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Abstract
‘With increasing societal emphasis on global awareness, new programs, in the form of
global education, are being designed and implemented in the curriculum of many
public schools. The role of the teacher in this process is pivotal. This research,
utilizing a case studies approach, was designed to illuminate the implementation by
two teachers of a global education curriculum.
The study posed three questions as the basis for the research: 1) What are the

teachers’ definitions of global education? 2) How did the teachers reach these

and 3) How do jons of global education affect their

curricular and i i choices and their actions?

Methodology for the study was guided by a symbolic interactional perspective; not
only was the goal to observe teachers’ actions in specific cases, it was also to
understand how these actions evolved in relation to the specific context. Data was
collected from two high school teachers of global geography through in-depth
interviews, classroom observations, and analysis of related documents.

Analysis of the data indicated that these two teachers were influenced by a number of
factors when implementing the curriculum for the course. Their perceptions of global
education along with other concurrent factors impacted on their curricular and
instructional choices. These other influences included: availability of resources,



teachers’ professional career stages, student characteristics, personal goals for the
course, and personal attitudes and beliefs. Although both teachers were presented with
the same curriculum and both shared some common characteristics (such as career
stage and school context) these factors influenced each teacher in different ways. In
the end, the i ion of the i for this global education course differed

greatly between these two teachers reinforcing the notion that teachers are curriculum

agents, i ing and ing that curri based on their personal and

classroom context.
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CHAPTER 1
INTRODUCTION

Background For Study

As we near the end of the twentieth century, we have come to the realization that our

world is in a state of crisis with izing poverty,

systems, and deeply stressed social structures” (Korten, 1990, p.1). These are not
problems to be found only in ‘other’ countries; they exist on our very doorstep. Nor
are these problems isolated phenomena; their causes and consequences are
intertwined. Korten (1990) suggests that these crises "pose a threat to human
civilization that is more real and more important in its implications than the threat of
nuclear war” (p.1) and that we as global citizens are to blame. He states that the
threat is a result of the collective consequences of the individual actions of every
citizen of our planet. The response of some North American school systems to these
realities has been the development and implementation of curricula for global

education.

To accept a rationale for global education, one must accept the concept of
interdependence. Interdependence can be defined as “the mutual reliance of
individuals and groups upon one another for harmonious, co-operative existence™
(Weaver, 1988, p.108). Gilliom (1981) wrote that “interdependence is not a seasonal



"
or cyclical phenomenon, but a pervasive reality that is increasingly becoming a central
fact of national existence and clearly the shape of the foreseeable future. It is both

unrelenting and irreversible...” (p.169).

The evidence surrounds us. Our economy is a world market - many of our consumer
goods are made by people and machines on the other side of the world. We depend
on this market for technology, capital, and raw materials (Anderson, 1990). Pressing
environmental issues know no boundaries; acid rain, soil erosion, oil spills, ozone
layer depletion are affecting all of us both directly and indirectly. Our advanced
communications provide us daily with exposure to man-made and natural disasters,
plitical and social unrest, human tragedy and triumph all over the planet. There is

nowhere to hide.

If we wish for the survival of this world, we must develop “an understanding of basic
human needs, cultural diversity, political pluralism, global economy, integrated global
changes, and the nature of co-operative international leadership™ (Colman, 1989,
p-210). Much of the literature argues that our traditional approaches to teaching in
general, and to the teaching of social studies in particular, are simply not adequate in
preparing our students to become active humane citizens for a new world order, a
global society. Thus it is imperative that global education become an integral part of
our curriculum. "If our schools are to respond to the challenges to world survival and
we are to help our students truly comprehend their own roots as national citizens in a



global society, we must teach new curricula rooted in and reflecting today’s global

realities™ (Kniep, 1989, p.12).

The existing literature offers a variety of definitions and explanations for the term
‘global education’. There does not appear to exist a ‘globally” accepted
conceptualization of the term. Terms such as global perspective, international
education, world-centred education, multicultural education, etc. are used
interchangeably by some authors. Other authors argue that each of these terms has a
distinct meaning and cannot be interchanged with others.

Willard Kniep (1985) in reviewing the history of global education points out that in
much of the literature, global education is defined in one of two ways:

1) a description of concerns and issues to be covered in a particular program (i.e.,
content); or 2) a description of the expected outcomes (i.e., results).

For example, Robert Leetsma (1978) offers five elements essential to global
education: 1) Unity and diversity of mankind; 2) international human rights;
3) global i 4) i i ity; and 5) i

cooperation.
Tbrihim Alladin (1989), on the other hand, defines global education * as those

educational efforts needed to teach individuals a global perspective that is to develop
in them the knowledge, skills, and attitudes needed to understand our global world. It



recognizes that in spite of our cultural diversities, we are all of the same species™
(@-6).

Kniep argues that both approaches are problematic in that they "do not describe what
the objects of inquiry would be of a student who is involved in a global education
program” (p.16). He is concerned global educators have been so focused on
developing a rationale for global education that they have neglected to create a
defining framework for the field.

As with the promoters of global education, there seems to be no universally accepted
definition among teachers. Teachers quite often equate global education with

‘multicultural education (Starr & Nelson, 1993; Wright and Van Decar, 1990). Others
consider it to be peace education or development education, while still others see it as

environmental education.

If the academics are having difficulty reaching a concensus in defining global
education, it is not surprising that teachers, oo, have quite different conceptions of
the term. Popkewitz (1980) highlights this confusion by writing:

‘What is multicultural or global education? An initial glance at the literature

makes me gasp at the word configurations...So here I am...stuck. I think I
value global education, but I am mired in its linguistic confusion (p.203).



