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ABSTRACT
AN ASSESSMENT OF GLOBAL KNOWLEDGE OF K-12 TEACHERS IN
AN AMERICAN-SPONSORED OVERSEAS SCHOOL
By
Donald L. Wieber

The purpose of this study was to measure the global knowledge
of K-12 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 1ies more in its breadth than
in its depth.

Within the Timitations 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.
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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 topics 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. A1l
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 1it-
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.
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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 1imits 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: 1local, national,
and above all international. Yet the difficulty in seeking solutions
together is that the answers that we "know" to be obvious, logical,
and "right" cannot often be implemented because of the history, tradi-

tions, and customs of other people.

The situation requires that people develop their capacities
to benefit from diversity, to communicate with others who do not share
the same values, to recognize the need to identify with human beings
©verywhere, to manage conflict, and to tolerate ambiguity. Consen-
Sus 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
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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
Tong 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
these global issues and problems always came back to his fundamental
belief that education held the keys to the future. Two statements,
one from a rare speech he made on his beliefs in Toronto in 1966 and
the other from his farewell address to the United Nations staff in
Decenber 1971, provide educators with the all-encompassing goal of
€ducation that transcends material and intellectual achievements and
T4 kewise reaches into the moral and spiritual spheres.

The law of love and compassion for all 1living 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
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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 1ike love, compassion,
understanding, tolerance, the philosophy of "live and let Tive,"
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
adapted to global realities. Educational statistics are worrisome--
at every level. The teaching of foreign languages in elementary
schools, an expanding aspect of the curriculum in the mid-1960s,
has stopped altogether. The President's Commission on Foreign Lan-
guages and International Studies (1979) found high-school enrollment
in foreign-language study falling to the 18 percent level in 1976
Trom a 24 percent level in 1965; college language courses fell by 17.7
Percent between 1968 and 1977. Funding by the U.S. government of
Anternational studies at the university level has declined by 50 per-
cCent 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,

Knowledge, Attitudes, and Perceptions, this national study done in

1974 surveyed a representative sample of public-school children at
the fourth, eighth, and twelfth-grade levels. It dealt with the
students' backgrounds and interests, knowledge, separate measures of
attitudes toward and perceptions of other nations and peoples. The

Study'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--all 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.
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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
O to 84.

Considering the performance of these students from a disci-

PTinary point of view, one finds that all three groups performed more
Strongly on the questions having to do with social sciences than with
the humanities. Students majoring in social sciences scored above the
average (52.77) but were outperformed by engineering and mathematics
ma jors. Foreign-language students were slightly below the average
(50.22). But the lowest of all groups were education majors, whose
Scores 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 1iving 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
these schools also. Most civilian children, however, attend nongovern-
ment, private schools of various kinds. These schools may be reli-
gious, proprietary, or U.S.-company operated, but the largest number
are nonprofit, nondenominational, independent, and established on a
Cooperative basis by the parents of a particular community.
Within this group of schools overseas, most receive some
S upport--in many instances very negligible support--from the U.S.
Qovernment through the Office of Overseas Schools in the U.S. State
Department. The designation given this group of schools because of
vreceiving 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
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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-
ment of 681. This included 311 U.S. citizens (45.6 percent) and 370
students from other countries, including Austria. On staff there
were 62 teachers, including 45 (72.5 percent) U.S. citizens, 14 teach-
ers from Austria, and 3 from other countries. (See Appendix B.)

Although the curricular programs vary in these American-

Sponsored schools, "all the schools share the purpose of providing
educational opportunities for American and other children which are
9enerally comparable to educational programs in the U.S. and of demon-
Strating American educational philosophy and practice abroad to help

Further international understanding" (italics mine) (U.S. Department

f OF State, 1981). (See Appendic C.) It is this international aspect
OF the curriculum in these schools that is of importance to this
Study. One of the stated goals of these schools is global education.
Lubeke (1976) reported that increasing numbers of these schools are
moving 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,

T S SO S S .







10

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
global education. The question remains, however, as to whether suc-
cess is being achieved in attaining the goal of global education.

Studies are missing relative to the knowledge teachers should possess
in order to assist students through the curriculum to develop a global
Perspective. Data need to be obtained to determine the current status
of global knowledge of staff as well as students. Such information
added to the existing body of information relative to global education
should greatly assist schools in inservicing teachers, curriculum

de\/e]opment, and materials production.

