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The purpose of this study was to determine if a 

significant relationship exists between teachers' and 

administrators' global perspective and their receptivity to 

the inclusion of elements of global education in the 

curriculum. The "Opinion Survey" of Measures of Global 

Understanding was used to measure the construct of global 

perspective. An attitude scale, Receptivity to Global 

Education Instrument, was developed and used to measure 

receptivity to the inclusion of elements of global education 

in the curriculum. 

The population of this study was Texas educators. A 

stratified random sample of the population was selected. The 

sample consisted of two strata--one of teachers and the other 

of administrators. The total sample size was 434. Simple 

regression and multiple regression were used to analyze the 

data. 

The following findings resulted from this study. 

1. A significant positive relationship was found 

between teachers' global perspective and their receptivity to 



the inclusion of elements of global education in the 

curriculum. 

2. A significant positive relationship was found 

between administrators' global perspective and their 

receptivity to the inclusion of elements of global education 

in the curriculum. 

3. The relationship between global perspective and 

receptivity to the inclusion of elements of global education 

in the curriculum was not significantly different for 

teachers and administrators. 

4. A significant relationship was found between 

educators' global perspective and their receptivity to the 

inclusion of elements of global education in the curriculum 

after partialling out the effects of age, travel abroad, and 

staff development. 

In addition, descriptive statistics of the Receptivity 

to Global Education Instrument, the "Opinion Survey," and 

biographical data are reported. Results of a factor analysis 

of the Receptivity to Global Education Instrument are also 

reported. 
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CHAPTER 1 

INTRODUCTION 

Since World War II, the world has experienced 

accelerated growth of global interdependence. Anderson 

(1990) credits this growth to three events: (a) European 

expansion, (b) the emergence and growth of capitalism, and 

(c) the diffusion of modern science and technology. These 

three interrelated events have served as a catalyst for 

global interdependence. Anderson maintained that global 

interdependence is evident in eight disciplines which 

transcend national boundaries. 

The first discipline in which global interdependence is 

evident is history. It is no longer possible to look at 

history entirely from a nationalistic viewpoint. In today's 

world, the emerging history of any nation is intricately 

intertwined with that of the rest of the world. In order to 

look at the history of a state, province, county, or even a 

city, it is necessary to examine the connections each has 

with the rest of the world. 

Global interdependence is also evident in the area of 

geography. The development of transportation and 

communication systems has reduced the geographical isolation 

of people. Information, ideas, people, money, goods and 



services, diseases, technology, illegal drugs, and weapons 

all travel rapidly from one part of the globe to another. 

The third discipline in which global interdependence can 

be observed is economics. A global economy has replaced what 

was once many national economies. An excellent illustration 

of the world's economic interconnectedness can be found in 

Wanniski's (197 8) book, The Wav the World Works; 

Someone buys a bottle of Coca-Cola in a shop in New 
Delhi. The transaction not only adds to the revenue 
of the shopkeeper, but to the revenue of Coca-Cola at 
its Atlanta headquarters. There is also an 
infinitesimal impact on the world sugar market, as well 
as, the markets for all ingredients of Coca-Cola. Coca-
Cola's shareholders and Jamaican sugar farmers trade 
the receipts from the sale on that one bottle in further 
transactions that ripple again and again through the 
world until every human being but the most remote 
hermit has been touched in come microscopic way. 
(p. 20) 

Global interdependence can also be observed in the area 

of politics. Today, influences from outside a nation's 

boundaries seek to influence its national policies. Trade 

status, sanctions, ambassadors, military intervention, 

religious groups, terrorists, multinational corporations, and 

special interest lobbyists all seek to influence the politics 

of any given nation. Never before have individual nations 

been so accountable to the rest of the world. 

The fifth discipline in which global interdependence is 

evident is in the area of sociology. Numerous social 

organizations now exist which transcend national boundaries. 

Science, medicine, sports, tourism, entertainment, and 



education all boast organizations which are international in 

scope. 

Global interdependence can also be observed in the area 

of demography. Widespread population migrations have caused 

changing demographics. As a result, countries' ethnicities, 

and cultures are becoming increasingly diverse. These ethnic 

and cultural groups have links with other parts of the world. 

The seventh discipline in which global interdependence 

can be observed is in the area of ecology. Never before has 

mankind faced so great a challenge as maintaining the 

ecological balance of the planet Earth. Pollution, 

deforestation, and plant and animal extinction all have 

contributed to international efforts to deal with these 

problems. 

The final discipline indentified by Anderson (1990) in 

which global interdependence can be observed is culture. Jet 

planes, satellites, telexes, computers, facsimile machines, 

and telephones all have served to accelerate the flow of 

people and information. As a result, a global culture is 

emerging. 

As the world becomes more interdependent, a need becomes 

apparent for the curriculum of American schools to be adapted 

in order for it to retain its relevancy. Smith, Stanley, and 

Shores (1950) addressed this issue: 

a period of profound cultural transformation will upset 
the curriculum and require that it be reconstructed with 
respect to purpose, content, method of instruction, and 



means of evaluation; . . . the teaching profession will 
experience a period of uncertainty as to the kind of 
educational program to build, (p. 23) 

Global education has emerged in the past 20 years as a 

response to changes which have been taking place in the 

world. Global education represents an effort to bring 

relevancy to the curriculum as it relates to a changing 

world. 

This increased global interdependence has had an impact 

on American society. Tye (1990) maintained that society's 

perceptions are in a period of transition. She stated that 

attitudinal changes are taking place at the macro level. In 

other words, society's global perspective is changing. 

Educators are not exempt from this change. 

The literature includes a number of studies in which 

educators' global perspective have been examined (O'Malley, 

1983; Peterson, 1989; Richards, 1979; Wieber, 1982). Three 

basic assumptions make the study of educators' global 

perspective relevant. The first assumption is that educators 

who have a global perspective do a better job of relating to 

students. The second assumption underlying the research on 

educators' global perspective is that educators who have a 

global perspective have a broader perspective to offer their 

students. The final assumption is that educators who have a 

broad global perspective are more receptive to adopting 

elements of global education into the curriculum. 



The literature also includes a number of studies which 

examine educators' attitudes toward global education 

(Alajaji, 1989; Bingham, 1979; Mitsakos, 1979; Sidehamer, 

1984; Thorpe, 1988; Tucker, 1983; Williams, 1988). What is 

conspicuously missing, however, is research connecting the 

concept of educators' global perspective and educators' 

attitude toward global education. The extent to which 

global perspective influences an educator's receptivity to 

the inclusion of elements of global education in the 

curriculum has not been studied empirically. Without 

exploring the relationship between these two constructs, any 

inferences drawn from studies of educators' global 

perspective regarding their willingness to use elements of 

global education is merely speculation. 

The school is the locus of change (Berman & McLaughlin, 

197 8; Goodlad, 1984; Henderson & Perry, 1981), and the key 

person in facilitating change in an individual school is the 

principal (Behling, 1981; Curran, 1982; Kelley, 1981; Miller, 

1982; Shoemaker & Fraser, 1981). Hord, Stiegelbauer, and 

Hall (1984) reported that other administrators also seek to 

initiate change in the curriculum. Assistant principals, 

curriculum coordinators, assistant superintendents, and 

others all serve as secondary change facilitators who seek to 

influence the curriculum from outside the classroom. Given 

the administrator's role in initiating and sustaining change, 

it is appropriate that school administrators be surveyed to 



explore the relationship between global perspective and 

attitudes toward global education. 

Furthermore, any study seeking to examine educators' 

attitudes would be incomplete without the inclusion of 

teachers. Teachers have the greatest control over what takes 

place in their classrooms, and are the individuals who 

ultimately deliver the curriculum to the students. If a 

positive relationship exists between educators' global 

perspective and their receptivity to the inclusion of 

elements of global education in the curriculum, then 

educators who have a broad global perspective can be expected 

to be more receptive to the implementation of elements of 

global education into the curriculum. Conversely, educators 

who do not have a broad global perspective can be expected to 

be less receptive to the implementation of elements of global 

education into the curriculum. 

Problem of the Study 

The problem of this study was the identification of 

factors related to educators' receptivity to the inclusion of 

elements of global education in the curriculum. 

Purpose of the Study 

The purpose of this study was to determine if a 

significant relationship exists between teachers' and admin-

istrators' global perspective and their receptivity to the 

inclusion of elements of global education in the curriculum. 



Hypotheses 

In order to carry out the purpose of this study, the 

following hypotheses were tested: 

Hypotheses 1: There will be a significant positive 

relationship between teachers' global perspective and their 

receptivity to the inclusion of elements of global education 

in the curriculum. 

Hypothesis 2: There will be a significant positive 

relationship between administrators' global perspective and 

their receptivity to the inclusion of elements of global 

education in the curriculum. 

Hypothesis 3: The relationship between global 

perspective and receptivity to the inclusion of elements of 

global education in the curriculum will not be significantly 

different for teachers and administrators. 

Hypothesis 4: A significant relationship will exist 

between educators' global perspective and their receptivity 

to the inclusion of elements of global education in the 

curriculum, after partialling out the effect of age, travel 

abroad, and staff development. 

Significance of the Study 

The relationship between educators' global perspective 

and their willingness to adopt components of global education 

into the curriculum is explored in this study. One of the 

reasons for studying this relationship is predicated by the 
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assumption that there is a positive correlation between 

global perspective and receptivity to the inclusion of 

elements of global education in the curriculum. Currently, 

no research exists which supports this assumption. This 

study was designed to determine whether a significant 

positive relationship exists between these two constructs. 