The Context of the Study: Global Geography

Modemn education has as its goal "to teach knowledge about the earth, to use that

ge for personal enlij and and to apply it in making

important personal decisions and in participating intelligently in societal decision
making that affects our lives” (Natoli, 1988, p.1). Geographic education, a

of social studies i to this goal by ing to ensure

students have “a common of their i iate and world envil This

equips us with a global perspective for analyzing world problems” (p.9). In fact,
Robinson (1986) found that "teaching about ‘development’ in the developing world

has become an important part of geographical education in school” (p.409).

In 1986, the provincial Department of Education in the Canadian Province in which

this study was conducted, called on the Social Studies Teachers’ Association to review
and recommend possible changes in the provincial high school social studies program.
One of the recommendations coming from this review was the need for a more global

dimension, thus the creation of courses in Global Geography and Global History.

Under the auspices of Global Studies the province subsequently piloted a Global
Geography course with the goal of informing and thus enabling "students to propose
reasonable answers to the specific question upon which the province’s global studies

courses are built - How did the world arrive at its current state at the close of the



twentieth century?” (English Program Services, 1993, p.89).

Global geography, a grade twelve course, is one of the courses students may take
within the course, all of which are considered necessary for the understanding of the
planet’s current condition:

L
Al
57
Li
4

i Blessing
J'l:me:th Under New Management
(English Program Services, 1993, p.3)

This study will not be directly concerned with the geographical elements of this
course but rather with two teachers as they attempt to deal with its global education
orientation which is outlined in its rationale:

Growth in and ing has led us to that ours is
an interdependent world wherein the forces of nature and humanity are
inextricably linked. The unit themes of this course have been chosen because
their study will allow students to examine linkages which render our world
interdependent. By carrying out this examination from a geographic
jperspective, our students should achieve a new sense of global responsibility,
both to their fellow humans, wherever they may be, and to Earth’s
environments, large and small, local and distant.

(English Program Services, 1993, p.5)




Purpose of the Study
Teachers are the primary forces influencing the types and quality of learning that
happen in the They are i who make ji and carry out
decisions on a daily basis (Smith, 1988). Traditionally, they as a group, have had

little to do with the development of curriculum. Typically, when teachers receive

goals and objecti or materials, they must interpret them
based on their own experiences, knowledge, attitudes and beliefs, and in light of
available resources. This personal interpretation leads to curricular and instructional
choices unique to each teacher. As well, these thoughts, judgements and decisions

will, in fact, guide behaviours (Smith, 1988).

Steven Thornton (1989) views teachers as “instructional gatekeepers™ and argues that

“the criteria the teacher employs to ine i ions and uses of a

are a product of his or her frame of reference” (p.2). Adler (1984) acknowledges this
argument but points out that “we know little about how practitioners, rather than
scholars, give meaning and purpose to social studies and how these meanings, rather
than scholarly definition, give direction to classroom practice. We know little about
the intentions and beliefs which underlie practice” (p.13). This is particularly true in
the area of global education.

This study, then, poses three questions in an effort to understand two teachers’
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conceptualizations of global education and how these conceptions are carried into the
classroom:

1 Whu:emeu:hﬂs deﬁmnmsofyomethmon"

The objective, then, is to understand the beliefs and intentions of teachers that
underlie their practice in the global education classroom and more specifically in
global geography. The importance of this study is two-fold. Many new movements
make up the educational history of Canada - new math, whole language, career
education, co-operative education, business education, and so on. All these
movements and many more arose as responses to some perceived need within our
educational system and/or within our society. For each movement, there were a few,
or perhaps many, willing to jump on the bandwagon. Although every movement
fundamentally has the intention of improving the quality of education for our youth,
many have failed to have any long-term impact on the reality of schooling in Canada.

Global education is like any other movement with respect (o its inception and
development, however, Willard Kniep (1985) found that global education’s uniqueness
lies in the fact “that global education unlike most modern educational movements, has
begun to be successful in capturing the attention of those who make policy decisions
and set educational priorities...” (p.6). He also points out that its success lies with



those involved in the movement and their ability to provide effective tools for those

implementing global education.

For the successful implementation of global education programs, Kniep (1985) argues
that teachers and administrators will require the following:
1) clear statements of what global education is and why it is important.
2) frameworks that adequately describe the field and all its intellectual bases.
J)mkmﬂwydunmmwwmyaﬁmmmmhmi
C)mmmmuﬁmmmmmm
S)helpm!hmkm;mmuhdzmplnuonsofﬂobﬂeanmfmml
structures and the effect of the hidden curriculum that is embedded in those
structures. (p.7).
This study will hopefully take those involved in the educational system one step closer

to defining and understanding the implications of global education by offering a
description of what actually happened in two global education classrooms and how

As early as the seventies, Lortie (1975) was complaining that:

is long on iption, short on iption. That is nowhere more
evident than in the case of the two million persons who teach in public
schools. It is widely conceded that the core transactions of formal education
take place where teachers and students meet...But although books and articles
instructing teachers on how they should behave are in legion, empmulsmdus
of teaching work - and the outlook of those who staff schools - remain rare
(p.vii).

This study is designed to contribute to the expanding corpus of work on teacher
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thinking which has developed since Lortie made his insightful comment and to focus
that effort on an smerging curriculum field, global education.



CHAPTER 2
REVIEW OF RELATED LITERATURE

The Teacher and the Curriculum

Traditionally, teachers have been viewed as “passive receivers of innovation”; current
research, however, questions this belief suggesting that teachers are in fact “important
in policy i ion” (Prawat, 1992, p.355). In an effort to truly
understand this importance, more research is being focused on understanding teachers
and their thinking. In this view, teaching is "...regarded as actions performed by

“reflective practitioners’ and not as mere behaviour evinced by substitutional

in the i inery” (Carlgren and Lindblad, 1991, p.507).