Purpose of the Study

The purpose of this study was to explore the extent of the
Qlobal 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 Tives, 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,
energy, religious issues, arts and cultures, distribution of natural
characteristics, relations among nations, war and armaments, monetary
and trade arrangements, human rights, racial 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'
Ccharacteristics and backgrounds were compared.
| The characteristics of teachers that were compared and related

To the scores received on the global-knowledge test were age; main
Subject area taught; number of areas of the world visited or lived in;
1 ength of time spent in a geographical area; years teaching; years
teaching overseas; number of languages read, written, or spoken;
highest university degree held; citizenship; perceived training for
teaching about other countries and cultures; and, finally, degree
major.
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

¥ R R Y |
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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

composite test scores on the global-knowledge test and also relative
to the test scores on each of the 13 global issues.

Hy ppotheses Relative to the
Composite Test Scores

1. There will be no significant difference between the
gl o b al-knowledge composite test scores of teachers teaching different
sub J ect areas in an American-sponsored overseas school.

2. There will be no significant difference between the

Jfloba T-knowledge composite test scores received by teachers who are
U.S . or Canadian citizens and by teachers of other citizenship.

3. There will be no significant difference between the
Q\Oba’l-knomedge composite test scores received by teachers who speak,
vead, 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
countries traveled or Tived in and the teachers' composite scores on
the global-understanding test.

7. There will be no relationship between the amount of time
teachers have spent in foreign countries and the teachers' composite
tes t scores on the global-understanding test.

8. There will be no relationship between the number of years
a te acher has taught and the teacher's composite test score on the
gl ob al-knowledge test.

9. There will be no relationship between the number of years
a teacher has taught in international schools and the teacher's
OMposite test score.

10. There will be no relationship between the number of lan-
Juages a teacher speaks, reads, or writes and the teacher's composite

test score.

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

and 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
on the 13 global issues of teachers teaching different subject areas
in an American-sponsored overseas school.

2. 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.

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

Tthe 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
ano ther language.

4. 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.
5. 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.

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.






15

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

teachers' scores on the 13 topics of the test.

10. There will be no relationship between the number of lan-
guages a teacher speaks, reads, and/or writes and the teachers' scores
on the 13 issues of the global-knowledge test.

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

teachers and the teachers' scores on the 13 issues of the global-

knowledge test.
12. There will be no relationship between the highest degrees

€A rned by teachers and their scores relative to the 13 global issues

On  the test.
13. There will be no relationship between teachers' perceived

degree of educational training for teaching about nations and cultures

and 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, 14 host-country nationals,

and 4 persons of other nationalities.

Definition of Terms

International school: Among schools that refer to themselves

as international, one group numbering 154 receives financial assist-
ance from the United States federal government through its State
Department. This group of schools is referred to as American-sponsored
schools. This study was concerned with a school from this group, and
the terms "international" and "American-sponsored" schools are used
in terchangeably throughout this dissertation.

Global knowledge: There are two fundamentally different
approaches to structuring global-knowledge aspects of a study. The
1 rst approach is based on the traditional curricular approach found

in international-relations and area-studies courses. The second is
Based on global issues that transcend particular nations or regions.
However, one realizes both approaches intersect one another. A
kr’low1edge of international relations certainly will consider and

include 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 should be known at a criterion level or to
measure what needs to be known if global situations and processes are

to be fully understood.

Global issues: The questions contained in the survey instru-
ment clustered around 13 worldwide issues:

1. Energy--Our industrial society has always been under the
i 7 Tusion of unlimited power and resources. However, the problem of
finite resources, including energy, is one of the issues or themes
that must be included in a global-education program. The world must
take account of the problem of scarce resources in planning for present

and future developments. Energy is one of these resources, and with
the formation of the OPEC cartel and the Arab embargo of oil, the U.S.
€Conomy and the world economy have gone through startling changes.

2. Food--New advances in crop technology have raised yields
d"arnaticaﬂy, but 1ittle has been done to address the problems of food
di Stribution. Much of agriculture has also been put at the mercy of

Machines and fossil fuels. While aid pours into many underdeveloped
Countries of Southeast Asia and Africa to ward off starvation for
Millions 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. Health--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
efforts have been a major contributing factor to an increase in the
world's population. However, far from reaching all, medical advances

are still not available to vast numbers of the world's population.
Yet health, as exemplified by the activities of the World Health

Or-ganization, has been the area of greatest success in achieving
cross-cultural consensus on aims and policies.