The existence of a positive relationship indicates, to change 

facilitators, the importance of attending to the global 

perspective of educators who are or will become involved in 

the implementation of elements of global education in the 

curriculum. 

Definition of Terms 

The following terms are defined operationally for the 

purpose of this study: 

Administrator is an employee of a Texas public school 

who is categorized by the Texas Education Agency as a 

curriculum officer or as a building principal. 

Change facilitator is an educator who directs, supports, 

helps, assists, and nurtures the implementation of an 

innovation in the school setting. 

Educator is a broad term which includes both teachers 

and administrators as defined operationally in this study. 

Global education involves learning about the problems 

and issues that cut across national boundaries and about 

interconnectedness of systems--cultural, ecological, 



economic, political, and technological. Global education 

also involves learning to understand and appreciate neighbors 

with different cultural backgrounds; to see the world through 

the eyes and minds of others; and to realize that all peoples 

of the world need and want much the same things (Tye & Tye, 

in press). 

Global perspective consists of attitudes toward five 

phenomena: chauvinism, war, world government, international 

cooperation, and human rights. Added to these are expressed 

interest in global developments and other cultures, and 

feelings of kinship with foreign individuals, including being 

comfortable in their company and expressing empathy for them 

(Barrows et al., 1981). 

staff development is any activity which promotes the 

concepts of global education {i.e., self-directed study, 

inservice, or a university course). Educators have either 

participated in staff development or they have not, it is a 

mutually exclusive dichotomous condition. 

Teacher is an employee of a Texas public school who is 

primarily responsible for delivering the curriculum in grades 

kindergarten through 12. 

Travel abroad describes the experience of having visited 

or lived outside of the United States. This variable is 

ordinal in nature and consists of mutually exclusive 

categories. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Global Education 

Global education is a relatively new concept which has 

emerged in the last 20 years. A clear conceptualization of 

global education has been slow in coming. Goodlad (197 9) 

wrote, there are no "readily available, comprehensive, self-

contained definitions, descriptions, and analyses of what 

global education is" (p. 3). 

Kobus (1983) acknowledged some confusion over the terms 

international education, global education, and global 

perspective, which were being used interchangeably. She also 

pointed out that discrepancies between the meaning of the 

terms do exist. 

This choice of designation is a significant one because 
it is the point of divergence in defining the field and 
therefore in planning curriculum, programs and teacher 
inservice training. Both international education and 
global education imply a specifically delineated 
structured discipline typically assigned to social 
studies, international education is based on the 
study of various geographical and cultural areas of the 
world; global education incorporates this content but 
views world areas as parts of larger, interacting, 
interdependent systems expressed and studied through 
global issues. A global perspective approach, on the 
other hand, is based not on implementing new courses 
or extensively redesigning curricular content, but on 
the infusion and integration into the curriculum at all 
levels of an awareness of emerging global concepts such 
as those of change, conflict, communication, and inter-
dependence. Furthermore, global perspective implies 

10 
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dealing with affective content and stresses student 
acquisition of competencies which incorporate essential 
knowledge, skills, and attitudes, (p. 21) 

vocke (1988) described global education as falling into 

four approaches: the traditional approach, the world-

centered approach, the world order approach, and the single 

issue approach. The traditional approach, which emerged 

during the 1950s and 1960s, is characterized by any course in 

the curriculum which contains international content. 

However, Case (1979) made a distinction between international 

and global education. He believed international and global 

education content to be basically the same. The distinction 

between the two exists in the focus or purpose of study. 

Whereas international education is a attempt to understand 

problems, global education is an attempt to build a sense of 

world community by instilling in students an interdependent 

perspective. 

The second approach identified by Vocke (1988), the 

world-centered approach, "stresses the links that draw 

together the world's peoples and cultures" (p. 19). This 

approach emphasizes the interdependence of nations, peoples, 

and cultures. 

The third approach, world order studies, "suggests 

different emphases in the study of global affairs. This view 

perceives that the present state of the world affairs is 

characterized by ideological, economic, and political 
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cooperation and conflict involving a variety of global 

actors" (p. 19). 

The final approach identified by Vocke (1988) is the 

single issue approach. The single issue approach "focuses on 

single issues that are perceived to threaten the survival of 

mankind--nuclear war, global poverty, world hunger, and 

population growth" (p. 19). 

Marker (1977) described global education as a way of 

thinking about the world. He chose the analogy "Spaceship 

Earth" to describe what he perceived to be critical (i.e., we 

are all in the ship together and we all share a common 

destiny). 

Cervantes (1979) offered his definition: 

Global education is the multidisciplinary study of the 
interdependence 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) 

Although, Cervantes' emphasis was on international issues, a 

significant contribution to the definition was the focus of 

multidisciplinary study. 

Anderson (1968) acknowledged the need for students to be 

taught about the world as a system. However, her emphasis 

was that students are participants in this world system and 

that it is the schools' responsibility to prepare students to 

be effective responsible participants. Muessig and Gilliom 

(1981) agreed with Anderson's position that global education 
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prepares citizens to be responsible and to be effectively 

involved in the global society. 

Anderson (1979) retained the emphasis placed on global 

citizenship in her 1968 definition, but focused on the 

relevancy of the curriculum as it relates to the changing 

world. She wrote, "global education consists of efforts to 

bring about changes in the content, in the methods, and in 

the school context of education in order to prepare students 

for citizenship in a global society" (p. 15). 

Gualdoni (1980) used a delphi questionnaire to solicit 

input from national global education experts concerning 

global education. Based on the study, Gualdoni formed the 

following operational definition: 

Global education is education that helps people to 
develop the knowledge, skills, and understanding 
needed for responsible, intelligent participation 
in a global society. A globally minded person 
realizes that responsible citizenship is acting 
responsible locally, statewide, nationally, and 
globally. A globally minded person has an aware-
ness of the importance of global interdependence 
and understands how this interdependence can affect 
the lives of individuals, families, communities, 
and nations. A globally minded person has an 
awareness of global problems and potential problems, 
such as populations, distribution of natural re-
sources, economics, environment and group conflicts. 
Global education is not a separate discipline. It 
should be infused into the mainstream of all subjects. 
Global education is not so much a matter of content 
as approach. The global education approach can be 
used in almost any grade or classroom setting to 
encourage students to look beyond parochial 
boundaries and to enable them to function better in 
today's interdependent world, (pp. 141-142) 
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This lengthy definition incorporates a number of aspects of 

global education, but the emphasis is clearly on teaching a 

perspective, what Gualdoni called "globally minded." 

Swift (1980) saw the attitude of teachers as being 

central to the propitiation of global education. He wrote: 

It is a new teacher attitude toward the pertinence 
of study to life in the future; it is an emphasis for 
students and teachers on individual and group 
responsibility, on multi-cultural awareness inside and 
outside the continental United States, on the enormous 
human movement and commerce to and from the united 
States that illustrate 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 living in a 
global community, (pp. 46-47) 

Kenworthy (1970) suggested that educators should 

accentuate a point of view rather than a particular subject 

or course. He argued that "international understanding" 

should be taught while children are in the formative stages, 

while they are still forming attitudes. 

Hickman and Price (1980) agreed that global education 

concerns the formation of attitudes. They argued that global 

education is not a new field of study, but merely a new 

objective added to the curriculum (i.e., a global 

perspective). This perspective can be broken down into parts 

and taught in a fragmented way. However, the whole cannot be 

taught. It is something that must be constructed by an 

individual. 
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An early definition by Hanvey (1976) has had a 

significant influence on the field of global education. 

Hanvey states: 

Education for a global perspective is that learning 
which enhances the individual's ability to understand 
his or her condition in the community and the world and 
improves the ability to make effective judgements. It 
includes the study of nations, cultures, and 
civilizations, including our own pluralistic society and 
the societies of other peoples, with a focus on 
understanding how these are all interconnected and how 
they change, and on the individual's responsibility in 
this process. It provides the individual with a 
realistic perspective on world issues, problems and 
prospects, and an awareness of the relationships between 
an individual's enlightened self-interest and the 
concerns of people elsewhere in the world, {p. i) 

Hanvey's definition deals with the interconnectedness of 

systems and the issues which affect all people. It also 

deals with role-taking, seeing things through others' eyes. 

this definition, or approximations of the original, continues 

to be used extensively by national leaders in the field of 

global education today (Tye, 1990). 

Factors Influencing Receptivity to Inclusion of 
Elements of Global Education 

Into the Curriculum 

In essence, what this study was designed to look at was 

the "practicality" of global education (i.e., What factors 

associated with global education tend to elicit the 

perception of practicality from educators?). Doyle and 

Ponder (1977) identified three dimensions of practicality. 
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Their three dimensions present a framework for the 

examination of existing research. 

The first dimension, instrumentality, refers to how 

clearly the innovation is communicated. It also refers to 

the level of difficulty teachers have in converting the 

principles of an innovation into appropriate procedures. 

The second dimension, congruence, appears to be 

comprised of a cluster of elements, all focusing on the 

perceived match between the change proposal and prevailing 

conditions. Questions related to congruence include the 

following: 

1. How compatible is the innovation with what the 

teacher is doing in the classroom? 

2. Does the educator perceive the innovation to have 

merit (intrinsic value) and worth {value in a particular 

context or application)? 