Goodson (1992) points out that:

Researching teachers’ lives is an enterprise fraught with danger but the
alternative is, I think more dangerous: to continue in substantial ignorance of
those people who, m:pmolth:mnyhxmncalsmfulndcyclgs remain
central to achi in the (p.16).

Doyle’s (cited in Smith, 1988) earlier writings support this statement by noting that
there is growing agreement that:
..teaching is not merely technical and rule-driven, and teachers are not simply
mwmwmwmmymmh-bwdpﬂcmmmwmms Rather,
professional teachers are reflective, that is, they connect knowledge to

situations through the processes of observation, understanding, analysis,
interpretations, and decision-making (p.2).

Similarly, Stein and Wang (cited in Fritz, et al, 1995) complain that * teachers are
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key change agents in the classroom, yet inadequate attention has been paid (o traits
that optimize teachers’ successes in implementing innovations” (p.200).

The success or of i ions in curri can lie in the fact that

“curriculum is actually a series of potentials” open to many possible interpretations
and uses (Ben-Peretz cited in Thornton, 1991, p.241). These interpretations of
are inevif the domain of teachers. For example, "in the

majority of elementary schools, it is the teachers who choose the content which serves

as the basis of their instruction™ (Schmidt, et al, 1987, p.439).

Van den Akker and Kuiper (1993) describe a study in which the implementation of
curriculum materials for secondary social studies was evaluated. The evaluation which
focused on the actual use of the materials by individual teachers in their classrooms
concluded, that a "large discrepancy emerged between the original intentions of the
curriculum developers and the observed instructional process™ (p.293). They go on o
cite Goodlad, Klein and Tye (in van den Akker and Kuiper, 1993) who make a

distinction between:
mmm(&mmmmﬁumm»
formal (the
i the p (the i i of by the nsets
especially teachers, of the curri the ? (the actual
instructional process in the and the fenti; i (the

reactions and outcomes of the students) (p.295-296).

Van den Akker and Kuiper's (1993) findings confirmed the image of social studies
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teachers as “curricular gate-keepers™ (p.299). Thornton (1991) defines *gatekeeping”
as "encompassing the decisions teachers make about curriculum and instruction and
the criteria they use to make those decisions™ (p.237). Teachers as curriculum -
instructional gatekeepers * make the day-to-day decisions concerning both the subject
matter and the experiences to which students have access and the nature of that
subject matter and those experiences” (Thornton, 1991, p.237).

So the understanding of teachers becomes of primary importance if one is to
what is ing in why it is ing and to what effect.

Thornton and Wegner (1989) point out:
hmw:&mmmmmmwm
curricular-instructional decisions are ecological in character. In other words,
the criteria are composed of an interactive system of beliefs and contexmual
influences that need to be understood holistically (p.5).

Teachers’ Beliefs and Attitudes

Evans (1990) notes that generally, research in the area of teacher thinking and teacher
perspectives and their resulting effects on curricula is an emerging field of study. This
type of research requires that the researcher stress the importance of listening to the
teacher and of speaking with the teacher (Goodson, 1992). Goodson believes that:
From their (the teachers’) point of view it would seem that professional
practices are embedded in wider life concerns. We need to listen closely to

their views on the relationship between ‘school life’ and ‘whole life’ for in
that dialectic, crucial tales about careers and commitment will be told (p.16).



The importance of understanding the teacher in the realm of the classroom is

by Postman and Weis (1971) who note that:
There can be no significant innovation in education that does not have at its
centre the attitudes of teacher and it is an illusion to think otherwise. The
beliefs, feelings, and assumptions of teachers are the air of a learning
environment: they determine the quality of the life within it (p.77).
An early study by William Lowe (1983) attempted to describe the ‘teacher’ of social
studies in public secondary school as he/she ‘is’. He wanted to answer two very
broad questions:
1) What are personal attributes of secondary school social studies teachers?
2) What are the professional interests, beliefs, and behaviours of secondary
school social studies teachers?
Lowe describes secondary school social studies teachers as primarily male, in their
late 30’s, well educated, religious, and most likely Caucasian. The teachers’ beliefs
are somewhat paradoxical. For example, on the one hand, they reject forced bussing
to reduce racial isolation in schools but on the other hand, they support the ‘rights of
gays’ including their right to teach (Lowe, p.33). Overall, they seem to be fairly

open-minded in their views, but can sometimes be confused about their own priorities.

Lowe (1983) also notes that:

He [the teacher] relies heavily on a textbook and doesn't know much or care
about national curriculum projects or research findings. He spends a lot of
time in class asking questions and receiving answers in an effort to teach the
“basics’ of history. He believes in the importance of communication skills, but
doesn’t spend much time trying to teach them. In short, on many aspects of his
professional life, he is very similar to the social studies teachers who were his
instructors when he was in high school (p.32).
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Other studies approached the study of the teacher in the classroom and the subject of
teacher beliefs from other angles. As indicated earlier, Steven Thornton (1989) argued
that teachers should be acknowledged and understood as curricular and instructional
gatekeepers in the social studies. This process of making decisions about content,
sequences, and instruction is a product of the teacher’s frame of reference. This
gatekeeping is not always a result of conscious decision-making. Shaver, et al. (cited
in Thornton, 1989) points out that:

The teachers’ beliefs about schooling, his or her knowledge of the subject area

and available materials and techniques, how he or she decides to put these

together for the classroom — out of that process comes the day to day

classroom experiences of the students (p.5).
If we are to what is actually ing in the social studies classroom, we

cannot neglect the importance of the teacher’s role. So, what are the sources of
teachers’ beliefs and attitudes or rather, what constitutes a teacher’s frame of

reference?