4. Population--Length of Tife has increased, reaching more
than 70 years in many of the developed countries. Even in Tess-
af 1 uent societies, such as India, life expectancy has increased from
40  to 50 years in two decades.

Diseases such as smallpox are either
be ng eradicated or controlled.

People of our planet have increased
Tyom 2.5 billion in 1951 to more than 4 billion today. The figure
May reach 6 billion in the year 2000, and a child being born today is

15 kely to Tive in a world of 12 billion at the age of 60. With the
Popylation 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.,
Pall)s

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
in evidence in difficult economic times. Ve cannot be a humane

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

It is also important but difficult to recognize the value of

cuTtural diversity and differing personal roots. Historically, the

U.S. society is assimilationist and integrationist--the melting pot

of the world. The result has been the emphasis on American ideals

and values, an Americal cultural homogeneity. Global education

requires an understanding and fostering of mankind's commonalities but

at +the same time mankind's diversity. Americans will be obliged to

deal with other peoples as equals--to learn how to become a partner
| Yather than a dominant power.

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

UPon by the West (and particularly American). These nations resent this

ir\trusion on their societies, which have their own values and ways of
c"31'ng things. Many in the developing world feel that the flow of

Communications 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-
tive lack of attention to the world in the mass media tend to rein-
force and compound the problem.
Arts--Anderson (1968) saw another dimension to this issue.

Modernized, mass societies (such as the U.S. Japan, European coun-
tries, and even the Soviet Union), while reflecting the influence of
their own peculiar histories and ideologies, are beginning to reflect
increasing similarity in their economic, political, and social struc-
tures. In addition, before the century is over we may begin to wit-

Nness a cultural diffusion--a two-way street, bringing many elements

OF traditional Eastern culture to the West as well as West to East

(o . 641).

7.
Teatures of an area where man lives have been a major factor in forg-

Distribution of natural characteristics--Geographical

i"1g a people's history, culture, and religion, as well as having an
Immediate effect on living conditions. Knowledge and appreciation of
the 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 1ife" 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
nations are often in competition for finite natural resources. To
what extent has American education adapted to these new realities?
(Tonkin & Edwards, 1981, p. 695).

9. Human rights--Metcalf (1976) identified the "violation
of human rights" as one of five global problems that need to be
addressed in the global-education curriculum. Many of the national
governments today are authoritarian, denying a voice in decision mak-
ing that affects their lives, and to object to the situation leads to
Toss of life and property, torture, and death. Not only political
rights are trampled on, but for many children the most fundamental
rights are nonexistent. The aim of any new international economic and
social order must be a world in which all children can grow in health
and freedom, with access to adequate nutrition, shelter, clothing,
education, and training for employment. These rights have been recog-
Nnized 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







22

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.

11. Environment--The environment, we are coming to realize,
is a most delicate system. The acid rain that falls on Scandinavia
is primarily produced in industrial plants of Britain and the Low
Countries. In the Baltic Sea, residual discharges by the bordering
countries have already come close to destroying the sea's ecology.
It will take a massive effort to prevent the Mediterranean Sea from
dying. No international agreement has been formulated for nuclear
waste, yet such multiplies daily. It appears, as Van Til (1976)
remarked, that the higher the civilization, the more the air is
fouled, the earth gouged, and the seas poisoned.

Deteriorating biological systems around the world pose a
grave 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

Tiving 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
constant in the world arena of power, but neither grouping of nations
in this struggle is monolithic. A new pluralism, a new polycentrism,
is entering the relations among nations. It is important to under-
s tand the peoples involved and their motives. To cultivate in stu-
dents an understanding of the motives of other people and of the
social, psychological, and historical settings that cause them to
think and act as they do and to understand our own motivations and
their consequences is one of the greatest challenges of education
today.

13. Religious issues--Threading its way throughout the tur-
moil, complexities, and perplexities on the global scene is a concern
that not only man's material fate is at stake but also his mental
and spiritual 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 Tist 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

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

reported, 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 Titerature reviewed for this study was selected to answer
the following questions:

1. What is global education, its meaning and distinguishing
elements, and the concepts of a global perspective and of the world
as a system?

2. What are the curriculum issues for global education; its
goals, objectives, organization, materials selection, and obstacles for
implementation; 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 jssue 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?

