breeds violence, and no belief in the

decency of democratic institutions can possibly hope to survive

against the basic imperative to survive.

1

 



The litany of global problems is long, and while the problems

in many instances are not new, the one outstanding difference is that

no nation can any longer so easily dominate others or predetermine the

outcomes. One nation's fate is bound up with the fate of others.

Like it or not, nations are today quite interconnected and inter-

dependent. No longer does one nation's problem exist as the problem

of that particular nation. More often than not, it is or soon will

evolve into a problem for many. We are all inhabitants of a single

planet and share a common fate as members of a single species.

Granted, it is fashionable, and has been for a number of years,

to suggest that the world is becoming increasingly complicated. But

is not this an oversimplified view? The world is, indeed, compli-

cated, but have we not cultivated a more complicated view of it?

Power is limited and becoming more impractical today as greater par-

ticipation in decision making gives more voices the power to be heard.

As these voices are heard, many feel old sovereignties or loyalties.

They may believe that the inculcation of "global" values, of a world

view of things, will somehow weaken the national resolve of one's own

nation. Lack of knowledge may on occasion make action or decision

making easier, but it may also heighten the probability that that

decision is the wrong one and prove self-defeating.

The realities of interdependence or interrelatedness are with

us all. Interdependence is not an ideal; it is a simple fact. One

may fear it, but it must be understood if for no other reason than to

set limits to it. At issue is really whether we shall manage inter-

dependence effectively.
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The Problem

As there are many global problems of increasing complexity,

there are many possible solutions and paths to these solutions.

Working on such solutions requires skills, sensitivity, innovation

and understanding, and a perspective of the world that emphasizes the

interconnections among cultures, species, and the planet. Also

required is group decision making at various levels: local, national,

and above all international. Yet the difficulty in seeking solutions

'together is that the answers that we "know" to be obvious, logical,

arid "right" cannot often be implemented because of the history, tradi-

titans, and customs of other people.

The situation requires that people develop their capacities

tc> benefit from diversity, to communicate with others who do not share

tile same values, to recognize the need to identify with human beings

e\Ierywhere, to manage conflict, and to tolerate ambiguity. Consen-

Sle and diversity--these two qualities appear to be the foundation of

SOlutions to global issues.

Seemingly the two ideas are contradictory, yet upon analysis

‘they are also complimentary. Through consensus common goals are

agreed to. Specific areas of concern are decided upon. Through

diversity different activities and directions can be developed that

bring one closer to the goals.

Involved in this entire framework is the formation or educa-

tion of persons to possess skills, sensitivity, innovation, and under-

standing for global awareness. There is need for global-education

curricula. There is need for a school situation that strives for a

  





 

 

mature global perspective for its students. The many global issues

force us all to confront our common needs and problems. As travelers

together on "Spaceship Earth," we must plan for the future of our

planet. The need for global education has never been greater.

Reischauer (1973) argued:

We need a profound reshaping of education if mankind is to sur-

vive in the sort of world that is fast evolving. . . . Before

long humanity will face grave difficulties that can only be

solved on a global scale. Education is not moving rapidly

enough to provide the knowledge about the outside world and the

attitudes toward other people that may be essential for human

survival within a generation or two. (p. 4)

U Thant, former UN Secretary General, a teacher, when discussing

'theese global issues and problems always came back to his fundamental

[Del ief that education held the keys to the future. Two statements,

Orle: from a rare speech he made on his beliefs in Toronto in 1966 and

tilee other from his farewell address to the United Nations staff in

D€a<2ember 1971, provide educators with the all—encompassing goal of

‘3C1UCation that transcends material and intellectual achievements and

1 T kewise reaches into the moral and spiritual spheres.

The law of love and compassion for all living creatures is

again a doctrine to which we are all too ready to pay lipservice.

However, if it is to become a reality, it requires a process of

education, a veritable mental renaissance. Once it has become

a reality, national as well as international problems will fall

into perspective and become easier to solve. Wars and conflicts,

too, will then become a thing of the past, because wars begin in

the minds of men, and in those minds love and compassion would

have built the defences of peace.

I have certain priorities in regard to virtues and human

values. An ideal man, or an ideal woman, is one who is endowed

with four attributes, four qualities-—physical qualities, intel-

lectual qualities, moral qualities, and spiritual qualities. Of

course it is very rare to find a human being who is endowed with

all these qualities but, as far as priorities are concerned, I

would attach greater importance to intellectual qualities over

 





 

physical qualities. I would attach still greater importance to

moral qualities over intellectual. It is far from my intention

to denigrate intellectualism, but I would attach greater impor-

tance to moral qualities or moral virtues over intellectual

qualities or virtues--moral qualities like love, compassion,

understanding, tolerance, the philosophy of "live and let live,"

the ability to understand the other man's point of view, which

are the key to all great religions, and above all I would attach

the greatest importance to spiritual values, spiritual qualities.

I deliberately avoid using the term "religion." I have in mind

the spiritual virtues, faith in oneself, the purity of one's

inner—self which to me is the greatest virtue of all. With this

approach, with this philosophy, with this concept alone, will we

be able to fashion the kind of society we want, the kind of

society which was envisaged by the founding fathers of the United

Nations 26 years ago.

Consider, however, to what extent American education has

a<japted to global realities. Educational statistics are worrisome—-

at: every level. The teaching of foreign languages in elementary

S<:hools, an expanding aspect of the curriculum in the mid-19605,

haas stopped altogether. The President’s Commission on Foreign Lan-

glJages and International Studies (1979) found high-school enrollment

if) foreign—language study falling to the 18 percent level in 1976

1=rom a 24 percent level in 1965; college language courses fellby 17.7

[Jercent between 1968 and 1977. Funding by the U.S. government of

‘lnternational studies at the university level has declined by 50 per-

cent over a ten-year period.

Other negative aspects point to a decline in international

affairs on the part of the U.S. public. There is a shortage of skilled

experts in leading universities in particular fields and geographical

areas. Another most-troublesome problem is the little attention given

in the general education of schools to the international dimensions of

life. The public is simply not informed of the nature and degree of





U.S. involvement in the world. In fact, Keller and Roel (1980)

pointed out that ”studies in television suggest that Americans receive

less exposure to foreign countries than any other people in the world

with the possible exception of China" (p. 81).

Two significant studies undertaken recently supported the

extent of student illiteracy in world affairs and gave some indica-

 

tion of how far we have to go. The first study was initiated by the

U.S. Office of Education's Institute of International Studies.

Entitled Other Nations, Other Peoples: A Survey of Student Interests,

1<now1edge, Attitudes, and Perceptions, this national study done in

15974 surveyed a representative sample of public-school children at

'thee fourth, eighth, and twelfth-grade levels. It dealt with the

Sthdents' backgrounds and interests, knowledge, separate measures of

airtitudes toward and perceptions of other nations and peoples. The

Siludy's knowledge findings alone indicated that

weaknesses in such a fundamental area as geography, the per-

vasive ignorance about the Middle East and Africa, the lack of

knowledge about Western Europe, and the misunderstanding of key

aspects of American history and government--a11 of these are

serious matters by any standard. It is particularly so with

deficiencies at the 12th grade level, for here the data reflects

the cumulative effects of more than 11 years of formal schooling

plus related gains from all out-of—school sources. . . . (p. xii)

 

One must note that the knowledge tests were not directed

toward content in school texts or past history of the nations con-

, cerned, but basic information that the project team from Educational

) Testing Services believed students should know about the six nations

involved--the United States, Mexico, France, Egypt, Communist China,

and the Soviet Union.

 
 





 

 

In 1980 the Council on Learning contracted with Educational

Testing Services to conduct a nationwide survey of freshmen and

seniors in four—year colleges and two-year schools to determine their

understanding of the world and world issues. Based on a sample of

about 3,000 undergraduates at 185 institutions, it was found that the

performance of these students displayed a considerable lack of knowl-

edge of topics the experts in various fields felt were important.

The average score of seniors was 50.5 out of 101 questions; for

'freshmen, 41.9; and for two-year students, 40.5. Scores ranged from

0 to 84.

Considering the performance of these students from a disci-

Pl inary point of view, one finds that all three groups performed more

Silrwangly on the questions having to do with social sciences than with

tile humanities. Students majoring in social sciences scored above the

aVerage (52.77) but were outperformed by engineering and mathematics

r“Eijors. Foreign-language students were slightly below the average

(550.22). But the lowest of all groups were education majors, whose

3 cores averaged 39 .83.

The problem becomes evident in considering the studies that

have been done relative to global education. The lack of awareness

of international affairs, issues, and background coupled with a

decline in international expertise is taking place at a time when

the need is greatest. Education is not the only element needed in

the adaptation of the U.S. to this new concept or view of the world,

but it is certainly one of the most important. If educators do not

take a lead in making the public more aware of the world and create a





 

sense of world responsibility and values, it is difficult to fathom

where such leadership will come from. The place to start, then, is

in school curricula, in the education of teachers, and in their pre—

scriptions for their students.

Background and Rationale for This Study

The educational needs of American children living overseas

with parents are met through a variety of educational programs and

'types of schools. Children of military personnel attend schools

established under the auspices and administration of the Department

of: Defense. On a tuition-paying basis, some civilian children attend

tfliese schools also. Most civilian children, however, attend nongovern-

lnerit, private schools of various kinds. These schools may be reli-

Qi<3us, proprietary, or U.S.—company operated, but the largest number

ar~e nonprofit, nondenominational, independent, and established on a

CCDOperative basis by the parents of a particular community.

Within this group of schools overseas, most receive some

SSllpportuin many instances very negligible support-—from the U.S.

SJovernment through the Office of Overseas Schools in the U.S. State

[Jepartment. The designation given this group of schools because of

receiving U.S. State Department assistance is "American—sponsored

schools." This group of schools numbered 154 in 94 countries in the

1980/81 school year.

In the 1980/81 school year, these schools served a total of

83,861 children. Of these, 31.1 percent (26,084) were U.S. citizens.

The balance of the student population (57,777) were from 90 other

 





 

countries and the particular host countries where the schools were

situated. Of the total of 7,282 teachers and administrators employed

by these American-sponsored schools, 53.02 percent or 3,861 were U.S.

citizens. The balance of 3,421 were foreign nationals from 70 coun—

tries. (See Appendix A.)

The American International School in Vienna, Austria, is one

such school. In the 1980/81 school year, that school had an enroll—

Inent of 681. This included 311 U.S. citizens (45.6 percent) and 370

st:udents from other countries, including Austria. On staff there

unare 62 teachers, including 45 (72.5 percent) U.S. citizens, 14 teach-

er‘s from Austria, and 3 from other countries. (See Appendix B.)

Although the curricular programs vary in these American-

SIDC)nsored schools, ”all the schools share the purpose of providing

eChJcational opportunities for American and other children which are

gfinerally comparable to educational programs in the U.S. and of demon-

SStrating American educational philosophy and practice abroad to help

‘Flthher international understanding" (italics mine) (U.S. Department 

(31: State, 1981). (See Appendic C.) It is this international aspect

(3f the curriculum in these schools that is of importance to this

SStudy. One of the stated goals of these schools is global education.

Lubeke (1976) reported that increasing numbers of these schools are

"mving toward curricular activities and programs, developing instruc-

tional materials, and inservicing staff for purposes of achieving an

international dimension——a dimension that he quoted Orr as defining:

"not processing information [about other cultures] but also as the

wisdom to recognize internationalism as a frame of mind, an attitude,
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a concept of oneself as a member of an international community--it

means behaving interdependently rather than dependently" (p. 44).

In summary, there exists a group of schools scattered through—

out the world that appears to provide a unique opportunity to foster

in its students a global perspective. The very composition of these

schools, because of their international student body and staff along

with the defined goal of developing a global attitude, seems to make

these schools an ideal instrument to foster and achieve a program of

gltabal education. The question remains, however, as to whether suc-

cess is being achieved in attaining the goal of global education.

Sthdies are missing relative to the knowledge teachers should possess

in order to assist students through the curriculum to develop a global

Pet‘spective. Data need to be obtained to determine the current status

CTF global knowledge of staff as well as students. Such information

alicied to the existing body of information relative to global education

311(3u1d greatly assist schools in inservicing teachers, curriculum

(jEEVelopment, and materials production. 
Purpose of the Study

The purpose of this study was to explore the extent of the

Salobal knowledge of K-12 teachers in an American-sponsored overseas

School and to examine this knowledge relative to selected character-

istics and background of the teachers in the sample group. The

global-knowledge test administered concerns itself with 13 topics or

global problems identified by experts appointed by the Educational

Testing Service, Princeton, New Jersey. An understanding of these

issues is considered vital for educated citizens to understand the
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interactions of nations in an interdependent world. These problems

should be appreciated in their immense complexity of both the causes

and effects and apprehended from a universal and multidisciplinary

point of view. A citizen should perceive the extent to which indi-

vidual lives, including one's own, are affected by global or inter—

national conditions and possess a historical perspective as a guide

in one's understanding of today's world.

The global issues tested were environment, food, health,

eriergy, religious issues, arts and cultures, distribution of natural

Ciiaracteristics, relations among nations, war and armaments, monetary

arid trade arrangements, human rights, racial and ethnic issues, and

P0r3ulation. To the test scores on each of these global issues as

vvel 1 as to the composite score of the test the various teachers'

Ctuaracteristics and backgrounds were compared.

The characteristics of teachers that were compared and related

'tCD the scores received on the global—knowledge test were age; main

SUbject area taught; number of areas of the world visited or lived in;

1ength of time spent in a geographical area; years teaching; years

1leaching overseas; number of languages read, written, or spoken;

Ilighest university degree held; citizenship; perceived training for

‘teaching about other countries and cultures; and, finally, degree

nnjor.

I The test was originally used to survey a representative sample

of more than 3,000 undergraduates across the country in some 185

institutions of learning. The test itself was not, nor is the present
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study, an in-depth assessment of global knowledge about each issue,

but rather a survey whose strength lies more in its breadth than in

'its depth.

Hypotheses

The hypotheses for the study were formulated relative to the

c:c>rnposite test scores on the global—knowledge test and also relative

'tx) ‘the test scores on each of the 13 global issues.

Hypotheses Relative to the

CEDITIFDOSite Test Scores

1. There will be no significant difference between the

91 obal-knowledge composite test scores of teachers teaching different

SUbject areas in an American-sponsored overseas school.

2. There will be no significant difference between the

91C>t>ai'l-knowledge composite test scores received by teachers who are

“~55-» (or Canadian citizens and by teachers of other citizenship.

3. There will be no significant difference between the

9‘0bal-knowledge composite test scores received by teachers who speak,

read, and/or write a foreign language and by those teachers who do not

have another language.

4. There will be no significant difference in the global-

knowledge composite test scores obtained by teachers having different

college undergraduate and graduate majors.

5. There will be no significant difference in the global-

knowledge composite test scores of teachers who have graduated and/or

hold a teaching certificate from a U.S. university and those who have
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not graduated and/or do not hold a teaching certificate from a U.S.

university.

6. There will be no relationship between the number of

c:c>untries traveled or lived in and the teachers' composite scores on

the global—understanding test.

7. There will be no relationship between the amount of time

teeaa<2hers have spent in foreign countries and the teachers' composite

teas; t: scores on the global-understanding test.

8. There will be no relationship between the number of years

a teacher has taught and the teacher's composite test score on the

91 obal-knowledge test.

9. There will be no relationship between the number of years

a 1:€3£3<:her has taught in international schools and the teacher's

composite test score.

10. There will be no relationship between the number of lan-

9\“1S§€ess a teacher speaks, reads, or writes and the teacher's composite

test score.

11. There will be no relationship between the ages of teachers

a“<1 the composite test scores on the global—knowledge test.

12. There will be no relationship between the highest degree

Earned by teachers and the composite scores on the global-knowledge

test.

13. There will be no relationship between the teachers' per-

ceived degree of educational training for teaching about other nations

and cultures and their scores on the global-knowledge test.

 





Hypotheses Relative to the Test

Scores on the 13 Global Issues

‘ 1. There will be no significant difference between the scores

can the 13 global issues of teachers teaching different subject areas

ir1 an American-sponsored overseas school.

2. There will be no significant difference between the scores

()1: teachers who have U.S. or Canadian citizenship and the scores of

teachers holding other citizenship.

3. There will be no significant difference in the scores on

t:r1<e 13 topics of the global-knowledge test for teachers who speak,

r‘eeai<j, and/or write a foreign language and for teachers who do not have

Elrlc)‘ther language.

4. There will be no significant difference in the test scores

C31: ‘teachers with different undergraduate and graduate majors relative

13C) each of the 13 global issues.

5. There will be no significant difference in the scores on

15?\e 13 topics of the global-knowledge test of teachers who have a

degree from a U.S. university or hold a teaching certificate from the [1.3. and the scores of those who have not graduated from a U.S. insti—

tution.

6. There will be no relationship between the number of coun—

tries traveled or lived in and the teachers' scores on the 13 global

issues of the test.

7. There will be no relationship between the amount of time

teachers have spent in foreign countries other than their homeland

and teachers' scores on the 13 topics of the test.
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8. There will be no relationship between the number of years

a teacher has taught and the teachers' scores on the 13 topics of

the test.

9. There will be no relationship between the number of years

a: teacher has taught in American—sponsored overseas schools and the

‘teaachers' scores on the 13 topics of the test.

10. There will be no relationship between the number of lan-

ngléigeS a teacher speaks, reads, and/or writes and the teachers' scores

()r1 the 13 issues of the global-knowledge test.

11. There will be no relationship between the ages of the

teaaic:hers and the teachers' scores on the 13 issues of the global-

kr1c>vv1edge test.

12. There will be no relationship between the highest degrees

eaY‘ned by teachers and their scores relative to the 13 global issues

C”‘ the test.

13. There will be no relationship between teachers' perceived

(1E39ree of educational training for teaching about nations and cultures

ahd teachers' scores on the 13 topics of the global-knowledge test.

Delimitations

This study must be considered within the limits of the popula-

tion and procedures used in the investigation.

Population

The population from which the data were drawn for the study

comprised the teaching staff of the American International School,

Vienna, Austria. The total teaching staff numbered 62 faculty
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members. Of these, 44 were U.S. citizens, l4 host-country nationals,

and 4 persons of other nationalities.

Definition of Terms

International school: Among schools that refer to themselves

£15; international, one group numbering 154 receives financial assist—

aarice from the United States federal government through its State

l)eepartment. This group of schools is referred to as American-sponsored

schools. This study was concerned with a school from this group, and

1:?163 terms "international" and "American-sponsored“ schools are used

“interchangeably throughout this dissertation.

Global knowledge: There are two fundamentally different

approaches to structuring global-knowledge aspects of a study. The

fri rest approach is based on the traditional curricular approach found

i T1 international-relations and area-studies courses. The second is

t>Eised on global issues that transcend particular nations or regions.

HOwever, one realizes both approaches intersect one another. A

khowledge of international relations certainly will consider and

'lnclude knowledge of issues and vice—versa. Issues will include a

knowledge of the international setting in which they are to be dealt

with. However, the two approaches remain distinct and have different

implications for teaching and testing, if only in reference to which

are of primary importance.

The level of sophistication of the global knowledge to be

tested in this study must be understood as one of breadth rather than

depth on any issue. The actual number of questions is 65, allowing
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for coverage on any issue to be very modest. The knowledge test is

intended to measure what §h9u1g_be known at a criterion level or to

uneasure what needs to be known if global situations and processes are

-to be fully understood.

Global issues: The questions contained in the survey instru-

rneernzclustered around 13 worldwide issues:

1. Energyf-Our industrial society has always been under the

i 1 lusion of unlimited power and resources. However, the problem of

f"ir1i te resources, including energy, is one of the issues or themes

tfiéit: must be included in a global-education program. The world must

tail<ee account of the problem of scarce resources in planning for present

arici future developments. Energy is one of these resources, and with

tIlGB formation of the OPEC cartel and the Arab embargo of oil, the U.S.

ecZOriomy and the world economy have gone through startling changes.

2. Eggdf-New advances in crop technology have raised yields

d‘I‘Eimatically, but little has been done to address the problems of food

d1. Stribution. Much of agriculture has also been put at the mercy of

miichines and fossil fuels. While aid pours into many underdeveloped

C()untries of Southeast Asia and Africa to ward off starvation for

Inlllions of people, one may find such paradoxes as infant formula

being sold or distributed in such places that may actually contribute

to infant mortality. We speak of raising the poor out of misery.

Yet human misery goes on and this misery breeds instability, violence,

and rejection of democratic institutions.

3. Healthr—Recent scientific and technological advances in

the field of medicine have resulted in phenomenal discoveries for
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mankind. Great epidemics that plagued humanity not long ago have

been wiped out. Many diseases are on the retreat. The death rate

has been reduced and life expectancy increased. The results of such

eefforts have been a major contributing factor to an increase in the

vvc>rld's population. However, far from reaching all, medical advances

are still not available to vast numbers of the world's population.

‘Yi2t2health, as exemplified by the activities of the World Health

C)r~g;anization, has been the area of greatest success in achieving

cr~c>ss-cultural consensus on aims and policies.

4. Population--Length of life has increased, reaching more

tfiairi 70 years in many of the developed countries. Even in less-

a‘F'F'luent societies, such as India, life expectancy has increased from

4C3 ‘to 50 years in two decades. Diseases such as smallpox are either

[3‘3'irig eradicated or controlled. People of our planet have increased

1r"<>m 2.5 billion in 1951 to more than 4 billion today. The figure

“‘51)! reach 6 billion in the year 2000, and a child being born today is

1 i kely to live in a world of 12 billion at the age of 60. With the

D()pulation increases, especially in the poorer countries, and a con—

SUmption explosion greatest in developed countries, enormous pres-

Sures are being placed on the environment, resources, and energy,

with crises in the area of food and urban settings (Mueller, n.d.,

p. 1).

5. Race and ethnicity--Van Til (1976), in his chapter "The

Crucial Issues in Secondary Education Today," pointed to the problem

of racism that persists worldwide. Racism reaches the pinnacle of

ugliness and human devastation in South Africa, where it takes the
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official form of apartheid. In the United States, racism, despite

civil rights legislation, churches' condemnation of it, and attempts

at school integration, takes on subtle and cynical forms. It is much

it] evidence in difficult economic times. We cannot be a humane

smaciety if we allow injustices to exist based on race and color.

It is also important but difficult to recognize the value of

c:L11tural diversity and differing personal roots. Historically, the

lJ..£S. society is assimilationist and integrationist—-the melting pot

()1: the world. The result has been the emphasis on American ideals

ar1<1 values, an Americal cultural homogeneity. Global education

PEECJLJires an understanding and fostering of mankind's commonalities but

31: tzhe same time mankind's diversity. Americans will be obliged to

dEEEil with other peoples as equals--to learn how to become a partner

r‘Ei‘t:her than a dominant power.

6. Arts and culture--New nations today often feel intruded

‘153<)n by the West(andparticularlyAmerican).These nations resent this

intrusion on their societies, which have their own values and ways of

(1C>ing things. Many in the developing world feel that the flow of

(:Onmmnications is all in one direction--from the developed to the

developing world. With the West's, especially America's, dominance in

communications technology, this is not surprising. Films and tele—

vision series earn $200 million in exports annually for the U.S.;

four of the five largest record distributors are American. Ways must

be found to understand and share nations' arts and culture. Language

studies alone would greatly assist in such sharing, but in the U.S. it

has fallen to a dismal low. Nor do the statistics show a rise in
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interest in other apsects of international studies. The negative

effects are several: A shortage of skilled experts, a public less

conscious of the complexities of the world about them, and a rela-

trive lack of attention to the world in the mass media tend to rein-

fiprce and compound the problem.

Apggf-Anderson (1968) saw another dimension to this issue.

hdc3<iernized, mass societies (such as the U.S. Japan, European coun-

'tie'ies, and even the Soviet Union), while reflecting the influence of

tf1eair own peculiar histories and ideologies, are beginning to reflect

ir1<:v~easing similarity in their economic, political, and social struc-

tlJt‘eaS. In addition, before the century is over we may begin to wit-

ness a cultural diffusion--a two—way street, bringing many elements

‘31: 1:raditional Eastern culture to the West as well as West to East

(p- 641).

7. Distribution of natural characteristics--Geographical

1:eatures of an area where man lives have been a major factor in forg-

i 7‘s; a people's history, culture, and religion, as well as having an

ilTIrnediate effect on living conditions. Knowledge and appreciation of

Tflie physical constraints placed on a people are essential to have for

the global citizen if solutions are to be found for many global issues.

8. International monetary and trade arrangements—-The inte—

gration of national economics today is inextricably binding nations

and peoples together. The very science and technology that has

brought the U.S. and countries in the West to their present level of

the "good life" have also brought the world into one economy. Con—

sider what has happened to national economics. Between 1960 and 1977,
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direct foreign investment in the U.S. rose 77 percent and our invest—

ment abroad by 123 percent. Imports of goods and services went up

246 percent and exports 202 percent. In addition, the industrialized

riations are often in competition for finite natural resources. To

vvhat extent has American education adapted to these new realities?

('Tonkin & Edwards, 1981, p. 695).

9. Human rights--Metcalf (1976) identified the ”violation

c>f' human rights” as one of five global problems that need to be

acidressed in the global-education curriculum. Many of the national

g()vernments today are authoritarian, denying a voice in decision mak-

ivig that affects theirlives,and to object to the situation leads to

l<)ss of life and property, torture, and death. Not only political

Y“ights are trampled on, but for many children the most fundamental

r“ights are nonexistent. The aim of any new international economic and

Stacial order must be a world in which all children can grow in health

arid freedom, with access to adequate nutrition, shelter, clothing,

<3ducation, and training for employment. These rights have been recog-

nized under the Declaration of the Rights of the Child, adopted

Unanimously by the United Nations General Assembly in 1959 (Vickers,

1978, p. 7).

10. War and armaments--For every dollar spent today on edu—

cation, 60 are spent on armaments. Nuclear confrontation continues,

as well as nuclear proliferation. Dozens of local wars are fed by

the manufacture and sale of conventional weapons from the so—called

developed nations. In 1975, 5.5 percent of the world's gross national

product was devoted to military expenditures. While the ratio is
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dropping slightly in the developed countries, it is rising in the

developing countries, which can least afford to do so. War is simply

an outmoded instrument to settle disputes among nations, yet no inter-

national agreement exists or is being sought.

ll. Environment-—The environment, we are coming to realize,

'is a most delicate system. The acid rain that falls on Scandinavia

i.s primarily produced in industrial plants of Britain and the Low

(EC)untries. In the Baltic Sea, residual discharges by the bordering

cc>untries have already come close to destroying the sea's ecology.

Ift will take a massive effort to prevent the Mediterranean Sea from

(lying. No international agreement has been formulated for nuclear

vvaste, yet such multiplies daily. It appears, as Van Til (1976)

leenmrked, that the higher the civilization, the more the air is

ft)uled, the earth gouged, and the seas poisoned.

Deteriorating biological systems around the world pose a

SJrave threat to the global economy. A report by the World Watch

Institute warned that excessive pressure on the world's support sys-

tems, including crop and grazing lands, forests, and fisheries,

Combined with rapid population growth, spell inevitable decline in

living standards in many nations and regions (Shabecoff, 1982, p. 6).