3. How compatible are the innovation procedures with 

the educator's self-image and preferred mode of relating to 

students? 

The final dimension, cost/ deals with how easily the 

innovation can be implemented and the expected return on the 

investment? Is it worth the trouble? 

Cook (1983) studied the implementation of global 

education in Georgia elementary schools. He found the major 

obstacles to the implementation of global education as 

perceived by the teachers to be a limited knowledge of the 
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innovation (instrumentality), lack of skills required to 

design a comprehensive global education program 

(instrumentality), and emphasis on the basics (congruence). 

In a longitudinal study, Hultgren (1986) found that a 2-

week summer global education seminar (instrumentality) 

coupled with individual consultation throughout the school 

year was effective in increasing teachers' use of global 

units and lessons. 

In her study, "Guidelines for the Implementation of a 

Global Education Program in a K-12 District," Corkle (1983) 

found that teachers often were not committed to the idea of 

global education (congruence). She recommended that, when 

implementing a global education program, teachers and 

administrators who have an interest in global education be 

utilized in the planning and implementation process (cost). 

Mitsakos (1979) studied the implementation of a global 

education approach into first through sixth-grade social 

studies classes. He found that students' attitudes improved. 

As a result of the students' improved attitudes, teachers 

became more interested in, and spent more time teaching 

about, global topics (congruence). 

Mitsakos' (1979) findings were consistent with those of 

Miles (1983). Miles found that, when required by 

administration to participate in the implementation of an 

innovation, teachers' commitment initially decreased. 

However, this phenomena was only temporary. As the teachers 
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continued to use the innovation, and received assistance and 

support, their commitment to the innovation increased. 

Tucker (1983) assessed teachers' attitudes toward global 

education. He found that the lack of instructional materials 

(cost) was the biggest obstacle in the growth of global 

education. 

Sidehamer (1984) surveyed principals and found that they 

had little idea of what global education was 

(instrumentality). Furthermore, he found that principals 

classified global education as a low priority because of lack 

of time (cost), lack of materials (cost), and because too 

many higher priority curriculum objectives were competing for 

attention (congruence). 

Coulter (1988) identified a number of perceived 

conditions which facilitate teachers' willingness to 

implement global education. They included the following: 

1. Supervisors have knowledge of and support global 

education (cost, instrumentality). 

2. Teachers participate in the development of the 

curriculum (cost, congruence). 

3. The building principal supports global education 

(cost) . 

4. Global education is a high priority, and the 

curriculum is freed up to make room for the innovation 

(congruence). 
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Coulter (1988) also identified the following perceived 

obstacles to the implementation of global education: 

1. Teachers receiving a lack of in-service/pre-service 

training in global education (instrumentality). 

2. The lack of a state mandate (cost, congruence). 

3. The lack of school, university, and community 

partnerships (cost). 

4. The lack of community knowledge and support 

(congruence). 

Coulter (1988) identified a number of variables which 

contribute to educators' receptivity to the inclusion of 

elements of global education in the curriculum. The 

variables or factors identified in the literature include the 

following: 

1. Teachers need to be knowledgeable about global 

education. 

2. Teachers need the skills to design a comprehensive 

global education program (i.e., convert the principles of 

global education into procedures). 

3. Global education should be a priority within the 

context of the school. 

4. Teachers need staff development coupled with follow-

up. 

5. Teachers need to participate in the adoption and 

implementation processes. 
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6. The administration needs to require teachers to use 

elements of global education in their classrooms. 

7. Teachers need the support provided by administration 

who supply adequate global education materials. 

8. Supervisors and the building principal need to be 

familiar with and support global education. 

9. Teachers need the support of a community which is 

informed and positive about global education. 

10. Teachers need the support of school, university, and 

community partnerships. 

Two studies stand out from Doyle and Ponder's (1978) 

model, and cannot be categorized with their instrumentality, 

congruence, or cost dimensions. Thorpe (1988) found that 

travel abroad and age were correlated with teachers' 

acceptance of global education. Alajaji (1989) corroborated 

Thorpe's findings in his study. Although the two variables 

are correlated with receptivity to inclusion of elements of 

global education into the curriculum, this does not indicate 

a cause-effect relationship. 

For the most part, instruments used to measure 

receptivity to the inclusion of elements of global education 

in the curriculum have been designed for specific studies. 

One exception to this is Bingham's (1979) instrument, The 

Acceptance of Global Education Scale. This instrument was 

designed to measure the attitude of secondary social studies 

teachers toward goal statements for the social studies 
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curriculum that reflect a global perspective. The instrument 

incorporates 10 goal statements for each of the five world 

order tenents which are: (1) reduction of violence, (2) 

economic equality, (3) ecological balance, (4) social 

justice, and (5) political participation. Additionally, 

there are 10 goal statements that are non-global in nature 

identified from traditional objectives for social studies 

curriculum. 

Bingham's (1979) instrument requires subjects to force-

sort cards into six categories, from most approved to most 

disapproved. The instrument can also be modified to 

eliminate the forced ranking using a traditional Likert-type 

scale. Bingham's instrument has been used with some success 

by Tarolli (1984), Thorpe (1988), Williams (1988), and 

Alajaji (1989). 

Global Perspective 

An examination of literature on the definition of global 

education reveals a common thread that runs through many of 

the definitions. This common thread is global perspective. 

Global perspective is a central goal of global education. 

Global perspective is also referred to as global mindedness 

(Gualdoni, 1980), attitude (Hickman & Price, 1980; Swift, 

1980), and point of view (Kenworthy, 1970). Whatever the 

label, the concept remains the same. Global perspective 

demands that one "see the world through the eyes and minds 
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of others; and . . . realize that all peoples of the world 

need and want much the same thing." (Tye & Tye, in press) 

Barrows et al. (1981) stated that the affective component of 

global understanding (global perspective) 

consists of attitudes toward five phenomena: chauvinism, 
war, world government, international cooperation, and 
human rights. Added to these are expressed interest in 
global developments and other cultures, and feelings of 
kinship with foreign peoples, including being 
comfortable in their company and expressing empathy for 
them. (p. 134) 

It is important to make a distinction at this point. In 

this study, the concept of a global perspective is twofold. 

First, a global perspective is an objective of the curric-

ulum. Second, it is an attitude which can be measured. This 

latter aspect of global perspective is the primary concern of 

this study (i.e., that aspect of global perspective which may 

or may not have an influence on teachers' receptivity to the 

inclusion of elements of global education in the curriculum). 

The survey of related literature revealed two 

instruments which have been used extensively to measure 

global perspective in the field of education. The 

Worldmindedness Scale, developed in 1957, was designed to 

measure nationalistic-internationalistic attitudes (cited in 

Shaw & Wright, 1967). Items for the instrument were selected 

on the basis of an item analysis from a pool of 60 items. 

The eight dimensions of worldmindedness identified were 

religion, immigration, government, economics, patriotism, 

race, education, and war. Four items from each category were 
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selected, 2 pro-worldminded and 2 anti-worldminded, providing 

the final instrument with 32 items. A six-point, strongly 

agree to strongly disagree, Likert-type scale was used to 

measure responses. 

The Worldmindedness Scale was tested using 120 

university students. The split-half reliability of this test 

was corrected to .93, and the test-retest reliability was 

also .93. Validity of the scale was found to be adequate 

(Shaw & Wright, 1967). 

The Measures of Global Understanding was developed by 

Education Testing Service for a national survey of college 

students and was administered in February and March of 1980 

(Barrows et al., 1981). The "Opinion Survey" is the battery 

of Measures of Global Understanding which seeks to measure 

the affective component of global understanding (Global 

perspective). The "Opinion Survey" was developed by 

borrowing items from 10 existing scales (i.e., the 

Worldmindedness Scale, the Pacificism Scale, the 

Internationalism Scale, the Hostility in International 

Relations Scale, the Nationalism Scale, the International-

Nationalism Scale, the Patriotism Scale, the Attitudes Toward 

Patriotism Scale, the Peterson War Scale, and the Attitude 

Toward World Affairs Scale [cited in Shaw & Wright, 1967]). 

Sixty-four items were selected from these 10 scales and 

were pilot tested. Intercorrelations between the 64 items 

were computed and factor analyzed. The four classifications 
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that emerged from the results were chauvinism, world 

government, cooperation, and war. 

In the next step, 40 new items were added by the 

Educational Testing Service. These items focused on human 

rights, political freedoms, shortages of natural resources, 

environmental pollution, hunger and malnutrition, health 

care, overpopulation, intergroup conflict, international 

relations, war and armaments, and economic stability. The 

original items, plus the newly selected items, were pilot 

tested. Item correlations and factor analysis yielded four 

interpretable categories: chauvinism, world government, 

cooperation, and war. For the final instrument, seven items 

were chosen from chauvinism, seven from world government, 

eight from cooperation, and six from war. 

To the final 28 items, 4 intercorrelated items from the 

human rights category were added due to its perceived 

importance. The final instrument consisted of 32 items 

divided into five categories, and used a five-point, strongly 

agree to strongly disagree, Likert-type scale. This scale 

reportedly measures attitudes toward five phenomena: 

chauvinism, war, world government, international cooperation, 

and human rights (Barrows et al., 1981). 