Sarah, a Canadian high school English teacher, was the subject of a case study by
Freema Elbaz (1983). Elbaz contends that teachers have an experiential knowledge as
well as theoretical knowledge which integrate with the teacher’s personal values,
beliefs, and practical situation to become his/her practical knowledge. She felt that her
study would enable teachers to "become aware of and articulate their own practical
knowledge™ (p.170), which in turn could lead to increased self-understanding and
personal growth.



Jean Clandinin (1985) too, describes teachers as having a personal practical
knowledge. This view does not describe knowledge as strictly content or structure but
rather, “knowledge is imbued with all the experiences that make up a person’s being.
Its meaning is derived from, and understood in terms of a person’s experiential
history, both professional and personal” (p.362).

Other literature contends that knowledge based on content alone, can influence
curricular choices. Wineburg and Wilson (1991) found that subject matter knowledge
in U.S. History did, in fact, influence teachers in "not only what they choose to teach
but also how they choose to teach it” (p.310).

Researchers in the field of social studies are now considering teacher perspectives as a
way of understanding how teachers approach the discipline. “A perspective refers to
the personal attitudes, values, beliefs, principles, and ideals that help a teacher justify
or unify classroom decisions and actions™ (Bennett & Spalding, 1992, p.264). Ina
case study, Cornett (1990) found that a grade twelve social studies teacher’s personal
theories reflected her practice and in turn had an effect on her as a curricular
developer. Similarly, Evans (cited in Bennett & Spalding, 1992) in studying three
high school American History teacher interns, found that they had very particular
conceptions of history, and their curricular choices were significantly affected by their
interpretations of their subject area.



In a similar vein, Marilyn Johnston (1990) conducted research with teacher
certification students in an effort to discover how they * constructed meaning and
purpose related to the social studies” (p. 208). She found that their educational
program had an influence on the students but only partially so. “The influence of the
students” beliefs, and ties” (Johnston, 1990, p.229). Additional
conclusions too, showed that students’ actions in the field (the school) resulted from a

combination of personal beliefs and the influence of their field and student teaching
experience.

Rovegno (1993) supports these findings in her paper reporting the results of twelve
case studies. "The extent to which preservice teachers understand and use new
curricular approaches appears to be influenced by the amount of congruence between
the approach and teachers’ initial beliefs about teaching, learning, and content; the
depth of understanding acquired during university coursework; and the constraints of
field settings™ (p.615). Prawat (1992) gives additional support to Rovegno’s findings
stating that: “Teachers’ views of teaching and learning influence their classroom
practice” (p.356).

Teachers’ values also play a role in curricular choices. Gudmundsdottir (1990) in her
research on the role of values as related to the development of pedagogical content

knowledge found that:
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...teachers’ mmwmwmwmmd

In her study of four expert high school teachers, Gudmundsdottir argues that values
are embedded in the act of teacher, "because teaching involves evaluation, judgement,
and choice, all essential qualities in values™ (p.45).

Carbone (1987) concurs, arguing that teachers “"cannot avoid imparting values in one
way or another in the normal course of their activities qua teacher...What we consider
‘good’, ‘right’, or ‘important’ constantly guides our practice, whether consciously or
not” (p.10).

Gudmundsdottir (1990) also points out that development of pedagogical content
knowledge and text interpretations are shaped by values. “The value-laden impressions
become their [teachers] personal curriculum, the most hidden and least studied of all
school curricula, yet it is the slice of secondary education that is most likely to remain
with the student” (p.47). She questions Shulman’s separation of two categories central
to teaching, pedagogical content knowledge and teacher beliefs and values.
Gudmundsdottir (1990) feels that the two are in fact, closely related.

Janesick (1979) in a case study of a sixth-grade teacher discovered that in this
particular case, the actual perspective of the teacher towards the classroom became
the curriculum of that classroom (p.29). The teacher’s perspective guided the



decisions and classroom activities with little or no outside influence.

Qualitative research and naturalistic observation were used in a study by Hyland
(1985) of teachers and the relationship between their subject matter knowledge,
pedagogical beliefs, instructional decision-making and content, material, and activity
selection. He found that the "teachers’ expressed beliefs were unfailingly consistent
with their observed behaviour in the area of classroom control and order but were

inconsistent in the areas of subject matter knowledge and democratic ideals” (p.7).

In addition to internal, personal factors, external influences act on teacher decision
making. Schmidt, et al, (1987) were interested in finding out why some teachers
chose different instructional content while others chose to follow the specifications set
out by the district guide lines (p.439). The writers suggested that “content decisions
were not made without influence. Teachers do not operate in vacuums, insulated from
district policies or from the effects of textbooks, standardized tests, parents, other
teachers, students, etc. (p.44). Their study of eighteen mathematics teachers from a
suburban school district, aimed to discover how these external factors “combined to
influence these teachers’ content decisions on what topics will be taught, for how
long, to whom, and to what standard of performance, as well as how much time will
be devoted to the subject as a whole (p.441). Their findings were significant in that
not all teachers responded in the same ways. Other significant findings included:
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1) textbooks had a noticeable impact on most of the teachers’ content
decisions;

2) teachers’ conceptions and students had a strong influence; and

3) factors such as district objectives, curriculum, other teachers, tests and
parents had little overall impact (p.454).