Nations must quickly discover that it is in their own interest as

well as others' if mutual instruments, institutions, and agreements

are made rather than going one's own way to the eventual risk of con-

frontation as in the past.

12. Relations among states—-The United States, like all other
 

nations in various ways, can no longer so easily call the shots or
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predetermine the outcomes. Our fate is wrapped up with the fate of

others. Over the past 30 years, the increase of international contact

has resulted in an unprecedented growth in scope and impact of inter-

national institutions. Furthermore, the East—West rivalry may be a

(:onstant in the world arena of power, but neither grouping of nations

iri this struggle is monolithic. A new pluralism, a new polycentrism,

is; entering the relations among nations. It is important to under—

srtand the peoples involved and their motives. To cultivate in stu-

dents an understanding of the motives of other people and of the

scncial, psychological, and historical settings that cause them to

‘tfiink and act as they do and to understand our own motivations and

‘ttieir consequences is one of the greatest challenges of education

today.

13. Religious issues--Threading its way throughout the tur—

rnoil, complexities, and perplexities on the global scene is a concern

tliat not only man's material fate is at stake but also his mental

arulspiritual welfare. The solution to many problems will tax his-

‘torical and diversified religious beliefs but may also demand and

result in the formulation of new codes of behavior and ethics. Global

Education will have to transcend material and intellectual achieve-

Ments and reach also into the moral and spiritual spheres.

Summary and Overview
 

In this chapter the problem, background, rationale, and

purpose of the study were presented. Two major groups of hypotheses

were constructed, one group relating to the composite scores and the
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other group relating to the scores on the individual global issues.

This list of delimitations included population and terminology.

In Chapter II, literature related to the meaning and com-

ponent parts of global education, curriculum implications and

difficulties, as well as staff—development aspects required for global-

education implementation in schools is reviewed. In Chapter III, the

ciesign and methodology of the study are discussed. The data are

r~eported, analyzed, and discussed in Chapter IV. Chapter V contains

a presentation of the summary, conclusions, and recommendations for

‘Further study.

 





 

 

CHAPTER II

REVIEW OF THE LITERATURE

The literature reviewed for this study was selected to answer

'tfie following questions:

1. What is global education, its meaning and distinguishing

eflements, and the concepts of a global perspective and of the world

as a system?

2. What are the curriculum issues for global education; its

gcaals, objectives, organization, materials selection, and obstacles for

irnplementation; and the readiness age for the program?

3. For staff development to implement global education in

schools, what is involved in the educational change required?

The Meaning of Global Education: A Definition

and Its Component Parts

An immediate issue confronting an educator involved with

global-education curriculum is the need to identify a clear and succinct

definition of the term. What is so unique and different about global

education that it should command our attention? Have not and are not

schools already involved in global education or international affairs

or area studies? Is not the term "global education" a mere reinvention

of the wheel, so to speak?
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This writer discovered quickly in his efforts of working with

staff and board of education that it takes a great deal of doing to

explain adequately the meaning of global education and the distinction

that exists between it and other curriculum forms closely aligned to it.

Statements or attitudes such as "We're already dealing with inter-

riational affairs." and "I've teen teaching about the world in my fifth-

ggrade current-events class for a number of years now." and "I think

Firs. Walker does a terrific job in teaching about cultures of children

'in her class.“

Problems inevitably arise when introducing global education to

a group of seasoned veterans in a school setting. This is understand-

able, considering that as one reads the literature on the subject it is

not always easy to pin down the precise meaning of this new curricular

trend. Burrows, Klein, and Clark (1981) reinforced the difficulty in

dealing with a clear understanding of the term. When constructing a

major survey test of global understanding by a committee of experts to

be administered to 3,000 undergraduates in 185 institutions, a precise

definition of global education was nonexistent. They stated:

The notion of global understanding . . . is a relatively modern

one. Moreover it is not well understood; little has been done

to define the concept. . . . One of the more difficult tasks the

project staff grappled with in designing the survey instruments was

to decide on an approach to take in constructing the knowledge

test. Without a clear definition of global understanding, how does

one decide what specific knowledge it consists of? Does global

knowledge mean an understanding of the kind of content taught in

traditional college courses in international relations and area

studies? Or does it mean a grasp of global issues, such as human

rights or world government, that transcends particular nations

and regions? (p. 7)
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The idea of international education, of course, has been around

for years. Its goal is to contribute to understanding between peoples

and nations as well as to promote peace among nations. Becker (1979)

found international/intercultural education falling into three different

categories over the past 30 years. There was the period of the 19505-—

‘the era of the Cold War, the Korean War, and McCarthyism-—when the major

ennphasis was on military and diplomatic relations. The 19605 experienced

1:he inclusion and emphasis on cultural and geographic-area studies. In

‘the 19705 the educational scene switched to the expansion of the world—

centered or global studies.

The reasons for America's impetus for international education

since 1946 are many. Case (1979) listed four primary reasons. Although

ldorld War I brought the United States into military involvement in

Europe, the concept of isolation dominated national thought until World

War II. It was not until then that the U.S.‘s inward-looking security

was shattered. The second World War compelled citizens of many different

nations to fight side by side: persons who spoke different languages,

were of different races, practiced different customs, but paradoxically

were all fighting against persons who had the same cultural mix of

language, skin color, and custom. In addition, the battlefield was

nearly the entire world. Neutral countries were few.

With the war, the invention and use of atomic weapons awakened

in nations the realization that self—dstruction was indeed possible at

the hands of some. The peril of the atomic age was upon us. It called

for mutual understanding and efforts on the part of all to relate to

each other. The establishment of the United Nations, along with the
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sincere desire for peace on the part of many, further compelled educators

to initiate programs of international education.

This brief summary of the historical rationale for international

programs is an oversimplification because, to a degree, these approaches

exist in schools today. Nevertheless, the growing realization that we

live in a world of growing interdependence forces people of good will to

r‘espond in an appropriate curricular fashion. To date, it appears that

vve are in a lag situation. Taylor (1967) criticized as too narrow those

'international-education efforts that focus only on bilateral studies or

eaxchange studies. Instead, he advocated world education, using the world

:35 a unit of analysis and viewing problems as common to all or many

social systems. The objective of learning about the world system is

to gain insight into the shared heritage of humanity and to find ways

to promote peace and cooperation.

In a later work, Taylor (1969) criticized today's educational

system and believed education must, above all, seek to assist the

student to learn to understand the nature and character of contemporary

life. He added:

In order to be truly educated, each must have a full sense of

the nature of modern man and of the world he lives in, and I do

not see how that sense can be achieved by the kind of education

now being provided by most of the schools, colleges, universi—

ties, and educational systems of the world. They have fallen

behind the reality of world society and are presenting concep-

tions of man and his world comparable to the pre-Copernican sys—

tem of ideas in the post-Copernican period. (p. 3)

King (1970) was equally strong in pointing out the need to

correct the current teaching situation in providing children with the

opportunities to develop a global perspective. Although efforts have
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been made to correct the parochial nature of teaching, they have fallen

short. King felt the current-events approach fails because it is

in the context of U.S. foreign policy on certain issues of the

world as perceived from a nation-—a very large one. And the

rationale for area studies seems to be to grant "equal time" to

non-western cultures, but usually only serves to reinforce the

impression of the world as separate patches of real estate.

A major difficulty with both these approaches is that they

prevent the student from seeing the world as a system, because

he is concentrating only on the individual parts. (p. 9)

Efforts to meet these challenges are emerging and are increas-

ing. Global education is definitely one curricular approach and trend.

l\s one studies the concept of global education, terminology becomes a

problem. The literature uses a number of terms, sometimes inter-

changeably. Various terms are "international education," "world-

Inindedness education," "pluralistic education," "world citizenship

education," "global awareness," and "world studies." Collins (1977),

in his Report to the Council of Chief State School Officers, cited

four terms as generally used when reference is made to formal course-

work or structured learning experience: "world,“ "cross-cultural,"

“international," and "global," with "global citizenship" the most

recent term in use. Collins selected two terms for his purposes:

(1) "global education” to describe the field in its broadest, most

universal sense, and (2) "global studies" to describe those activi-

ties and programs normally associated with formal study in the schools

(p. ii).

The National Endowment for the Humanities defined global

education using the broad, universal term "global perspective.“ Case

(1979) differentiated between international and global education. He
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saw international education as a study of all that global education

studies for the purpose of understanding the problems, but global

education requires an interdependent perspective to the study and a

development of a sense of world community (p. 40).

Marker (1977) described global education as a way of think-

ing; about the world that is characterized by the notion of ”Spaceship

Earcth"—-that we are all in this thing together and that the fate of

some of us is quickly becoming the fate of all of us (p. 13).

Stzrwasheim (1978) saw global education as an emerging philosophy;

tries (definitive rationale will not be written for some time (p. 3).

The British use the term "world studies." UNESCO recommends

thE? txerm "international education," whereas the Canadians use "develop—

mer11: sstudies" to include most of what global-studies advocates in the

Uni t:ee<j States are recommending. All of these terms seem to suffer

frc>n1 a: common problem: each means virtually whatever one chooses

(C01 1 ins, 1977, p. 10).

One term that no longer seems appropriate and only serves to

CO'IITLJSSe the understanding of the meaning of global education is the

te""1 "international education." The term "international," used to

deESCZlr"‘ibe activities between nations, is subject to cultural lag,

aC(:()Y‘<jing to Becker and Mehlinger (1968). These authors argued that

enc"‘"1<3us and important changes are taking place-—changes in the

essence of relations among individuals and nations in the world. The

use: ()f the word "international" to describe exchanges throughout the

“o‘cld is outmoded becausethereality the word describes has changed

vaslily. The authors argued for either a new word to describe the
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transactions between nations and cultures or a change in the meaning

of the word "international" to accommodate a changing reality

(pp. 2-11).

King (1970) stated that the word "international” reinforces

our‘concept of a world splintered into separate piecesof real estate,

arid it also tends to become a "giant trashcan in which some place

everything that goes on outside their nation. . It encompasses

sc> Inuch that it virtually means nothing at all'I (p. 16).

The Michigan Department of Education, in its Guidelines for

(Slcataal Education (1978), used the terminology "global education" and

 

de‘Fi ned it as

llie lifelong growth in understanding, through study and partici-

r>ation, of the world community and the interdependency of its

[Deaople and systems—-social, cultural, racial, economic, linguis-

t:ic, technological, and ecological. Global education requires

£111 understanding of the values and priorities of the many cul—

1:lJres of the world as well as the acquisition of basic concepts

Eirnd principles related to the world community. Global education

1 eeads to implementation and application of the global perspective

1 r1 striving for just and peaceful solutions to world problems.

-

p. 3)

Cervantes (1979) remarked that one is struck by this defini-

ti()'l ' s; all-encompassing aspects—-study of the interdependence of

5°(:i C><:ultural, ethnolinguistic, economic, political, technological,

anti EEcological systems. The definition is formidable and frightening

It T1513 a tendency to receive nods of approval, but at a distance of

“0'15 rIVOlvement. Cervantes offered an alternative definition:

(Slobal education is the multi—disciplinary study of the inter-

<iependence of world communities, their peoples and systems, for

the purpose of understanding and resolving world and national

economic, political, technological, ecological, sociocultural

and ethnolinguistic issues. (p. 21
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The emphasis of this modified definition focuses on the multidisci-

plinary aspect of meeting global problems.

Hanvey (1975) described global education in terms of dimen-

sions or goals. Five of Hanvey's dimensions for global education are

avvareness of the state of the earth, knowledge of global dynamics,

avvareness of human choices, perspective consciousness (i.e., others

heave views different from one's own), and, finally, cross-cultural

awareness.

Anderson (1968) saw global education organized around three

pie-ir1ciples. Students should be educated about the world in ways

tfiait: illustrate it as a world system: they as individuals are par—

t7i<:'i;)ants, and their competencies, therefore, must be developed and

t'“Ei'i rled so they are effective and responsible participants.

From the teachers' point of view, global education is primarily

ptii 1 c>sophical (Swift, 1980). Global education is an attitude toward

da’i 1.3! living, not a new course, a new program, or a new content.

lit is a new teacher attitude toward the pertinence of study to

1 ife in the future; it is an emphasis for students and teachers

c>n individual and group responsibility, on multi-cultural aware-

r1ess inside and outside the continental United States, on the

eenormous human movement and commerce to and from the U.S. that

i llustrate the notion of global interdependence, on the newly

Y‘ealized world culture into which all nations plug; and it is a

liiultidisciplinary way of relating knowledge, skills, attitudes,

Eind experiences to tomorrow's living in a global community.

(Swift, 1980, PP. 46-47)

King (1970) defined global education as "the social experi-

enCe and the learning process through which individuals acquire and

(*‘avige their images of the world perceived as a totality and their

0Y‘lentation toward particular components of the world system" (p. 15).
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For education, it means that schools must help children and young

people to develop "international understanding" but not in the tradi-

tional meaning of the word--a sort of strange-lands-and-friendly-people

Intead, the implication is that students must be led towardapproach.

Schools will then bean understanding of the world as a single unit.

trnansmitting to the next generation a rich image of the total earth

(King, 1970, p. 71).

The Minnesota Department of Education's Task Force (1979)

(jeeEITing with global education employed the term "contemporary world

st:L1c1ies." It was seen as an effort to communicate the awareness that

hiJrnainity is interdependent. All people are world citizens, and every

sc:r1c>c>l subject and discipline should include a global dimension.

SSpecifically, contemporary world studies should include: student

niaterials which are sensitive to the worldwide implications of

ftumankind's interdependence; learning the concepts, skills,

\ralues and attitudes which will enable humankind to cope with,

liiodify, and improve a world in the constant process of change;

cieveloping a "world view" in lieu of western view; understand-

i ng one's own culture in order to appreciate the contributions

c>f other cultures and peoples; an awareness that no one nation

c:an successfully deal alone with today's world problems--food,

eenergy, resources, population, pollution and peace. (p. 4)

In 1967, Kentworthy, although not using the term "global,"

A'ICii <:ated what some educators believe international understanding to

be““IDrimarily a point of View rather than a subject. It must begin

Wi-t11 young children while they are forming attitudes and points of

Vi‘EVV that will have an influence in their adult years (p. 204).

Hickman and Price (1980) saw global education as a misnomer

a“<1 referred to it as the newest bandwagon. They claimed the pro-

PCHlents are merely seeking shortcuts to a new objective, global

 





 

34

These authors believed the global problem or global

You teach the parts, but it is the indi-

They stated,

perspective.

awareness cannot be taught.

vidual who constructs the concept comprising the parts.

"We would be foolish to assume we could teach a global problem, or

global awareness, or global perspective without reference to at least

a representative number of its parts or pieces" (p. 209).

There appears to be no single summary of global education that

vvi 11 please all because of the intrinsic complexities of the main

aiceeas of concern and the relationships between and among them (Leetsma,

Different schools of thought make different elements or com-1978L

For the purposes of thisbi nations in the central organizing theme.

stlecjgr, "global education" is used to describe those activities and

p'”<359r*ams normally associated with formal study in classrooms that

P'“<>lT1c>te global understanding as defined by the Michigan Department of

EleCZEition.

313111 nguishing Elements or Component

arts of Global Education

Examining global education further, global education, to be

S“(:" , Inust comprise a number of component parts intrinsic to it.

LEFEEllssnm (1978) identified five component parts in a global—education

program

1. Unity and diversity of mankind. Global education is con—

cewrled with the commonalities among mankind and the differences with

t)“3 ‘family of man. The earth's peoples are a single species endowed

a“C1 enriched by diversity. Global education seeks to correct cul—

tUY‘al myopia and to reduce ethnocentrism.

 





 

 

35

2. International human rights. A proper concern for human

rights at home and abroad needs to become part of the shared commit-

ment in the minds of citizens everywhere.

The world is seen as a planetary3. Global interdependence.

ecosystem, an interconnected global web of subsystems.

thOted the American historian Cyril Black, who saw the present era in

Leestma

'tilne as the third great revolutionary transformation in human affairs.

Idea live in the third stage of history--the emergence of a world

society.

Simply stated, each4. Intergenerational re§ponsibility.

person has an obligation for the maintenance of the health of the earth

during one's lifetime.

5. International cooperation. Solutions to common problems

0F 1:f1<e world can be found only in international cooperation. Mankind

Because of this common destiny, each personhas a common destiny.

Intrinsic to this perspective are:mus1; possess a global perspective.

a. An understanding of the earth and its inhabitants as parts

0f. EiYW interrelated network;

b. An awareness that there are alternatives facing individuals

an(j rNations and that choices will shape our future world; and

c. An ability to recognize that others may have different

perteDtions and may prefer different choices (pp. 6-13).

Case (1979) identified five themes for a global-education

cum~Tculum along with illustrative performance—based objectives. The

1‘ Ve themes were:
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l. Interdependence-~peoples of the world should know that
 

they are dependent on each other through the use of natural resources,

through industry and commerce, and through ecological structures.

2. Systems Theor --people can seek solutions to complex prob-
 

lems by viewing the immediate problem as connected with and part of

a large network or system that has interrelated parts.

3. Worldmindedness--people ought to be aware that they are a

part of a global society, and they ought to have knowledge of some

significant aspects of that society.

4. Finite Resources--the world's resources are exhaustible,
 

l im‘i ted, and in a condition of scarcity.

5. A New Economic Order--the economics structure throughout
 

tile! vvorld will shift and, due to the dynamics of change, new patterns

”’1 1 1 form, such as the wealthy countries of the Middle East (pp. 66-77).

Becker (1972) outlined four cornerstones for a global-education

pr")Qram. The four are:

l. The need to break down sharp distinctions between the

513Ll<13v'of American society and the study of other societies.

2. The need to integrate the collection of traditionally

S‘EFJEiteate disciplines and concerns associated with international rela—

ti Otis at the high school as well as the college and university level.

3. The need to highlight the wholeness and interdependence

(r? llhe modern world, while at the same time recognizing its great

d'.‘ Versity and acknowledging the individual '5 attachment to separate

QVOUps and cultures .
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4. The need to integrate a concern with the earth as a planet

and mankind as a species of life with a study of the international

system as such (p. 2).

Kinghorn et a1. (1978) likewise developed themes threading

through a global-education curriculum. Children should be taught the

vailue of diversity. This can be achieved by identifying alternative

bealiefs and understanding that there are many different life styles

iii existence. A second theme is that of interdependence. This is

a<:<:omplished by the perception of finite resources and identifying

international linkages that already exist in the community. The

tfi‘iicd theme is the development of an effective working relationship

VVi'1tfi others. Specifically, a person must acquire the ability to engage

if? 'tacansnational communications. Finally, these authors saw the neces-

S i'tQV' of understanding world conditions and emerging trends as a fourth

‘31 ement in a global-education program (pp. lO-ll).

Interdependence is a recurring theme in global education.

WOQd
(1974) argued that the idea of interdependence should be included

1" Ei'll courses and argued that knowledge of this theme is needed at

b()13I1 the affective and the cognitive levels in order to develop a

Q'lcnt)£31 consciousness. She added that behavioral objectives, approp-

r“iate for a given course, are needed to reflect the concept of inter—

dependence (p. 665).

Hanvey (1979) stated this interdependence in different terms,

Seéing it as part of the more complex idea of systems theory. He

Said,
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The emergent global cognition contrasts sharply with the pre—

global. Long term consequences begin to be considered. Link-

ages between events are seen in the more complex light of systems

theory. Social goals and values are made explicit and vulnerable

to challenge. And nations begin to note that their interests and

activities are not separable from the interests and activities of

others. Further, systematic attention is given to problems that

transcend the national, regional, or coalitional. (p. 25

Organization of a global-education curriculum must be organ-

izzed around three fundamental principles, according to Anderson (n.d.):

l. The world is a system.

2. Highlighting the fact that individuals are participants

ir1 this world system.

3. Promotion of the development of competencies necessary to

effective and responsible participation in the world system.

_The Global Perspective

The one dominant and recurring concept in dicussions and

readings on global education is education for a global perspective.

what is global perspective? What elements does it encompass? What

is the rationale?

The Task Force of the U.S. Commissioner of Education on Global

EduCation (1979) submitted that:

In our contemporary world, global perspectives are essential

to good citizenship and quality education. New perspectives

on our own lives and our environment are necessary to assist

us to identify alternative actions and to extend more control

over matters that directly affect our daily lives. (p. 3)

Hanvey (1976) attempted to describe the modes of thought,

Eserlsitivities, intellectual skills, and explanatory capacities that

C0“tribute to the formation of a global perspective. He defined it
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operationally as consisting partly of modes of thought and skills

that provide the individual with:

1. Perspective Consciousness--the recognition or awareness 

on the part of the individual that he/she has a view of the world that

is not universally shared, that this view of the world has been and

continues to be shaped by influences that often escape conscious

detection, and that others have views of the world that are profoundly

different from one's own.

2. "State of the Planet" Awareness—-awareness of prevailing 

world conditions and developments, including emergent conditions and

trends, e.g., population growth, migrations, economic conditions,

resources and physical environment, political development, science and

technology, law, health, internation and intranation conflicts, and

so on.

3. Cross-cultural Awareness--awareness of the diversity of 

ideas and practices to be found in human societies around the world,

of how such ideas and practices compare, and including some limited

recognition of how the ideas and ways of one's own society might be

viewed from other vantage points.

4. Knowledge of Global Dynamics-—some modest comprehension of 

key traits and mechanisms of the world system, with emphasis on theories

and concepts that may increase intelligent consciousness of global

change.

5. Awareness of Human Choices--some awareness of the problems 

of choice confronting individuals, nations, and the human species as

consciousness and knowledge of the global system expands.
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Hanvey did not conceive of global perspective as

a quantum, something you either have or don't have. It is a blend

of many things and any given individual may be rich in certain

elements and relatively lacking in others. The educational goal

broadly seen may be to socialize significant collectivities of

people so that the important elements of a global perspective

are represented in the group. Viewed in this way a global per-

spective may be a variable trait possessed in some form and

degree by a population, with the precise character of that per-

spective determined by the specialized capacities, predisposi-

tions, and attitudes of the group's members. The implication of

this notion, of course, is that diversified talents and inclina-

tions can be encouraged and that standardized educational effects

are not required. Every individual does not have to be brought

to the same level of intellectual and moral development in order

for a population to be moving in the direction of a more global

perspective. (p. 2)

Anderson and Rivlin (1980) viewed a curriculum that embodies

a global perspective as treating individual nations and regions as

parts of a larger whole but a curriculum that highlights the inter-

connections between nations and among world regions. It treats all

mankind as the main unit of analysis--not a group--and encourages

students to tolerate and appreciate cultural differences. Global

perspective does not view mankind as standing apart from and acting

as supreme lord and sovereign over the earth but views man as belonging

to the earth rather than the earth to us. A global perspective treats

time as an interactive system of past, present, and future, mutually

influencing one another as parts of a single human history. Dealing

with information, global perspective emphasizes not the passive memori-

zation of facts but rather the active use of factual information in

conceptual, ethical, and policy analysis of global problems. Like-

wise, the world is portrayed as an arena in which the individual

participates through personal, social, and political action (p. 65).
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The Report of the Committee for International and World

Education (n.d.) stated that with global perspective the concept of

totality must be conveyed, and in the global-studies field, the total

is more than the sum of the parts--a synergistic principle is involved,

a belief in the validity and necessity of dealing with contemporary

issues from a standpoint of global consciousness (p. 17). In summary,

the report listed seven principles of global perspective. These are:

1. It is value-oriented: aimed at value clarification and

realization of the existence of a world community.

2. It emphasizes the future and present--an initiative per-

spective. It encourages a positive conception of the future.

3. It is a species-oriented perspective, considering human-

kind as a single species.

4. Global studies considers issues as interdependent: world

versus nationalist perspective.

5. Its orientation involves alternative systems or preferred

world models.

6. It asserts that violence is an illegitimate method of

dispute resolution.

7. The possibility of drastic system change is accepted.

King (1970) viewed the development of a global perspective as

a pragmatic thing. It does not have to involve intricate theories or

affect the loyalty of the citizen to his nation. Instead, it means

developing citizens who are capable of looking beyond the nation-state

for the solution of certain problems.
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The Task Force on Global Education of the U.S. Commissioner

of Education (1979), while not defining global perspective, spoke to

it at length. A worthwhile global-perspectives program ordinarily

would not consist of introducing a single subject or module called

"global education." To do this would tend to fragment and trivialize

the broad approach that is central to global perspectives. Both

formal and informal learning experiences contribute to the formation

of a global perspective. To acquire such a perspective, the formal

study of nations, cultures, and peoples is needed, but with a focus

on understanding how these are interconnected, how they change, and

what the individual's responsibility is in the process. The opportu-

nity must be provided to develop realistic perspectives on world

issues, problems, and prospects; an awareness of the relationships

between enlightened self-interest and the concerns of people through-

out the world; and the basic knowledge and skills essential for life

in a global age.

Collins (n.d.), in discussing terminology relative to global

education, referred to "global perspectives" and/or "global inter-

dependence" as terms that can further complicate things. The two

terms are generally but not exclusively used by educators to refer to

developing in students a particular attitude or mind-set, whereas

terms such as "world," "international," and ''global" tend to be

associated with formal coursework or other structured learning

experiences. However, educators using the former two terms advocate

crossing traditional scholarly disciplines and formal course
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structures, thus infusing the entire curriculum with a global dimen-

sion or perspective.

Joyce (1972) explained what global perspectives will mean for

the student in the social sciences:

Geographically it means that he [the student] sees the network of

world interdependence and influence. He learns that the exploi—

tation and conservation of resources is not simply a local or

regional affair, but a global affair as well. Economically he

sees not only the progresses of community and national economic

interchange, but the networks of international interchange as

well, and perhaps more critical, the moral and practical conse-

quences of the actions of man everywhere on man everywhere else.

. . Anthropologically our young citizen begins to see inter-

play of the earth's cultures. He notes the processes of cultural

conflict and interchange. He sees too the gradual formation of

world culture. . . . Sociologically he sees the processes of

assimilation and accommodation in the institutions and behavior

patterns of the people around him, and he is able to identify

the processes by which people are absorbed into the perspectives

of their time and place and the processes by which this time of

theirs socializes them to the global. Historically, our citizen

sees the sweep of time as peoples all over the world have formed

and reformed their heritages; mingled them, suppressed them, and

found identity in them. (p. 333)

Torney and Morris (1972) addressed the extensive changes in

the curriculum content and the process of teaching for an inter-

national perspective.

In contrast with its major competitor (a view of the world as

a static collection of nation-states), this new perspective

demands that even on an unconscious and nonverbalized level we

shift our image of the world, frmnthat of a map of neatly colored

and demarked countries to a picture of the earth as the totality

which the astronauts saw from outer space. From this vantage

point, we are able to see the world as a system whose parts are

dynamically interrelated by their very nature, demanding that we

focus on process rather than structure. If the earth is not a

static set of structures but rather a constantly interrelated

dynamic system, the function of international education must go

beyond the rote acquisition of the facts of political geog-

raphy.
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Hickman and Price (1980) believed that no global perspective

can be achieved by a teacher on a purely disciplinary basis. The

rationale for this is the fact that the world is a complex of economic,

political, religious, and individual interactions and conflicts. It

is an interdisciplinary world, and the teacher must not only have a

depth of interdisciplinary understanding but must approach global

education from that point. The student will need to build a global

perspective in much the same manner that he/she develops a concept

(p. 210).