Numerous researchers have attempted to identify 

predictors of a global perspective. Barrows et al. (1981) 

undertook a comprehensive study of 3,000 college freshman and 

seniors in the United States. Utilizing the Measures of 
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Global Understanding, Barrows et al. found that a global 

perspective is associated with foreign language proficiency 

and with the number of years of foreign language study. 

Barrows et al. also found that a global perspective was 

associated with the reading of international news articles 

and the time spent outside of the United States. Further 

analysis of Barrows et al. (1981) study revealed that 

campuses with a strong humanities and foreign language 

tradition were more likely to have students with a global 

perspective (Council on Learning, 1981). 

O'Malley (1983), using the Worldmindedness Scale, 

studied administrators in higher education and found that 

worldmindedness (global perspective) was correlated with 

socioeconomic background, educational experience, college 

major, foreign language study, travel abroad, and attention 

to world news. 

In a controlled study of college students, Hansel (1984) 

found students1 worldmindedness (global perspective) 

increased after they traveled abroad. Hansel also identified 

three factors which were correlated with global perspective 

(i.e., length of stay, age, and gender). 

In a study of two intact groups of intern teachers, 

Tarolli (1984) found that participation in a global education 

workshop increased intern teachers' global perspective. Like-

wise, Barnes and Curlette (1985) found that a graduate course 

in global education increased teachers' global perspective. 
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Williams (1988) corroborated earlier findings in his 

study of the effect of a 2-day global studies inservice 

workshop on secondary social studies teachers' global 

perspective. Williams found that the workshop increased 

teachers' global perspective- Williams sought to identify 

biographical factors which were associated with global 

perspective. Williams concluded that older and more 

experienced teachers, female teachers, teachers who had 

traveled abroad, and teachers who had participated in other 

global education workshops had a broader global perspective. 

In a study of American teachers teaching overseas, 

Lucero (1988) identified four variables which were correlated 

with global perspective. She found that age, length of 

residence abroad, number of degrees, and methods of foreign 

language acquisition were all correlated with global 

perspective. 

From this literature, a number of factors which 

influence a person's global perspective can be identified. 

These factors include (a) foreign language proficiency, (b) 

amount of foreign language study, (c) travel or residence 

abroad, (d) age, (e) gender, (f) socioeconomic level, (g) 

attention to world news, (h) number of degrees, (i) 

participation in global education staff development 

activities, (j) college major, and (k) emphasis on humanities 

and foreign language of the college attended. A careful look 

at this list reveals that all of the identified predictors 
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which correlate with an educators' global perspective have an 

educational component. Although some predictors are more 

oriented toward experiences, it can be argued that the core 

of education is made up of selective experiences. 

Implications 

Predictors of global perspective and receptivity to the 

inclusion of elements of global education in the curriculum 

were both identified in the literature. It should also be 

noted that a few of the predictors of global perspective are 

identical to the predictors of willingness to adopt 

components of global education into the curriculum. The 

predictors which are common to both constructs are age, 

travel abroad, and staff development. The question arises, 

whether these three predictors influence willingness to adopt 

elements of global education into the curriculum directly or 

indirectly through the global perspective criterion. 

Theoretically, it seems apparent that these three items 

affect global perspective, which in turn affect attitude 

toward inclusion of elements of global education in the 

curriculum. 



CHAPTER 3 

RESEARCH METHODOLOGY 

Population 

The population of this study was all Texas educators. 

Texas educators are defined for this study as kindergarten 

through I2th-grade public school teachers, public school 

building principals, and public school curriculum officers. 

Selection of the Sample 

A stratified random sample of the population was 

selected from a data base provided by the Texas Education 

Agency. The sample consisted of two strata--one made of 

teachers and the other of administrators. The teacher 

stratum consisted of 190,647 teachers, and the administrator 

stratum consisted of 6,204 administrators. 

Allowing for a 90% confidence level for each stratum, 

270 returned surveys were needed for the teacher stratum and 

260 returned surveys were needed for the administrator 

stratum (McCall, 1980). Field testing indicated that a 

return rate of about 70% could be expected. Sample size was 

adjusted to allow numerically for expected nonresponse 

(McCall, 1980). It was determined that 400 randomly selected 

subjects for each stratum would adequately allow for 

nonresponse. 
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Instrumentation 

Two instruments were used for this study. The "Opinion 

Survey" of Measures of Global Understanding was used to 

measure the construct of global perspective (Barrows et al.f 

1981). The "Opinion Survey" consisted of 32 items divided 

into five categories, and used a five-point, strongly agree 

to strongly disagree, Likert-type scale. This scale 

reportedly measures attitudes toward five phenomena: 

chauvinism, war, world government, international cooperation, 

and human rights. Hereafter, this instrument is referred to 

as the Global Perspective Instrument. 

A second instrument was used to measure the construct of 

receptivity to the inclusion of elements of global education 

in the curriculum. A review of the literature revealed only 

one instrument which had been used in multiple studies to 

measure this construct (i.e., The Acceptance of Global 

Education Scale [Bingham, 1979]). Bingham's instrument was 

designed for use with secondary social studies teachers and, 

as a result, the items of the instrument refer specifically 

to the secondary level social studies curriculum. The 

purpose of this study was to examine receptivity to the 

inclusion of the elements of global education in the 

curriculum at the kindergarten through 12th-grade levels as 

well as receptivity to elements of global education in 

various fields of study. Therefore, the Acceptance of Global 
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Education Scale was deemed inappropriate for use in this 

study. 

Because the literature yielded no instrument which was 

entirely appropriate, it was necessary to develop an attitude 

scale which measured receptivity to the inclusion of elements 

of global education in the curriculum. In order to 

develop such an instrument, the literature was examined for 

components and objectives of global education. The items 

developed from these components and objectives were written 

in such a manner as to elicit an attitudinal response. 

Responses were measured using a six-point, strongly agree to 

strongly disagree, Likert-type scale. 

These items were judged for content validity by a panel 

of national and regional global education experts (see 

Appendix B). The instrument was refined using input from the 

expert panel. No items were added as a result of the panel's 

input; however, one item was deleted, the example was changed 

in item 2, and items 8, 12, 13, .14, and 22 were reworded for 

clarity (see Appendix D) . Finally, the instrument was field 

tested and checked for clarity using 50 university students. 

Examples were added to items 4 and 9 as a result of the field 

testing. Hereafter, this instrument is referred to as the 

Receptivity to Global Education Instrument. 
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Collection of Data 

On January 3, 1992, a cover letter, survey instruments, 

and a return envelope were mailed to members of the sample. 

Return envelopes were numbered for follow-up purposes. 

On January 21, 1992, a follow-up letter was mailed to 

nonrespondents. On February 4, 1992, a complete duplicate 

survey package was mailed to nonrespondents. The cut-off 

date for receiving returned surveys was February 22, 1992. 

A total of 205 completed surveys were returned before 

the cut-off date for the teacher stratum. Seven unopened 

surveys were returned, indicating that the teachers were no 

longer at the schools. The percentage of return was 51.25%, 

allowing for a confidence level of 85% for this stratum 

(Krejcie & Morgan, 197 0). 

The return rate was less than the expected 70%. In 

order to determine whether the respondents differed 

significantly from nonrespondents, comparisons were made on 

three factors (i.e., sex, school level, and population of the 

city where the school was located). Chi-square was used to 

analyze the data on the sex and school variable, and ANOVA 

was used to analyze the population variable. No significant 

difference (.05 level of significance) between the 

respondents and the nonrespondents was found on any of the 

variables. Therefore, for the purpose of this study, it was 

assumed that the respondents from the teacher stratum were 

representative of the total stratum. 
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A total of 227 completed surveys were returned before 

the cut-off date for the administrator stratum. Two unopened 

surveys were returned, indicating that the administrators 

were no longer at that address. The percentage of return was 

56.75%, allowing for a confidence level of 85% (Krejcie & 

Morgan, 197 0). 

The return rate was less than the expected 70%. In 

order to determine whether the respondents differed 

significantly from nonrespondents, comparisons were made on 

three factors (i.e., sex, school level, and population of the 

city where the school was located). Chi-square was used to 

analyze the data on the sex and school variables, and ANOVA 

was used to analyze the population variable. No significant 

difference (.05 level of significance) between the 

respondents and the nonrespondents was found on any of the 

three variables. Therefore, for the purpose of this study, 

it was assumed that the respondents from the administrative 

stratum were representative of the total stratum. 

Four surveys were returned with the number codes on the 

return envelopes marked out. This made it impossible to 

determine whether they were from the administrative or the 

teacher strata. As a result, these four surveys could not be 

used in the analyses of Hypotheses l, 2, and 3. However, the 

surveys were used in the analysis of Hypothesis 4 as well as 

the descriptive statistics and the factor analysis. 
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A total of 436 surveys made up the educator sample. The 

return rate was 54.5%. The confidence level for the educator 

sample was 95% (Krejcie & Morgan, 1970). 

Data Analysis 

Upon the return of the completed survey instruments, 

data were processed by computer. The data were then analyzed 

using the Statistical Package for the Social Sciences (SPSS). 

Simple regression was used to test for significant 

relationships between teachers' global perspective and their 

receptivity to the inclusion of elements of global education 

in the curriculum. It was also used to determine if a 

significant relationship existed between administrators' 

global perspective and their receptivity to the inclusion of 

elements of global education in the curriculum. 

In order to explore the relationship between the two 

strata (teachers and administrators), multiple regression was 

utilized. The teacher and administrator regression 

coefficients and intercepts were tested to determine if 

significant differences existed between the two strata. 