In van den Akker and Kuiper’s (1993) study of the implementation of social studies

curriculum, it was found that "teachers had strongly adapted or totally ignored the

for more i ive and ing i it activities™ (p.299). They
also found that “changes in activities had been made so that they would comply more
closely with teachers’ judgements of what is feasible for themselves and their

students” (p.299).

Taken together, this set of studies suggests that curriculum implementation at the
classroom level may be affected by a number of factors including those rooted in
personal perspectives and values of the teachers. These in turn, are contextualized by
the teachers’ prior experiences both personal and professional. And those perspectives
and values in turn, influence the ways individual teachers respond to external factors

such as school district policies and curriculum documents.

Teachers’ Perspectives and Global Education

An extensive literature search in the area of global education suggests that research on
the teaching of global education is sparse. In particular, research tying teacher
thinking to global education is woefully inadequate. In fact, research investigating any
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aspect of global education is limited. Primarily, the bulk of the literature in this field
concentrates on supporting the need for global education in classrooms and on
students’ global-mindedness. In this light, one intent of this study is to add to the

scant body of knowledge with respect to teachers’ perspectives and global education.

Merryfield (1992) writes:

Lee Anderson (1979), Jim Becker (1979), and Robert Hanvey (1976)

provided ratic and izations of global ives in education
that continue to be the core, “must-read” literature in the field. ...However
mmummmmwmmu
realities of peoples’ lives — actual stdent, teachers, administrators, or schools
mlvdmmphnmngyobﬂpammmmm(p”l)

In reviewing Kenneth Tye's Global Education From Thought to Action, Merryfield

(1992), was positive about the effort within the book to "examine global education in

the broader contexts of school change and American sociopolitical values™ (p.357).

However, she was disappointed with this relatively current work in that:
mmw:mmm@mmmmm@mm
plmmgwns team meetings, and other demonstrations of global education
in process. The focus is on the ‘experts” (nimelemupms)msnduﬂ(-
12 educators and the action taking place in classrooms... What the literature in
global education badly needs is depth (p.358).

In an anempt to examine what happens in ‘real classrooms’ regarding global

education, Brown and Kysilka (1994) administered a self.
about multicultural and global competence to thirty-four senior elementary student
teachers. The teachers rated themselves as applying multicultural or global education
concepts ‘almost always’ or ‘frequently” in 23 out of 30 situations covered. In



contrast, however, the authors found that, in observing six of these teachers in the
classroom, “the six student teachers routinely did not apply multicultural or giobal
concepts as frequently as they thought they did” (p.313-314). In their conclusions,
Brown and Kysilka (1994) raised questions of how teachers might become more
sensitive to multicultural differences and global issues. As well, they raised concerns
about how teachers ‘learn’ to apply multicultural and global knowledge in their
classrooms (p.316).

One answer may be through education. In a study considering the effects of
on teachers’ global-mis and ot found that

when pre and post treatment standardized attitude scales were administered to
graduate education students taking a course about global education and to a suitable
control group, students who took the course became more favourable to global-
mindedness and world order (Barnes and Curlette, 1985, p.43). The implication of
this study, of course, is that inservice teachers who are exposed to and trained in the
field of global education may become more global-minded as well.

Hornstein (1990) speculates that may not be responsible for a failure to bring global
education to the classrooms:

... the decks are stacked against the success of global education. From this
perspective, the nature, conduct, and purpose of schools are antithetical to the
goals to which global education aspires. .. the problem is that our schools are
not set up to do these things... memfecmofuhuhsbamﬂammdby
the bulldozer of professional administrative order. The world is round but



school is flat (p.17).
Hornstein thus lays the potential failure of the implementation global education
squarely on the shoulders of the school structure and not with teachers whose hands

In an effort to understand how teachers actually made decisions as they taught about
the world, Merryfield (1993) conducted an extensive case study in which twelve
social studies teachers examined how the Gulf War affected their instructional
decisions. The major categories of items (that affected instructional choices) that
emerged from the study included contextual factors, knowledge, skills, attitudes and

values, i i resources, and (p-34).

In considering another factor that might affect teachers’ decision-making with respect
to global education, Merryfield (1994) posed the question:
What if i i and global education is a two-way

practice in
mmmﬂmphm-mmlem:hpmgmm
making and in influencing what is acmally taught and

instructional decision
learned (p.233)?
In that respect, Merryfield found that “regardless of grade level, or school district, all
the teachers said that they made some instructional decisions because of particular
characteristics of their students. That is, students’ race, ethnicity, religion, class,
interests, and i i what and attitudes were

taught and learned about diverse people (p.234).



The dearth of literature in the area of global education does leave unanswered
questions as 1o what factors may affect teachers when they implement global
education in their classrooms. Do teachers actually control the implementation process
in global education? If so, what does that mean in reality; if not, why not? Is being
globalminded an issue for teachers? If so, are their curricular decisions affected by
this; if not, what is relevent for their decision-making?



The focus of this study is on discovery; ing for an in-depth ing of a

within that situation. Given this general focus, the qualitative and interpretive nature
of the research methodology is based on the tradition of symbolic interactionism.

"Symbolic Interactionism” coined by sociologist Herbert Blumer in 1937, is a
theoretical perspective that assumes "human beings act towards things on the basis of
the meanings that the things have for them” (Blumer, 1969, p.2). Meanings are
conferred on objects, people, situations and events through a process and these
interpretations are created through social interaction. "Symbolic interactionists, then

are interested in ing how these i ions are and used in

specific situations of interaction™ (Jacob, 1987, p.2).