25
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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-
national affairs."” and "I've teen teaching about the world in my fifth-
grade current-events class for a number of years now." and "I think
Mrs. 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; 1ittle 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 1950s--
the era of the Cold War, the Korean War, and McCarthyism--when the major
emphasis was on military and diplomatic relations. The 1960s experienced
the inclusion and emphasis on cultural and geographic-area studies. In
the 1970s 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
World 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
Tive in a world of growing interdependence forces people of good will to
respond in an appropriate curricular fashion. To date, it appears that
we are in a lag situation. Taylor (1967) criticized as too narrow those
international-education efforts that focus only on bilateral studies or
exchange studies. Instead, he advocated world education, using the world
as 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.
As 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-
mindedness 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. i1).

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
Earth"--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).

Strasheim (1978) saw global education as an emerging philosophy;
the definitive rationale will not be written for some time (p. 3).
The British use the term "world studies." UNESCO recommends
the +term "international education," whereas the Canadians use "develop-
ment studies" to include most of what global-studies advocates in the
United States are recommending. A1l of these terms seem to suffer
from a common problem: each means virtually whatever one chooses
(Co 1 +ns, 1977, p. 10).
One term that no longer seems appropriate and only serves to
Onfuse the understanding of the meaning of global education is the
term **international education." The term "international," used to
desQ\"‘ibe activities between nations, is subject to cultural lag,
aC(:o\"ding to Becker and Mehlinger (1968). These authors argued that
en°r‘mous and important changes are taking place--changes in the
eSSence of relations among individuals and nations in the world. The
US® of the word "international" to describe exchanges throughout the
WOr1d js outmoded because the reality the word describes has changed

Vastly. 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,

and it also tends to become a "giant trashcan in which some place
. It encompasses

everything that goes on outside their nation.

so much that it virtually means nothing at all" (p. 16).
The Michigan Department of Education, in its Guidelines for

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

defined it as
The lifelong growth in understanding, through study and partici-
pation, of the world community and the interdependency of its
People and systems--social, cultural, racial, economic, linguis-
tic, technological, and ecological. Global education requires
an understanding of the values and priorities of the many cul-
Tures of the world as well as the acquisition of basic concepts
and principles related to the world community. Global education
'! eads to implementation and application of the global perspective

T N striving for just and peaceful solutions to world problems.

P. 3)
Cervantes (1979) remarked that one is struck by this defini-

Hon: g all-encompassing aspects--study of the interdependence of

SOC i o cyltural, ethnolinguistic, economic, political, technological,

and € cological systems. The definition is formidable and frightening.

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

"ONI nyolvement. Cervantes offered an alternative definition:
Gobal education is the multi-disciplinary study of the inter-
dependence 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

awareness of the state of the earth, knowledge of global dynamics,
awareness of human choices, perspective consciousness (i.e., others

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

awareness.
Anderson (1968) saw global education organized around three
Students should be educated about the world in ways

principles.
they as individuals are par-

that illustrate it as a world system:
tic i pants, and their competencies, therefore, must be developed and

trained so they are effective and responsible participants.
From the teachers' point of view, global education is primarily
Phi 1 osophical (Swift, 1980). Global education is an attitude toward
dasi T3 living, not a new course, a new program, or a new content.
Xt is a new teacher attitude toward the pertinence of study to
T ife in the future; it is an emphasis for students and teachers
©On individual and group responsibility, on multi-cultural aware-
ness inside and outside the continental United States, on the
€normous human movement and commerce to and from the U.S. that
i 1lustrate the notion of global interdependence, on the newly
realized world culture into which all nations plug; and it is a
multidisciplinary way of relating knowledge, skills, attitudes,
and experiences to tomorrow's 1iving in a global community.
(swift, 1980, pp. 46-47)
King (1970) defined global education as "the social experi-

®Nce and the learning process through which individuals acquire and
change their images of the world perceived as a totality and their

Orientation 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 toward

approach.
Schools will then be

an understanding of the world as a single unit.

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

(King, 1970, p. 71).
The Minnesota Department of Education's Task Force (1979)

dealing with global education employed the term "contemporary world

studies." It was seen as an effort to communicate the awareness that

humanity is interdependent. Al1 people are world citizens, and every
school subject and discipline should include a global dimension.

Specifically, contemporary world studies should include: student
materials which are sensitive to the worldwide implications of
humankind's interdependence; learning the concepts, skills,
wvalues and attitudes which will enable humankind to cope with,
modify, and improve a world in the constant process of change;
developing a "world view" in lieu of western view; understand-

i ng one's own culture in order to appreciate the contributions
O f other cultures and peoples; an awareness that no one nation
< an successfully deal alone with today's world problems--food,
energy, resources, population, pollution and peace. (p. 4)

In 1967, Kentworthy, although not using the term "global,"
indg < ated what some educators believe international understanding to
be“Drimarﬂy a point of view rather than a subject. It must begin
with young children while they are forming attitudes and points of

View that will have an influence in their adult years (p. 204).