The literature indicated that three variables were 

common to both global perspective and receptivity to the 

inclusion of elements of global education in the curriculum. 

These three variables are age, travel abroad, and staff 

development. The relationship between global perspective and 

receptivity to the inclusion of elements of global education 
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in the curriculum was further examined by partialling-out 

age, travel abroad, and staff development. Multiple 

regression was used to examine this relationship. 

In order to determine whether any underlying 

interrelated dimensions existed within the Receptivity to 

Global Education Instrument, a factor analysis was conducted. 

Also, results of both the Global Perspective Instrument, and 

Receptivity to Global Education Instrument are reported in a 

descriptive fashion. 



CHAPTER 4 

ANALYSIS OF THE DATA 

The purpose of this study was to determine if a 

significant relationship exists between teachers' and 

administrators' global perspective and their receptivity to 

the inclusion of elements of global education in the 

curriculum. The results of this study are presented in 

three sections. The first section contains the descriptive 

statistics of the Receptivity to Global Education Instrument, 

the Global Perspective Instrument, and biographical data. 

The second section presents the results of the four 

hypotheses which were investigated. The final section 

reports the factor analysis of the Receptivity to Global 

Education Instrument. 

Descriptive Statistics 

The 436 subjects1 responses on the Receptivity to Global 

Instrument are shown in Table 1. As indicated in Table 1, 

the respondents consistently gravitated toward the agreement 

side of the scale (i.e., choices 4, 5, and 6). This skewed 

tendency was somewhat less evident on items 7, 9, 16, 21, 

and 23. 
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Table l 

Receptivity to Global Education 

Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

1. Art classes should be 
taught with an emphasis 
on multi-cultural art 
forms. 

2. The curriculum should 
include teaching students 
to comprehend long-term 
global trends, for 
example--pollution, and 
the possible consequences 
of these trends. 

3. The curriculum should 
include teaching students 
to identify, analyze, and 
understand major historical 
events that have 
influenced the global-
ization of human culture. 

4. The curriculum should 
include teaching students 
to identify common human 
problems in different 
societies and historical 
settings, for example--
hunger, deforestation, 
natural disasters, etc. 

5. Students should be taught 
that they can help in 
finding solutions to global 
problems. 

6. Music classes should be 
taught with an emphasis on 
multi-cultural contributions 
to the field of music. 

31 27 28 

31 55 

17 36 40 

18 38 37 

12 30 53 

10 30 27 27 
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Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

7. A second language should 
be required of all students 
beginning in the elementary 
grades. 

8. American democracy should 
be taught in the context of 
studying about democratic 
systems throughout the 
world. 

9. There is a need to reduce 
Western bias in teaching 
about non-Western 
countries, for example--
teaching about the Middle 
East from a United States' 
perspective. 

10. The curriculum should 
include teaching students 
to identify technologies, 
institutions, languages, 
and beliefs that link 
people in many regions 
of the world. 

11. Students should be taught 
that different lifestyles 
have different impacts on 
the earth and its atmos-
phere . 

12. Students should be taught 
United States history in 
a world context. 

13. There is a need to 
increase student's under-
standing of developing 
countries. 

7 5 12 21 22 32 

3 3 9 25 35 25 

5 9 15 35 21 15 

1 2 8 30 34 25 

1 1 5 17 38 38 

3 5 9 23 31 29 

0 2 7 28 39 23 



38 

Table 1 (continued) 

Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

14. Students should be taught 
American geography in a 
world context. 22 32 33 

15. The curriculum should 
include teaching students 
to understand the costs 
and benefits of interde-
pendence and dependence 
between nations. 

16. Teaching games and sports 
from other parts of the 
world should be a major 
component of the physical 
education program. 

17. The curriculum should 
include economics with 
some recognition of its 
global context. 

18. Students should be 
encouraged to develop 
a sense of being a 
world citizen. 

19. Students should be 
taught conflict 
management skills. 

20. The curriculum should 
include teaching students 
to understand how societies 
are influenced by their 
geographic location and 
their physical environment. 

21. All curriculum areas should 
be taught within a global 
context. 

0 25 38 29 

11 19 34 19 13 

28 38 22 

16 

18 

38 36 

24 50 

20 

15 33 

39 

25 

34 

15 
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Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

22. The reading curriculum 
should include numerous 
selections from litera-
ture of different 
cultures. 

23. High school students 
should be encouraged 
to participate in 
study programs 
abroad. 

24. Students should study 
models of transnational 
economic cooperation 
that contribute to 
economic development 
of different regions 
of the world. 

2 3 8 28 31 27 

2 3 13 31 28 23 

1 3 12 41 31 12 

The Global Perspective Instrument is reported in terms 

of the five independent factors. These five independent 

factors are expressed in terms of the chauvinism scale, the 

world government scale, the war scale, the cooperation scale, 

and the human rights scale. The statistics for these five 

independent factors of the Global Perspective Instrument are 

reported in Tables 2 through 6. 
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Table 2 

Global Perspective--Chauvinism Scale 

Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

1. Pacifist demonstrations--
picketing missile bases, 
peace walks, etc.,--are 
harmful to the best 
interests of the American 
people. 

3. The best way to insure 
peace is to keep the 
United States stronger 
than any other nation in 
the world. 

6. The main threat to basic 
American institutions 
during this century has 
come from the infiltration 
of foreign ideas and 
doctrines. 

14. Patriotism and loyalty 
are the first and most 
important requirements 
of a good citizen. 

24. The only way peace can 
be maintained is to keep 
America so powerful and 
well-armed that no other 
nation will dare to attack 
us. 

26. No duties are more 
important than duties 
toward one's own country. 

29. I'm for my country, right 
or wrong. 

15 20 28 19 12 

10 18 22 23 21 

23 28 22 15 

11 24 31 25 

10 19 18 25 

10 12 19 25 

14 16 21 23 

17 

21 

14 

11 

13 

11 
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The subjects' responses on the chauvinism scale are 

shown in Table 2. Responses to Items 1 and 6 were rated on 

the disagreement side of the scale (i.e., responses 1, 2, or 

3). These items dealt with whether the country is threatened 

by pacifist demonstrations or be infiltration of foreign 

ideas and doctrines. A majority of the respondents responded 

on the agreement side of the scale, indicating that the 

requirements for a good citizen were patriotism and loyalty 

{Item 14). For Item 3, responses also tended to gravitate 

toward the agreement side of the scale, indicating that it 

was important to keep the United States strong militarily in 

order to insure its safety. However, this could not be 

inferred from responses to Item 24. 

The subjects' responses on the items of the world 

government scale are provided in Table 3. As shown in Table 

3, respondents favored the disagreement side of the scale, 

except on Item 9, which was negatively scored. This 

skewedness was most pronounced in Items 28 and 30. These two 

items dealt with the authority of a world government 

superseding that of the United States. 

The subjects1 responses on the war scale are shown in 

Table 4. Responses to Items 13, 18, and 27 indicated that 

respondents had a tolerance for war under special 

circumstances. Responses to Item 22 indicated that a 

majority of the respondents believed that changes in 

government should be accomplished through peaceful means. 
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Table 3 

Global Perspective--World Government Scale 

item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

7. Since the world's supplies 
of essential minerals are 
limited, the mining and 
distribution of mineral 
resources should be 
controlled by an 
international authority. 15 19 23 24 12 5 

9. We should be willing to 
settle all differences 
with other nations within 
the framework of a World 
Government. 10 6 13 25 30 15 

16. We should have a World 
Government with the 
power to make laws that 
would be binding to all 
its members. 26 12 19 25 11 6 

20. An international 
authority should be 
established and given 
direct control over the 
production of nuclear 
energy in all countries, 
including the United 
States. 19 16 17 18 16 12 

28. I prefer to be a citizen 
of the world rather than 
of any country. 44 19 18 12 3 3 

30. The United States ought to 
be willing to give up its 
independence and submit to 
the authority of a United 
States of the World. 57 17 14 6 3 l 
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Global Perspective--War Scale 
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Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

10. War is a satisfactory way 
to solve international 
problems. 

13. Under some conditions war 
is necessary to maintain 
justice. 

18. There is no conceivable 
justification for war. 

22. Changes in government 
should always be 
accomplished through 
peaceful means. 

27. People should refuse to 
engage in any war, no 
matter how serious the 
consequences to their 
country may be. 

31. Violent revolution is 
sometimes the only way 
to eliminate an oppressive 
government. 

44 23 15 10 5 2 

7 5 9 23 28 26 

28 28 22 9 5 6 

2 4 12 27 29 25 

39 31 17 8 2 2 

14 12 10 28 24 12 

The subjects' responses on the cooperation scale are 

shown in Table 5. Responses to Item 21 tended to gravitate 

toward the agreement side of the scale, indicating a sense of 

responsibility to feed the hungry of the world. However, 

responses to Item 2 favored the disagreement side of the 
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scale, indicating that the sense of responsibility was 

limited to an unspecified set of conditions. 

Responses to Items 4 and 25 indicated that the 

respondents were willing to place limitations on the number 

of individuals allowed to immigrate to the United States. 

However, the majority of responses fell on the disagreement 

side of the scale on Item 19, indicating that race and 

religion should not be a factor in prohibiting individuals 

from immigrating to the United States. 