To actually understand behaviour and actions, we must first understand how
individuals define their world and how these definitions are manufactured (Bogden &
Biklen, 1982, p.33). Blumer (1969) contends that:
...the actor selects, checks, suspends, regroups, and transforms the meanings
in the light of the situation in which he is placed and the direction of this
action. Accordingly, interpretation should not be regarded as a mere automatic



application of established meanings but as a formative process in which
meanings are used and revised as instruments for the guidance and formation
of action (p.5).
Although symbolic interactionists are interested in covert behaviours and points of
view, they are also interested in how these behaviours and points of view develop

(Jacob, 1987).

‘The assumptions within symbolic i ionism provide the for
this study - seeking the teachers’ point of view within a certain situation, and
understanding how that point of view is developed and finally, how these individual
interpretations of the meanings of global education in this case, actually affect
classroom behaviour.

Symbolic interactionism is useful in the study of educational issues because it provides
“models for study of how individuals interpret events and people in their lives and for
study of how this process of interpretation leads to behaviour in specific situations™
(Jacob, 1987, p.31). Because symbolic interactionism focuses on describing process
and i iour, this ive favours i design for

research - i.e., description and explanation are sought as opposed to prediction based
on cause and effect (Merriam, 1988, p.70). Bogden and Taylor (1975) see the goal of
symbolic interaction as “formally identifying themes to construct hypotheses (ideas) as
they are suggested by the data and ... to attempt to demonstrate support for those
themes and hypotheses™ (p.79-80).
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With this approach, the researcher becomes the primary instrument for data collection

and analysis. Blumer argues that the most i for investigatic

of the social world would have to be an ethnographic one which would allow the
researcher to observe “individuals in their ordinary, everyday, natural social setting
and to record their accounts of what they are doing™ (Hitchcock & Hughes, 1989,
p-32). Data is collected primarily through the use of autobiography, case studies,

interviews, and participant observation.

The analysis of data is inductive in nature, in that concepts, hypotheses, and
generalizations, will emerge from an examination of data. Glaser and Strauss (1967)

for ing theory from data otherwise known as grounded
theory. "Grounded theory involves the pi i ies o

organize data and then revising the categories to fit new data™ (Anderson & Burns,

1989, p.74).

Sample

Because of my own training in secondary education, the study was focused on Global
Education at that level. Global Geography was chosen as the context for the study:
1) because of its global studies categorization in the provincial system;

2) because it was the only global studies course offered in this particular school

system during the span of the study; and 3) because of personal interest in the
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discipline.
The selection of the teacher sample for this study was purposive. “Purposive sampling
is based on the assumption that one wants to discover, understand, gain insight;
therefore one needs to select a sample from which one can learn the most” (Merriam,
1988, p.48). The sample consisted of two grade 12 classroom teachers of Global
Geography from two separate schools. Both teachers were teaching the course for the
first time. Neither had been involved in any aspect of designing or piloting the

course.

The names of the two teachers selected to participate, were provided by the
curriculum supervisor at the local school board who gave the researcher a list of
teachers teaching the course during the current school year. Although the course was
offered province-wide, logistics made it necessary to limit the sample within the same

school district.

The two schools, in which these teachers worked, catered to a mix of students from
upper, middle, and lower income urban neighbourhoods. As well, both schools were
comparable in size with respect to student population and teaching staff.
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Data Collection

The bulk of the data for the study was gathered using interviews and direct
observation. Prior to collecting this daa, permission to do so was sought from and
given by the school board, the principals of the two schools, and the teacher
participants. (See Appendix A for sample consent forms) It was not necessary to gain
the permission of students as their behaviours were not being studied.

A series of i interviews were with each of the two

teachers during the six week period. Interviews were scheduled in regular time slots
each week for which every effort was made to accommodate the teachers’ agendas
and obligations. Each interview was slotted for one class period at a time (sixty-five
minutes), however some lasted longer, while others were cut short due to unforeseen
circumstances on the part of the teacher. When this did happen, both teachers were
very accommodating in rescheduling and resuming the interview at a later date.
Teacher A, Joe, was interviewed 6 times, for a total of 5% hours; teacher B, Bill,

five times for a total of 5 hours.

A standard list of questions was used during the interview for both participants to
facilitate discussion and the of i jon (see Appendix B). Alihough

certain information was required from both teachers, it is important to keep in mind
that these questions served primarily as guidelines so that the open nature of the



interview could be maintained to allow me, the researcher, to explore emerging
information noting evolving concepts and any other points of interest or of
clarification for the next meeting.

The human element is, of course, central to any interview process, however, in an
effort to "minimize gross distortion”, I made every effort to remain neutral and non-

judgemental during the sessions (Merriam, 1988, p.75).

Within the same six week time frame, observations were conducted in each teacher’s
global geography classroom. Because I was interested in how teachers’ perceptions
actually affected their classroom actions, observation made it possible "to record
behaviour as it is happening” (Merriam, 1988, p.88). I observed each teacher
nonintrusively three times a week for one month (for a total of 12 classes). Bill taught
only one global geography class so there was no need to choose which class to
observe. Joe, however, taught two separate classes necessitating a selection. This
process was simplified because one of Joe's classes had a scheduled period in the
same time frame as Bill’s. So as to be able to attend all periods for both classes, I

chose the group with no conflicts.

My initial intention was to observe a unit of study common to both teachers however

(timing and dif in the teachers’ of the course) did



not allow for this. In carrying out the observations, I used as a beginning guide a
checklist presented by Sharan Merriam in Case Study Research in Education: A
Qualitative Approach. This checklist included elements such as the setting, the

activities and i i frequency and duration, and subtle factors.