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

and yeferred to it as the newest bandwagon. They claimed the pro-

POnents are merely seeking shortcuts to a new objective, global
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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
wi 11 please all because of the intrinsic complexities of the main
areas of concern and the relationships between and among them (Leetsma,

Different schools of thought make different elements or com-

1978).
For the purposes of this

binations in the central organizing theme.
study, "global education" is used to describe those activities and

Programs normally associated with formal study in classrooms that

Promote global understanding as defined by the Michigan Department of

Educa tion.

g‘ist'i nguishing Elements or Component
&Yt s of Global Education
Examining global education further, global education, to be

Such | must comprise a number of component parts intrinsic to it.

Leetsma (1978) identified five component parts in a global-education

Progygm:
Global education is con-

Unity and diversity of mankind.

Iz
C®rned with the commonalities among mankind and the differences with
the family of man. The earth's peoples are a single species endowed
and enriched by diversity. Global education seeks to correct cul-
tural myopia and to reduce ethnocentrism.
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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 planetary

3. Global interdependence.
Leestma

ecosystem, an interconnected global web of subsystems.
quoted the American historian Cyril Black, who saw the present era in
time as the third great revolutionary transformation in human affairs.

We 1ive in the third stage of history--the emergence of a world

society.
Simply stated, each

Intergenerational responsibility.

4.
person has an obligation for the maintenance of the health of the earth

dur-ing one's lifetime.
International cooperation. Solutions to common problems
Mankind

5.
of the world can be found only in international cooperation.
has a common destiny. Because of this common destiny, each person
MUS € possess a global perspective. Intrinsic to this perspective are:
a. An understanding of the earth and its inhabitants as parts

interrelated network;

of an
An awareness that there are alternatives facing individuals

b.
and nations and that choices will shape our future world; and
c. An ability to recognize that others may have different
Perceptions and may prefer different choices (pp. 6-13).
Case (1979) identified five themes for a global-education

urrs culum along with illustrative performance-based objectives. The

five themes were:







36

1. 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 Theory--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. HWorldmindedness--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,

Iimited, and in a condition of scarcity.

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

the world will shift and, due to the dynamics of change, new patterns

WiT71 form, such as the wealthy countries of the Middle East (pp. 66-77).

Becker (1972) outlined four cornerstones for a global-education
Progwyam. The four are:

1. The need to break down sharp distinctions between the
Stud.y of American society and the study of other societies.

2. The need to integrate the collection of traditionally
Separate disciplines and concerns associated with international rela-
ti Ons at the high school as well as the college and university level.

3. The need to highlight the wholeness and interdependence

°F the modern world, while at the same time recognizing its great
d3i Versity and acknowledging the individual's attachment to separate

3¥0ups 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 1ife with a study of the international

system as such (p. 2).
Kinghorn et al. (1978) likewise developed themes threading

through a global-education curriculum. Children should be taught the
value of diversity. This can be achieved by identifying alternative
beliefs and understanding that there are many different life styles
in existence. A second theme is that of interdependence. This is
accomplished by the perception of finite resources and identifying
international linkages that already exist in the community. The

th i rd theme is the development of an effective working relationship
Specifically, a person must acquire the ability to engage

with others.
Finally, these authors saw the neces-

in  transnational communications.
sity of understanding world conditions and emerging trends as a fourth

eTement in a global-education program (pp. 10-11).
Interdependence is a recurring theme in global education.

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

in & 11 courses and argued that knowledge of this theme is needed at

both the affective and the cognitive levels in order to develop a
91obal consciousness. She added that behavioral objectives, approp-
ri Qte for a given course, are needed to reflect the concept of inter-

dependence (p. 665).
Hanvey (1979) stated this interdependence in different terms,
Seej ng 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-
ized around three fundamental principles, according to Anderson (n.d.):

1. The world is a system.

2. Highlighting the fact that individuals are participants
in this world system.

3. Promotion of the development of competencies necessary to

ef fective and responsible participation in the world system.

The Global Perspective

The one dominant and recurring concept in dicussions and
read-ings on global education is education for a global perspective.
Wha+t js global perspective? What elements does it encompass? What
S 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,
Sensitivities, intellectual skills, and explanatory capacities that

COntribute 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<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>