The subjects' responses on the human rights scale are 

indicated in Table 6. On Items 5, 8, and 11, the majority of 

the respondents favored the agreement side of the scale, 

indicating their agreement with an individual1s right to 

political freedom, a basic education, and to travel in and 

out of his or her country. Furthermore, responses to Item 23 

indicated that respondents believed that it was their 

business if other governments restricted the personal 

freedoms of their citizens. 

Biographical data of the respondents are shown in 

Table 7. Of those surveyed, 66.7% respondents had traveled 

outside the United States. Of those traveling outside the 

country, 36.6% had resided in a foreign country. Slightly 

over 23% of the respondents had not traveled out of the 

United States. More than 28% had participated in some type 

global education training. 
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Table 5 

Global Perspective--Cooperation Scale 

Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

2. I believe that the United 
States should send food 
and materials to any 
country that needs them. 

4. The immigration of 
foreigners to this 
country should be kept down 
so that we can provide for 
Americans first. 

12. We should not allow 
foreign business 
enterprises to buy 
American farmland. 

15. Immigrants should not be 
permitted to came into our 
country if they compete 
with our own workers. 

17. An healthy individual, 
regardless of race or 
religion, should be 
allowed to live in 
whatever country he 
chooses. 

19. Our country should have 
the right to prohibit 
certain racial and 
religious groups from 
immigrating. 

21. It is our responsibility 
to do everything possible 
to prevent people from 
starving anywhere in the 
world. 

18 20 21 26 10 

10 16 25 21 21 

17 22 19 32 

15 29 22 15 

11 11 17 24 17 19 

26 19 17 18 11 

10 16 29 20 17 
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Table 5 (continued) 

Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

25. The United States should 
be open to all those who 
wish to settle here. 

32. Well-fed people in 
developed nations should 
voluntarily cut back 
their food consumption 
and contribute food to 
the inadequately fed in 
underdeveloped nations. 

22 17 24 22 9 5 

12 16 27 30 9 4 

Table 6 

Global Perspective--Human Rights Scale 

Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

5. Political freedom is a 
basic human right and no 
government should be 
permitted to abridge it. 

8. Everyone should have the 
right to leave any country, 
including his own, and to 
return to his country. 

11. No government should deny 
access to basic education 
to any of its citizens. 

2 4 9 21 28 35 

7 7 10 21 23 30 

2 1 1 8 19 68 
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Table 6 (continued) 

Item Percentage of Respondents 
Strongly Strongly 
Disagree Agree 
1 2 3 4 5 6 

23. It is none of our business 
if other governments 
restrict the personal free-
dom of their citizens. 18 26 29 18 

Table 7 

Biographical Data 

Item Percent 

1.01 I have traveled outside 
of the United States 40 

I have resided outside of the 
United States for: 

1.02 less than 1 year 21 
1.03 1 year to 2 years 5 
1.04 2 years to 3 years 2 
1.05 3 years to 4 years 3 
1.06 4 years to 5 years l 
1.07 5 years to 6 years 0 
1.08 6 years to 7 years 1 
1.09 7 years to 8 years 0 
1.10 8 years to 9 years 0 
1.11 more than 9 years 4 

2. My age is: 

2.1 under 31 6 
2.2 31-40 26 
2.3 41-50 42 
2.4 51-60 19 
2.5 over 60 4 
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Table 7 (continued) 

Item Percent 

3. I have participated in global 
education training, (i.e. inservice, 
university course; or I have 
studied about global education on 
my own). 

Yes 28 
No 71 

Hypotheses Investigated 

Hypothesis 1 predicted: There will be a significant 

positive relationship between teachers' global perspective 

and their receptivity to the inclusion of elements of global 

education in the curriculum. A correlation of .43 was found 

between these two variables (see Table 8). The probability 

was .0001, easily falling in the range of the .01 level of 

significance. Therefore, Hypothesis 1 is retained. 

Analysis was also completed in order to explore 

relationships between the dependent variable and each of the 

five dimensions of global perspective (i.e., chauvinism, 

world government, war, cooperation, and human rights). 

These five correlations are reported in Table 8. The 

first dimension of the global perspective variable, 

chauvinism, was not found to be significantly related to 

receptivity to the inclusion of elements of global education 

in the curriculum (see Table 8) . The probability was .07 31, 

too high to meet the .01 level of significance. The world 
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government, war, cooperation, and human rights dimensions of 

the global perspective variable were all found to be related 

to the receptivity to the inclusion of elements of global 

education in the curriculum variable. 

Table 8 

Teacher Stratum: Correlations Between Receptivity to the 
inclusion of Elements of Global Education into the Curriculum 
and the Five Dimension of Global Perspective 

Global Perspective Receptivity 

E 

Chauvinism .13 1,182 3.25 .0731 

World government .34 1,186 23.76 .0001* 

War .23 1,185 9.96 .0019* 

Cooperation .43 1,182 41.85 .0001* 

Human rights .39 1,192 33.90 .0001* 

Total .43 1,167 38.43 .0001* 

•Significant at the .01 level 

Hypothesis 2 predicted: There will be a significant 

positive relationship between administrators' global 

perspective and their receptivity to the inclusion of 

elements of global education in the curriculum. A 

correlation of .47 was found between these two variables 
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(see Table 9). The probability was .0001, easily falling 

within the range of the .01 level of significance. Therefore 

Hypothesis 2 is retained. 

Analysis was also completed in order to explore relation-
i 

ships between the dependent variable and each of the five 

dimensions of global perspective (i.e., chauvinism, world 

government, war, cooperation, and human rights). These five 

correlations are reported in Table 9. 

Table 9 

Administrator Stratum; Correlations Between Receptivity to 
the Inclusion of Elements of Global Education in the 
Curriculum and the Five Dimensions of Global Perspective 

Global Perspective Receptivity 

d£ E £ 

Chauvinism .21 1,199 8.77 .0034* 

World government .35 1,200 27.96 .0001* 

War .20 1,202 8.05 .0050* 

Cooperation .35 1,196 26.93 .0001* 

Human rights .29 1,201 18.67 .0001* 

Total .47 1,182 51.66 .0001* 

•Significant at the .01 level 
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As indicated in Table 9, all five dimensions of the 

Global Perspective instrument (chauvinism, world government, 

war, cooperation, and human rights) were found to be related 

to the receptivity to the inclusion of elements of global 

education in the curriculum variable. 

Hypothesis 3 predicted: The relationship between global 

perspective and receptivity to the inclusion of elements of 

global education in the curriculum will not be significantly 

different for teachers and administrators. To determine if 

differences existed, the slope and the intercept of the teach-

ers' and the administrators' regression lines were compared. 

Table 10 

Multiple Regression: Differences in Slope 

Source E sq Chg E £ ' 

Strata/GP .20196 2,349 44.27 .0001* 

Interaction .00004 1,349 .02 .8972 

*Significant at the .01 level 

As indicated in Table 10, when interaction was entered 

into the multiple regression equation along with the strata 

variable and global perspective variable, an increase of only 

.00004 in E square was observed. This change in E square 

specifies an E value of .02. It is clear that no significant 
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difference exists between the slopes of the teacher and the 

administrator strata. This analysis resulted in the 

following regression equation: 

Ey = 66.9446 + 3E .4169 + a .5226 + i .0057 

(gp = global perspective, s = strata, and i = interaction). 

Table 11 

Multiple Regression; Differences in Intercept 

Source £ sq Chg E E 

GP .2015 1,350 88.60 .0001* 

Strata .0049 1,350 2.14 .1448 

•Significant at the .01 level 

As indicated in Table 11, when strata was considered in 

the multiple regression equation in addition to global 

perspective, only an increase of .0049 in £ square was 

observed. Data Table 11 indicate that this change in £ 

square specifies an E value of 2.14. Therefore, no 

significant difference was evident between the regression 

line intercept for teachers and administrators. This 

analysis resulted in the following regression equation: 

Ey = 66.9806 + gc .4166 + S 1.1534 

(op = global perspective, and s = strata). 
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Analyses of data in Table 10 and Table 11 show that no 

significant difference was found between the slopes and the 

intercepts of the regression lines of the administrator and 

teacher strata. Therefore, the null is retained for 

Hypothesis 3 (i.e., the relationship between global 

perspective and receptivity to the inclusion of elements of 

global education in the curriculum was not significantly 

different for teachers and administrators). 

Hypothesis 4 predicted: There will be a significant 

relationship between educators' global perspective and their 

receptivity to the inclusion of elements of global education 

in the curriculum, after partialling out the effect of age, 

travel abroad, and staff development. 