Notes were taken for each class observed using as much detail as possible. Using
hints from Taylor and Bogden (1984) and Merriam (1988), my field notes consisted
of descriptions of the setting, the people and activities in the classroom, some direct
quotations or at the very least the substance of what was said. Finally, I made my
own comments as an observer. Following each observation session I reviewed the
notes, making additional comments, noting points of interest, and clarifying
information for myself. As well, I highlighted areas that I wished to explore with the

teacher during subsequent interviews.

Although it has been suggested “that the stability of a social setting is rarely disrupted
by the presence of an observer” (Reinharz, cited in Merriam, 1988, p.96), I made a
conscious effort to remain sensitive to any possible effects that my presence might

have on the teachers and even the students. To this end I attempted to be unobtrusive
as possible by ensuring that I arrived early to class and was in my seat with all items
ready to go for taking field notes when the bell rang. As well, I was careful to sit in
the same seat during all classes so that after the first session students and the teacher

took little or no notice of me. Prior to beginning any observations, both teachers were
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made aware that my observations were not to be evaluative in any way and that I was
simply there to observe their presentation of the course; looking at the reality of the

course without making judgements about the competency of the teacher.

My own perspective of the observer is reflected in Guba and Lincoln’s (1981)
statement: “In situations where motives, beliefs, and values direct much, if not most
of human activity, the most sophisticated instrumentation we possess is still the
careful observer - the human being who can watch, see, listen ... question, probe, and

finally analyze and organize his direct experience” (p.213).

The last aspect of data collection involved the compilation and analysis of the relevant
documents; curriculum guide, the textbook, lists of available sources, samples of

teachers’ lesson plans, student handouts, student assignments and tests.
Internal Validity

One basic assumption in qualitative research is that multiple realities exist in the
world and that these realities are multidimensional and ever-changing (Merriam,
1988). The researcher within a case study is interested in portraying the reality of an
event or situation as it exists for those in it. Merriam shares Lincoln and Guba’s
(1985) view of validity in qualitative research - "Judging the validity or truth of a
study rests upon the investigator’s showing ‘that he or she has represented those

multiple constructions adequately, that is, that the reconstructions ... that have been
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arrived at via the inquiry are credible to the constructors of the original multiple

realities” (p. 296).

In an attempt to ensure internal validity, triangulation (collecting data using more than
one method: interviews, observation, and relevant documentation) was used to
confirm findings.

Reliability

“With qualitative research, investigators are with the accuracy and
comprehensiveness of their data. They tend to view reliability as a fit between what
they record as data and what actually occurs in the setting under study" (Bogden &

Biklen, 1982, p.44). Merriam (1988) argues that the word reliability defined in the

sense does not apply to itative research. Based on work by
Lincoln and Guba (1985), she suggests “that rather than demanding that outsiders get
the same results, one wishes outsiders to concur that given the data collected, the
results make sense - they are consistent and dependable” (p. 172). Extensive field
notes were taken and interviews audiotaped in an effort to ensure reliability in this

case study.

External Validity

Generalizing the results of a single case study does not make a great deal of sense if

one views external validity in the traditional way. There are a number of
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reconceptualizations offered to replace the traditional notions of generalizability that

reflect the underlying assumptions of qualitative research (Merriam, 1988).

This researcher views the external validity as reader or user generalizability. The
degree and extent to which findings in the study apply to other sitations is up to the
people in those other situations (Wilson, 1979). In order to assist the reader in
generalizing the results of the study, I have provided a detailed description of the
study "so that anyone else interested in transferability has a base of information

appropriate to the judgement” (Lincoln & Guba, 1985, p.124-125).

Data Analysis

My goal for data analysis was one advocated by Taylor and Bogden (1984), * to come
up with ions and izations based on a of the

data” (p.139). Although data analysis is being described separately from data
collection, some analysis was carried out during the collection phase of the study.
Analysis at that time occurred as I reviewed each audiotaped interview following a
session in order to establish points of interest and further investigation. This type of
analysis helped in giving the study direction and although it involved a degree of
speculation, it did enable me to formulate working hypotheses and to direct attention
to particular data. This was done in an effort to refine and possibly verify speculation.
The same analysis was carried out with classroom observations.
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Jacob (1987) describes this early analysis ... "in these early efforts the researcher
plays with the data, relating observations to one another, developing new concepts,
and linking these to ones in literature” (p.30). Using a symbolic interactionism
framework, Schatzman & Strauss (cited in Jacob, 1987) suggest that the notes made
in these early stages will then be "linked and expanded into longer analytic memos for
increasing conceptual development™ (p.30). They say, as well, that the process will
continue throughout the collection of data well after until it results in some "guiding
metaphor, general scheme, or overall pattern for data analysis” (p.30). It is this

process I attempted to follow in analyzing data for this study.

Following the collection of all data, the tapes of the interviews were transcribed in
full and then reviewed by me for accuracy of transcription. Once all transcriptions
were complete, I used these, along with field notes from observations and the

documentation collected, to begin a more formal analysis.

Initially T reviewed the research proposal in relation to the data because it was those
questions posed in that proposal that shaped the nature of the inquiry. Data was then
sorted into categories which were derived from patterns found in that data. Bogden
and Biklen (1982) call these coding categories and describe them as a “means of
sorting the descriptive data ... so that the material bearing on a given topic can be
physically separated from the other data” (p.156).
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In developing categories from the data, I used Guba and Lincoln’s (1981) guidelines.
First I considered the frequency with which something arose in the data in that it may
indicate something important. Secondly, I considered my audience and how they
might view something as relevant. Third, I looked at data that seemed to be unique

and needed to be considered further.

The final phase of data analysis involved theory development using an inductive
process. Glaser and Strauss (1967) offered the framework for developing theory
through their methodology of grounded theory - “the theory is grounded in the data

and emerges from them” (Merriam, 1988, p.142).