Morris and King (1968) developed four cornerstones for bring-

ing a global perspective into the classroom. They believed the cur-

riculum must

1. develop both a capacity for empathetic recognition of

commonalities in human beings as they respond to basic needs, and a

sense of involvement in the sensitivity to the reality of the human

condition with reference to those needs.

2. develop an awareness of the national ethnocentric bias in

the way people perceive each other.

3. develop the capacity to cope emotionally and intellec-

tually with change, complexity, and ambiguity as they appear on the

international scene.

4. develop the capacity to experience multiple loyalties and

identifications.

Hickman and Price (1980) found, when drawing up a list of

concepts essential for a global perspective or global awareness, that

the list included only seven concepts that were not included in a
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list of 34 major concepts for social studies drawn up in 1965. The

conclusion they reached is that attempts to "teach concepts" are

nothing new, and they appear to be receiving new emphasis with global

education but in doing so have come full circle since 1965 (p. 210).

Anderson and Rivlin (1980) realized the scope and rate of

change toward a global perspective has not been great. But there has

been change, and "this is encouraging if we are optimistic who judge

glasses as half full rather than half empty. . . . As nations become

increasingly interrelated, citizenship education must include develop-

ment of a global perspective" (p. 64).

Also to quote a working paper on the Glens Falls Project,

”Glens Falls teachers over a decade have learned that a global concept

can be taught as a point of view in all grades, K-12, and in all sub-

jects, without offering it as a separate course or subject. This

concept is broad enough to include instruction about nations and

nature" (p. 2).

The Task Force on Global Education of the U.S. Commissioner

of Education (1979) noted

what it felt global perspective is not--

. a new curriculum,

. a new course to be added to the precollegiate curriculum,

. a political movement,

. an ideology,

. a form of world government,

. a blurring of cultural or value distinctions,

. an ivory tower concept, or

a panacea for social injustices.

Concern for global perspectives does not diminish or devalue

patriotism or national independence. Indeed, the Task Force

perceives education for global perspectives as strengthening

national well--being by developing the ability to recognize and

cope with changing world realities. (p. 6)
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The World-as—a-System Concept 

Among scholars involved with global education, the current

view of the world is that of a single, dynamic, interrelating system

(Becker, 1969). Anderson (1968) specifically mentioned the need to

understand today the concept of a world system. The concept of a

world system involves two assertions concerning world affairs. The

first assertion is that there is a growing world system, a global

social system that is an object of educational studies and research.

The second assertion is that the growth of this system is the cutting

edge of a deep innovation for the condition of humanity. This profound

change, while still little understood, will expand humanity's conscious

image (p. 78).

The world as a system, Hanvey (1979) stated, is not well

understood. Industrial societies, for example, are raised to believe

that almost anything can be engineered, including the world's destiny.

A simple push of the cause-effect button, and world inflation or famine

in South Asia is averted. This is simply not the world as it exists.

Some view the world as a machine, but the idea of a machine suggests

an assembly of parts that interconnect in a very positive fashion, so

positive that when you manipulate one part you get immediate, pre—

dictable, and quantifiable response in other parts. That does not

seem to describe the world as we know it. How, then, does the world

work? As a system. What does that mean? ”It means we must put aside

simple notions of cause and effect. Things interact, in complex and

surprising ways. 'Effects' loop back and become 'causes' which have
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'effects' which loop back. . . . It means that simple events ramify--

unbelievably" (p. 13).

Remy, Nathan, and Becker (1975), in discussing the world as

an "emerging" social system or society, felt that previous interna-

tional education missed the "systemness" that is the essence of world

change (p. 59). Anderson (1968) stated the system's aspect of global

education in different terminology, but the meaning remained the

same:

Admittedly the picture of the world as a planetary society is

not the best of all possible photographs of man's contemporary

condition, and hopefully, it will not be long before our con-

ceptual lenses become much more refined. But in the meantime

this picture provides a comparatively better image of "the

real world" than does our inherited image of the world as a

mosaic of different lands and peoples or as a pool table on

whose surface are arrayed self-contained balls called nation-

states. (p. 640)

Harper (1968) talked of two distinct cultures in existence

today: the traditionally locally based culture and the new worldwide

interconnected system. This new system uses resources from the entire

earth and is becoming a different culture (p. 565).

Schools must help students gain a global perspective, a dif-

ficult idea to get used to and an even more difficult one to implement.

Alger (1976) argued that this will require a curriculum that views the

total system--not merely from the vantage point of an individual
 

nation but from a vantage point outside the nation-system itself. In

doing this, however, Boulding (1980) cautioned that teachers and

researchers must have an image of the future that does not involve

either total catastrophe or a reversal of the developmental process

or the destruction of existing national states with an absorption
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into a universal world culture and politics. He believed both a

national system and stable peace are possible in the context of an

international system.

Remy et al. (1975) believed that educators who do subscribe

to the global-system view in order to broaden the area of children's

loyalty and concern will find that loyalty to the emerging global

system comes about when people find the institutions of the existing

state to be inadequate. But even then the authors warned that a

person's emotional commitment to the nation—state is so strong that

only through a massive effort at propagandization can loyalties be

shifted to a new global focus (p. 59).

Curriculum Issues
 

To fulfill the need to implement curriculum for global educa-

tion, the most difficult task ahead for a school system is a specific,

well-planned program. The concern for global education is growing,

and the need for children and youths to develop a global perspective

is well established. What is needed most to realize success is a

well-thought-out total program. Developing curricula is a difficult

task at best, and global-education curriculum poses some particularly

troublesome dilemmas.

Klein and Tye (1980) presented basic curricular questions

that can serve as a guide for planning and implementing global educa—

tion in a school system. They suggested that before any specific

curriculum can be planned, the educator must set the educational

priorities and develop a rationale to guide subsequent work. In
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setting priorities, all possibilities must be considered in relation

to needs-~students, community (local), national, and global. Second,

one must examine what the existing situation is in order to delete,

clarify, augment, or cut back. Global education cannot simply be

tacked on to an existing program. Modifications to existing cur-

ricula will be required, and this demands hard decisions but based on

well-defined priorities. These authors also believed a critical

step often overlooked by curriculum planners is the development and

explicit statement of a rationale for their decisions and actions.

"If curriculum planning is viewed as a formative process, never ending,

always open to new information, new needs, and new priorities, then we

can see the usefulness of explicit statements about why decisions are

made or why actions are taken" (p. 210).

Representative of the kinds of statements that might become

significant parts of an explicit rationale designed to guide curriculum

development is a statement of rationale found in the publication by

the Task Force on Global Education of the U.S. Commissioner of Edu—

cation (1979):

The Task Force submits that education for global perspectives

(or global education) contributes significantly to fundamental

competence in a world context, to educational excellence, and to

the nation's vital interests. It helps advance the formation

of responsible leadership and an informed citizenry. In our

contemporary world, global perspectives are essential to good

citizenship and quality education. New perspectives on our own

lives and our environment are necessary to assist us to identify

alternative actions and to extend more control over matters that

directly affect our daily lives. .

Education for global perspectives in one sense 15 an out—.

growth of the basic American philosophy that useful and pract1cal

education should be provided within the framework of U.S. demo-

cratic traditions in order to develop intelligent, effective,

and responsible participation by citizens.
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Thus, education for global perspectives is an effort to equip

all citizens with the variety of skills and the range of knowl—

edge needed to cope with worldwide economic, scientific, politi-

cal, and intercultural realities and opportunities. Decisions

related to each of these factors affect economic growth, indi-

vidual employment and careers, standard of living, and domestic

and international stability.

Global perspectives can contribute to the development of

mutual respect for the human dignity inherent in all peoples,

cultures, and civilizations, at home and abroad. They also can

lead to the survival of a planet on which humans can flourish.

In Section 603, Title VI, of the National Defense Education

Act of 1958, the Congress in 1976 recognized the importance of

having a citizenry well informed concerning other countries and

their actions.

The preamble to Section 603 states:

. the well—being of the United States and its citizens is

affected by policies adopted and actions taken by, or with

respect to, other nations and areas. .

. The United States must afford its citizens adequate access

to the information which will enable them to make informed

judgments with respect to the international policies and

actions of the United States.

A global perspective contemplates those policies and actions

that, whether local or global, are worldwide in impact, reaching

across and beyond regions and continents. (pp. 3-4)

Joyce and Nicholson (1979), in "Imperatives for Global Edu-

cation,” defined a set of imperatives for global education that can

greatly assist the educator in constructing a rationale for a school

curriculum. They offered five imperatives that compare a philo—

sophical basis for the generation of new curricula to promote inter—

national citizenship and global society. Although the future is

certainly unknown to us, two characteristics are certain: order with

progress and cultural pluralism. Along with these, promotion of

global citizenship and political action and cross-cultural involvement

are necessitated. From this conception an individual must see

him/herself in four dimensions--as an individual, a member of the

human race, inhabitant of the planet earth, and a citizen of a global
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society. To accomplish this understanding, one must know and under-

stand the immensely complex global scene.

Inherent in the global scene is the need to promote pluralism,

to allow individual cultures to flourish, and to enrich each other.

This, in turn, leads to the development of moral empathy with those

different in culture, forming, as it were, an international citizenry.

The conclusion of this process is the belief that one's own efforts

can contribute to world improvement (Joyce & Nicholson, 1979, pp. 101-

108).

Rationale for global-education curriculum is threaded through-

out the literature relating to the problem. The Michigan Department

of Education's Guidelines for Global Education (1978) used two authors'
 

(Rene Dubos, 1969 Pulitzer Prize recipient, and Barbara Ward) state-

ments for rationale. The Department insisted that "a viable rationale

for global education should place an emphasis on the personal behavior

of all world-minded persons. This behavior should reflect a concern

for the person's immediate environment as well as a more distant

environment" (p. 4).

The Report of the Presidential Commission on Foreign Languages

and International Studies (1979), as well as books like Reischauer's

(1974) Toward the let Century, Anderson's (1979) Schooling and
 

 

Citizenship in a Global Age, and Becker's (1979) Schooling for a
 

 

Global Age, are source materials for the case of global education in

the curriculum. The need is apparent that a more appropriate educa-

tional response to the shrinking of time and space and the increase

in man's interrelatedness must be devised. Becker (1978) stated,
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Global education seeks to help people, whereever they live and

whatever they do for a living, understand how their lives are

shaped and affected by world links and ties including how actions

they take may affect the lives of others. . . . Interdependence

is a reality--bad or good--helpful to some, harmful to others

though it be. We need to help our students to develop knowledge,

understanding, and skills needed for responsible participation

in an interdependent world. (p. 4)

Responding to those having concerns for global education for

all children and realizing such a program is an imperative, a success-

ful program must follow the regular process of planning a curriculum.

Identification of goals and objectives should be done early in the

program, realizing that others become clear as work progresses.

Decisions about goals and objectives are never final. They are

always subject to review as the curriculum evolves.

Remy et a1. (1975) suggested a useful exercise for program

planners as being the listing of goals and objectives in international

education or to consider some goals suggested by others. Such lists

can be used to note preferences and priorities as well as to check

the extent to which present programs are geared to those preferences

(p. 72).

Smart (1971) suggested eight kinds of orientations for inter-

national education:

1. Introducing new ideas.

2. Developing a synthesis of value systems related to an

emerging world culture.

3. Tracing national development.

4. Studying and promoting national political power.

5. Fostering mutual understanding and cooperation.
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6. Preparing students for life in a global context.

7. Developing a creative attitude toward diversity.

8. Furthering discovery of truth (pp. 442-64).

Statements of possible goals for global education are scattered

throughout the literature. Case's (1979) five identified themes pro-

vide a basis from which goals and objectives can be developed. King

(1970) made a similar listing, summarizing some of the ideas of

Anderson and Becker:

1. A curriculum that will give students the ability to look

at the world as a "planetwide society," one of a number of types of

human societies.

2. The teaching of a set of skills that will enable the indi-

vidual to learn inside and outside of school and to continue learning

after formal education is concluded.

3. The development of programs that "avoid the ethnocentrism

inherent in sharp divisions between the study of American and non-

American societies."

4. The integration of international studies with the trends

and discoveries of other disciplines.

5. A curriculum that stresses the interrelatedness of man

rather than simply cataloging points of difference or uniqueness.

6. A curriculum that is oriented toward the exploration of

future alternatives.

7. The selection of subject matter and methods that are

relevant for people who will be living in a global society that will
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be characterized by change, ambiguity, growing interrelatedness, and

continued conflict (PP. 20-21).

When consideration was given to the development of goals,

Kenworthy (1967) felt that the program must foster the discovery of

concepts, generalizations, or "Big Ideas." The field of knowledge

about the world is so vast that it can be overwhelming to curriculum

planners and teachers. The process of selection, therefore, becomes

highly important, and clarity on the basis of selection of content is

imperative.

Kenworthy pointed out that "the bull's-eye of the teaching

target would be the central idea of a discipline." He cited the

example from economics of man's unlimited needs and wants and the

limited resources at his disposal. In anthropology and sociology it

would be people or people in groups. In geography the central concept

would be earth as the home of man or space relations or the "per-

sonality of place." In history the target could be time or conti-

nuity and change. In political science it might be power.

Around the bull's-eye would be various major concepts that

emanate from the central ideas or ideas. In anthropology and socio-

logy one could place the ideas of families, tribes, communities,

national groups, cultures, and intercultural groupings or the inter-

national community. According to Kenworthy,

Each discipline can be treated the same. From the concepts flow

certain generalizations. In the field of anthropology a typical

generalization would be that human beings are alike and differ-

ent, with similar basic needs but different ways of meeting them.

. . . Numerous lists of such suggested generalizations already

exist. (p. 31)
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Certainly, one singular pervasive goal in the program must be

to assist the learner in understanding the unity or oneness of the

world. Becker (1969) stated it this way:

To see the world as one is a necessary starting point and

goal of international education. Such a view will not solve

all of man's problems, but it may provide the vision and

insight needed if man is to survive.

Remy (1980) viewed this process of learning about and visual-

izing the world as one as a two-way venture:

If the expanding scope and scale of global interdependence is

eradicating the boundaries that once separated foreign and

domestic affairs, the same forces are eroding the boundaries

that once separated education about U.S. society from education

about the rest of the world. (p. 67)

Goals must also promote affective learnings as well as cogni-

tive learnings. Collins (n.d.) spoke to the need in the development

of global-studies curricula to make affective objectives the central

building blocks.

Discussions of global education exclusively center on topics,

issues, concerns or problems. That is, content in the cognitive

domain. Yet we know if global education is to be effective, the

affective domain is absolutely crucial. . . . The vast bulk of

what anyone hears or reads in this field is devoted almost exclu-

sively to a consideration of what content is most relevant and

needs to be "covered." This approach fails to place sufficient

importance on values, motives, and feelings associated with how

people view the global arena. It is the affective domain that

motivates our actions and, therefore, must be given equal empha-

sis with the content of global studies. (p. 8)

As Taylor (1967) pointed out, the problem in education is

primarily one of developing empathy since the study of foreign cul-

tures, whether on a professional or a personal basis, does not neces-

sarily yield a sympathy for a world point of view or a tolerance of

cultural differences (p. 8).
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To achieve the empathy of which Taylor spoke, it seems neces—

sary that a focal point be relationships with pe0ple rather than an

emphasis on materials or projects. Moyer (1970) added that the

beginning of human-relations education is interpersonal education,

accepting oneself as a basis for accepting others. Interpersonal

education for the very young begins with the building of a positive

self-concept. Each child must first feel good about him/herself.

It is very unlikely that a person will extend him/herself to others

unless the person accepts self. Further, intergroup education

includes the acceptance and understanding of other children of similar

cultural backgrounds, whereas in other groups children may represent

various cultural backgrounds.

The groundwork for international education is laid as

children, as well as parents and teachers, from different

cultures interact, work and play together. (p. 5)

Direct acquaintance with people of varying racial and

ethnic backgrounds is the most effective method to introduce

world education to young children. Margaret Mead has said

you can promote knowledge about, but not real understanding of

other people without persons from those countries. (p. 29)

Throughout the global-education program the value of diver-

sity in the human community must be stressed in a positive manner. A

balance should be achieved between man's commonality and man's diver-

sity. What is needed, according to Becker (1968), is the development

of new techniques and new attitudes that enable us to assist children

in recognizing their own culture as one among many cultures, each

with its own validity and virtue (p. 503). Children must be led to

realize that pe0ple who live by a different set of values, with dif-

ferent customs, dress, and institutions are to be valued for their
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diversity but are at bottom like oneself and one's own people. As

Redfield (1947) stated,

The alien culture at first appears to us as a mask, enigmatic

or repugnant. On closer acquaintance we see it as a garment for

the spirit; we understand its harmonies and appreciate them.

Finally, as acquaintance goes deeper still, we do not see, or

for a time forget, the culture, but look only to the common

humanity of the men and women beneath. (p. 262)

Cleveland (1976) believed that in conjunction with the goals

of mankind's diversity and the goal of mankind's commonality, teachers

must bear in mind when preparing students to involve themselves in

their country's international involvement that they come to under-

stand the relativity of American values.

Underlying the educational goals of diversity, commonality,

and relativity is the concept and goal of community. Kenworthy (1970)

described the attributes of community at the international level.

These characteristics can be seen as the commonalities we all share

while, at the same time, possessing differences. The common attri-

butes are:

l. A common turf—-that turf being a tiny planet, but there

remains for the international community the task of deciding on the

control of the land surface and waters of the world. He makes no

mention of space, but such can certainly be added.

2. Common ideals--a beginning has been made. He sees our

values not being the same but there is enough agreement on ideals,

purposes, goals to bring about vast changes. A beginning has been

made.

3. Common symbols--although every nation has its national

flag, anthem, heroes, holidays, and shrines, all important to
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its members, Kenworthy listed the same on the international

scene.

4. Common contacts or interplay--physical contact is

not necessary, although many have face-to-face relationships. A

large part of the world has contact with other people through the mass

media and international trade. "In our dealings with others, we usually

judge them by our own standards. Consciously or unconsciously we want

to remake them in our own image. We want them to be like us. Almost

always we forget what the American anthropologist, Margaret Mead, has

pointed out pertinently that 'If we want others to be like us, then we

must be ready to be like them.'"

5. Common institutions--these abound; most are voluntary.

6. Internationally minded individuals--a small corps of such

individuals already exists. In all times and places there have been a

few persons who were internationally oriented individuals or persons

with world horizons (pp. 17-26).

Organization of Curriculum
 

One of the major difficulties facing the educator relative to

global education is the very practical problem of how the curriculum

should be organized. It is a problem because, as Klein and Tye (1979)

suggested, we do not know much about organizing curricula for global

education. Is global education to be an add-on, a specific course,

to be infused? How should it be treated?

Interdisciplinary approach.--Collins (n.d.) commented that
 

most curriculum directors and classroom teachers hold that it is
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solely the concern of the social studies, particularly area studies,

world history, and world geography. Although some react to it as a

clear threat to their own self-interests or, in some extreme cases,

to their very teaching existence, others will point to present courses

such as area studies, world history, or world geography to prove

that global studies are already a part of the school's offerings;

thus little or nothing more needs to be done. Collins stated, how-

ever,

Not enough or these courses--as they are now being taught--

deal in a serious way with the concepts and ideas included in

global studies. One has only to look at the teaching/learning

materials in use to verify this conclusion. The absence of ref-

erences to key topics such as human rights, the sea-bed, conflict

theory, energy depletion, interdependence, development issues,

ethnicity, nuclear control, population issues, etc., forces one

to the conclusion that these topics, if treated at all, are of

only tangential concern. These topics are the kinds of issues

confronting humankind, however.

Too many courses stress accumulation of facts about specific

places, usually taught in a chronological framework. Often an

area of study is treated as unique and little attempt is made to

relate one area of the world to another or to generalize from

the unique facts being presented to broader concepts which may

be useful in explaining new phenomena students encounter in their

daily lives. This is not to say that no teacher is teaching in

this manner or that teachers cannot do so. It is only to note

that in many schools such teaching is too frequently encountered.

A "compartmentalization“ approach to studying the world has

resulted in a generation of young people unaccustomed and

untrained to think either systemically or comparatively. In turn,

such modes of thinking are prerequisite if students are ever to

learn to think, act or feel "globally." (p. 13)

It is obvious when studying global education that many disci-

plines are involved because each contributes to the perspective to be

gained. The Task Force on Global Education of the U.S. Commissioner

of Education (1979) concluded that developing global perspectives

requires intellectual contributions from many sources. It draws on
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the various disciplines and expands them to meet changing circum-

stances. It requires intellectual contributions from many sources.

Global perspectives must be grounded broadly in the various

disciplines-~the natural sciences, the humanities, and the social

sciences--and the Task Force believed it must also draw upon a fresh

analysis of systems and other concepts.

Education for global perspectives must depend on the study of

foreign languages, other nations, and other cultures, geo-

graphic regions, the U.S. pluralistic society and ethnic aware—

ness, and such transnational concerns as the environment and

energy resources. It is likely to be interdisciplinary and

cross-disciplinary. (p. 4)

Klein and Tye (1979) discussed organization of curriculum when

done in an interdisciplinary approach as having the important quality

of integration. Learning is not pigeon-holed or compartmentalized but

is viewed holistically. These authors also insisted, as did Morris,

that the curriculum in schools and experiences out of school work

effectively.

The messages which students receive about the interrelationships

among the peoples of the world at school ideally should not con-

flict with what they hear discussed at home, read about, and hear

over the radio and television. Where discrepancies in messages

do exist from different educational sources, the student should

be helped to examine each message carefully for the value posi-

tions being expressed, basic assumptions, accuracy, and extent

to which vested interests are being served, and other such cri-

teria. By such efforts, students will be helped to integrate

their learnings into a meaningful, consistent, holistic view of

our world. (p. 218)

The Guidelines of the State of Michigan (Michigan State Depart-
 

ment of Education, 1978) also encouraged the interdisciplinary approach.

The Guidelines concluded that the emphasis on the development of

global-education programs is to foster an interdisciplinary approach
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at each building level among teachers. There should also be vertical

articulation from one building to another. For implementation, the

Guidelines insisted that provisions be made for review of current

curricula in light of the interdisciplinary implications of global

education (p. 9).

Olson (1981), in his study, provided documentation of the

historical development of global education in Michigan and provided

some curricular analysis of that program. The researcher pointed out

that the Michigan program to develop global perspective is in the

infusion stage, and, as such, "an ideal relation might have infusion

as the central purpose running through the curriculum model. After

the model is completely implemented, infusion would have occurred"

(p. 107).

Morris (1979) suggested that the curriculum should be organized

around concepts--those that will serve to indicate relationships,

organize knowledge, and guide further inquiry. Another possibility is

to select key concepts from a content area to be the organizing ele-

ments--pollution, population, and justice are examples (quoted in

Decker, 1979, p. 217).

Integration approach.—-The Glen Falls experiment in curriculum
 

development is an example of integrating international affairs. In

this project, teaching units were constructed that included instruc-

tion in value systems, ways of life of people in other lands, the

causes of war, means of peace, international organizations, and the

U.S. in a world setting. These units were threaded throughout the

various curricula. Other avenues for the instructional program
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resulted in an emphasis on comparative art, literature, music, and

business, all with the aim of making the student become sensitive to

other cultures, conscious of the complexities of intercultural rela—

tions, and humane in his/her outlook (Long & King, 1964, pp. 2-5).

The Center for Global Perspectives (formerly the Center for

War/Peace Studies) concentrates on curriculum development in four

broad concepts--interdependence, conflict, communication, and change.

The key concern of the Center is to develop a conceptual framework

for global studies that includes clearly articulated goals, grade-

level competencies, and model lessons that can be "plugged" in to

ongoing programs and present courses. No attempt is being made either

to design a new global curriculum or even to develop new courses. The

intention is to take the present curriculum and add a global dimension

to it (Collins, n.d., pp. 21-22).

Alger (1968) argued more along the line of organizing curricu-

lum on problems and avoiding the approach of teaching institutions.

A community government, national government, and the United Nations

should be replaced by a curriculum organized around problems. These

problems may reflect the institutions' inability to provide solutions,

and it may also show problems where no institution exists. By using

the problem-solving approach, students may recognize solutions that go

beyond present institutional capacity (p. 660).

Moyer (1970) believed it is essential for the curriculum to

be organized around the concept of process skills. Each process

skill is explained, followed by appropriate generalizations. Action

proposals are suggested for each process skill. She explained that
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process skills refer to the procedures for acquiring and applying

knowledge needed first to understand one's self and then to under-

standing others with the ultimate purpose of achieving satisfactory

human relations.

Process skills involve a synthesis of the child's feelings and

emotions with his ability to process and utilize information.

Importance is placed on the procedures or methods utilized to

arrive at the end product, world understanding and cooperation;

for as skills in the procedures increase, the level of under-

standing deepens. Process skills have relevance for any age

group and can permeate all areas of the curriculum and the

daily schedule. . . . To achieve the goals of human relations

education, process skills of perceiving, communicating, loving,

decision making, knowing, perceiving, creating, valuing must be

fostered. (pp. 8-9)

The Task Force on Global Education (1979) did not stress any

single global or international content. .The rationale for this posi-

tion was that local, state, and regional educational bodies make

decisions relative to what is taught and how it is taught. However,

the Task Force did list what it felt were the necessary component

parts:

. increased language learning;

. foreign area studies;

. learning about the concepts of culture and how cultural per-

ceptions affect lives and choices;

. knowledge about all forms of communication and ways in which

psychological or cultural perceptions can influence communi-

cation;

. experience with a wide variety of interdependent relationships,

such as those at home, in school, and in the community, nation,

and world, thus leading to more familiarity with the potential

benefits and costs of different forms of interdependence.

. examination of critical global problems-—ecological, scientific,

and socioeconomic--to understand the U.S. stake in interdepend-

ent relationships; and

. learning how to project and weigh the broad future consequences

of decisions made in the present. (p. 5)
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Kenworthy (1970) provided 15 characteristics he believed are

basic and fundamental for developing the international dimension of

education. These 15 principles serve as a guide or checklist for the

curriculum director in organizing and later for evaluating a total

program. The 15 guidelines are:

l. The program begins early and is based on self-respect.

2. The program fosters the discovery of concepts, generaliza-

tions, or "big ideas."

3. The program introduces students to selected segments of

the entire world.

4. The program stresses people, their similarities and dif—

ferences, and concern for others.

5. The program depicts the local and national scene in rela-

tion to the world.

6. The program accents changed behavior through concentration

and skills as well as through knowledge.

7. The program emphasizes feelings as well as facts.

8. The program helps to develop a philosophy of life that can

be universalized.

9. The program is continuous and cumulative and permeates

almost every part of the curriculum.

10. Social studies and language arts form the center of the

curriculum.

11. The international dimension is fostered by a wide variety

of methods and materials.
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12. The program is carried on by internationally minded

teachers.

13. The program is supported by educational authorities with

community support.

14. The program is experimental, with evaluation built in.

15. The program is supplemented by the efforts of other

agencies serving society (pp. 29-45).

Materials Selection and Development
 

The problem related to selection of materials is not neces-

sarily and primarily a problem of unavailability of suitable materials

to be used in the instructional program for a global perspective but

rather a problem of identification and acquisition. Schools waste a

great deal of time, money, and effort if they approach this important

curricular task with the position that little or nothing is available

and therefore must develop all their material. The task relative to

materials is first one of searching out what is already available and

completed (Swift, 1980, p. 50).