Table 12 

Multiple Regression: Unique Contribution of Global 
Perspective Bevond and Above Aae. Travel Abroad, and Staff 
Development Contribution 

Source E sq Chg d£ E £ 

Age/Travel/Training .0021 3,345 .30 .8260 

GP .1721 1,345 73.42 .0001* 

•Significant at the .01 level 
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T a b l e 13 

F a c t o r A n a l y s i s : R e c e p t i v i t y t o G l o b a l E d u c a t i o n I n s t r u m e n t 

R o t a t e d F a c t o r M a t r i x : 

F a c t o r 1 F a c t o r 2 F a c t o r 3 F a c t o r 4 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

. 1 6 3 8 1 

. 5 9 9 4 8 * 

. 5 0 0 6 6 * 

. 6 8 8 9 4 * 

. 7 2 2 8 2 * 

. 1 5 8 3 5 

. 0 5 8 8 0 

.20816 

. 0 9 4 3 3 

. 5 0 1 1 0 * 

. 6 4 7 7 7 * 

. 3 0 5 2 4 

.62808* 

. 43507 

. 7 3 3 1 5 * 

. 1 0 7 8 1 

. 7 0 0 8 2 * 

. 5 6 8 0 8 * 

. 6 0 7 2 4 * 

. 7 4 0 8 4 * 

. 1 5 7 2 8 

. 0 8 1 0 9 

. 2 9 2 6 8 

. 30127 

. 1 8 2 4 9 

. 1 5 8 4 5 

.17 812 

. 7 0 3 3 5 * 

. 6 4 4 8 5 * 

. 3 4 1 8 3 

.25757 

. 7 6 4 1 5 * 

. 2 8 8 7 6 

. 6 3 2 6 1 * 

. 2 5 7 9 5 

. 2 4 7 4 5 

.08617 

. 3 8 4 4 0 

. 0 8 1 0 4 

. 1 8 2 9 4 

. 2 0 3 3 9 

. 0 1 1 2 4 

. 0 1 2 4 8 

- . 0 5 0 1 3 

. 0 3 7 5 5 

. 3 4 5 3 3 

. 6 5 0 1 4 * 

. 1 4 4 3 1 

. 1 8 2 3 1 

. 2 8 3 8 6 

. 0 8 1 6 0 

. 1 2 7 7 4 

. 2 6 1 8 9 

. 0 9 2 7 6 

. 2 2 9 0 9 

.627 69* 

. 40667 

. 2 6 3 2 8 

. 2 6 3 4 0 

. 2 2 8 3 5 

. 8 1 2 0 3 * 

. 5 0 9 5 8 

. 4 5 4 9 4 

. 3 3 6 7 9 

. 2 9 2 9 5 

. 7 5 5 0 5 * 

. 0 7 2 1 3 

. 0 8 9 1 3 

. 2 2 4 3 6 

. 2 2 7 6 8 

. 2 5 8 9 1 

. 0 7 5 7 1 

. 0 4 8 3 2 

. 0 9 5 5 9 

. 06697 

. 3 5 0 9 6 

- . 0 4 3 9 5 

. 0 9 1 9 5 

. 0 9 4 7 9 

. 1 3 5 1 1 
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Table 13 (continued) 

Rotated Factor Matrix: 

Factor l Factor 2 Factor 3 Factor 4 

21 .18153 .55931* .39336 .20469 

22 .32665 .31184 .48760* .41021 

23 .32472 .03096 .63129* .17 672 

24 .46763 .28993 .55125* .00190 

Data in Table 12 indicate that when the effect of age, 

travel abroad, and staff development was partialled out of 

the regression equation, the relationship between educators' 

global perspective and their receptivity to the inclusion of 

elements of global education in the curriculum continues to 

be significant. Therefore, Hypothesis 4 is retained (i.e., 

a significant relationship was found between educators' 

global perspective and their receptivity to the inclusion of 

elements of global education in the curriculum, after 

partialling out the effect of age, travel abroad, and staff 

development. 
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Factor Analysis 

A factor analysis was conducted in order to explore any 

interrelated dimensions within the Receptivity to Global 

Education Instrument. As indicated in Table 13, the factor 

analysis revealed four independent dimensions. Items 

relating to Factor 1 dealt with curriculum goals. Items 

designated as Factor 2, can be classified as items relating 

to global perspective. The items designated under Factor 3, 

dealt with curriculum content. Finally, the items relating 

to Factor 4 dealt with a multicultural perspective. 

The following interrelated items from the Receptivity to 

Global Education Instrument were designated under Factor 1: 

item 2. The curriculum should include teaching students 

to comprehend long-term global trends, for example--

pollution, and the possible consequences of these trends. 

Item 3. The curriculum should include teaching students 

to identify, analyze, and understand major historical events 

that have influenced the globalization of human culture. 

Item 4. The curriculum should include teaching students 

to identify common human problems in different societies and 

historical settings, for example--hunger, deforestation, 

natural disasters, etc. 

Item 5. Students should be taught that they can help in 

finding solutions to global problems. 

Item 10. The curriculum should include teaching 

students to identify technologies, institutions, languages, 



57 

and beliefs that link people in many regions of the world. 

Item 11. Students should be taught that different 

lifestyles have different impacts on the earth and its 

atmosphere. 

Item 13. There is a need to increase students' 

understanding of development countries. 

Item 15. The curriculum should include teaching 

students to understand the costs and benefits of 

interdependence and dependence between nations. 

Item 17. The curriculum should include economics with 

some recognition of its global context. 

Item 18. Students should be encouraged to develop a 

sense of being world citizens. 

Item 19. Students should be taught conflict management 

skills. 

Item 20. The curriculum should include teaching 

students to understand how societies are influenced by their 

geographic location and their physical environment. 

As indicated in Table 13, the following interrelated 

items which are designated under Factor 2 were identified: 

Item 8. American democracy should be taught in the 

context of studying about democratic systems throughout the 

world. 

Item 9. There is a need to reduce Western bias in 

teaching about non-Western countries, for example--teaching 

about the Middle East from a United States' perspective. 
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Item 12. Students should be taught United States 

history in a world context. 

Item 14. Students should be taught American geography 

in a world context. 

Item 21. All curriculum areas should be taught within a 

global context. 

As indicated in Table 13, the following interrelated 

items which are designated under Factor 3 were identified: 

Item 7. A second language should be required of all 

students, beginning in elementary grades. 

Item 16. Teaching games and sports from other parts of 

the world should be a major component of the physical 

education program. 

Item 22. The reading curriculum should include numer-

ous selections from the literature of different cultures. 

Item 23. High school students should be encouraged to 

participate in study programs abroad. 

item 24. Students should study models of transnational 

economic cooperation that contribute to the economic 

development of different regions of the world. 

As indicated in Table 13, the following interrelated 

items which are designated under Factor 4 were identified: 

item l. Art classes should be taught with an emphasis 

on multicultural art forms. 
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Item 6. Music classes should be taught with an emphasis 

on multicultural contributions to the field of music. 

The Eigen value on the four rotated factors were as 

follows: Factor 1 was 10.1114, Factor 2 was 1.6352, Factor 3 

was 1.3473, and Factor 4 was 1.2116. About 60 percent of the 

variance was accounted for in the rotated model. 



CHAPTER 5 

FINDINGS, IMPLICATIONS, CONCLUSIONS, 

AND RECOMMENDATIONS 

The purpose of this study was to determined if there was 

a significant relationship between teachers' and 

administrators' global perspective and their receptivity to 

the inclusion of elements of global education in the 

curriculum. The "Opinion Survey" of Measures of Global 

Understanding (Global Perspective Instrument) was used to 

measure the construct of global perspective. An attitude 

scale, Receptivity to Global Education Instrument, was 

developed and was used to measure receptivity to the 

inclusion of elements of global education in the curriculum. 

The population of this study was Texas educators. A 

stratified random sample of the population was selected. The 

sample consisted of two strata--one of teachers and the other 

of administrators. 

The teacher stratum consisted of 205 respondents, and 

the administrator stratum consisted of 225 respondents. Four 

surveys were returned with the number code on the return 

envelope marked out. Therefore, it could not be determined 

if they were from the administrative or the teacher strata. 

These four surveys were used only in the analysis of 

60 
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Hypothesis 4 and the descriptive statistics and factorial 

analysis. Therefore, the total sample size was 434. Simple 

regression and multiple regression were used to analyze the 

data. 

Findings 

The findings described in this section apply only to the 

two strata and the population used in this study. The 

following finds resulted from this study. 

1. A significant positive relationship was found 

between teachers' global perspective and their receptivity to 

the inclusion of elements of global education in the 

curriculum. 

2. A significant positive relationship was found 

between administrators' global perspective and their 

receptivity to the inclusion of elements of global education 

in the curriculum. 

3. The relationship between global perspective and 

receptivity to the inclusion of elements of global education 

in the curriculum was not significantly different for 

teachers and administrators. 

4. A significant relationship was found between 

educators' global perspective and their receptivity to the 

inclusion of elements of global education in the curriculum 

after partialling out the effect of age, travel abroad, and 

staff development. 
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Implications 

A moderately positive relationship was found between 

educators' global perspective and their receptivity to the 

inclusion of elements of global education in the curriculum. 

Therefore, it is advised that change facilitators monitor and 

attempt to broaden the global perspective of educators 

{teachers and administrators) who may be involved in 

implementing elements of global education into the 

curriculum. 

Conclusions 

Since World War II, the world has become increasingly 

more interdependent. Advances in transportation and 

communications systems have brought countries closer 

together, world events have been impacted by these advances. 

Tienanmen Square, Japan's economic strength, the liberation 

of Kuwait, and the fall of communism in Eastern Europe are 

all indicative of the changes that the world is undergoing. 

Never before in the history of the world have nations been so 

interdependent. 

If the curriculum in American schools is to remain 

relevant, it is imperative that it be adapted to the changes 

taking place in the world. Global education seeks to do just 

that. Global education seeks to bring relevancy to the 

curriculum as it relates to a changing world. 
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Many Texas educators have traveled outside of the United 

States. Perhaps this, in conjunction with recent world 

events, has impacted educators' global perspective. They see 

the value of including elements of global education into the 

curriculum to meet the demands of a changing world. 