Overall, the research is designed to the two teachers® worlds;

how their perspective of beliefs and behaviours are modified by their interactions in
the classrooms. Thus, within this descriptive study lies the opportunity to unearth

what may exist beyond these two teachers’ statements and actions.
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CASE DESCRIPTIONS

Case One
An Introduction
On first entering Joe Cooper's (a pseudonym adopted to ensure anonymity) classroom,
one gets a sense of history. The room is lined on one wall with shelves filled with
papers, books, files and boxes, many that have obviously been there for some time.
The other walls are filled with posters (mostly against drugs and alcohol), and
yellowed newspaper clippings. In one corner of the room, near his desk, is a large
rolodex of maps. Boxes of paper are scattered around the room.

Joe has been teaching for 27 years, many of those years in the same school, so it is
natural that this classroom would bear his personal stamp. Afier graduating in 1967
with a Bachelor of Arts (major in history/minor in sociology), Joe planned a career in
teaching. Because of a teacher shortage in the province at the time, an emergency
program allowed him to attend summer school for six weeks then to begin teaching
that September with a TC4. After attending university part-time (10-12 summer
sessions) Joe reached a TC7, the highest level attainable with a B.A. Joe felt that he
was satisfied with his education and did not feel the need for additional “initials™ after

his name.
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During his career Joe has taught a range of courses including grade 8 geography,
grade 11 Physical Geography of Canada, and Modern World Problems. Because of
the number of geography courses he has been required to teach over the years, and
his view that he did not have enough experience in the discipline (it was not offered
during his university years), Joe decided to take additional geography courses as part
of his upgrading to a TC7.

This particular school yezr, Joe was assigned two Global Geography courses, two
Sociology courses, and one grade 10 Social Studies. Of the two Global Geography
classes, one group was chosen for observation over the other simply to accommodate
both Joe’s and the researcher’s schedules. This group consisted of 12 students
although 15 were registered.

with Joe were in his cl during times when he was not
scheduled to teach. Much of this time was punctuated with interruptions such as
speaker announcements, students wanting to use the classroom for lunch or for guitar
practice, and other teachers looking for something from Joe's room. All observations

Urbanization and Global Solutions.



The Observed Curriculum

The first unit of jon was on U ization. This chapter on (
treated the following topics:

- What is a city?

- The Growth of Cities

- Urbanization in the Third World

- Land Use in Cities

- Problems and Solutions in Cities

- Social and Economic Contrasts in Cities

- Living in Cities

(Dunlop, 1987)

Joe indicated that he covered the chapter in total as well as adding outside ‘stff” such
as exercises on the growth of cities and discussing the importance of industry in city

growth.

During my first day of observation Joe returned corrected tests along with copies of
the test questions (See Appendix C) to his smdents. In the previous weeks, he had
covered Cristaller’s theory and had done exercises with the students on the importance
of basic and non-basic industry. When reviewing the test questions, he scolded the
students for doing so poorly on the question involving basic industry, pointing out that
he had told them in advance that such a question would be on the test. He stressed to
the students that he really wanted them to have an understanding of the concepts
involved in this topic, not the math. However, he scemed to belie his statements by

taking a significant amount of time going through the mathematical calculations.



Other areas of content included in this unit were theories of settlement (concentric
zone, sectional, and multiple nuclei), patterns of cities in the western world (clusters,
sectors, concentric) and patterns of industry.

Urban land use was discussed in some detail including an exercise ranking the

percentage amounts of land used for various purposes. In the exercise Joe asked his

students to rank land uses such as ion, industry,

recreational, etc. To do this he had the students work in small groups. They seemed
to have difficulty completing the rankings so in the end Joe finished the exercise
himself on the board. As with much of the unit content, Joe used the immediate
environs as the example for the urban centre. During the lessons on urban land use,
Joe took one class for a slide presentation on tram cars. His slides began with a photo
of a paper carrying information on the VE Day Riots when sailors stopped street cars.
He showed a number of slides showing street cars in general. The presentation
concluded with slides of a more recent period showing industrial land use in the

region.

Joe was able to tie all this in with the current topic by following the presentation with
a discussion on how changes in technology (from tram cars to tires) can increase city
growth. Joe freely admits that he loves to show these slides, in particular the tram

cars. He mentioned them at least once to the students during each of the four classes

prior to the presentation. As well, during an interview Joe commented very excitedly,
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"Oh wait till you see my slides.” When I asked if he was referring to his slides of the
tram cars, he replied in the same tone, "Yeah, my tram cars!™ Joe felt justified in
showing these slides. "...so I could go and introduce my tram cars in the pool of
global geography and others would say what...is that; what's that got to do with it?
But to me, it's showing that, not maybe much like global but urbanization, the

change, the evolution and transportation....”

In most of Joe’s teachings and discussions on the concepts of urbanization, such as
urban growth, urban sprawl, and urban renewal, he used local examples. His opinion
was that "if we are going to talk about urbanization, we may as well talk about
someplace we know about.” He felt that is what the students want: “T think we have
to see what the students, what they want. I don’t think every day, ‘just negate the
local scene, and local city'... That, to me, would be global, coming back always to

where we are, to what we know...."

Later on in the interviews, Joe admitted that aithough he has a very broad definition
of global ("if it was here (points to globe), it’s global™), he felt that he would have
liked to take a more giobal view of urbanization:
...I really feel where I lacked in the urbanization. ..global, is talking about
other cities. I really felt when I was going on, I would really like to do more
on that; study Paris, Berlin, Syria.
However, he admitted that he tended to stick to local things because he knew local

history and geography.
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