Collins (n.d.) reinforced the notion that the problem with

suitable materials is not a lack but rather a problem of identification.

Contrary to the opinion held by a significant number of educators,

as well as state education department personnel, suitable teaching/

learning materials now exist at most grade levels. . . . The prob-

lem is access to sufficient information of a reliable enough nature

for persons responsible for providing leadership to act. (p. 12)

He suggested several teaching units representative of global topics

such as food/hunger, population, cultural awareness developed at the

Center for Global Perspectives in New York. Some of the finest
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material available exists at the Middle America Program for Global

Perspectives in Education (MAP), Social Studies Development Center,

Indiana University.

But it is in selecting an item that care and sensitivity of

the teacher must be had. From the perspective of the selector, the

person may view the world primarily in terms of a nation—state pur-

suing foreign policies. The teacher may select materials that foster

national self-interest rather than a world view. On the other hand,

the objectives of a teacher who views the world in terms of a global

society will be careful to select and point out materials that help

students develop a sensitivity to the political implications of

mankind's increasing interdependence (Remy et a1., 1975, p. 2).

Morris (1979) pointed out that some materials selected will

actually work against the formation of global perspectives, many times

quite subtly. The program may have objectives purposefully planned

to develop global education, but the supporting material actually can

create an unintended impression in students. Morris indicated that

subtle differences between chapter headings, such as "Why Is America

an Important Country?" and "What Do the People of Mexico Need?,"

can create an unintended impression in students. Often major global

issues that are studied at a grade level or in a unit are placed in a

national context or stated as a national problem. For example,

national inflation should not or cannot be dealt with unless one

points out how such is directly related to international trade

(p. 135).
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Torney (1979) pointed out that many materials used, such

as maps, carry a nationalistic message. The field simply lacks

symbols for global entities, and in this respect materials must be

developed (p. 59).

The truth of the matter is that it is not an easy task to

find high-quality materials for children. When a situation like this

exists, the conclusion may be drawn to make do with what is available.

Pellowski (1972), Director-Librarian of the Information Center on

Children's Cultures, warned:

The popular adage "Every little bit helps" simply cannot apply

when one is concerned about introducing children to other cul-

tures. If the material is derogatory instead of objective, or

vivid but totally inaccurate, chances are it will hinder rather

than help. It would be better not to attempt an introduction to

another people if it cannot be done with sensitivity and care.

(p. 757)

Where materials are missing or not of a quality desired, one

way to get around the problem might be for children to produce them

in the classroom with children. The same care, criteria, and ques-

tions used to evaluate commercial materials can serve as guidelines

in the production process.

Difficulties and Obstacles
 

A number of difficulties face the educator relative to global

education and the curriculum. Problems are both inherent in the

concept itself and external, as it were, to the determination of a

global-education curriculum. Another set of barriers lies within the

learner, related to the developmental processes.
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All subject areas must resolve certain problems relative to

curriculum planning and implementation. However, global education

has a particularly difficult time of it. Joyce and Nicholson (1979)

pointed out that not only is the content of global education an

object (rf controversy, but there is a real question that such should

be a part of the curriculum (p. 95). Marvelous and exemplary cur-

ricula have been developed over the past 15 to 20 years. However,

much of it has simply not influenced the classroom. Gross et a1.

(1971) offered the following structural elements before any innova-

tion is going to be implemented successfully:

l. Clarity on the part of the staff about the innovation.

Capability of the staff to perform a new role model.

Availability of necessary resources.

D
O
O
M

Compatible organizational arrangements.

5. Staff motivation.

These various factors must be considered if an educator is going to

succeed in the change.

Basic to all the difficulties and obstacles facing the imple-

mentation of global education is the issue of change. Change is

difficult for most individuals and for institutions particularly.

Becker (1969) said that schools do not really respond well to change,

especially changes that may involve political issues. He said that

the response of schools is a difficult organizational enterprise

because the school is such a complex organization. Changes are made

in small increments and are disjointed (p. 10).
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Approaching the problem in a different vein, King (1970)

pointed out that schools have not been able to maintain a pace in

keeping with what children need for the future. They, in turn, are

far ahead of what is being taught. He stated,

Education has always been a conservative force, more concerned

with the exploration of future alternatives. That didn't matter

much in the past--in fact it served to maintain a certain cul-

tural continuity. But now the gap between the real world and the

world we teach about in our schools has become so wide that much

of what we teach has become meaningless. Perhaps the younger

generation has leaped ahead of the older in this regard. (p. 8)

Strategizing for change will need to be a main concern for

the global educationist. In general, a district planning to initiate

or strengthen a global-education program is faced with the same kinds

of considerations and decisions that underlie its total program and

any change to it. In the Michigan Guidelines for Global Education
 

(Michigan State Department of Education, 1978), it was pointed out that

one must work for the commitment, cooperation, support, and involve-

ment of all components of the educational system. It encourages the

decision making to be a process of openly arrived at participation by

all concerned--school—board members, administrators, staff, students,

and community. The Guidelines also provided a list of suggestions

for implementing any program (pp. 9-11).

Students, in turn, daily face a series of economic, political

and social realities that remain largely unexplained to them

and far too often, not closely related to what they have

"learned" in school. (p. 5)

Part of this attitude is due to the fact that the concept of

education for world understanding is not new. An emphasis on inter-

national education began immediately following World War II, with the
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realization that countries could no longer be isolated from the rest

of the world. However, much of the programming to achieve this end

is shallow and cursory. Programs lack depth, solidity, and compre-

hensiveness. Moyer (1970) summarized much of current programming:

Many programs were of a superficial nature, quite often con-

sisting of an annual assembly program or the celebration of

United Nations Week, combined with whatever incidental teach-

ing arose in the classroom. An approach of this type to world

understanding and cooperation no longer even pretends to meet

the demands of living in a global society. (p. 1)

Another difficulty exists when inservicing teachers or for

teachers dealing with the subject. This complication is the lack of a

specific scholarly base for the field. It is difficult for a teacher

to identify an expert on interdependence or ethnicity. Yet these are

the kinds of topics on which global studies focus. And most teachers

do need help in dealing with them (Collins, n.d., p. 10).

School systems are not now staffed with persons sufficiently

trained to deal with topics such as global interdependence, world

economic disparities, urbanization issues, pollution, development

problems, energy concerns, ethnicity, population problems, or other

global topics. Unless a teacher feels comfortable with skills and

competencies for a program, that program will not achieve success.

The same is true for administrators, who must understand and feel

comfortable with a program.

There exists real administrative hesitation regarding addi-

tional new content and programs for their schools. Too often, past

innovations have proved costly and ineffective. In addition to this

situation, global educationists have not provided the solid rationale
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necessary to gain and maintain public support for their ideas.

Administrators need defensible reasons for making this curriculum

innovation a priority in education. With the "back-to-basics" move-

ment, the decrease in electives, declining enrollments, public dis-

enchantment with foreign affairs, and other current issues facing

school districts, the global-education-program rationale becomes even

more imperative (Collins, n.d., pp. 1-3). Collins also mentioned

that although education generally faces fiscal problems, global edu-

cation is unique in that it operates with virtually no resources.

One of the most volatile issues of a global—education program

is the issue of nationalism. Leach (1969) stated:

However bitter is racial strife, however harsh economic con-

flict (both in colonial areas and between so-called capitalists

and socialist blocs), however intolerant is religious and ideo-

logical opinion, it is nationalism which claims the primary

loyalty of man today. In doing so, nationalism serves as the

greatest divider of human kind. To some, this is surprising,

unconsciously conditioned as they are by a Hobbesian-like logic,

which fears that without the nation state, mankind would slide

back into tribalism or something equivalently chaotic. (p. 5)

Kenworthy (1970) looked at the problem of nationalism in a

different light--from the point of view of the conclusions that can

or might be drawn if global education were a reality. What, in

relation to the nation-state, would be an outcome of global education

at the political level? He asked,

What, then, lies ahead? A world state? A world society? An

international community?

People disagree, at least on the terms they use. Perhaps

this is merely a matter of semantics. If those terms are

synonymous in the minds of people, then there is no problem.

However, the connotations of those words seem to mean differ-

ent things to different persons. They are probably arranged

above in the order of the degree of control on a global scale.
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The world state connotes to many people strong control, prob-

ably exercised by a centralized world government. The phrase

"a world society" means to most people a little less control,

either with or without some centralized world government. The

term "international community" is a little less forbidding. It

suggests a world of nations, cooperating together without giving

up their sovereignty to a supergovernment. (p. 16)

Conjuring up these ideas of a "world state," a "world society,"

and an "international community," one can readily understand with cer-

tain persons the repercussions that will take place. After all, the

nation or national-community concept is instilled in each one of us

very early .in life. It is part and parcel of a person's fiber--one

that cannot be taken lightly when developing a global curriculum in a

community.

Boulding (1980) found that this fear of global education

moving in the direction of the destruction of existing national

sovereignty is a total misconception. This fear is ingrained in

folk cultures, and, unfortunately, it prevents thinking about the

future.

Positive attachment to a national community is established

early, largely with the aid of national symbols. Elementary school-

children's sense of belonging to a national political community is

established and reinforced by many symbols (Torney, 1979, p. 69).

This factor, however, has a positive aspect: It offers identity and

unity to large groups of people with otherwise divergent interests.

By so doing, however, it also alienates one people from another and

leads to the creation of stereotypes. However, national loyalty need

not have this effect. As Preston (1955) stated years ago relative to

issues in teaching world understanding:
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The present period is not the first one in history in which

circumstances have prodded men to broaden their loyalties. In

1776, for example, our forefathers found it necessary to extend

their loyalty from Colony to Confederation. Yet it is clear

this enlargement of loyalty did not impair their pride in, or

love for, their own respective Colonies. They simply recognized,

with Benjamin Franklin, that "We must all hang together, or

assuredly we shall all hang separately."

This is a blunt fact which, we are gradually learning, faces

us again today in a new guise. The values of patriotism remain

as vital as ever, and it is for the very purpose of protecting

them that teachers should actively search out paths which lead

to increased world understanding.

"The world is my country, all mankind are my brethren,"

wrote the eloquent American patriot, Thomas Paine. And count—

less loyal Americans since his time also have been swept by feel-

ings of world citizenship. Yet teachers who emphasize the world

view are sometimes accused of damaging their pupils' patriotism.

The antagonism and suspicion of groups and individuals in this

country who criticize the teaching of world understanding are

probably often an emotional reaction to the poisoning and exploit-

ing of a number of international movements by the Soviet Union

to further its doctrinaire and nationalistic aims. (p. 6)

Global education is not designed to foster a sense of world

citizenship that competes with the nation-state for an individual's

loyalty but rather to develop citizens who are capable of seeing that

the nation is not the only basis of organizing to carry out the func-

tions of society. This researcher feels that a global society and

global citizenship are natural patterns of growth and of the evolu-

tionary element of man.

ThOmpson (1951) pointed out that patriotism is actually the

basis of internationalism. "Patriotism is a feeling that binds mankind

and because I love my country I appreciate the love of others for

tpgip_countries. . . . I do not have to share their love for an alle-

giance to their particular object. But I am compelled to respect

it" (p. 14). The author reminded us that those who have achieved

worldwide acclaim--such as Shakespeare, Dante, Goethe, Dostoevsky,
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and Mark Twain--are precisely those who are most deeply rooted and

immersed in their own culture (p. 14).

The question is not patriotism versus world citizenship. The

issue is how we can teach patriotism and, at the same time, develop

responsible attitudes toward other peoples. The danger is always that

some make a "pagan worship" of national sovereignty, as Toynbee (1947)

wrote (p. 552). The problem on the global level is how to foster true

citizenship among the world's peoples. The strategy is to find some

method of infusing students with the same moral perspective toward

other peoples that they have acquired toward members of their own

primary groups. To accomplish this imperative of global education,

Joyce and Nicholson (1979) said that three steps must be taken or

three divisive factors eliminated:

l. The first of these is the elimination of poverty, for the

poor are isolated from other socioeconomic classes and also from other

poor people.

2. The second factor is ethnicity. Such gives a person a

sense of identity and of morality but cuts groups of people off from

others and impoverishes them socially and culturally. When combined

with poverty, ethnicity may be especially divisive.

3. Nationalism is the third divisive factor. It can, how-

ever, be a positive force but often alienates one people from another

and leads to the creation of stereotypes. National loyalty, however,

need not have this effect (pp. 104-105).

To deal with the politics of the situation and with the

nationalism issue, Leach (1969) called upon governments to subsidize
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a chain of international schools. By doing so, he conjectured that

"governments would, in fact, put some of their trust in supranational-

ism as a safeguard for the future of mankind" (p. 185).

Readiness for Global Education 

In the past and in most respects current early—childhood cur-

riculum--nursery, kindergarten, primary level--introduced children to

postman, fireman, grocery store or supermarket, and other community

helpers. Rarely did one find simple cross-cultural comparisons of

such helpers, nor was the concept of community in other lands intro-

duced at this level. However, research has found that young children

are much more aware of global problems than we have given them credit

for. Contrary to the practice that children in early grades are only

"here and now“ minded, simple cross-cultural comparisons of community

helpers and the communities in other lands are possible and necessary.

Kenworthy (1970) stated that since experiences of today's children in

many parts of the world have been enlarged, so also the dimensions

of the curriculum need to have a broader scope. Many children could

and should cope with the study of the peoples of our planet long

before they are 10, 11, or 12. Some teaching about the international

community or world seems essential, even in the early years at school

(p. 31).

Morris (1979), in his chapter entitled "Elementary School

Programs," specified a number of research studies supporting the readi-

ness of children in early grades to have a more global curriculum

rather than a redundant and heavily provincial social studies content

(p. 117).
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Flavell (1963) pointed out-Piaget's profound effect on educa-

tion as a whole but also the contribution Piaget made to sound learning

theory for global education. Piaget suggested that by seven or eight

years of age the child moves into a new and qualitatively different

form of cognitive functioning. Flavell, Botkin, and Fry (1968) stated

that at seven or eight egocentrism diminishes and the child becomes

able to understand perspectives other than his own. The next five

years become critical for the development of social attitudes.

Torney (n.d.) wrote that

The years from 7 or 8 to 12 or 13 are ideal for teaching about

our global society and our need to deal constructively with its

problem. . . . The lack of rigid outlook at age 7 or 8 makes

the individual much more receptive to an international or global

view. Materials about our conflict ridden interdependent globe

should be introduced into elementary schools. Rather than deal-

ing with a nation's own domestic problems the stress ought to be

the global society; domestic issues should be dealt with as part

of that totality. Recent research completely contradicts the

erroneous belief that children under 12 or 13 years of age are

not yet ready to learn about the world, especially outside their

own nation. It tells us 7 to 12 is optimal both for education

directed toward attitudinal objectives and for openness about

the world. (pp. 4-13)

Lambert and Klineberg (1967) found that while American children

about 10 years of age were particularly receptive to approaches to

foreign people, this openness declined somewhat so that by 14 years

of age there was an increased tendency to stereotype, accompanied by

a decline in positive attitudes.

The task of the global-education program is, as Moyer stated:

The task [for global education] becomes one of educating for

acceptance and understanding in an ever-widening milieu of self,

groups, ages, cultures, nations. Relationships with groups,

ages, cultures, and nations occur in a random rather than a

sequential order. In reality the areas overlap, and an all-

inclusive and comprehensive term human relations education more

aptly describes the process. (p. 5)
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Kenworthy (1956) noted that while the survival of the world

calls for the ability to live in a world community, this ability must

be developed in children early and in a variety of subject areas

because prejudices are also learned at an early age. Moyer (1970)

stated that attitudes toward racial groups are formed before the age

of six, as are political attitudes and values. In a study of black

and white nursery-school children, Goodman (1952) found awareness of

racial difference by age four. Hess and Torney (1967) reported that

political attitudes and values are evident by the time the child

enters elementary school.

Trager and Yarrow (1952), in the Philadelphia studies of preju-

dice in young children, indicated that most young children have defi-

nite concepts of one or more religious groups. This same study con-

cluded that as early as kindergarten, children have the kinds of

attitudes that make for disunity, disharmony, and unhappiness in

group life.

It is apparent, then, that as a child grows older he/she

develops bases for international understanding or for prejudices and

misconceptions that make it difficult for him/her to understand

behaviors of others. His/her relationships in groups here and now

are most beneficial in developing attitudes as a member of a global

or larger society.

Supporting this need to deal with attitude formation in the

young, Torney and Morris (1972) wrote that something more than a

refinement of objectives is necessary for global education to become

viable:
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First, educators must have more awareness of the process by which

children's attitudes, beliefs, and values develop--a clearer view

of the audience to which we speak; next, an understanding of the

process by which these attitudes are changed or remain stable as

they are influenced by various factors such as cognitive develop-

ment and social circumstances (expansion of technology, and cur-

rent social issues in the adult political world); and, finally, a

new perspective, a view of the earth as a unit and a view of our

own culture as resting on a variety of continua with the cultures

of the rest of the world, a view which values diversity in the

human species and is conscious of the impact of old assumptions

about the world on the real messages children receive from

instruction. We need to move away from merely formal and rote

teaching which expects children to accept on faith statements of

vague ideals about the way we wish the world to be, and toward a

dynamic process of education and socialization in which all ele-

ments of society, not just the schools, participate. For this we

need accurate perceptions of children's attitudes, and a truly

international view of the world. (p. 7)

Remy et a1. (1975) did caution care in drawing conclusions

about children's international learning from the research. They

pointed out that this research has concentrated on children's learn-

ing about domestic politics. However, the authors abstracted from

the research several ideas that they felt "can help sensitize us to

the international learning processes of our students" (p. 39). Their

ideas are briefly outlined as follows:

1. Children's international learning actually begins very

early in life. Through the mass media, school, interaction with

family, friends, the children begin to develop orientations toward

world politics. By the time they reach the intermediate grades they

have developed a sense of national identity, a set of attitudes,

beliefs and values about their own and other nations as international

actors and about such international processes as war and peace.

2. What children learn about the world at one age builds on

and is influenced by what they have previously learned.
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3. The time of middle childhood (grades 3 through 8) is an

important time in a child's global learning. It represents a time

before too many stereotypically rigid perspectives dominate children's

views of the world, and yet a time in which cognitive development is

sufficiently advanced to make a diversity of viewpoints accessible.

4. Though aggregate statistics are dealt with in a discus-

sion relative to a youngster's international learning, each individual

student brings his/her own particular configuration of orientations

toward the world. In some ways those orientations are very much like

those of their classmates, but in other ways they are totally unique

to them. Beliefs, attitudes, values, and knowledge develop quite dif-

ferently in individuals when dealt with as a single person.

5. The mass media, especially television and newspapers,

play an important role in children's international learning (pp. 39-40).

Staff Development and Educational Change

Required for Global Education in Schools

The key element for success of any given new-program change in

a school district appears to be the teacher. The classroom teacher

determines success or nonsuccess in a change formula for curriculum.

Collins (n.d.) stated:

In the final analysis it is the teacher who determines whether or

not the whole system is in a "Go" or "No Go" mode. Furthermore,

teachers teach what teachers know! Stated differently, teachers

will teach about that which they are interested in and feel

reasonably competent in handling. This reality is one reason why

many programs, projects, curriculum revision ideas, and other

innovations intended to upgrade the global dimension of education

have fallen short of the mark. (p. l)
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In their interpretive report on three National Science Founda-

tion studies relative to the status of precollege social-studies edu-

cation, Shaver, Davis, and Helburn (1979) reminded the reader that the

teacher is the key to what social studies will be for any student.

What a teacher believes about schooling, his/her knowledge of the

subject area and of available materials and techniques, how he/she

decides to put these together for the c1assroom—-out of that process

will come the classroom experiences for children. True, other factors

exist, but the point here is that the teacher plays the primary

structuring role. These authors pointed out that the three NSF-funded

studies confirmed the view that individual teachers have more freedom

than either they or others wish to admit in deciding what social

studies will be. In their position as arbiters, teachers can effec-

tively veto curricular changes of which they do not approve (pp. 150-53).

If advocates of global studies are serious about altering in

any significant way what happens in classrooms, they must focus on

changing teachers. The entire issue confronting those concerned about

establishing a more global perspective in students and the school cur-

ricula might be clarified considerably and expedited if the primary

concern was shifted to concentrate upon what teachers think and feel

about global society, rather than what they are presently teaching

about it.

All other questions relating to curriculum and instruction as

well as teacher education tend to miss the point. Until we have

available a cadre of persons prepared to disseminate a global

message throughout education, secondary questions regarding

course sequence and content, teaching strategies, physical

arrangements of students, etc., remain largely irrelevant.
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The immediate need is to provide a program organized in such

a manner as to guarantee teachers will be given experiences

that hold out a good chance that they will think, feel and

ultimately behave differently. (Collins, n.d., p. 2)

Classrooms are change-resistant organizational units. Even

in school systems that are generally open to change, classrooms, in

general, remain closed and resistant to change. That fact explains,

more than any other, why the educational innovations of the 1960s and

1970s did not endure. Proposed changes were never owned, adopted,

and implemented by classroom teachers (Hansen, 1980; Urich, 1979).

In certain areas of curricula, districts and teachers have

been provided not merely new developments but alternative offerings

from which to choose. This was a major purpose of federal funding,

and while some can argue the extent to which an adequate breadth of

alternatives has been provided, the goal has certainly been met to a

decent degree-—to a degree that one can judge success or lack of

success. Yet we know a great number of districts and teachers have

chosen not to use the new materials. For what reason?

Shaver et al. (1979) discussed a number of reasons for

project failures:

1. Theinterestsand orientations of teachers are different

from the views of academicians and curriculum developers. There are

concerns due to the socialization web teachers find themselves in.

1 They desire the approval of other teachers, just as other teachers

seek their approval. They do not want to look ineffective in the eyes

of their principal. Students and parents are part of the school's

social system, too, and teachers seek their respect and approval. In

L.»— 
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short, the teacher's beliefs and the demands of the school as a

social system are largely incompatible with the norms of the univer-

sity scholarship system and with the norms of teaching espoused by

trainers of teachers. Inservice training is seen as most helpful

when the emphasis is not on revamping the teacher's conceptualizations,

but on talking with other teachers and sharing "bags of tricks" for

classroom use.

2. District supervisory personnel rank about on the same

level as university professors by teachers relative to new teaching

methods, information about instructional materials, and actual assist-

ance given by supervisory personnel. Part of the difficulty is that

school support systems are weak. Staffs are inadequate in number;

teachers don't view these persons as informed about the realities of

the classroom as they are. However, it should not be interpreted

that teachers don't want help. They want "good" help, assistance

that is responsive to their teaching situation as they see it. They

believe that they are best equipped to know what their needs are.

3. Curriculum projects also fail, not because of ”sour

grapes," i.e., because teachers have not been involved in the

curriculum-development projects or training institutes, but rather

because it is more appropriate to teachers to continue doing what

they have done before—-practices consistent with their own values

and how they perceive the conmunity feels. The new—program material

just doesn't "fit” (pp. 10-13).

These authors concluded that ”reform to be effective,

must be based on the recognition that teachers operate with a total
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system, which must be mobilized and revamped if individual teachers

are to make striking modifications in their students' social studies

experiences" (p. 13).

Arends, Hersh, and Turner (1978), likewise, contended that

"schools are complex social systems and that important lasting educa-

tional improvements require changes in the norms and structures of

schools more than changes in the skills of individual educators"

(p. 199). Goodlad and Klein (1970) pointed out that the organiza-

tional and social arrangements in schools have inhibited change by

isolating teachers. There is definitely a large body of research

evidence that points to the fact that improvement of schools cannot

be achieved unless attention is paid to the fabric of the school's

culture and organization as well as developing inservice that presum-

ably will change the individual educator. Arends et a1. offered the

organizational-development model asone possible strategy. This

model says that

instead of trying to improve isolated components of schools,

training and development efforts must aim toward helping people

in schools come together and use the resources they already

possess in more effective and satisfying ways. . . . Educators

need to practice and have time for thinking about how they com-

municate with one another, solve problems, make decisions, develop

curriculum together, or whatever. . . . Furthermore, this model

recognizes that school improvement efforts do not necessarily

occur quickly or in a linear fashion. Initial progress is likely

to be accompanied with back sliding. The model demands long-term

relationships between agents and client systems and requires

agents who are knowledgeable about the psychology, sociology, and

politics of client systems and the theory and practice of planned

change in complex organizations. (p. 202)

If advocates of global-education curriculum are serious about

altering in any significant way what happens in classrooms, they must
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focus on changing teachers. Global education will require a program

of inservice for teachers that guarantees a change in teachers first.

They must be given experiences that hold out a good chance that they

will think, feel, and, ultimately, behave differently. To accomplish

this, the educator must understand the process of change. Sarason's

(1971) assertion, echoed by Dalin (1978), must be considered when one

is considering global education:

Those who are responsible for introducing change into the

school culture have no clear conception of the process--no

organized set of principles that explicitly takes account of

the complexity of the setting in its social-psychological

and sociological aspects. (p. 9)

 Having reviewed more than 150 articles dealing with staff

development, inservice training, or educational change that have

appeared in educational journals in only the past three years, Urich

(1979) reported that only a handful of these articles provided

insights, understandings, or conceptual tools that would be helpful

to practitioners. What is needed is an understanding of the dynamics

of change at work. Urich believed that significant gains in the

effectiveness of staff development and improvement in schools will

occur only insofar as our change programs address the complex social-

psychological and sociological dynamics of a school system (p. 2).

To add to the complexity of the issue for global education is

the fact that adoption cycles of 25 to 30 years are normal, given the

current level of resistance to change that exists in classrooms.

Pincus and Williams (1979) emphasized this point when they wrote

that the time needed to implement large-scale planned change often

exceeds the stable tenure of the political constituencies that the
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planned change was designed to satisfy. Given the 25- to 30-year

cycle, Hansen (1980) charged that statewide educators must be able to

reduce a statewide adoption and implementation cycle to more like

eight to ten years (p. 5).

Before such can happen, recognition of what factors make

classrooms change resistant must be recognized. Any effort to effect

a change is destined to failure unless attempts are made to under-

stand the whys, wherefores, and hows. Hansen (1980) outlined nine

reasons why classrooms remain change-resistant sociopolitical units

and then made eight recommendations that could help change-resistant

classrooms become change-persistent classrooms. The nine reasons why

classrooms remain change-resistant sociopolitical units are:

1. Classroom teaching is the least-statusful professional

role in education, with no concomitant career ladder within the role.

2. The prevalent change models used in education--coercion

and seduction--are demoralizing and debilitating to teachers.

3. Teachers tend to be treated as professional “adolescents"

by other professional educators.

4. The classroom is the most autonomous and least visible

sociopolitical unit in the profession.

5. Linking teacher professional development to increases in

student achievement is an inappropriate and short-sighted use of the

industrial system's model.

6. Demands for classroom change have no conceptual integrity

or "gestalt" for classroom teachers. Demands for change are coming
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from a variety of quarters, with inadequate priority setting. There

is likewise no integrating curriculum or instructional theory.

7. Teachers have not been socialized to an inquiry model of

professional behavior. Teachers haven't been taught to proofread

systematically their own professional behavior. They tend to attribute

failure to the ineffectiveness of the innovation rather than the inef-

fectiveness of their own implementation.