For the most part, this receptivity cannot be credited 

to global education training. Less than one-third of Texas 

educators have participated in such training. This 

receptivity is primarily a result of Texas educators' 

changing perceptions about the world and their perception 

that the school is responsible for providing a curriculum 

which prepares students to function in the world. 

Global perspective is an attitude which educators 

possess in varying degrees. A broad global perspective 

should be seen as a desirable trait for all educators. It 

should also be perceived by change facilitators as a trait 

which can be learned. There are a number of things which can 

be done to enhance educators* global perspective. These 

include the following: 

1. The encouragement and provision of incentives for 

educators to travel abroad. 

2. The encouragement of educators to participate in 

teacher exchange programs with overseas schools. 

3. The encouragement and provision of incentives for 

educators to study a second language. 
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4. The encouragement and provision of incentives for 

educators to work toward advanced degrees. 

5. The involvement of educators in global education 

staff development experiences. 

6. The encouragement of educators to be aware of world 

events. 

7. The encouragement of educators to study abroad. 

8. The encouragement of planners of teacher training 

institutions to include global education in their curriculum. 

9. The encouragement of leaders of teacher training 

institutions to emphasize the humanities and second language 

learning. 

The significant relationship shown in this study between 

educators' global perspective and their receptivity to 

inclusion of global education into the curriculum suggests 

the importance of global perspectiveness in the curriculum 

implementation process. However, it is important that change 

facilitators not neglect other important factors. Items such 

as state and district global education mandates, 

incorporation of elements of global education into the 

textbooks, staff development, administrators who are 

knowledgeable and supportive of global education, and teacher 

involvement in the implementation process are all important 

factors which significantly contribute to the successful 

implementation of global education. 
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Recommendations for Further Study 

The following recommendations for further study are 

based on the results of this study. 

1. A replication of this study in different geographic 

locations should be completed to compare the relationships 

explored in this study. 

2. A replication of this study surveying parents and 

other members of the community is recommended to compare the 

relationships explored in this study. 

3. A replication of this study surveying superinten-

dents and school board members should be designed to compare 

the relationships explored in this study. 

4. This study should be broadened to include other 

variables which are correlated with the receptivity to the 

inclusion of elements of global education in the curriculum 

variable (e.g., community support, involvement of teachers in 

implementation, and adequate materials). 

5. A study using an experimental design should be 

completed in which the independent variable, global 

perspective, is manipulated, and the effects of that 

manipulation should be measured on the dependent variable, 

receptivity to the inclusion of elements of global education 

in the curriculum. 

6. The instrument developed for this study, the 

Receptivity to Global Education Instrument, should be further 

examined for reliability. 
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7. Other factors, not previously studied, which may 

have an impact on educators' receptivity to the inclusion of 

elements of global education in the curriculum should be 

studied (e.g., race, school size, ethnic diversity of the 

school, ethnic diversity of the community, etc.). 

8. A path analysis should be conducted to further 

examine the relationship between the variable: global 

perspective, receptivity to the inclusion of elements of 

global education in the curriculum, travel abroad, age, and 

staff development. 
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University of North Texas 
Off i ce of Research Administrat ion 

January 6, 1992 

Gregory B. Meeks 
1402 Linden 
Denton, TX 76201 

Dear Mr. Meeks: 

Your proposal entitled "The Relationship Between Educators' 
Global Perspective and Their Receptivity to Inclusion of Elements 
of Global Education into the Curriculum," has been approved by 
the IRB and is exempt from further review under 45 CFR 46.101, 
Exemption #2. 

If you have any questions, please contact me at (817) 565-3946. 

Good luck on your project. 

Sincerely, 

Peter Witt, Chair 
Institutional Review Board 

PW/tl 

P O. Box 5 3 % • Denton. Texas 76203-5396 

817/565-3940 • FAX 817/565-2141 . INTERNET: RESEARCH<®\ AXB ACS.I \ T EDI 
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Social Studies Development Center 
Indiana University 
2805 E. 10th St. 
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Steven Lamy 
Associate Professor of International Affairs 
School of International Relations 
University of Southern California 
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Los Angeles, CA 90089-0043 
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Ohio State University 
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Susan Nicklas 
Director, Field Services 
AS CD 
1250 N. Pitt St. 
Alexandria, VA 22314-1403 

Barbara Tye 
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Chapman University 
Orange, CA 92666 
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Co-Director of the Center for Human Interdependence 
Chapman University 
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Texas Association for Supervision and Curriculum Development 
1101 Trinity • Austin, Texas 78701-1929 • (512) 477-8200 • FAX (512) 477-8215 

January 3, 1992 

Dear Educator: 

The Association for Supervision and Curriculum 
Development (ASCD) has placed an international focus on 
global education. As a matter of fact, it is one of the 
target areas in their strategic plan. I have been 
representing the state on ASCD's Global Education Commission 
for the past three years. 

I am very much interested in some research being 
conducted by Greg Meeks from the University of North Texas 
related to the attitudes of Texas educators toward global 
education. Please assist in gathering this information by 
completing the enclosed survey form and returning it in the 
postage paid reply envelope. It should only take about ten 
minutes to complete. 

All reply envelopes are sequentially numbered for data 
entry and follow-up purposes. Of course, you are under no 
obligation to participate, and may withdraw at any time. 
However, your opinions are very important to us as we plan 
for dissemination of international ASCD plans, resources, 
and curriculum within our state. 

Greg Meeks will be happy to provide results of the 
study to you after August, 1992, if you will enclose a 
stamped preaddressed business size envelope along with your 
survey. Thank you very much for your time in completing and 
returning the survey. 

Sincerely, 

Nancy Barker, Ed.D. 
Texas ASCD Global 
Education Commissioner 
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PART ONE 

Global education is not currently covered by the state's 
essential elements. However, changes may be made in the 
near future. Bearing this in mind, please indicate below 
your opinion regarding each of the K-12 curriculum 
components. 

PLEASE CIRCLE 

STRONGLY STRONGLY 
DISAGREE AGREE 

1. Art classes should be taught 1 2 3 
with an emphasis on multi-
cultural art forms. 

2. The curriculum should include 1 2 3 
teaching students to comprehend 
long-term global trends, for 
example--pollution, and the 
possible consequences of these 
trends. 

3. The curriculum should include 1 2 3 
teaching students to identify, 
analyze, and understand major 
historical events that have 
influenced the globalization 
of human culture. 

4. The curriculum should include 1 2 3 
teaching students to identify 
common human problems in 
different societies and 
historical settings, for 
example--hunger, deforestation, 
natural disasters, etc. 

5. Students should be taught 1 2 3 
that they can help in finding 
solutions to global problems. 

6. Music classes should be 1 2 3 
taught with an emphasis on 
multi-cultural contributions 
to the field of music. 

7. A second language should be 1 2 3 
required of all students begin-
ning in the elementary grades. 
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8. American democracy should be 1 2 3 4 
taught in the context of 
studying about democratic 
systems throughout the world. 

9. There is a need to reduce 1 2 3 4 
Western bias in teaching 
about non-Western countries, 
for example--teaching about 
the Middle East from a 
United States* perspective. 

10. The curriculum should include 1 2 3 4 
teaching students to identify 
technologies, institutions, 
languages, and beliefs that 
link people in many regions 
of the world. 

11. Students should be taught 1 2 3 4 
that different lifestyles 
have different impacts on 
the earth and its atmosphere. 

12. Students should be taught 1 2 3 4 
United States history in a 
world context. 

13. There is a need to increase 1 2 3 4 
students» understanding of 
developing countries. 

14. Students should be taught 1 2 3 4 
American geography in a 
world context. 

15. The curriculum should include 1 2 3 4 
teaching students to under-
stand the costs and benefits 
of interdependence and 
dependence between nations. 

16. Teaching games and sports 1 2 3 4 
from other parts of the world 
should be a major component of 
the physical education program. 

17. The curriculum should include 1 2 3 4 
economics with some recognition 
of its global context. 
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18. Students should be encouraged 1 2 3 4 
to develop a sense of being a 
world citizen. 

19. Students should be taught 1 2 3 4 
conflict management skills. 

20. The curriculum should include 1 2 3 4 
teaching students to understand 
how societies are influenced 
by their geographic location 
and their physical environment. 

21. All curriculum areas should 1 2 3 4 
be taught within a global 
context. 

22. The reading curriculum should 1 2 3 4 
include numerous selections 
from literature of different 
cultures. 

23. High school students should 1 2 3 4 
be encouraged to participate 
in study programs abroad. 

24. Students should study models 1 2 3 4 
of transnational economic 
cooperation that contribute 
to economic development of 
different regions of the 
world. 
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At the request of Educational Testing 
Service, the copyright owner, the Global Perspective 

Instrument, (Measures of Global Understanding--Opinion 
Survey), has been removed from this copy. 
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PART THREE 

Check all that apply. 

1.01 I have traveled outside of the United States. 

I have resided outside of the United States for: 

1. 02 less than l year 1.07 5 years to 6 years 
1. 03 1 year to 2 years 1.08 6 years to 7 years 
1. 04 2 years to 3 years 1.09 7 years to 8 years 
1. 05 3 years to 4 years 1.10 8 years to 9 years 
1. 06 4 years to 5 years 1.11 more than 9 years 

2. My age is: 

2. l under 31 2.4 51-60 
2. 2 31-40 2.5 over 60 
2. 3 41-50 

3. I have participated in global education training, 
(i .e ., inservice, university course; or I have studied 
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