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Abstract

This article examines the influence of participation in a college course infused with
global citizen-related curriculum on antecedents, identification, and outcomes of global
citizenship. Students completed measures regarding global citizenship at the beginning
and end of a college semester. Global-infused curriculum was operationalised as the
number of words related to global citizenship contained in course syllabi. While control-
ling for student ratings at the beginning of the semester and measurement error, global-
infused curriculum predicted students’ global awareness at the end of the semester.
Global awareness predicted students’ identification with global citizens, and global
citizenship identification predicted endorsement of prosocial values. The results high-
light the importance of global education to raise global awareness and engender
students’ global citizenship identification and related prosocial values.

Keywords: global citizenship, global education, global awareness, prosocial values,
Linguistic Inquiry Word Count

The need for individuals to comprehend complex global trends and adapt to an in-
creasing interconnectedness with people of diverse cultures has generated increas-
ing demand for globalised education (Bourn, 2010; Sperandio, Grudzinski-Hall and
Stewart-Gambino, 2010). Higher education, in particular, has been called upon to
provide an international perspective (Fielden, 2006), an overarching global orienta-
tion that engenders the requisite skills, knowledge, and disposition for students to
become aware of and engage in global issues (Hicks, 2003; Mannion, Biesta,
Priestley, and Ross, 2011). Although the trend toward global education has only re-
cently begun in the United States, nations such as the United Kingdom, Australia,
and South Korea have incorporated global education in their school system for
decades (for a review of global education in a variety of countries see Zhao, Lin, and
Hoge, 2007). Universities have responded to the demand for globalised education
by creating or expanding study abroad and cooperative degree programs, promot-

International Journal of Development Education and Global Learning 4(3) 2012 B 27

—p—



03 SECOND article 26/10/12 1:48 pm Page 28 $

Stephen Reysen, Loretta W. Larey and Iva Katzarska-Miller

ing faculty collaboration, recruiting more international students, and incorporating
global citizenship education (Fielden, 2006). However, global citizenship education
introduces new challenges as instructors face the lack of operational definitions,
complexity of the topic, and reservations about teaching global citizenship (Till-
man, Gibson, Reysen, and Katzarska-Miller, 2011; Reimer and McLean, 2009).

The lack of consensus on definitions and concepts is often due to the myriad per-
spectives (e.g. educational, political, social, economic) from which individuals
approach global education, and global citizenship more specifically (Reysen and
Katzarska-Miller, 2012; Sperandio et al, 2010). For example, public servants may
view global citizenship mainly as the responsibility to serve or help others; environ-
mental scientists might define global citizenship as commitment to sustainability;
and critics of the term ‘global citizenship’ itself, note the group’s lack of legal recog-
nition (for a review of such arguments see Dower, 2002). However, as noted by
Golmohamad (2008), global citizenship can be viewed as a mindset or worldview
that one takes. In other words, rather than conceptualising global citizens as a
legally unrecognised group, global citizenship can be viewed as an abstract group
that is psychological in nature. Following a social identity perspective (Tajfel and
Turner, 1979; Turner, Hogg, Oakes, Reicher, and Wetherell, 1987), individuals often
identify with groups and feel a psychological connection with others, even though
they have never met the other members or belonged to an organised group (Reysen
and Branscombe, 2010). According to a social identity perspective, groups contain
interrelated values, norms, beliefs, and behaviors that represent each group’s ‘con-
tent’ (Hogg and Smith, 2007; Reicher, Spears, and Haslam, 2010). When a particular
group identity is salient, the degree of identification (felt psychological connection)
with the group predicts greater adherence to the group content. Stated differently,
when a specific group identity is salient, the greater identification or felt connection
with the group leads to depersonalisation and adherence to values and behaviors
that are prototypical of the content of the group (for a review of social identity per-
spective see Postmes and Branscombe, 2010). Thus, the more an individual identi-
fies with global citizens the more likely that person is to endorse the values and
enact the behaviors that reflect the content of the group when the global citizen
identity is salient.

The current state of global citizenship literature is best characterised as complex
and highly contextualised. As noted by Reysen and Katzarska-Miller (2012), the
literature is filled with seemingly synonymous labels for a superordinate global
identity (e.g. Haigh (2008) uses the term planetary citizen, Fox (2005) uses the term
transnational citizen, Appiah (2006) uses the term cosmopolitan), and the various
disciplines and perspectives lead theorists to focus on specific aspects of the con-
cept (e.g. social justice) while ignoring others (e.g. environmental sustainability).
For example, theorists in philosophy might emphasise morality and ethics (e.g.
Appiah, 2006), education theorists may highlight global awareness (e.g. Hanvey,
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1976), and social work theorists might emphasise social justice (e.g. Ife, 2001). In an
effort to integrate the variety of concepts discussed across the numerous dis-
ciplines, Reysen, Pierce, Spencer, and Katzarska-Miller (2010) reviewed prior
theorising in the literature and interviews with students and self-described global
citizens. Despite the complex and fragmented state of global citizenship literature,
the researchers identified consistent content themes of prosocial values and be-
haviors.