8. Classroom-teacher unionization is a response to these

conditions; unwittingly, however, it is also a contributing factor.

Unions see little value in recognizing professional excellence plus

the fact the union has set out to collect more control of curriculum

and classroom instruction.

9. Staff development is too narrowly defined by professional

educators and by lay leaders of the profession.

Having pointed out the factors contributing to change-resistant

classrooms, the same author recommended the following in order to

assist in bringing about what needs to be done for implementation of

program changes. He recommended:

1. Coercive educational-change efforts that directly affect

the classroom should be used sparingly.

2. Teachers should be accorded a more direct and vital role

in the production, dissemination, and use of educational knowledge.

3. Certification policies for all educators should ensure

continuing professional growth.

4. Career-ladder plans that allow "master teachers" to remain

productive in the classroom should be provided.
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5. Curriculum models that integrate instruction should be

both developed and tested with teachers.

6. Professional-development centers should be encouraged to

operate by the dominant philosophy that each teacher has both some-

thing to learn from and something to teach another teacher.

7. "Lighthouseschools" should be developed, where the

appropriate instructional and professional climate can be modeled.

8. Stronger linkages between classroom educators and non—

classroom educators must be forged.

Pointing to further difficulties in change or curriculum

development, Harmer (1977) singled out high-school teachers as one of

the most tightly closed societies in our culture. And in this teacher

group, curriculum development has a low priority (p. 751).

Needs Assessment
 

Many institutions--higher education, intermediate school dis-

tricts, consulting firms--are engaged in inservice education. Before

any inservice is given to a group of teachers, one important issue

becomes needs assessment. Galligos (1979) asked, however: Whose

needs assessment can be trusted? What some may identify as a need

for more training in reading, for example, could, in some cases, be a

need for motivational-skill development. What teachers say they need

may or may not conform to that which supervisors or principals believe

is needed nor what an objective observer may consider important.

Galligos believed more must be done to develop and refine multilevel,

cross-validated assessment techniques. This goes beyond the
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computerized questionnaire or the Delphi (panel of experts) approach

so that single—level or single-source "needs" are not the sole basis

for inservice efforts. He then cautioned that there are four issues

that must be considered within the scope of inservice education--

philosophical, technical, economic, and political. Is inservice for

the purpose of providing practicing teachers additional training in

competencies they should have, thus a type of remediation, or should

inservice relate to emerging needs in district settings, thus focus-

ing on new areas of training and development? Implications here are

that the same thing for all teachers in a fixed sequence may not work.

Thus a prepackaged approach or economically feasible ways for colleges

to become involved, cooperation with professional associations and/or

administrators are all important and critical problems within the

sphere of inservice education (p. 23).

The body of research (Berman & McLaughlin, 1975; Fullan &

Pomfret, 1976; Lawrence, 1974) validated the suggestion that the

requirements, needs, and preferences of teachers or clients be the

starting point of all inservice activities. Arends et a1. (1978),

however, pointed out that the procedures for assessing needs are

inadequate and raise a host of moral questions. These authors

pointed out the following difficulties relative to needs assessment:

1. Most often, when asked to self-diagnose, the teacher

doesn't know how to. It's difficult for any person to self-diagnose.

2. Often teachers' responses tend to be representative of

the group rather than the individual self, rationalizing that teach-

ers at large need such and such.
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3. There is at times a time lag in the needs assessment, and

in that time frame new and more important needs erupt.

4. At times, certain predominant issues in education that

are in vogue at the time become the perceived need rather than the

fgl§_need (p. 198).

Goodlad and Klein (1970) blamed the preparation that teachers

receive:

It would appear that neither preservice nor inservice teacher

education programs have provided them with precise pedagogical

understandings and skills required for diagnosing and remedy-

ing the learning programs and needs of individual pupils. (p. 94)

Interestingly enough, when dealing with needs assessment

dependent upon approaching teachers to determine such in relationship

to themselves, Kelley (1962) pointed out that the average person is

not that well acquainted with him/herself, for each person remains

quite faithful to "his not-so-accurate image of himself and thereby

acquires consistency. . . . There is a sense, in other words, in which

we all become creatures of our own ideas about ourselves and of our

compulsion to behave consistently with these ideas? (p. 14).

From a constructive and positive point of view, however, to

bring about change and staff-development programs for teachers, the

educational leader's contribution to improving the quality of instruc-

tion may have to be in the direction of seeking to enhance the

teacher's self-image, with each leader developing his/her own tech—

niques to achieve this end. However, it appears that accomplishment

of this feat can be attained if one can demonstrate to teachers
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acceptance of them as possessing competencies and abilities, provide

resources needed, and ensure recognition of their contributions

(Burch & Danby, 1978, p. 14).

Personal Development

Versus Remediation

As educational psychologists,hfitherelland Erickson (1978)

have come to see the underlying issue of teacher education as one of

adult development:

The teachers' own development as an interpreter and constructor

of classroom events has been overlooked in both educational

practice and research. . . . We focus on Loevinger's theory of

ego develOpment as a "conceptual lens" through which teachers'

conceptions of teaching and human development in relation to

their actual teaching behavior can be viewed. (p. 229)

These authors finally argued for instructing teachers in methods of

analyzing and researching their own teaching as an important focus

for inservice education. They argued with Elkind (1976) that teachers

need to be child developmentalists who specialize in curriculum and

instruction. If this position were agreed to, a much stronger focus

on psychology in teacher-education programs--preservice and inservice--

would be reuqired. One must look upon the teacher as potentially

growing and changing, as a colleague in classroom research, and as an

important source of knowledge in the field of human development

(p. 57).

Hunt (1978) urged inservice to be viewed as development of

educators as persons-in-relation. An adequate conception of the

teacher as person forces questions: Who is the person? What does

the person want? What does the person believe? What does the
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person know? What does the person know how to do? and What is the

person doing now? If such a process is applied, a transformation of

inservice from the mechanical and irrelevant into a more relevant

inservice for professionals will result (p. 243).

Whereas principles of learning hold true for both children

and adults, i.e., the most effective learning takes place when the

learner can see the results and has good feedback about his/her

progress (Miller, 1977), Knowles (1970) pointed out that the principle

of ego involvement lies at the center of adult education. What, in

fact, it does is to seek techniques for involving adults in ever-

deeper processes of self-diagnosis of their own needs for continued

learning, for formulating their own goals for learning, for sharing

responsibility for designing and carrying out their learning activi-

ties, and in evaluating their progress toward their objectives.

Cook and Mach (1975) as well as Perron (1978) emphasized the

key for teachers in maintaining their enthusiasm for teaching is

to assist them in finding ways to be productive learners themselves,

to reestablish their roles as curriculum makers and as most knowledge-

able about classroom practices and children's learning. If such is

not done, teachers will inevitably be considered more as technicians

than as professional educators.

Peer Support

Following the thought of many educators relative to inservice

effectiveness and the problem of peer pressure and support, Lawrence

and Branch (1978) suggested a peer-support system that has good
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prospects as a means of managing staff development. In brief, the

system is based on small teacher groups, which the authors called

peer panels. The peer panels take on many of the managerial and

supervisory functions of staff development: planning development

activities, giving assistance to panel members, serving as a sound-

ing board for problems and ideas, analyzing teaching and giving feed-

back, and working as a curriculum—development group. "The key to the

system's success, we believe, is that peer panels follow a set of

norms and rules that emphasize nonjudgmental support" (p. 245).

This researcher found in his own experience success in cur-

riculum development and inservice training through use of a similar

system, which was called "lead teachers." The district was one of

1,300 students with only four administrators. Consequently, for cur-

riculum development, inservice, materials selection, and evaluation,

the researcher, as superintendent, called for volunteers designated as

“lead teachers" to develop curriculum, plan inservice, and evaluate.

Results for the district were outstanding in the researcher's judg-

ment. Curriculum guides for the first time in the district's history

were formulated to articulate and coordinate subject areas; inservice

was planned based on the perceived need in a given area being con-

sidered for a particular year. Materials selection, budgeting, and

evaluation procedures were also part of the overall plan. The system

for use of a peer group proved effective.

Research that indirectly bears on the peer-panel procedure

seems to give it very strong support. Lawrence et al. (1974)
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identified a number of patterns of effectiveness in inservice programs.

These were:

1. School-based programs in which teachers are helpers and

planners of inservice tend to be more successful than programs con-

ducted by outside personnel without the assistance of teachers.

2. Programs that emphasize self-instruction by teachers have

a strong record of effectiveness.

3. Inservice programs that have offered differentiated

experiences (individualized) are more likely to accomplish their

objectives than those that are common for all.

4. Use of demonstrations, supervised trials, and feedback

accomplish their goals to a greater extent than those expecting a

teacher to store up ideas for future use. 7

5. Inservice programs in which teachers share and provide

mutual assistance to each other accomplish more than programs in

which each teacher does separate work.

6. Teachers are more likely to benefit from inservice when

they choose goals and activities for themselves as contrasted with

programs in which such are preplanned.

Important also to effective inservice is the planning pro-

cess. Although the location or time of an inservice program may be

important, these are not significant factors in determining effec-

tive inservice programs. Godda, Crosby, and Massey (1977) pointed to

the planning process, which they outlined to be four phases:

1. Plannipg phase, which involves selection of participants,
 

needs assessment that involves techniques and activities for the
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classroom unless awareness of other needs is made legitimate,

products, i.e., tangible outcomes wanted, and evaluation.

2. Design phase, which would have the three components of
 

what (content), how, and why.

3. Implementing phase, in which four kinds of inservice pro-

grams occur--concept exploration, skill demonstration, material adap-

tation, and case-study analysis.

4. Reaching-closure_phase. Evaluation and feedback usually
 

occur, and there the inservice ends unless the participants recommend

ongoing inservice planning (pp. 24—30).

Hunt (1978) pointed out a number of contradictions he found in

literature and discussions about inservice work. First, experienced

professional teachers are often viewed as passive pawns to be reme-

diated. "Imagine declaring a 'Professional Development' day for a

group of experienced actors, cancelling the play, and bringing in a

drama critic for a lecture" (p. 239). In addition to this type of

treatment, variation among teachers in style or stage (e.g., variation

in learning style, developmental style) are almost never considered.

And, of course, experts often lecture to large groups of teachers on

the importance of individualizing instruction. It is surprising

that the differences among the two and one-half million teachers in

North America receive so little attention.

As educators adapt to differences among individual students,

so it is important to distinguish differences in such things as learn-

ing style and developmental stages in teachers. Katz (1972) proposed

that the career development of teachers be considered in terms of
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four stages: survival, consolidation, renewal, and maturity. Hunt

(1978) believed it is less important to accept these specific stages

than it is to understand how teachers develop and how their develop-

ment may be enhanced by inservice training. "We need to identify those

characteristics of teachers that are linked to professional growth and

to different ways of learning. Such descriptions could also provide

clues about why certain teachers are attracted to a particular center,

while others are not" (p. 240).

Recognizing that with the stability and entrenchment of staff

today as contrasted to the time when teacher mobility remained high,

Mann (1978) discussed the process of changing a school in terms of the

process of politics. He stated that a number of assumptions--

(1) belief that people can be changed, are malleable, even perfectable;

(2) belief that people are rational, that they orient themselves toward

goals, that they use information and calculation to govern their

actions; and (3) belief that people in education share social purposes

at some lofty or abstract 1evel--be rethought,itn~such assumptions

have not been sufficiently consensual to allow change-agent strategies

to work. Change agents in education have faulted because they apply

methods that are largely educational to situations that are funda-

mentally political. Treating innovation as a matter of organization

learning--i.e., Who can be against improvement?--does not always work.

Trainee characteristics must be understood. The higher the grade

level, the more resistant to training was the teacher. Why did so few

projects influence high schools? There were a number of reasons,

according to Mann:
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1. Most change projects emphasized process; high school

teachers relate to their topical fields.

2. Topic specialization results in a feeling of superiority

and strengthens defenses against outsiders and resistance to change

more easily.

3. Many high school faculties are often split into antagon-

istic groups.

4. High school teachers tend to blame the anonymous mass of

threatening students more than themselves for the failure of school-

ing.

5. High school teachers are less dependent on their princi-

pals than are elementary and thus are more insulated by the chain of

command.

6. Faculties of high schools are usually more unionized and

thus less malleable for "extra" demands of training programs.

7. There is less exogenous pressure on high schools

(pp. 212-16).

Betz, Jensen, and Zigarmi (1978) pointed out that an impor-

tant prerequisite to successful inservice programs is a strong per-

sonal commitment to such on the part of the principal. He probably

will have to sell such to his staff, but even then these authors fore-

warned that from their experience the major stumbling block in the

process for many faculties appears to be the lack of skill in one or

all of the following: (1) the group decision-making process,

(2) establishing and maintaining time lines, and (3) evaluation and

follow-up (p. 13).
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For the district central administrators it is vital that they

explicitly see principals and teachers as professionals and visibly

support their efforts to learn and grow. In the final analysis,

effective staff development depends more on this point of view than

on the specifics of the program (McLaughlin & Berman, 1977, pp. 191-94).

Supporting the position that administrators must play a

leadership role, Brickell (1964) stated:

Rearrangements of the structural elements of the institution

depend almost exclusiVe1y_upon administrative initiative. Teach-

ers are not change-agents for innovations of major scope. Even

when free to guide their own activities, teachers seldom suggest

distinctly new types of working patterns for themselves.

The administrator may promote--or prevent--innovation. He

cannot stand aside, or be ignored. He is powerful not because

he has a monopoly on imagination, creativity, or interest in

change-~the opposite is common-~but simply because he has the

authority to precipitate a decision. (p. 503)

 

From research conducted to this point, it appears that the role of the

administrator is a critical factor in the change process involved in

curriculum development and implementation.

Implications of Research

for Inservice

 

 

Miller (1977) as well as any number of studies (Ellis, 1975;

Feinberg, 1974; Kelcher, 1972 [in Wilen & Kindsvatter, 1978]; Timmons,

1975; Vaugh, 1975) pointed out guidelines by which inservice educa-

tion can be improved. Their research indicated that:

1. School districts must allocate specific funds for

inservice education sufficient to maintain comprehensive and contin—

uous programs. Between 0.0 and 2.0 percent of operating budgets were

allocated to inservice (Kelcher, 1972).
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2. The needs of teachers must directly influence the nature

and design of inservice education programs. If this is done, and

done before planning, inservice transfer of learning to the classroom

is more likely.

3. Teachers need to be directly involved in planning the

goals, content, and instructional approach of inservice education

programs. Such is a logical follow-up to assessing teacher needs.

4. Objectives of inservice education programs must be writ-

ten and specified in clear and precise terms. Objectives express

purpose and provide direction. Programs lacking these will lack

effectiveness and success.

5. Area colleges and universities should serve as a major

source for program directors and consultants.

6. Inservice education programs should be held during the

regular school day when possible and, when not, teachers should be

financially compensated for their participation.

7. Inservice education programs must be assessed immediately

upon completion based on objectives and again later to determine the

extent to which objectives have been translated into teacher behaviors

in the classroom.

In-service education, especially when considered as a process,

needs soundly conceived research as the means to transcend the

common wisdom approach which is characteristic of most current

practices. (p. 396)

Supporting and insisting on the fact that process is the

influential change agent were Czajkowski and Patterson (1977):

The agent of change is not a person but the experimental process

the users go through in developing change. Change occurs as a

result of engaging people in processes that promote the development
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of new perceptions and beliefs or the alteration of "old" ones.

In most cases, little change is likely to occur until people

perceive a discrepancy between existing and desired beliefs or

actions. In order to perceive this discrepancy, people need

the opportunity to examine currently held perceptions, recon-

sider them in the light of new data, and then put their trial

ideas to rational and empirical tests that will verify the

extent of utility. (p. 537)

Anyone who has spent time, energy, and resources in attempt-

ing to bring about substantive and positive changes in schools readily

acknowledges the difficulty of the task. To bring about change,

Urich (1979) found current practice in educational change--whether in

curriculum or in professional development--seemed to be based on one

or another variation of the three-phase model of (1) needs assessment,

(2) program development and implementation, and (3) evaluation. This

approach is seen as having fundamental weaknesses in it. As pointed

out above, needs assessment depends on an instrument that far too

often leads to various meanings given to a number of items on the

instrument. Different meanings may be as many as individuals complet-

ing the instrument. Further, a respondent is limited in the identi-

fication of his/her needs by the items that are included on the

instrument. Likewise, to diagnose one's own needs can be inherently

very difficult (p. 7).

Therefore, there is a more fundamental weakness in initiating

a change effort by conducting a needs assessment. The weakness rests

in the fact that certain prerequisites or preconditions for change

have been ignored. To oVercome such a difficulty, Hersh and Yager

(1972) spoke of three "prerequisites": (1) awareness, (2) readiness,

and (3) commitment. A preliminary, short-term intervention program
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that raises the levels of awareness, readiness, and commitment among

school staffs provides the foundation for a change effort growing out

of a subsequent needs assessment (p. 142). Saying it another way, the

presence among school staffs of the conditions of awareness, readi-

ness, and commitment is an essential precondition to effective and

enduring change efforts. Urich (1979) signified the absolute neces-

sity of making certain these preconditions exist when he stated,

A program of curriculum change or professional development that

involves significant financial, organizational, or personal

resources and that leaves the presence of these pre-conditions

to chance is one that may very well carry within itself the

seeds of its own demise. (p. 7)

Pincus and Williams (1979) called for studies to be conducted

on the process of planned change in urban school districts. Research

that has been conducted has generally been done on small educational

settings. Although such research is useful for large urban districts,

there are important differences along the lines of communication,

political and interest groups, and populations. The Rand research

team studied innovation in five urban school districts chosen on the

basis of their reputations as innovators, and also based on the

opinions of experts. The team identified critical elements contribut-

ing to a district's success or failure in implementing change as five.

These five stages were:

1. Establishing a zone of protective tolerance. Conditions

in a school district must be favorable to the design and implementa-

tion of planned changes. Many districts fall short at this stage

because they are consumed in many other items--too little money,

mandated racial desegregation, shifting student population. Further,
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the researchers found that innovative school districts differed con-

siderably in the level of community support for change.

2. Implementing the leadership component. The process for

change requires a person or a group to recognize the environment for

change is propitious and to assert leadership to initiate and imple-

ment the change. The leadership may emerge from such sources as

school board superintendent, etc. And this leadership may change as

the stages of change pass--initiation, development, implementation,

evaluation, diffusion.

3. Building an appropriate planning and delivery system.

Large districts must have a delivery system that is consistent with

the community's traditions, values, and expectations.

4. Deriving the benefits. Eventually the planned change

effort begins to produce results, but it was found that results take

many forms.

5. Maintaining stability. A district's innovativeness is a

very delicate condition that can change very rapidly. Once a district

achieves an innovative stance, it must take positive and carefully

planned steps to prolong the stability of that condition (pp. 731-32).

Unit for Change
 

It is becoming increasingly apparent that in relation to an

entire district it is the individual school that must be recognized

and emphasized in the process. While recognizing the importance of

success depends on the individual teacher, as stated above, Houts

(1975) concluded:
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After almost three decades of attempts at large scale reform,

and our subsequent realization that behind the schoolhouse door

little has actually changed, we have begun to look increasingly

to the individual school as an appropriate, and even powerful,

unit of change. (p. 64)

A review of the literature provided ample documentation for a

school-based approach to staff-development programs. Goodlad (1975),

for example, took the position that the single school is the largest

and the proper unit for educational change. Everyone else outside the

school exists to make this happen, he said (p. 111). Likewise,

Czajkowski and Patterson (1977) contended that the primary unit of

change is the individual school and not the district level or class-

room or grade. To concentrate on these levels means to bring about

change in a collectivity, risk fragmentation, and underestimate the

influence of school culture on classroom interaction (p. 538). In

his article, "Staff Development in Florida," Zenke (1977) supported

the contention that change and staff development should be concen-

trated at the school level. In doing so, each Florida school center

now has the potential to become a professional self-renewal center,

thus providing a major step toward the goal of program improvement

(p. 178).

Although much has been written about inservice teacher educa-

tion, the literature provided little direction for decision makers

who are responsible for that aspect of professional education.

Cruichshank, Lorish, and Thompson (1979) turned to the research

review conducted by the Florida Department of Education to determine

whether generalizations could be made that could guide decision makers.
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These authors concluded, "Until inservice teacher education is exam-

ined more closely, we can only talk about what we think we know"

(p. 31).

Summar

This chapter reviewed literature on global education to

determine its meaning, definition, and what themes are essential to a

curriculum program. The elements that encompass global perspective

were examined because global perspective is the ultimate change

required for global understanding in an individual. Among scholars

involved in global education, the current view of the world is that of

a single, dynamic, interrelating system. The concept of the world as

a system must be understood and more appreciated.

For curriculum development it is imperative to establish

within a community the rationale for such a program as well as

clearly defined goals and objectives. Literature dealing with these

items was reviewed, as well as literature pertaining to the organiza-

tional principles involved, materials-selection guidelines, and

children's developmental readiness for global education.

The key element for success of this program change appears to

be the teacher. Consequently, literature was reviewed pertaining to

the change process within teachers. Reasons why classrooms remain

change resistant were outlined from the literature, and the ingredi-

ents for successful program change in schools were reviewed.

Chapter III presents the methodology and procedures employed

to measure the global knowledge of the population of the study and the

relationships as well as differences relative to global knowledge.



CHAPTER III

METHODOLOGY

Introduction
 

This chapter describes briefly the American-sponsored elemen-

tary and secondary schools overseas, the participating subjects of

this study, and the instrument and procedures employed to measure the

global understanding of the group involved in this study.

American-Sponsored Overseas Schools
 

International schools designated as "American-sponsored"

numbered 154 and were located in 94 countries in 1980/81 (Appendix C).

From the historical point of view, these particular schools date back

to the late 18805. The first school that aptly falls into this cate-

gory was established in Mexico City when United States citizens there

desired a school that would provide their children with a U.S.-style

education--that is, an educational curriculum, school philosophy,

language, methodology, and materials identical to stateside public

and private education (Luebke, 1976, p. 13).

Since that time, the growth of these schools has been rapid,

with the greatest growth period being after World War II. The growth

paralleled and echoed the United States' active interest in world

affairs on the diplomatic, business, industrial, technical, and

military levels. With extensive U.S. presence, American schools were

104
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founded because of the pressure from American parents living abroad

to provide an American-style education for their children. This was

true whether parents were diplomats, technicians, businessmen, or

military (Engelman & Rushton, n.d., p. 2).

Wilson (1963) pointed out that U.S. businessmen were unwill-

ing to serve overseas unless a U.S. type of education would be avail—

able for their children. He likewise stated that the U.S. State

Department employees, military personnel, AID program staff, and

persons affiliated with the U.N. political organizations also insisted

on educational opportunities similar to those at home for their chil-

dren when stationed abroad.

To respond to these pressures for a U.S.-type school, the

Department of Defense responded with its own system of schools, com-

monly referred to as 000 schools. However, for other parents, schools

designated as American-sponsored were founded in a number of differ-

ent ways-~through religious orders, missionary groups, business, or

industrial firms. The majority of existing American community schools

overseas were established through the efforts of various individuals

and groups, representing both government and private interests.

These have established associations for the purpose of operating the

schools for their children. This study is related strictly to the

American-sponsored overseas schools.

In the establishment of the schools that pertain to this

study and of which the faculty from one of these schools were the

participants of the study, the goals of this type of school are

stated as twofold:
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l. to provide educational opportunities for children attend-

ing that are generally comparable to educational programs in the

U.S.

2. to serve as demonstration centers abroad of American

educational philosophy, practice, and methodology with the hope of

furthering international understanding (Appendix C).

It is because of the latter dimension stated as a clearly

defined goal for American-sponsored overseas schools that this

project undertook to discover what knowledge and teacher demographics

contribute to global understanding. For example, what is the rela-

tionship, if any, between interest or proficiency in foreign languages

and teachers' knowledge of the world or a foreign culture? The

attempt was made in this research project to find out how closely

language and other aspects of teachers' backgrounds were associated

with their knowledge of the world.

The same document, Fact Sheet: American-Sponsored Elementary
 

and Secondary Schools Overseas, while pointing out that the curriculum

is a U.S. type of standard academic curriculum, says that one addi-

tional feature is the opportunity for these schools to develop and

implement curricula that will provide experience leading to improve-

ment of international understanding.

The instructional programs all provide a core curriculum which

will prepare students to enter schools, colleges and universi-

ties in the U.S. The language of instruction is English, sup-

plemented in certain schools with the local language. The

content of the programs may be more or less typically "American,"

depending upon the proportion of U.S. students, and the quality,

of course, varies with each school. Certain schools, especially

in Latin America, must also fulfill host-country curriculum
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requirements. The curricula tend to be largely academic, with

relatively little attention given to vocational or commercial

education, largely because of the high costs involved in the

latter programs. An outstanding characteristic of most American—

sponsored schools is the use they have made of their location

abroad to provide quality programs of foreign language instruc-

t1on, study of local culture, and social studies. The quality

and range of instructional materials is good in the larger

schools and improving in others. (Appendix C)

Despite a diversity among overseas schools in curricular

programs, the schools' articulated programs, activities, materials,

and staff inservice training programs are aimed at providing teachers

with an international dimension.

Orr, Anderson, and Forehand (1971) stated that the interna-

tional dimension for these schools should be defined as "not only

possessing information [about other cultures] but also as the wisdom

to recognize internationalism as a frame of mind, an attitude, a

concept of oneself as a member of an international community——it means

behaving interdependently rather than dependently" (p. 50).

This theme of international education is reinforced through

the School-to-School Project. The School-to—School Project is a pair-

ing between selected schools stateside and certain overseas schools.

The project activities, with approximately 70 pairings to develop

activities in international education, have among their general objec-

tives the following two:

1. The development and expansion of significant and pertinent

programs of international studies in the elementary and secondary

schools at home and abroad.

2. The development of community identification to better world

understanding (AASA, 1970, p. 18).
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The one salient feature or commonality that each of these

schools has and one of the reasons the term "American-sponsored" is

used is that each school receives financial assistance of sorts from

the U.S. government under a program administered by the Office of

Overseas Schools of the U.S. Department of State. Criteria governing

assistance to overseas schools are contained in Appendix C.

The financial assistance varies greatly. In many, if not most,

instances, the assistance is rather nominal and always designated for

specific school programs. The school involved in this study, for

example, received $25,000 in a total 1981/82 budget of $2,470,500.

For all of the 154 schools, the combined annual operating budget for

1980/81 was $181,000,000. Funds made available by the Office of

Overseas Schools to these schools were approximately $5,000,000.

In the Fact Sheet 1980/81 (Appendix C) and in Luebke (1976),
 

the American community schools abroad are private, independent insti-

tutions, owned and operated by the users. Luebke stated:

The United States government does not in any sense operate

any of the American-sponsored overseas schools, although in

nearly every instance there is at least some representation

on the board from among U.S. government employees. Even where

all or a majority of board members are U.S. government employees,

however, these persons usually serve in their private capacities

as parents. (p. 30)

One might temper this statement on the operation of these

schools. In many schools, although ownership and policy control are

theoretically in the hands of associations of parents whose children

are enrolled in the school, the by-laws of the school boards are

written in such ways as to give majority control to U.S. Embassy

personnel. In some schools, appointment of a board member or members
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is the prerogative of the U.S. Ambassador. Likewise, the ambassador

in a few instances, by the by-laws, has veto power over any board

policy or action of the entire board of education.

Through other subtle or political means, the Embassy and/or

the Office of Overseas Schools exerts influence over the school and

its programs. One or the other may suggest or caution about superin-

tendent or headmaster candidates. Through the allocation of funds for

certain salaries, programs, and materials selection by the Office of

Overseas Schools, influence is present.

In some schools, allowance is made for the local or inter-

national members of the community to share more or less directly in

the concern for the school with the American community. All schools

are subject in varying degrees and with varying effects to host-

country laws and regulations pertaining to educational practices,

importation of educational materials, and personnel practices.

Staffing in the overseas schools suggests that these schools

are international in that respect also. Appendix A indicates that of

the 7,282 teachers, 2,250 (30.8 percent) were from host countries and

1,171 (16 percent) from third countries. The highest percentage of

American staff (67.99 percent) are in the Near East and South-Asia

countries. Many of these U.S.-citizen teachers are wives of U.S.-

government or business employees, but others are wives of local or

third-country citizens. Where practicable and depending on certain

local conditions and requirements, the overseas schools seek to

recruit teachers from the United States in order to provide up-to-date

educational leadership.
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The State Department Fact Sheet summarizes the situation in
 

terms of faculties:

The administrators and most teachers are Americans or American-

trained, with a large proportion of American staff hired locally

from among dependent wives. Most staff members are college gradu-

ates, and the majority hold teaching certificates. Lack of funds

and, in many instances, difficult living conditions and isolation

from the U.S. professional community make recruitment and reten-

tion of qualified personnel from the U.S. difficult. The local

and third-country teachers are usually well qualified, although

they frequently lack training and experience in U.S. educational

methods. Hiring of staff is the responsibility of the individual

schools. (p. 2)

Description of Subjects
 

It is from an American overseas school that the respondents

of this study were taken. The respondents consisted of the teaching

staff of the American International School in Vienna, Austria. Total

staff for the 1981-82 school year was 65 teachers, including two

building principals. Eight of these staff were part-time faculty

members.

Salient features of the 60 members who participated in the

study were the following. The mean age was 37.97 years; ages ranged

from 24 years to 64 years. There were 23 males and 37 females on staff.

Relative to citizenship, five countries were represented in the group:

U.S. citizens, 42 (70 percent); Canada, 2 (3.3 percent); Austria, 14

(23.3 percent), Britain, 1 (1.7 percent), and New Zealand, 1 (1.7

percent). Twenty-seven (45 percent) of the respondents had bachelor's

degrees, 30 (50 percent) held master's degrees, and 3 (5 percent) had

doctorates. Of the total number of these teachers, 33 (55 percent)

received a U.S. teaching certificate. In terms of language, English
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was the native language for 46 (76.7 percent) and German for 14

(23.3 percent). However, 48 (80 percent) indicated they could speak,

read, and/or write another language.

Instruments Used for Data Gathering and Measurement

The data concerning the respondents summarized in the preceding

discussion were gathered by means of biographical data sheets developed

by the researcher for use in this study. Standardized directions were

also developed and used in conjunction with the administration of the

biographical instrument.

The intention behind the survey on personal characteristics

was to discover whether any discrete personal characteristics are

associated with levels of global knowledge. The questionnaire was

designed to ferret out those personal characteristics and elements of

teachers' backgrounds that might influence the extent of global knowl-

edge of teachers.

Because sociocultural perspective seems to be a potentially

significant factor, data were collected on teachers' ethnicity--

country of birth. It seemed highly probable that formal educational

experience and the teacher's field of study and asSignment would like-

wise influence teachers' levels of global knowledge. Included also

were questions on the reading, speaking, and/or writing of foreign

language.

The survey gathered data through items concerning foreign

travel and the extent of travel a teacher did relative to length of

stay in a world area and the number of countries.
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In addition to the biographical material collected for the

purposes of describing the population, an instrument developed by

Educational Testing Services (ETS), Princeton, New Jersey, to obtain

a scientific sampling of what college students know about their

world was used. The survey measures included a test of global

knowledge and three additional questionnaires--on students' back-

grounds and interests, their foreign-language backgrounds and pro-

ficiency, and their attitudes toward foreign nations and world issues.

The survey, which was funded by the Office (now the Department) of

Education and supported by the National Endowment for the Humanities,

was administered to about 3,000 undergraduates at 185 institutions.

The nationwide survey of freshmen and seniors in four-year colleges

and students in two-year institutions to determine their understand-

ing of the world and world issues was conducted in winter and early

spring of 1980.

The version of the knowledge section of the test consisted of

101 questions (96 of which were written for this test and 5 taken

from a test for high school students developed and administered by

ETS several years ago; Other Nations, Other Cultures). The test
 

administered to the respondents of this study was a later version of

the original, in which questions were reduced in number to 65. The

full survey questions were reduced to provide an instrument that

required less testing time. However, both versions of the knowledge

test are centered on 13 topics: environment, food, health, population,

international monetary and trade arrangements, energy, race and

ethnicity, human rights, war and armaments, arts and culture, religious
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issues, relations among states, and distribution of natural char-

acteristics (physical geography). The test stressed the themes of

interdependence among nations, the problems of developing nations,

and such historical transformations that the test designers felt to

be important to an understanding of the modern world. The major

emphasis within these topics is on the contemporary, but there are

also items that test knowledge of historical background.

In designing the test, the designers were confronted with

three major test issues:

1. From whose perspective would the test be developed?

2. What knowledge and skills did global understanding

comprise?

3. What was the sophistication of the global understanding

to be tested? (Burrows, 1981, p. 2)

Due to financial constraints, test designers were restricted

to scholars from the United States whose world—mindedness would insure

a test at once relevant to American concerns but at the same time not

parochial. Restriction of bias in test items was safeguarded in this

fashion, for it was argued that any person involved in construction

of a global-knowledge test is influenced by his background, place,

time, and so forth. On the issue of perspective, no serious considera-

tion was given to a test that would be universal as opposed to American

in orientation. The assumption was that a test of global understanding

for American students would have as much in common with a test devised

by and for others. What may be viewed as U.S. problems would sooner

or later affect America; conversely, what might be viewed as someone
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else's problem often carried implications of magnitude for the

United States.

In structuring the knowledge section of the test, the issues

approach rather than that of international relations or area studies

was adopted. The issues approach was preferred because of its

implicitly global scope and the multiple dimensions that characterize

most issues. Few issues can, for example, be restricted to pure

economics or another discipline. This issues approach afforded

testers also to trace issues across time, space, and societal insti-

tutions.

In the actual test construction of questions relating to

an issue, a "chain" of questions was written.

Each "chain" would begin with a very basic question about the

manifestation of a contemporary global issue in the United

States or, conversely, with a contemporary issue abroad that

reflected the actions or influence of the United States. From

there the chain would quickly proceed outward in space (i.e.,

beyond the United States) and, more slowly, backward in time.

By the end of the chain the questions would be dealing with the

global ramifications of the issue and with its historical roots.

As the chain proceeded through space and time, the questions would

also have different disciplinary foci or, perhaps, be multi-

disciplinary. Finally, the chain would demonstrate a rough pro-

gression from very basic to more sophisticated knowledge of the

issue. To the questions of what knowledge and skills global

understanding comprised, it was easier to deal with the knowl-

edge aspect of the test rather than the skills. (Burrows, 1981,

pp. 2-3)

Relative to skills of global understanding, the test did not

really distinguish skills in this area from the problem-solving skills

in the social sciences and humanities in general. Little considera-

tion was actually given to the skills problem. The committee felt

a certain amount of knowledge about a subject is needed before problem-

solving skills can be employed.
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The range of difficulty or sophistication of the global ques-

tions to be tested raised two points. Was the test of knowledge to

be written at the level students were assumed to be on or at the

criterion level defined by the test constructors? The dilemma faced

by the test committee was whether to have a level of sophistication,

the performance results for which would be relatively low and there-

fore point out to the public the immediate need for curricular change

but the scores would be so low as to almost preclude making discrimi—

nations among students. If the opposite approach were employed, the

reverse in terms of assets and liabilities would be present. The

test designers sought to steer a middle course, generally veering

toward the higher level of global understanding. The assumption was

made that such a course of action would be somewhat of a trade-off

in what the test goals were ultimately to achieve.

Although the test questions focused on issues, disciplinary

elements were built into each of the questions. A question on world

oil reserves, for example, might call for knowledge of ecology, poli-

tics, and geography as well as economics. The test does not assess

formal knowledge of a discipline but "rather the kind of awareness of

a discipline one has from studying related courses in college or read-

ing newspapers and magazines" (Burrows, 1981, p. 8). In summary, the

test is not an in—depth assessment of student knowledge about the 13

global issues, but rather a survey whose strength lies in the breadth

of coverage of the issues.

The original survey was carried out in February and early

March of 1980. One hundred eighty-five colleges, universities, and
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two-year institutions in the entire U.S. participated in the survey.

The sample consisted of approximately 1,000 freshmen, 1,000 seniors,

and 1,000 students from two-year colleges, whose average age was 22.

The three groups were predominantly female. "White or Caucasian"

students constituted the majority of all groups, "Black or Afro-

American" the largest minority. Significant numbers of seniors (3.5

percent) and two-year students (3.1 percent) identified with various

ethnic backgrounds.

Collection of Data
 

The researcher at a November half-day inservice administered

the Global Measures instrument to the respondents. The respondents'

assistance was requested for three basic reasons.

First, the five-year curriculum plan for the school called

for beginning efforts during the 1981/82 school year to develop a

global-education curriculum. As part of the overall curriculum plan,

an inservice time had been planned in which Dr. John Chapman, Social

Science Specialist from the Department of Education, State of Michigan,

would inservice teachers on global education. In beginning work on

this aspect of the curriculum, it was thought helpful to know what the

staff's current understanding of global issues was and to raise their

conscious level of world problems and issues.

Motivation for attempting to develop an articulated and

coordinated curriculum K-12 in global education lay not only in the

educational goals discussed above for an American-sponsored overseas

schoollmxtalso in the fact that the parent community and student body
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of AIS are becoming more international in their make-up. There is wide

interest in responding to the needs of the schools' changing popu-

lation.

Second, it was explained to the staff that global education

has become a concern of the U.S. government because of America's

position in the world. Through the U.S. Department of Education, a

number of grants have been given to states to assist in developing

model global-education curricula. Michigan is one of these states.

And as one part of their efforts, they wish to gather research data

to establish the current status of global understanding with students

and teachers. Data are being sought from both stateside schools and

overseas schools.

Finally, it was explained that the data would also be used as

part of this researcher's doctoral work.

Data Analysis
 

The information obtained from each teacher was tabulated on

a coding form and key punched on an IBM computer card. The unit of

analysis was the group. The hypotheses were analyzed by the analysis

of variance, the multivariate analysis of variance, Pearson product-

moment correlation, and Spearman rank-order correlation using the

Statistical Package for the Social Sciences (SPSS) program at the

Computer Center of Michigan State University.



CHAPTER IV

DATA ANALYSIS

The purpose of this research project was to explore the

extent of global knowledge of teachers in an American-sponsored

overseas school and to examine the knowledge relative to selected

characteristics and background of the teachers in the sample group.

The measure of global knowledge was obtained through the administra-

tion of the Educational Testing Service's instrument, Measures of

Global Understanding, to the teacher group. The characteristics that

were compared and related to the scores the teachers received on the

global-knowledge test were age; main subject areas taught; number of

areas of the world visited or lived in; length of time a teacher

lived in or visited a geographical area; years teaching; years teach-

ing overseas; number of languages read, written, and/or spoken; highest

university degree held; citizenship; perceived degree of training for

teaching about other countries and cultures; and different under-

graduate and graduate majors.

The global-knowledge test administered to the sample group

consisted of questions relating to 13 global issues. The issues were

environment, food, health, energy, religious issues, arts and culture,

distribution of natural characteristics, relations among states, war

and armaments, monetary and trade arrangements, human rights, racial

118
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and ethnic issues, and population. To the test scores on each of

these global issues as well as to the composite score of the test,

the various teachers' characteristics and background were compared by

use of the analysis of variance for the global composite test scores,

the multivariate analysis of variance for the set of global-issues

test scores, Pearson's product-moment correlation, and Spearman's

rank correlation coefficient.

The previous chapter described the procedure for collecting

and analyzing the data. This chapter presents the statistical analy-

ses as they relate to the various hypotheses.

Hypotheses and Statistical Tests
 

The hypotheses were analyzed by the multivariate analysis of

variance, Pearson product-moment correlation, and Spearman rank-order

correlation using the Statistical Package for the Social Sciences

(SPSS) program at the Computer Center of Michigan State University.

Teaching Assignments

and Cbmposite Score

 

 

1. There will be no significant difference between the

global-knowledge composite test scores of teachers teaching different

subject areas in an American-sponsored overseas school.

In the research project, teachers were grouped into five main

subject areas. These groups were mathematics/science group, elementary

K-5 group, foreign languages including English-as-a-second-language

group, a group designated as humanities, and a fifth group tagged as

"other." In the humanities group according to subject area taught
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there were included teachers instructing in the social sciences,

language arts, fine arts, art, music, drama, and library. The "other"

group was comprised of physical education teachers, administrators,

counselor, and business teacher.

Four planned comparisons were made between the scores

obtained by the five groups of teachers as they were assigned to

teach different subject matter. These four comparisons were:

1. Mathematics/science teachers' scores were compared to

the scores obtained by the elementary group, the foreign language

group, and the humanities group.

2. The elementary K-5 teachers' scores were compared to the

scores obtained by the foreign languages teachers and the humanities

teachers.

3. The scores of the foreign language teachers were compared

to the humanities teachers' scores.

4. The scores of the staff designated “other" were compared

to the scores received by the other four groups-—mathematics/science,

elementary, foreign language, humanities.

Results

1. For the scores of the mathematics/science teachers com-

pared to the scores of the elementary K-5, foreign languages, and

humanities teachers, the F-ratio of 4.07 (1 and 55 df) was statis-

tically significant. The data did not support the null hypothesis.

(p < .05).

2. For the scores of the elementary group compared to the

scores of the foreign language teachers and the humanities teachers,
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the F-ratio of 5.61 (l and 55 df) was statistically significant.

The data did not support the null hypothesis (p < .05).

3. For the scores of the foreign language teachers compared

to the humanities teachers, the F-ratio of .102 (1 and 55 df) was

not statistically significant. The data failed to reject the null

hypothesis (p > .05).

4. For the scores of the teachers classified "other"

(physical education, building administrators, counselor, and busi-

ness) compared to the scores of the other teachers, the F-ratio

of .328 (l and 55 df) was not statistically significant. The data

failed to reject the null hypothesis (p > .05).

Means for each group are presented in Table 1. Analysis of

variance summary table for the composite test scores is presented

in Table 2.

Table 1.--Means for each group for global-understanding test composite

scores of teachers as per teaching assignment--mathematics/

science, elementary K-5, foreign language, humanities, and

 

 

other.

Subject Area Taught Group Size Mean

Math/science 9 47.33

Elementary 14 37.14

Foreign language 13 42.85

Humanities 16 43.81

Other 8 40.63

Entire sample 60 42.15
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Table 2.--Analysis of variance summary table for the composite test

scores on the global—understanding test for teachers

according to classroom assignments.

 

Sum of df Mean F Sig.

Source Squares Square of F

 

Math/science vs.

elementary, foreign

language and humani- 266°54 1

ties groups

266.54 4.070 .0485

Elementary vs.

foreign language
and humanities 367.23 1 367.23 5.607 .0214

groups

Foreign language vs.

humanities group 6'70 1 6-70 -102 -7503

Other vs.
all groups 21.47 1 21.47 .328 .5693

Within cells 3601.72 55 65.49 -- --

 

Teaching Assigpments and

Scores on 13 Issues

 

 

1.1. There will be no significant difference between the

scores on the 13 global issues of teachers teaching different subject

areas in an American-sponsored overseas school.

Results

1. For the scores of the mathematics/science teachers on the

13 issues compared to the scores of the elementary K-5, foreign lan-

guages, and humanities teachers, the approximate multivariate F-ratio

of 1.78 (13 and 43 df) was not statistically significant. The data failed

to reject the null hypothesis (p > .05). Since the multivariate F
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was not significant, it is inappropriate to examine univariate F's

and correlations with the canonical variables for significance test-

ing. However, when looking at the univariate F-tests, the math/science

group scored better on questions pertaining to energy, culture, and

environmental alterations than teachers assigned to teach elementary,

foreign language, and humanities (Table 3).

Table 3.--Multivariate test of significance for differences on scores

for 13 areas of global knowledge between teachers of math/

science versus teachers of foreign language and teachers

of humanities/social sciences.

 

 

1. Energy 5.630 .021 .435

2. Food .489 .487 .128

3. Health 3.530 .066 .345

4. Population .897 .351 .173

5. Racial 1.410 .240 .218

6. Culture 5.120 .028 .415

7. Geography .048 .828 .040

8. Trade 3.000 .089 .318

9. Human Rights .040 .843 .037

10. War .456 .507 .123

11. Environment 13.920 .0005 .685

12. Relations .066 .798 .047

13. Religion .020 .900 -.023

 

Approximate multivariate F = 1.78 (13, 43 df) p = .077



124

The correlations between disciminant functions (i.e., linear

combinations that account maximally for most of the variance between

the two groups) and each of the subtests were environment (.6849),

energy (.4355), culture (.4152), and health (.3447). (See Table 3.)

Means for the groups are presented in Table 4.

2. For the scores of the elementary K—5 teachers on the 13

issues compared to the scores of the foreign language teachers and

the humanities teachers, the approximate multivariate F—ratio of 3.64

(13 and 43 df) was statistically significant. The data did not sup-

port the null hypothesis (p < .05). (See Table 5.)

Within the univariate F-tests with l and 55 df, the elemen-

tary teachers scored lower than the other two groups on the questions

pertaining to the issues of energy, population, culture, and human

rights (Table 5).

The correlations between discriminant functions (i.e., linear

combinations that account maximally for most of the variance between

the two groups) and each of the subtests were culture (-.5922),

population (-.4806), human rights (-.3219), and energy (-.2998).

(See Table 5.)

The univariate F's and correlations with the canonical vari-

ables for the 13 subtests are presented in Table 5.
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Table 5.--Multivariate test of significance for differences on scores

for 13 areas of global knowledge between teachers of

elementary grades versus the foreign language teacher group

and the humanities group.

 

 

1. Energy 5.4500 .023 -.300

2. Food 1.2800 .263 .145

3. Health .1700 .685 -.O52

4. Population 13.9900 .0004 -.481

5. Racial .0007 .979 .003

6. Culture 21.2400 .00002 -.592

7. Geography 1.3300 .2531 -.148

8. Trade .00012 .991 ..001

9. Human rights 6.2800 .015 -.322

10. War 2.5400 .117 -.205

11. Environment .2680 .614 -.O65

12. Relations 2.9300 .092 -.220

13. Religion 1.7300 .194 -.l69

 

.0007Approximate multivariate F = 3.64 (13, 43 df) p

3. For the scores of the foreign language teachers on the

13 issues compared to the scores of the humanities group of teachers,

the approximate multivariate F-ratio of .633 (13 and 43 df) was not

statistically significant. The data failed to reject the null

hypothesis (p > .05). (See Table 6.)

Since the multivariate F-ratio was not significant, it is

inappropriate to examine univariate F's and correlations with the

canonical variable for significance testing. However, when looking

at the univariate F-tests, it is noted that the foreign language



127

teachers scored lower on food, population, and religion than teachers

assigned to teach in the humanities areas.

The correlations between discriminant functions and each of

the subtests were religion (.5362), food (.4954), population (.3671),

and environment (.3282). (See Table 6.)

Table 6.--Multivariate test of significance for differences on scores

for 13 areas of global knowledge between foreign language

teachers versus teachers of humanities/social science.

 

 

1. Energy .083 .774 .295

2. Food 2.693 .107 .495

3. Health .248 .621 -.190

4. Population 2.670 .108 .367

5. Racial .037 .849 .217

6. Culture .360 .551 -.230

7. Geography .089 .766 -.087

8. Trade .111 .741 -.249

9. Human rights .240 .627 -.427

10. War .002 .964 -.293

11. Environment .364 .549 .328

12. Relations .380 .540 -.481

13. Religion 1.456 .233 .536

 

Approximate multivariate F = .633 (13, 43 df) p = .813

4. For the scores of the teachers classified "other"

(physical education, building administrators, counselor, and busi-

ness) compared to the scores of the other teacher groups, the

approximate multivariate F-ratio of 3.51 (13 and 43 df) was
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statistically significant. The data did not support the null hypothe-

sis (p < .05). (See Table 4.)

Within the univariate F-tests with 1 and 55 df, the issue

that the group of teachers classified as "other" scored lower in

than the other groups was food (Table 7).

The correlation between discriminant flnwflfions and the sub-

tests on food was -.277 (Table 7).

Although the univariate test 1th: racial issues was not sta-

tistically significant, its correlation with the canonical variable

was nearly as great as that for food.

Table 7.--Mu1tivariate test of significance for differences on scores

for 13 areas of global knowledge between teachers classified

"other" versus the math/science, humanities, foreign language,

and elementary teacher groups.

 

 

1. Energy 1.400 .242 .155

2. Food 4.480 .039 -.277

3. Health 3.430 .070 .243

4. Population 1.130 .292 -.139

5. Racial 3.960 .052 -.260

6. Culture 3.230 .078 -.235

7. Geography .00078 .977 —.004

8. Trade 2.350 .131 -.201

9. Human rights 3.470 .068 .244

10. War .039 .845 .026

11. Environment 2.360 .130 .201

12. Relations .210 .646 -.060

13. Religion .410 .525 -.O84

 

Approximate multivariate F = 3.51 (13, 43 df) p = .00093
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Citizenship and Composite Score

2. There will be no significant difference between the

global-knowledge composite test scores received by teachers who are

U.S. or Canadian citizens and by teachers of other citizenship.

The F-ratio of 3.00 (l and 57 df) was not statistically sig-

nificant. The data failed to reject the null hypothesis (p > .05).

Means for each group are presented in Table 8.

Table 8.--Means in global-understanding composite test scores of

teachers with U.S./Canadian citizenship and those of

other citizenship.

 

 

Citizenship Group Size Mean

U.S./Canadian citizenship 44 43.23

Other citizenship 15 38.87

 

Citizenship and Scores on 13 Issues

2.1. There will be no significant difference between the

scores of teachers who have U.S. or Canadian citizenship and the

scores of teachers holding other citizenship.

The F-ratio of 3.060 (13 and 45 df) was statistically sig-

nificant. The data did not support the null hypothesis (p < .05).

The hypothesis was rejected.

Means for the two groups are presented in Table 9.

Within the univariate F-tests with 1 and 55 df, the areas

teachers with U.S. or Canadian citizenship scored higher in than

teachers of other citizenship were food, population, and trade.
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These results were supported by the correlations between

discriminant functions (i.e., linear combinations that account maxi-

mally for most of the variance between the two groups) and each of

the subtests for food (.601), population (.344), and trade (.300).

(See Table 10.)

Table lO.--Multivariate test of significance for differences in scores

for 13 areas of global knowledge between teachers who have

U.S. or Canadian citizenship and those teachers of other

 

 

citizenship.

1. Energy 1.500 .225 .173

2. Food 18.240 .00007 .602

3. Health .020 .88824 .020

4. Population 4.970 .018 .344

5. Racial 2.930 .092 .241

6. Culture .004 .951 .009

7. Geography .040 .844 .028

8. Trade 4.540 .037 .300

9. Human rights .004 .950 -.009

10. War .297 .589 .077

11. Environment .507 .484 .099

12. Relations .523 .473 -.102

13. Religion 1.303 .260 .160

 

Approximate multivariate F = 3.06 (13, 45 df) p .00265
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Languages and Composite Score
 

3. There will be no significant difference between the

global-knowledge composite test scores received by teachers who speak,

read, and/or write a foreign language and by those teachers who do

not have another language.

The F—ratio of .002 (l and 58 df) was not statistically sig-

nificant. The data failed to reject the null hypothesis (p > .05).

Means for each group are presented in Table 11.

Table ll.--Means for global-understanding composite test scores of

teachers with a foreign language and those without a

foreign language.

 

 

Groups Group Size Mean

Foreign language 48 42.13

Without a foreign language 12 42.25

 

Other Languages and Scores

on 13 Issues

 

 

3.1. There will be no significant difference in the scores on

the 13 topics of the global-knowledge test for teachers who speak,

read, and/or write a foreign language and for teachers who do not

have another language.

The approximate multivariate F-ratio of 1.46 (13 and 46 df)

was not statistically significant. The data failed to reject the null

hypothesis (p > .05).

Means for the groups are presented in Table 9.
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Educational Background and

Composite Score

4. There will be no significant difference in the global-

knowledge composite test scores obtained by teachers having different

college undergraduate and graduate majors.

In the research project, teachers were grouped into six

groups according to their undergraduate and graduate majors. These

groupings were:

1. Teachers with an undergraduate major in mathematics or

science and no graduate major or a graduate major in mathematics or

science.

2. Teachers with an undergraduate and graduate major combi-

nation of mathematics or science and education.

3. Teachers with an undergraduate major in social science

and no graduate major or a graduate major in social science.

4. Teachers with an undergraduate and graduate major combi-

nation of social science and education.

5. Teachers with an undergraduate major in foreign language

and no graduate major or a graduate major in foreign language.

6. Teachers with an undergraduate major in education and no

graduate major or a graduate major in education.

Five planned comparisons were made between the composite

global scores obtained by the six groups of teachers having different

undergraduate and graduate majors. These five comparisons were:

1. Teachers with an undergraduate major in education and no

graduate major or a graduate major in education compared to the other

five groups.
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2. Teachers with mathematics or science majors and teachers

with mathematics or science and education majors compared to social

science undergraduate or graduate majors or teachers with an under-

graduate and graduate major combination of social science and educa-

tion.

3. Foreign language majors compared to the social science

majors and teachers with a combination social science major and edu-

cation major.

4. Teachers with an undergraduate major in mathematics or

science and no graduate major or a graduate major in mathematics or

science compared to those with an undergraduate and graduate major

combination of mathematics or science and education.

5. Teachers with a social science undergraduate major or

graduate major in social sciences compared to those with an under-

graduate and graduate major combination of social sciences and

education.

Results

1. For the scores of the education majors compared to the

scores of the other five groups of teachers, the F-ratio of 12.55

(1 and 44 df) was statistically significant. The data did not sup-

port the null hypothesis (p < .05).

Means for the groups are presented in Table 12.

2. For the scores of the mathematics or science majors and

the mathematics or science and education majors compared to the

social science, social science and education, and the foreign language
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majors, the F-ratio of .156 was not statistically significant. The

data failed to reject the null hypothesis (p > .05).

Table 12.--Means for the groups for global-understanding composite

test scores of teachers according to undergraduate and

graduate majors.

 

 

Graduate Major Group Size Mean

Math/science 7 45.86

Math/science and education 1 50.00

Social science 19 45.53

Social science and education 5 42.60

Foreign language 6 42.83

Education 12 35.58

Entire sample 50 42.66

 

3. For the scores of the social science majors and the

social science and education majors compared to the foreign language

majors, the F—ratio of .293 was not statistically significant. The

data failed to reject the null hypothesis (p > .05).

4. For the scores of the mathematics or science majors com-

pared to the mathematics and education combination majors, the F-ratio

of 1.03 was not statistically significant. The data failed to reject the

null hypothesis (p > .05).

5. For the scores of the social science majors compared to

the social science and education combination majors, the F-ratio of

2.86 was not statistically significant. The data failed to reject the

null hypothesis (p > .05).
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Table 13.--Analysis of variance summary table for the composite test

scores on the global-understanding test for teachers

according to undergraduate and graduate majors.

 

 

Sum of Mean Sig.

Source Squares df Square F of F

Education 655.94 1 655.94 12.5450 .00095

Math or science and math

or science/education vs.

Social science, social 8.16 l 8.16 .1561 .6947

science education and

foreign language

Social science and social

science/education vs. 15.31

foreign language

—
J

15.31 .2939 .5917

Math or science only vs.

math or science/education 53.93 —
-
I

53.93 1.0310 .3154

Social science vs. social

science/education 149.34 c
—
J

149.34 2.8560 .0981

Within cells 2300.54 44 52.29

 

Educational Background and

Scores on 13 Issues

 

 

4.1. There will be no significant difference in the test

scores of teachers with different undergraduate and graduate majors

relative to each of the 13 global issues.

The planned comparisons were identical to the comparisons

made relative to the composite test scores.

Results

1. For the scores of the education majors compared to the

scores of the other five groups of teachers, the approximate multi-
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multivariate F-ratio of 2.10 (13 and 32 df) was not statistically

significant. The data failed to reject the null hypothesis (p > .05).

Means for the groups are presented in Table 9.

Because the F-ratio was only slightly significant (sig. of

F = .0537), the univariate F-tests (l and 44 df) were examined. Areas

in which the elementary teachers scored lower than the other groups

were energy and culture. Other low-scoring areas were health, racial,

human rights, war, and environment (Table 14).

Table l4.--Multivariate test of significance for differences on scores

for 13 areas of global knowledge between teachers with

education majors versus all other majors.

 

 

1. Energy 2.81 .0009 .4170

2. Food 1.63 .2085 .4256

3. Health 4.40 .0416 .1489

4. Population 1.56 .2181 .2299

5. Racial 6.59 .0137 .0724

6. Culture 2.91 .0008 .5521

7. Geography 1.19 .2822 .0555

8. Trade 3.71 .0607 .0208

9. Human rights 6.00 .0113 .3461

10. War 8.67 .0052 .2402

11. Environment 5.27 .0265 .5705

12. Relations .71 .4058 .4494

13. Religion 1.94 .1709 .0055

 

Approximate multivariate F = 2.01 .05365
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The correlations between discriminant functions (i.e., linear

combinations that account maximally for most of the variance between

the groups) and each of the subtests were energy (.417), culture

(.552), human rights (.346), war (.240), and environment (.571).

(See Table 14.)

2. For scores of teachers with a math or science major and

teachers with a math or science/education combination compared to the

scores of teachers with a social science major, social science/

education major, or a foreign language major, the approximate multi-

variate F-ratio of 2.07 was statistically significant. The null

hypothesis was rejected (p < .05). (See Table 9.)

Examining the univariate F-tests (1 and 44 df), the math

or science majors and teachers with a math or science/education com-

bination scored higher than the teachers with other majors on two

issues: energy (F = 4.64) and environment (F = 6.07). The correla-

tion between the dependent and canonical variables for energy was

.354, and for environmental issues it was .405. (Table 15).

3. For the scores of the social science and social science/

education majors compared to teachers with a foreign language major,

the approximate multivariate F-ratio of .576 (13 and 32 df) was not

statistically significant. The data failed to reject the null hypothesis

(p > .05). (See Table 9.)

Because the F—ratio was not statistically significant, the

univariate F-tests and the correlations between the dependent and

canonical variables were not examined.
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Table 15.--Multivariate test of significance for differences on scores

for 13 areas of global knowledge between teachers with math

or science, math or science/education majors versus social

science, social science/education, or foreign language

 

 

 

majors.

l. Energy 4.636 .037 .354

2. Food .042 .838 .034

3. Health .002 .964 .007

4. Population 1.410 .241 —.l95

5. Racial .128 .722 -.059

6. Culture .310 .580 -.091

7. Geography .214 .646 -.076

8. Trade .070 .793 -.043

9. Human rights .831 .367 -.150

10. War 1.869 .179 -.225

11. Environment 6.071 .017 .405

12. Relations .232 .632 -.079

13. Religion 2.273 .139 -.248

Approximate multivariate F = 2.07 p = .047

4. Due to the small sample size of one for teachers with a

math or science/education major combination, the comparison was not

examined.

5. For the scores of the social science majors compared to

the scores of the social science/education combination majors, the

approximate multivariate F-ratio of .932 was not statistically sig-

nificant. The data failed to reject the null hypothesis (p > .05) . (See

Table 9.)
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Because the F-ratio was not statistically significant, the

univariate F-tests and the correlations between the dependent and

canonical variables were not examined.

U.S. Degree and/or Teaching

Certificate and Composite Score

 

 

5. There will be no significant difference in the global-

knowledge composite test scores of teachers who have graduated and/or

hold a teaching certificate from a U.S. university and those who have

not graduated and/or do not hold a teaching certificate from a U.S.

university.

The F-ratio of 8.99 (1 and 58 df) for scores of teachers with

a degree or teaching certificate from a U.S. institution was statis-

tically significant. The data did not support the null hypothesis

(p < .05).

Means for the groups are presented in Table 16.

Table l6.--Means for differences in the global-knowledge composite

test scores of teachers with a U.S. degree and those

 

 

without.

Group Group Size Mean

U.S. degree and/or certificate 45 43.93

Without U.S. degree and/or 15 36.80

certificate
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U.S. Degree and/or Teaching

Certificate and Scores on 13 Issues

5.1. There will be no significant difference in the scores on

the 13 topics of the global-knowledge test of teachers who have a

degree from a U.S. university or hold a teaching certificate from the

U.S. and the scores of those who have not graduated from a U.S. insti-

tution.

The approximate F-ratio of 2.58 (13 and 46 df) was statis-

tically significant. The data did not support the null hypothesis

(p < .05).

Means for the groups are presented in Table 9.

Within the univariate F-tests with l and 58 df, the areas

in which teachers with U.S. degree/teaching certificate scored higher

than those without a U.S. degree or certificate were energy, food,

population, racial, and trade (Table 17).

The correlations between the discriminant functions and each

of the subtests were energy (.368), food (.425), population (.322),

racial issues (.405), and trade (.631). (See Table 17.)

Number of Areas and Composite Score
 

6. There will be no relationship between the number of

countries traveled or lived in and the teachers' composite scores on

the global-understanding test.

Pearson's correlation coefficient indicated that a relation-

ship apparently existed between the number of areas traveled or lived

in and the teacher's composite test scores (r = .2524, n = 60,
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(p = .026). The null hypothesis was rejected, although it should be

noted that this relationship was weak (Table 18).

Table l7.--Multivariate test of significance for differences on scores

for 13 global issues between teachers with U.S. degrees

versus those without.

 

 

1. Energy 5.730 .020 .368

2. Food 7.620 .008 .425

3. Health 1.000 .321 .154

4. Population 4.390 .041 .322

5. Racial 6.920 .011 .405

6. Culture 1.750 .191 .204

7. Geography .007 .934 -.013

8. Trade 16.810 .0001 .631

9. Human rights 1.730 .194 .202

10. War 2.430 .124 .240

11. Environment 1.010 .318 .155

12. Relations .051 .822 .035

13. Religion 3.420 .070 .284

 

Approximate multivariate F = 2.58 (13, 46 df) p = .0091

Number of Areas and Scores

on 13 Issues

 

 

6.1. There will be no relationship between the number of

countries traveled or lived in and the teachers' scores on the 13

global issues of the test.

Pearson's correlation coefficient indicates that a slight

relationship apparently exists between three of the issues and the
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Table 18.--Pearson's correlation-coefficients summary table for the

composite test scores on the global-understanding test

and number of areas, years teaching, years teaching over-

seas, number of languages, and age.

 

 

No. of Time- Years Years No. of A

Areas Area Teaching Overseas Languages ge

r .2524 .3150 .0049 .0044 .1822 .0605

Global

Test n 60 60 60 60 60 60

Score

p .026 .007 .485 .487 .082 .323

 

number of countries traveled or lived in. These issues are population

(r = .2402, n = 60, p = .032), human rights (r = .2383, n = 60,

p = .033), and relations among nations (r = .2825, n = 60, p = .014).

For the remaining ten issues, Pearson's correlation coefficient indi-

cates that no correlation has been detected between the number of

countries traveled or lived in and the teachers' scores on the ten

remaining global issues (Table 19).

Amount of Time in Foreign

Countries and Composite Score

7. There will be no relationship between the amount of time

teachers have spent in foreign countries and the teachers' composite

test scores on the global-understanding test.

Pearson's correlation coefficient indicates that some rela-

tionship apparently exists between the amount of time traveling and/

or living in foreign countries and the teacher's composite test

scores on the global-understanding test (r = .3150, n = 60, p = .007).

The null hypothesis is rejected (Table 18).
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Table 19.--Pearson correlation-coefficient summarytablefor the scores on the 13

global issues and the variables.

 

Variable Number Time- Years Years Number of

 

of Areas Area Teaching Overseas Languages Age

r .0996 .2499 .0117 -.0063 .2531 .0578

Energy n 60 60 60 60 60 60

p .224 .027 .465 .481 .026 .330

r .1033 .0180 -.l493 -.3818 -.0604 -.l637

Food n 60 60 60 60 60 60

p .216 .446 .127 .001 .323 .106

r .1575 .2648 .2203 .1660 .1581 .2543

Health n 60 60 60 60 60 60

p .115 .020 .045 .103 .114 .025

r .2402 .2181 -.0584 -.0667 .1211 .0241

Population n 60 6O 60 6D 60 60

p .032 .047 .329 .306 .178 .427

r .0855 .1900 -.0877 -.0879 .0404 -.0256

Racial n 60 60 60 60 60 60

p .258 .073 .253 .252 .380 .423

r .1756 .3182 .1317 .1418 .2576 .1959

Culture n 60 60 60 60 60 60

p .090 .007 .158 .140 .023 .067

r .1629 .1398 -.0992 .1645 .1195 -.0373

Geography n 60 60 60 60 60 60

p .107 .143 .225 .105 .182 .389

r .1068 .2916 .0239 -.0285 ,0322 .0606

Trade n 60 60 60 60 60 60

p .208 .012 .428 .414 .404 .323

r .2383 .1868 .0956 .1900 .1016 .0548

Human Rights n 60 60 60 60 60 60

p .033 .077 .234 .073 .220 .339

r .1326 .2229 -.0240 .0200 .1631 .1400

War n 60 60 60 60 60 60

p .156 .043 .428 .440 .107 .143

r .0742 .0333 -.0244 -.0648 -.0232 -.0133

Environment n 60 6O 60 6O 60 60

p .287 .400 .427 .311 .430 .460

r .2825 .4310 .0404 .0742 .1999 -.0184

Relations n 60 60 60 60 60 60

p .014 .138 .380 .287 .063 .445

r .1145 .1403 .0141 -.0075 .0297 -.0549

Religion n 60 60 60 60 60 60

p .192 .143 .457 .477 .411 .339
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Amount of Time and Scores

on 13 Issues
 

7.1. There will be no relationship between the amount of time

teachers have spent in foreign countries other than their homeland

and teachers' scores on the 13 topics of the test.

Pearson's correlation coefficient indicates that a relation-

ship apparently exists between six of the issues and the amount of

time spent in foreign countries. These issues were energy (r = .2499,

n = 60, p = .027), health (r = .2648, n = 60, p = .020), population

(r = .2181, n = 60, p = .047), culture (r = .3182, n = 60, p = .007),

trade (r = .2916, n = 60, p = .012), and war (r = .2229, n = 60,

p = .043). (See Table 19.) For the remaining seven issues, no cor-

relation apparently exists.

Years Teaching and Composite Score
 

8. There will be no relationship between the number of years

a teacher has taught and the teacher's composite test score on the

global-knowledge test.

Pearson's correlation coefficient indicates that no rela-

tionship apparently exists between the number of years a teacher has

taught and the teacher's composite test score (r = .0049, n = 60,

p = .485). The null hypothesis is not rejected (Table 18).

Years Teaching and Scores

on T3 Tssues

 

 

8.1. There will be no relationship between the number of

years a teacher has taught and the teachers' scores on the 13 topics

of the test.
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Pearson's correlation coefficient indicates that a slight

relationship apparently exists between one of the issues and the

number of years a teacher has taught. This global issue is health

(r = .2203, n = 60, p = .045). For the remaining issues the data

indicate that a relationship apparently does not exist between 12

global issues and the number of years a teacher has taught. A

number of the issues have a negative correlation (Table 19).

Years Teaching_0verseas

and Composite Score

 

 

9. There will be no relationship between the number of years

a teacher has taught in international schools and the teacher's

composite test score.

Pearson's correlation coefficient indicates that no rela-

tionship apparently exists between the number of years a teacher has

taught in international schools and the teacher's composite test

score (r = .0044, n = 60, p = .487). The null hypothesis is not

rejected (Table 18).

Years Teaching Overseas and

Scores on 13 Issues
 

9.1. There will be no relationship between the number of

years a teacher has taught in American-sponsored overseas schools and

the teachers' scores on the 13 topics of the test.

Pearson's correlation coefficient indicates that a negative

relationship apparently exists between the score on one of the issues

and the number of years a teacher has taught overseas. This global

issue is food (r = -.3818, n = 60, p = .001). For the remaining
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issues the data indicate that a relationship apparently does not exist

between the remaining 12 issues and the number of years a teacher has

taught overseas. A number of issues have a negative correlation

(Table 19).

Number of Languages

and Composite Score
 

10. There will be no relationship between the number of

languages a teacher speaks, reads, or writes and the teacher's

composite test score.

Pearson's correlation coefficient indicates that a relation-

ship apparently does not exist between the number of languages with

which a teacher has facility and the teacher's composite test score

on the global-knowledge test (r = .1822, n = 60, p = .082). The null

hypothesis is not rejected (Table 18).

Number of Languages and

Scores on 13 Issues

 

 

10.1. There will be no relationship between the number of

languages a teacher speaks, reads, and/or writes and the teachers'

scores on the 13 issues of the global—knowledge test.

Pearson's correlation coefficient indicates that a slight

relationship apparently exists between the two issues of energy

(r = .2531, n = 60, p = .026) and culture (r = .2576, n = 60,

p = .023) and the teachers' scores on these two issues. For the

remaining issues the data indicate that no relationship apparently

exists (Table 19).
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Age and Composite Score

11. There will be no relationship between the ages of teachers

and the composite test scores on the global-knowledge test.

Pearson's correlation coefficient indicates that a relation-

ship apparently does not exist between the ages of the teachers and

the composite test score (r = .0605, n = 60, p = .323). The null

hypothesis is not rejected (Table 18).

Age and Scores on 13 Issues

11.1. There will be no relationship between the ages of the

teachers and the teachers' scores on the 13 issues of the global-

knowledge test.

Pearson's correlation coefficient indicates that a slight

relationship apparently exists between the teachers' scores on the

health issue and the ages of teachers (r = .2543, n = 60, p = .025).

Apparently no relationship exists between the teachers' ages and

scores on the remaining 12 issues (Table 19).

Highest Degree Earned

and Composite Score

 

 

12. There will be no relationship between the highest degree

earned by teachers and the composite scores on the global-knowledge

test.

Spearman's rank-order correlation coefficient indicates that

no relationship apparently exists between the highest degree earned

by teachers and their composite score on the global-knowledge test

(r = .0043, n = 60, sig. = .488). The null hypothesis is not rejected

(Table 20).
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Table 20.-—Spearman's correlation-coefficients summary table for the

composite test scores on the global-understanding test and

highest degree earned and the variable of perceived training.

 

 

Highest Degree Perceived Training

r .0043 .0058

Global Test n 60 60

Scores

sig. .488 .483

 

Highest Degree Earned and

Scores on 13 Issues
 

12.1. There will be no relationship between the highest

degrees earned by teachers and their scores relative to the 13 global

issues on the test.

Spearman's correlation coefficient indicates that a slight

relationship apparently exists between scores on three of the issues:

geography (r = —.2275, n = 60, sig. = .041), war (r = .2583, n = 60,

sig. = .024), and environmental issues (r = .2167, n = 60, sig. =

.049). With the remaining ten issues the data indicate that no rela-

tionship apparently exists (Table 21).

Perceived Training to Teach

Cultures and Compgsite Score

 

 

13. There will be no relationship between the teachers' per-

ceived degree of educational training for teaching about other nations

and cultures and their scores on the global-knowledge test.

Spearman's rank-order correlation coefficient indicates that

no relationship apparently exists between the teachers' perceived

degree of educational training for teaching about other nations and
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cultures and their score on the global-knowledge test (r = .0058,

n = 60, sig. = .483). The null hypothesis is not rejected (Table 20).

Perceived Training to Teach

Cultures and Scores on 13 Issues

 

 

13.1. There will be no relationship between teachers' per-

ceived degree of educational training for teaching about nations

and cultures and teachers' scores on the 13 topics of the global-

knowledge test.

Spearman's correlation coefficient indicates that no rela-

tionship apparently exists between the teachers' perceived degree of

educational training for teaching about nations and cultures and

teachers' scores on the 13 topics of the global-knowledge test

(Table 21).

Results by Rank Order

of Global Issues

 

 

When rank ordering the 13 issues, it was found that teachers

scored well on questions pertaining to the topics of geography, cul—

ture, and health. However, with topics of religion, energy, and rela-

tions among nations the respondents scored their lowest. Table 22

gives the rank order of all the issues.

Summar

The major findings reported within the limitations of the

study in this chapter were:

1. When the composite scores of teachers assigned to teach

mathematics/science were compared to the scores of the following
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groups of teachers-—elementary K-5, foreign language, and humanities--

there was a significant difference. 0f the four teacher groups

variously assigned, the scores of the math/science group were higher

than those of the other groups.

Table 22.--Rank order of 13 global issues.

 

 

01:81:... :19:

Geography 4 .846 .500 .482

Culture 6 .822 .113 .738

Health 3 .811 2.246 .139

Human rights 3 .750 .735 .395

War & armaments 6 .714 .189 .665

Trade & monetary 6 .697 2.343 .131

Racial issues 5 .650 .028 .869

Population 6 .644 4.171 .046

Food 5 .583 .010 .922

Environment 5 .580 2.689 .107

Relations among nations 6 .533 .363 .549

Energy 6 .517 .763 .386

Religion 3 .483 -- --

 

Multivariate F = 21.37 (12, 48 df) sig. of F = .00001

Composite scores of teachers assigned to elementary grades

K-5, when compared to scores of teachers assigned to teach foreign

language or humanities, indicated a significant difference also.

Scores received by the elementary teachers were lower than scores of

all other teacher groups.
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The comparisons made between scores of foreign language teachers

to scores received by the humanities teachers indicated no significant

difference. The same was true for the group designated other, i.e.,

physical education teachers, administrators, and counselor, whose

scores were compared to all of the above groups--no significant dif-

ference was found.

2. Comparison of composite scores on the global-knowledge

test between the variables of citizenship; foreign languages teachers

speak, read, or write; years teaching; years teaching overseas; number

of languages a teacher speaks, reads, or writes; age; highest degree

earned; and perceived training to teach cultures indicated no signifi-

cant differences.

3. Relative to college or university majors a teacher pos-

sessed, it was found that a significant difference existed between the

teachers with education majors when compared to the following groups:

teachers with mathematics/science majors, mathematics/science and

education combination majors, social science only majors, social

science and education majors, and foreign language majors. Education

majors scored lower than the above-mentioned teachers in the various

groups.

Comparisons made between teachers with foreign language majors

compared to social science majors and social science and education

majors combination indicated a significant difference did not exist.

It was the same with mathematics/science or mathematics/science and

education majors combination compared to social science, social

science and education, and foreign language majors. Comparisons made
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with mathematics/science and mathematics science and education combi-

nation majors indicated that a significant difference did not exist.

4. Comparisons made between the scores obtained by teachers

with and without a U.S. degree and/or teaching certificate, the

number of areas of the world a teacher had visited or lived in, and

the amount of time spent in foreign countries indicated that a sig-

nificant difference did exist.

5. When comparing scores of teachers given various teaching

assignments, the data indicated that no significant difference in

scores between mathematics/science teachers and the elementary K-5,

foreign language, and humanities teachers was evident; and for scores

of foreign language teachers compared to scores of humanities teachers,

no significant difference was apparent. However, the data did indi—

cate significant differences between the scores on the 13 issues of

elementary teachers compared to the scores of foreign language teach-

ers and humanities teachers. The elementary teachers scored lower

than the other two groups on the energy, population, culture, and

human rights issues. For the group classified as "other," i.e.,

physical education teachers, administrators, and counselor, the data

also indicated a significant difference between their scores and the

scores of all the other groups. This group scored lower on the issue

of food.

6. Relative to citizenship, the data indicated a difference

between scores of U.S./Canadian citizens and those of other citizen-

ships.
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7. The data indicated no difference between scores on the

13 global issues of teachers who speak, read, or write another

language and those who do not.

8. Relative to teachers' college and university majors, the

data indicated differences between scores of education majors whose

scores were compared to five other majors. Likewise, a difference

existed between scores of teachers with a math/science major or a

math/science and education major compared to scores of social science

majors, social science/education majors, and foreign language majors.

9. Likewise, scores of teachers with a U.S. degree and/or

teaching certificate, when compared to scores on the 13 global issues,

indicated a significant difference.

. 10. Pearson's correlation coefficient indicated a relation-

ship existed between the following variables and certain of the global

issues:

a. Number of areas and population, human rights, and rela-
 

tions among nations.

b. Amount of time Spent in areas of the world and energy,
 

health, population, culture, trade, and war.

c. Years teaching and health.
 

d. Years teaching overseas and food.
 

e. Number of languages and energy and culture.
 

f. Agg_and health.

9. Highest degree and geography, war, and environmental issues.
 

h. Perceived training to teach cultures and no issues.



CHAPTER V

CONCLUSIONS AND RECOMMENDATIONS

Introduction
 

The purpose of this study was to obtain, analyze, and compare

data about selected characteristics of teachers in an American-

sponsored overseas school and to compare these to their knowledge of

global issues. Previous chapters described the setting, population,

instrument used for data gathering, methodology, and statistical

analysis of the hypotheses. This chapter is organized as follows:

(1) Major Results, (2) Discussion and Implications of the Findings,

and (3) Recommendations for Future Research.

Major Results
 

Within the limitations of setting, population, and method-

ology, the major results of the study were:

1. Teachers assigned to teach mathematics and science

scored higher on the knowledge test of global issues than teachers

of either elementary K-5 grades, foreign language, or humanities.

While the differences were derived from an overall comparison of 13

global issues, those issues contributing most to the differences

between scores of mathematics and science teachers and the other

teachers were questions pertaining to energy, culture, and environ-

mental alterations.

156
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2. Teachers assigned to teach elementary grades K—5, when

compared to teachers of the humanities and teachers of foreign lan-

guage, scored lowest on the global knowledge. The factors that

contributed more to the difference in the scores were the issues of

energy, population, culture, and human rights.

3. Education majors scored lowest on the global-knowledge

test when compared to teachers with majors in mathematics, science,

social science, or foreign language. Areas in which education majors

scored lower than other majors were energy and culture. Other low-

scoring areas were health, racial issues, human rights, war, and

environment.

4. Scores on the global-knowledge test of teachers knowing

a foreign language and those who do not were not statistically sig-

nificant. Also, there was no relationship between scores on the

global-knowledge test and the number of languages a teacher knows.

5. Those teachers prepared in the United States, who had

received either a degree or teaching certificate from an institution

of higher education, scored significantly higher on the global-

knowledge test than those not prepared in the United States. The

factors that contributed more to the difference in scores between

U.S.-prepared teachers and those prepared elsewhere were energy,

food, population, racial issues, and trade.

6. There was a significant correlation between both the

number of countries a teacher visited or lived in, the length of time

spent in such places, and their performance on the test of global

knowledge.
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7. With the variables of age, years teaching, years teach-

ing overseas, highest degree earned, and the perceived training to

teach about other cultures or countries, there was no statistically

significant relationship relative to the scores on the global-

knowledge test.

8. When rank ordering the 13 issues, teachers scored well

on the topics of geography, culture, and health. With topics of

religion, energy, and relations among nations the respondents scored

lowest.

Discussion and Implications of the Findings
 

1. One of the significant findings of the study was that

mathematics and science teachers scored significantly higher in the

global-knowledge test than did humanities teachers, including social

science teachers, elementary teachers, and the foreign language

teachers. The finding of this study paralleled the finding of the

original study among college students. In that survey, mathematics

and engineering majors scored higher than other majors with the

exception of history majors.

Why this finding is surprising rests in the fact that the

content of the knowledge test has little to do with the academic

program of mathematics majors. While the mathematics and science

teachers could be expected to score high on questions pertaining to

the energy issue and the environment, which they did, their perform-

ance on the test in comparison to other majors is surprising since

the content of the knowledge has little to do with their academic
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programs. It would appear that a factor contributing to their high

achievement might be the test's emphasis on intellectual ability.

This intelligence factor ought to be verified in future studies per-

taining to global education.

One of the major curriculum issues in global education is the

framework for curriculum deve10pment a school district takes to reach

the goal of global perspective within the learner. Reference here is

made to consideration of whether an interdisciplinary approach is

used, whether global education becomes the exclusive prerogative of

the social studies department, or finally, whether the program is an

add-on course of any particular department. At times a choice may not

exist, but it would seem that the optimum program should be inter-

disciplinary. The U.S. Commissioner of Education Task Force (1979,

p. 4) concluded that developing global perspectives requires intel-

lectual contributions from many sources. Global perspective must be

grounded broadly in the various disciplines.

Not only for this reason but also for reason of the perform-

ance level of the mathematics and science teachers on the global-

knowledge test it seems imperative that science and mathematics

teachers be involved in curriculum development for global perspective.

These teachers appear to be most knowledgeable about global complexi—

ties. Why such is the case may yet remain to be discovered, but given

the nature of the content global education deals with, science and

mathematics people must be involved.

The end result, for example, of the realization that resources

that seemed inexhaustible are now perceived as having finite limits,
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that science and technology do not and cannot solve all problems,

even when given direction and financing, and that no people is self-

sufficient as a nation ought to be that science and mathematics edu-

cators recognize and focus more on the interaction of all levels of

education. If they worked with other departments, especially the

social sciences, all would benefit from the broader dimension of an

issue. Students, moreover, would be assisted in seeing science and

math not as isolated subjects but as two that are carried on in a

social milieu by persons who care about the rest of society.

Furthermore, the mathematics and science departments should

be involved in global education in an interdisciplinary manner because

their programs represent a unique potential for examplifying the

global view. On so many ideas such as democracy there is little

worldwide agreement or consensus. However, the ideas of mathematics,

and particular science, tend to be universal. Such ideas as inter—

dependence, continuity, conservation, and community are notions

already in the science curriculum and are fundamental, in turn, to

the development of global perspective.

Several general steps need to taken by mathematics and

science education programs at all levels if the long-term goal of

global education is to be achieved. First, as with all subject areas,

greater efforts must be made to "decompartmentalize" the program.

This requires both that the science programs be seen by students as

interrelated themselves, and then of seeing science in a broader per—

spective. It might be necessary to stress general science as a
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curriculum entity and to prepare teachers specifically to teach

science from a global perspective.

Further, science generally draws on mathematics as its pri-

mary supporting discipline. But it would appear that science instruc-

tion should be interacting with the social studies if a realistic

picture is to be achieved of how things are in the world today. For

example, an area in which a curriculum bridge might be constructed

would be between general science and the social studies. Also,

preparation of teachers to co-teach certain interdisciplinary courses

would seem appropriate. Many global issues generally draw on a knowl-

edge of science and technology to provide a basis for decision making,

but, in addition, they require some knowledge of political science,

economics, sociology, and history for decision-making mechanisms and

parameters of operation.

2. A major assumption has been that foreign language has a

positive effect in developing knowledge of and sensitivity toward

other peoples and cultures. This study did not research the affect

relative to global issues to determine how foreign language teachers

feel toward world problems. This study dealt with the cognitive area

of global understanding,zuuithe data of the study indicated foreign

languages do not contribute significantly to global knowledge. The

performance of the foreign language teachers on the test of global

issues was poor. Only education majors scored lower. No relation-

ship existed between the performance of those teachers who spoke

another foreign language and those who did not. And the number of
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foreign languages a teacher spoke resulted in no significant rela-

tionship in test performance.

The original study with college students concluded also that

there is no significant correlation between students' proficiency in

foreign language and their performance on the test of global under-

standing. Moreover, the college study concluded that there seemed to

be little interest in or enthusiasm for foreign languages. Except

for history, foreign language attracted the lowest percentage of fresh-

men as a possible major course of study. Most students felt that

sociology, history, and economics had contributed more to their

awareness of world problems than had foreign language study.

Although the original survey results showed clearly that

students who are proficient in foreign languages are not necessarily

informed about world affairs, there is a hint that those having a

facility for learning foreign languages have a greater interest in

learning about international problems than those who do not. It may

be the interest is there but the opportunity is not. It is this

interest that might provide the key to effective foreign language

instruction and global education.

Overall, it would appear that'foreign language programs and

proficiency in languages do not necessarily offer effective experi-

ence with other cultures as has been widely assumed. For this reason

there is need to examine the role of foreign language in the curricu-

lum and the training of foreign language teachers.

At first glance, the role of foreign languages for global

perspective seems clear and powerful. A knowledge of foreign
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languages is felt to assist the learner in knowing about world affairs;

foreign language is felt to have a positive effect in developing

knowledge about other countries. Interrelationships among peoples

obviously depend on communication in a shared language. Although it

is generally agreed as to need of foreign language instruction and

some of its expected outcome, when one stops to analyze the role of

languages in the curriculum, the training and inservicing of foreign

language teachers toward global education presents certain complica-

tions at this point.

Consider the number of languages on earth. Which are to be

taught, especially at the K-12 level? Are our teaching methods

developing second-language competence? Can our content and methods

result in the global perspectives we need?

Foreign language educators might research students' feelings

of irrelevancy of foreign language study, respect for the value of

its study, as well as teaching methods. The fact that college

entrance and graduation requirements in foreign language have been

abolished by most institutions does not strengthen the position of

such study in the curriculum. In light of the nation's needs and

attitudes, however, new perspectives on the teaching of foreign lan-

guages appear imperative.

Considerations that must be made relative to foreign language

instruction are that, first, the "old fashionable" languages will not

meet current necessities. We must evaluate the inclusion of such

languages as Russian, Japanese, Arabic, Chinese, and African. One

can readily recognize the problems with these languages in a school
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curriculum. The question of what languages, at what grade level, and at

what level of competence are all necessary to be answered before one

can even speak of the global perspective and interdisciplinary dimen-

sions of this area of an educational program.

Further, it becomes apparent that if foreign language teach-

ing should be interdisciplinary,'ttmust add anthropology, religion,

economics, sociology, and specific issues such as food, population,

and energy to its basic emphasis on linguistic competence, augmented

by literature and what is loosely referred to as culture. Expertise

in all areas cannot be expected, but a sufficient acquaintance can be

so that new insights in regular teaching become present. This requires

inservice education and cooperation with other disciplines.

Development of public awareness is also essential in this

entire process of establishing foreign languages' role for global

perspective. Course content, dealing specifically with less-

traditional foreign languages, and centers established as we do for

vocational education for maximum outreach along with interdisciplinary

approach, review of methods and instruction, analysis of materials,

teaching methodology, and improvement in teacher competence are all

going to have to be part of the foreign langauge renewal if it is to

be involved in global education effectively.

3. In this study, as in the original study with college

students, education majors scored lowest compared to mathematics,

science, social science, and foreign language majors. Education

majors are generally elementary-school teachers. These teachers tend

to pursue academic programs that are less subject—matter or content-area
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oriented and more child oriented. The possibility also exists,

however, that elementary education is attracting lesss academically

capable people. If so, selection of candidates becomes a major

concern.

The implications for elementary teachers' training and inser-

vicing seem to point to a need for extensive preparation in all

aspects of global education, especially how it related to the various

developmental stages of a child. Research has found that young chil-

dren are much more aware of global problems than we have previously

thought. Kenworthy (1967) pointed out that since experiences of

today's children have been so much enhanced through the mass media

and travel (and certainly with the international child found in

American overseas schools), as well as enlarged, so also the dimen-

sions of the curriculum need to have a broader scope. Other studies

listed by Morris (Becker, 1979, p. 117) have supported the readiness

of children in early grades to have a more global curriculum rather

than a redundant and heavily provincial program of learning.

Teachers' training for elementary-level instruction must

draw heavily on a curriculum of affect as well as a curriculum of

cognition. Efforts to divorce either would seem to be an error.

Teachers must be knowledgeable about children's attitudes toward the

world, their awareness of global problems, what experiences to

provide elementary children, and a sensitivity to types of materials

that will support rather than subvert development of global per-

spectives.
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4. In developing curriculum for global education, the social

studies programs would appear to be the most likely starting point.

Although there was no statistical significance between scores of

social science majors and foreign language majors when compared to

mathematics and science majors and again when social science majors

were compared to foreign language majors, social science majors

scored very well on the test. History majors had the highest per-

centage (74.6 percent) correct of all majors. No comparisons were

made with history majors because of the small sample number.

Although history majors were the highest scorers on the test,

it is not surprising since many of the questions required some knowl-

edge of history. History majors were the highest scorers also among

the college students in the original study. These findings suggest

the continued need for a strong history program in the curriculum.

It must be a program that would be organized to give students a

greater awareness, knowledge, and understanding of global issues.

Supporting a strong history program would be programs of other

social sciences such as economics and sociology. College students

felt that these programs had contributed more to their awareness of

world problems than had foreign language study. Unfortunately, many

times, as the original study revealed, history is the least-popular

major course of study (Burrows, 1981, p. 39).

5. Findings of the study concerning travel, living and

working overseas would seem to lend support to the importance of pro-

viding teachers such opportunities to increase their global under-

standing. The assumption that travel, study, or working abroad
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assists in developing a global perspective in an individual appears

accurate. A correlation did exist, although it was slight, between

teachers' scores on the global knowledge test and both the numbers

of countries and the amount of time spent in countries overseas. To

the open-ended question about what factor in their own lives con-

tributed to the development of global understanding in themselves,

travel and living in another country and experiencing another culture

were listed most frequently (51 percent). Some teachers indirectly

reinforced the effect of travel mentioned by others as the single

most important factor influencing their global perspective when they

mentioned the teaching of children and working with parents from

different countries as other factors. Two teachers listed having

friends from other countries as contributing factors in their lives

for the development of global understanding. Programs, therefore,

that encourage study abroad as well as leaves of absence assuring job

security upon return for the person, and sabbaticals should be devised

to assist in developing global perspective.

The research did not indicate any specific length of time,

number of countries, or circumstances involved in the achievement

of greater global knowledge. Also, nothing was included in the study

relating to affect, defined in the college study as being largely

attitudinal measures that are predominantly, but not exclusively,

political in nature (Burrows et al., 1981, p. 11).

Perhaps much more important than providing opportunities for

travel, the nature of the overseas experience relative to global

education must be thought through. The areas of the world to be
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experienced should be more than Europe or Mexico. Few opportunities

exist or are taken in such areas as Africa, the Middle East, and

South America. The structure and the quality of any program involv-

ing travel or living abroad must be considered at length, for too

often experiences overseas result in superficial conclusions about

peoples and their cultures. A teacher going abroad seeking experi-

ences with other peoples might benefit more from such experiences if

orientation programs, language provisions, and a structure for study

and reflection were an integral part of the stay. Perhaps too much

is left to happenstance and is lost or misconstrued in the oppor-

tunity.

6. When examining the rank order of global issues, it was

surprising to find the issues of food, environmental alteration,

energy, and religion scored lowest on. With the exception of religion,

food supplies and starvation the world over, energy demands, and the

environment have been issues widely reported on in the media and

studied at various levels. Attention must be given to such global

issues in any training programs for teachers.

The one issue, religion, needs special comment. Not only

did the teachers score poorly on this issue, but college students

did likewise in the original study. Further study is required to

determine the reasons for this lack of performance of respondents on

this issue. Conjecture might tell us that the interpretation of the

United States Constitution tenet of separation of church and state

is being somewhat misconstrued when consideration is given to it and

its curricular dimensions in our schools. The study of religion and
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philosophy must become a more important segment of both training for

and instruction by teachers. Religion and philosophy exemplify the

ideals, goals, and sometimes the parameters of a cultural group.

The intention is not to delve into complex theology, but to bring

about an awareness of the basic aspirations and traditions of the

culture of a people. It certainly remains doubtful, therefore, if one

can have a global perspective without having a knowledge of religions

as they relate to global issues. The lack of understanding on the

part of some people of the Middle East conflict, the Irish rebellion,

and the South African problem may be related to limited knowledge of

the role of religion within cultures.

Recommendations for Future Study
 

Little research has been conducted about global understanding

and global-education programs, although more is being planned. Some

recommendations for future research are:

l. A study, replicating the original survey conducted among

college students, should be conducted using a larger population of

teachers in American-sponsored overseas schools and other types of

international schools to determine what significant factors con-

tribute to global knowledge among these teachers. Not only should

English-speaking international schools be the target of such studies,

but the overseas schools of the French, Japanese, Russians, and

Arabs. The study should include the portions of the original study

dealing with the affect and language background of teachers. A

determination of teacher attitudes and sensitivities about global
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issues should prove beneficial for preservice and inservice programs

of teachers as well as an asset to program development in the United

States.

2. This study should be replicated with entire faculties of

schools, such as was done in this study. Various types of settings

and geographical locations in the United States would also seem

appropriate. If this is not feasible, an appropriate sample from the

various disciplines such as mathematics, history, art, music, and so

forth, should be surveyed.

3. Developmental studies need to be conducted to determine

the changes in global understanding, both cognitive and affective,

of teachers over a period of time and after various types of treatments

or programs are used in preservice and inservice programs.

4. An approach that uses personal interviews in conjunction

with the regular survey instrument should be used in future studies

to obtain additional insights and hypotheses for testing. The

approach should include the creation of other criteria for analyzing

and categorizing global understanding.

5. Research needs to be conducted with different curriculum

programs to determine the optimum school experiences for children at

various developmental stages for achieving global understanding.

6. Studies need to be conducted relative to the curriculum

and methodology of foreign languages for not only developing basic

linguistic and reasoning skills but also in developing effective

global understanding.
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7. Further research should be conducted to determine the

factors why mathematics and science teachers scored highest on the

global-knowledge test despite the fact that the content of the

knowledge test has little to do with their academic program.

8. Little research has been done on young children's inter-

national understanding and their readiness for global-education

concepts at their level and the success such a program might have.

Research to date suggests that young children appear to be more aware

of global problems than we may have thought. However, conclusions

about children's international learning have been drawn from current

research in this area that has concentrated on children's learning

about domestic politics for the most part. Many of the current domes-

tic studies could well be replicated in overseas schools that have

student bodies of 15 to 20 nationalities and that are in multiple

foreign-language situations as well as in rich, cultural settings.

9. Research leading to the development of measures for a

classroom teacher to determine the existing attitudes of children

toward global-education issues and research to determine the factors

important to maintain, modify, or change their attitudes should be

conducted. The assumptions that children make about their world are

not always known or understood by adults. Since attitude plays such

an important role in global understanding, more research is required

to assist the classroom teacher to direct, verify, and modify atti-

tudes.

10. There is need to trace the historical development of

international education over the past decades. Global education
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would appear to represent a logical or evolutionary step in the

development of international education. A clear understanding of

the various stages and component parts of international education

should assist in comprehending to a greater degree global-education

curriculum needs.

11. Research should be included for the determination of

effective ways in which travel, working overseas, and study abroad

can be used for staff development and for use of such persons in

curriculum-development programs.

Summary

Viewing the earth as a single unit or this planet as a global

society is, of course, not a new or unique idea. It has been around

for awhile. But the widespread acceptance of the need for a ”new"

approach to education based on such a notion is a recent phenomenon.

The recognition of the growing interrelatedness and interdependence

of all on this planet demands a more sophisticated world citizenry,

more knowledgeable of international, political, economic, and cul-

tural phenomena. Schools may well provide the single most important

opportunity for acquiring basic knowledge and attitudes about inter-

national events and processes. If so, then schools and their staffs

have an exciting challenge ahead.

Although the findings of this study are limited to its popu—

lation and methodology, they appear to parallel closely the original

study done with college students. It appears that teachers do not

have a grasp of world issues and are not prepared to teach about them
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for a global perspective. Misconceptions about population, energy,

religion, and nutrition are common among teachers. It appears that

students taught in our schools are not being provided the knowledge

needed for not only today's world but tomorrow's living as well.

Teachers teach what they know, but their knowledge and methods for

teaching global issues for global perspective remain in doubt.

Teacher preparation, curriculum development, and inservice

training of teachers for global education and perspective is in much

need of change. Most of what we have been doing must be examined.

The role of foreign language requires change; preparation of elemen-

tary staff and curricula for young children needs examination; and

interdisciplinary teaching appears necessary with all the changes

it requires. The key issue is the need for teachers to change their

role and to consider varied aspects of global studies as well as

interaction with colleagues from different disciplines.

To achieve the goal of global perspective, much change in

the entire system is required. However, as Hutchins (n.d.) said,

"The doctrine of every man for himself or every nation for itself loses

its charm in an interdependent world. This doctrine has to give way

before the idea of a world community. We have to understand and rely

on our common humanity if we are to survive in any condition worthy

to be called human." If we can prepare students of today to achieve

stewardship for planetary resources, wise decisions and judgments

can be made to assure humankind a future in time and place. Human

kind will realize that as a species they can be masters of their
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destiny and that they must work together in formulating and shaping

that destiny. The challenge is before educators, and the time to

proceed on a global course is now.
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OVERSEAS SCHOOLS ADVISORY COUNCIL

FACT SHEET AMERICAN INTERNATIONAL SCHOOL

Salmannsdorferstrasse 47

1190 Vienna, Austria

Tel. 44-27-63 1980-81

The American International School, Vienna, is an independent co-

educational day school which offers an educational program from kin-

dergarten through grade 12 for students of all nationalities. The

School was founded in 1959. The school year comprises two semesters

extending from August 28 through January 16 and from January 17

through June 12.

Organization: The School is governed by an ll-member Executive Board,

elected annually by the Parents' Association which sponsors the School.

Membership in the Association is automatically conferred on the parents

or guardians of children enrolled in the School. The School is incor-

porated under Austrian law and has been designated as tax-exempt under

Section 501 (c) (3) of the U.S. Internal Revenue Code.

Curriculum: The curriculum is that of U.S. general academic, college-

preparatory public schools. The International Baccalaureate Diploma

is also offered in a demanding two-year study plan. Advanced Place-

ment is also offered. The School's testing program includes College

Entrance Examination Board tests and standardized achievement tests.

Instruction is in English. German is required, and French and Latin

are taught as foreign languages. The School is accredited by the

Middle States Association and the Austrian Ministry of Education.

Faculty: There were 56 full-time and 6 part-time faculty members in

the 1980-81 school year, including 45 U.S. citizens, l4 host-country

nationals, and 3 persons of other nationalities.

Enrollment: Enrollment at the opening of the 1980-81 school year was

681, including 311 U.S. citizens, 109 host-country nationals, and 261

of other nationalities. Of the U.S. enrollment, 102 were dependents

of U.S. Government direct-hire or contract employees, 49 of U.S.

business of foundation employees, and 160 of other private U.S.

citizens.

 

Facilities: A single building houses the three school divisions and

has 40 classrooms, 2 libraries, 3 laboratories, a gymnasium, a cafe-

teria, and a theater. The total campus has 15 acres. A soccer field,

an elementary playground, and a small track are among the outdoor

facilities.
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Finances: In the 1980-81 school year, about 95 percent of the School's

income was derived from regular day school tuition and fees. Annual

tuition rates were as follows: all-day Kdg.: $2,400; Primary (1-5):

$3,840 and Secondary (6-12): $4,272. These fees are payable in

Austrian Schillings (AS 13 = U.S. $1). There is an application fee

of $230 payable on first enrollment in the School. (All above fees

are quoted in U.S. dollars.)

This Fact Sheet is intended to provide general information. Prospec-

tive users of the school may wish to contact the school directly for

more specific and up-to-the—minute information regarding curriculum,

special programs, and the like.

Statistics as of September 1980
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OVERSEAS SCHOOLS ADVISORY COUNCIL

FACT SHEET: "AMERICAN-SPONSORED" ELEMENTARY AND

SECONDARY SCHOOLS OVERSEAS: 1980-81

The Worldwide Context: The school—age children among overseas

Americans--estimated to number nearly a quarter million--attend a wide

variety of schools. Most of the children of military personnel attend

schools established and operated by the various branches of the U.S.

Armed Forces, and a number of government, and private-sector civilian

children also attend these schools on a space-available, tuition-

paying basis. However, most of the civilian children abroad attend

non-Government, coeducational, private schools of various kinds. These

schools include those founded by U.S. companies, church organizations,

and individual proprietors, although the largest number of private

schools are non-profit, non-denominational, independent schools estab-

lished on a cooperative basis by American citizens residing in a for-

eign community. Most of the schools in this last group have received

assistance and support from the U.S. Government under a program admin-

istered by the Office of Overseas Schools of the U.S. Department of

State. The schools which have received such assistance constitute

the "American-sponsored" schools described in this fact sheet.

Statistics on the "American-Sponsored" Schools assisted by the Depart-

ment of State at a Glance: During the school year 1980-1981, the

Office of Overseas Schools is assisting 154 schools in 94 countries.

The purposes of the assistance program are to help the schools provide

adequate education for U.S. Government dependents and to demonstrate

to foreign nationals the philosophy and method of American education.

The schools are open to nationals of all countries, and their teaching

staffs are nulti-national. Enrollment in the schools at the beginning

of the 1980—81 school year totalled 83,861 of whom 26,084 were U.S.

citizens, and 57,777 were children from the host country and from some

90 other countries. Of the U.S. enrollment, 7,020 were dependents of

employees carrying out U.S. Government programs, 10,687 were depend-

ents of employees of U.S. business firms and foundations, and 8,377

were dependents of other private citizens. Of the total of 7,282

teachers and administrators employed in the schools, 3,861 were U.S.

citizens and 3,421 were foreign nationls from some 70 countries. A

table is attached which summarizes the salient statistics of the

American-Sponsored Overseas Schools.

 

Basic Characteristics: No statement about the American-sponsored over-

seas schools would apply without exception or qualification to each

school. Variety is one of their basic characteristics. They range

from tiny schools such as that in Leningrad, U.S.S.R. with 3 students,

to the American School of Quito, Ecuedor, with 2,821 students. Very

vew schools have boarding facilities.
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Although emphasis varies, all the schools share the purpose of provid-

ing educational opportunities for American and other children which

are generally comparable to educational programs in the U.S. and of

demonstrating American educational philosophy and practice abroad to

help further international understanding.

The schools are not operated or controlled by the U.S. Government.

Ownership andpolicy control are typically in the hands of associations

of parents of the children enrolled who elect a school board to super-

vise the superintendent or headmaster whom the board chooses to admin-

ister the school. In some schools the organization is highly formal-

ized, comprising corporate status in the U.S. or in the host country,

while other schools are loosely defined cooperative entities. Depend-

ing upon the predominant character of the American community, some

schools are closely associated with the U.S. Embassy and AID Missions;

in others the local or international communities share direct concern

for the school with the American community. All schools are subject

in varying degrees and with varying effects to host-country laws and

regulations pertaining to educational practices, importation of educa-

tional materials, personnel practices and the like.

Combined annual operating budgets of the 154 schools total approximately

$181,000,000. Tuition payments are the principal source of financing

for the schools. Tuition charges are generally lower than for compar-

able schools in the U.S., and in virtually all the schools tuition

income is insufficient to provide for programs comparable to good U.S.

schools. Many schools derive additional support from gifts and con-

tributions from U.S. and local business firms, foundations, missions

groups, individuals and local government, and all have received some

grants from the limited funds available under the program of the Office

of Overseas Schools (a total of approximately $5,000,000 annually).

The instructionalgprograms all provide a core curriculum which will pre-

pare students to enter schools, colleges and universities in the U.S.

The langauge of instruction is English, supplemented in certain schools

with the local language. The content of the programs may be more or

less typically "American," depending upon the proportion of U.S. stu-

dents, and the quality, of course, varies with each school. Certain

schools, especially in Latin America, must also fulfill host-country

curriculum requirements. The curricula tend to be largely academic,

with relatively little attention given to vocational or commercial

education, largely because of the high costs involved in the latter

programs. An outstanding characteristic of most American-sponsored

schools is the use they have made of their location abroad to provide

quality programs of foreign language instruction, study of local cul-

ture, and social studies. The quality and range of instructional mate-

rials is good in the larger schools and improving in others.

 

In terms of faculties, the administrators and most teachers are

Americans or American-trained, with a large proportion of American

staff hired locally from among dependent wives. Most staff members



184

are college graduates, and the majority hold teaching certificates.

Lack of funds and, in many instances, difficult living conditions and

isolation from the U.S. professional community make recruitment and

retention of qualified personnel from the U.S. difficult. The local

and third-country teachers are usually well qualified, although they

frequently lack training and experience in U.S. educational methods.

Hiring of staff is the responsibility of the individual schools.

Plant and equipment facilities vary widely in adequacy; because of the

difficulty in securing long-term financing, many schools are housed in

inadequate buildings.

Fur further information: Dr. Paul T. Luebke

Office of Overseas Schools

Room 234, SA-6

Department of State

Washington, D.C. 20520
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CRITERIA GOVERNING ASSISTANCE TO SCHOOLS

The criteria established for assistance to American-sponsored

overseas schools are listed in Section 600 of the Foreign Affairs

Manual, Volume II (2 FAM 600). Those established under the Mutual

Educational and Cultural Exchange Act of 1961, as amended, are as

follows:

1. The school must meet a demonstrated need for American-

type educational facilities in the community or region, and, in the

case of primary and seconcary schools, shall be open to the enroll-

ment of qualified American students.

2. The school must have been founded by or must be operated

or sponsored by citizens or non-profit institutions of the United

States, with or without the participation of nationals of other

countries.

3. The school must operate without objection from the national

government of the host country and must be nonpolitical in character.

4. Authority over policy, finances and administration must be

vested in a competent board of responsible persons, usually including

representation of the appropriate U.S. Embassy or Consultate, but at

a minimum to include representation by U.S. citizens. This will vary

from school to school depending on local circumstances and on U.S.

policy.

5. The director or principal of the school, wherever prac-

ticable, should be a U.S. citizen.

6. There should be a sufficient number of teachers from the

United States or teachers trained in American educational methods to

assure adequate contact for the students with these methods and the

corresponding ideals.

7. The curriculum and instruction of the school should be of

good quality and reflect accepted U.S. theory and practice in educa-

tion to the greatest extent practicable.

8. Primary and secondary curricula should provide instruc-

tion in the language, literature, geography, and history of the United

States, and, where practicable, of the country where the school is

located. Wherever the needs of American students require it, English

shall be used as a language of instruction.

9. The operation of the school should contribute to mutual

understanding between the people of the United States and the peoples

of the host country or other countries through such means as enrollment



187

of foreign nationals, the provision of binational extracurricular,

and community programs, and English-language classes for special

students.

10. The financial plan of the school should provide for con—

tinuing recourse to all feasible means of achieving and maintaining

its financial independence through an adequate fee structure, endow-

ment, and other forms of private support.

11. Financial aid will not be given to church-connected

schools. Nor will it be given to government, company, or private

profit-earning schools unless provisions of such assistance would

assure educational facilities for American dependents which would not

otherwise be available in the area.

Even though the basic purposes underlying assistance to

American-sponsored overseas schools under the Mutual Educational and

Cultural Exchange Act have to do with the demonstration of American

educational philosophy and practice and therefore do not relate

directly to the education of dependent children of American personnel,

it is self-evident that American children should constitute a size-

able portion of a school's enrollment if it is indeed to be an "Ameri-

can" school demonstrating American educational ideas and ideals.

The final criterion above makes incidental reference to the

need for educational facilities overseas for dependents of Americans

stationed abroad, but it is the funds provided under the Foreign Ser-

vice Act and the Foreign Assistance Act which have been authorized and

appropriated for the specific purpose of providing educational oppor-

tunities for dependents of government personnel. To be eligible for

assistance under the provisions of these legislative authorities under

criteria established both by AID and the Department of State (and also

listed in "2 FAM 600"), a school must meet the following conditions.

1. There are sufficient numbers of dependent children at

post to represent an established need for dependent education.

2. There is evidence of local support on the part of the

United States, local, and other foreign communities at post.

3. There is evidence that there are available sufficient

numbers of qualified and interested persons, including American citi-

zens, to provide proper policy, financial, and administrative guidance

to the schools.

4. English is the primary language of instruction.

5. To the extent practical under existing local conditions,

the school follows a fundamentally American curriculum and American

teaching methods and uses American textbooks and reference materials.
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6. Academic standards, including teacher qualifications, are

comparable to those in American schools.

7. There is a policy of admitting all dependents of U.S.

government employees who otherwise meet the school's admission

standards.

8. There is evidence that the school will ultimately be able

to cover ordinary recurring operating expenses from tuition or other

school income other than U.S. Government grants.

9. There is evidence that there is no other feasible means

currently available to the school for adequately financing expendi-

tures necessary to provide for the education of government dependents.

Eligibility of an overseas school for assistance under

either or both sets of criteria is determined in the first instance

by the local American Embassy or Consultate, which thereupon passes

on to the Department of State its recommendation that the school be

included in the overseas schools assistance program. If the Depart-

ment of State concurs, the school's requests for assistance in carry-

ing out specific goal—oriented activities are then considered for

funding, subject to the justification of requests in the light of

assistance policies and to the availability of funds.

Source: Luebke, 1976, PP. 40-41.
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