Following the logic of social identity perspective, Reysen and colleagues (2010) then
examined whether one’s degree of identification with the group global citizen pre-
dicts endorsement of the content themes most common in the literature. The results
from a series of studies showed that the content of global citizenship encompasses
prosocial values and behaviors related to intergroup empathy, valuing diversity,
social justice, environmental sustainability, intergroup helping, and felt respon-
sibility to act for the betterment of the world. Furthermore, greater identification
with global citizens predicted endorsement of these prosocial values above and be-
yond identification with other superordinate (e.g. human, cosmopolitan) and sub-
group (e.g. American, occupation) identities. In other words, the more individuals
felt psychologically connected to global citizens, the more they endorsed the pro-
social values consistent with prevailing content themes in the literature (i.e. the
group content). Based on the literature’s recurrent themes (Andrzejewski and Alessio,
1999; Davies, 2006; Dower, 2002; Hanvey, 1976; Oxfam, 1997; Pike, 2008; Schattle,
2008) and past research (Reysen et al, 2010), we define global citizenship as global
awareness, caring, embracing cultural diversity, promoting social justice and sus-
tainability, and a sense of responsibility to act. Thus, our definition of global citizen-
ship integrates and reflects prior discussions of a superordinate or global perspective
across a variety of disciplines and is consistent with the prior empirical research
examining the concept.

In subsequent studies, Reysen and Katzarska-Miller (2012) tested a structural model
of the antecedents and outcomes of identifying with global citizens. The results
show that normative environment (i.e. friends and family prescribe being a global
citizen) and global awareness (i.e. knowledge of and connection to the world) pre-
dict global citizenship identification, and global citizenship identification predicts
endorsement of prosocial values (i.e. intergroup empathy, valuing diversity, social
justice, environmental sustainability, intergroup helping, felt responsibility to act).
Additionally, global citizenship identification mediates the relationship between
antecedents and outcomes. Therefore, consistent with prior theorising (e.g. Hanvey,
1976; Schattle, 2008), raising students’ global awareness is a reliable pathway for
educators to engender global citizenship identification and increase endorsement
of prosocial values and behaviors. However, no research has empirically examined
the relationship between instructors’ curriculum syllabi and students’ global aware-
ness, global citizenship identification, and prosocial values.
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Current Study

The purpose of the present study is to examine the influence of participation in a
college course infused with global citizen-related concepts on students’ global
citizenship antecedents, identification, and outcomes. Educators are highly in-
fluential in the development of students’ values and view of the world (Merryfield,
2002). To the extent that instructors infuse their curriculum with discussions, activi-
ties, or material related to global citizenship, teachers may influence students’
global awareness, degree of global citizenship identification, and prosocial values
(Reysen and Katzarska-Miller, 2012). In the present study we operationalise global-
infused curriculum as the quantity of words related to global citizenship in college
course syllabi. Participants that were enrolled in 30 different college courses com-
pleted measures at the beginning and end of the semester regarding antecedents,
identification, and outcomes of global citizenship. Participation in a college course
with global-infused curriculum (indicated by number of global citizenship related
words in the course syllabi) is hypothesised to predict students’ level of global
awareness, and subsequently predict global citizenship identification and related
prosocial outcomes at the end of the college semester.

Method

Participants and Procedure

Participants (N = 768, 58.2% women; M, = 27.79 years, SD = 9.69) received partial
course credit or extra credit toward their college course at Texas A&M University-
Commerce. Participants indicated their racial/ethnic category as European
American (63.4%), African American (16.8%), Hispanic (10.4%), Asian/South Pacific
Islander (4.6%), Multiracial (1.8%), Central Asian/Indian/Pakistani (0.8%), In-
digenous Peoples (0.7%), Arab/Middle Eastern (0.5%), and other (1%). The majority
of participants were seniors (40.2%), followed by juniors (28%), sophomores
(14.6%), freshmen (9%), and graduate students (8.2%). A total of 30 classes were
sampled to provide a wide range of academic domains (e.g. political science, philo-
sophy, accounting, marketing, business, psychology, agriculture, English, Spanish,
sociology, education, economics, anthropology, social work). None of the courses
examined in this study had global citizenship as the primary subject. Participants
completed measures regarding global citizenship antecedents, identification, and
outcomes at the beginning and end of their college semester. Unless noted, all
measures used a 7-point Likert-type response scale, from 1 = strongly disagreeto 7 =
strongly agree.

Measures

Syllabi global citizen word count. In a prior set of studies, Puryear, Pierce, Blake,
Snider, and Reysen (2012) constructed a global citizen word list. In Study 1, the re-
searchers examined the frequency of words found in 586 college students’ definition
of a global citizen. In Study 2, the most frequent words were then presented to
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students in a reaction time categorisation task. The 25 words that students most
quickly categorised as ‘global citizen’ (vs. ‘other’) encompassed the global citizen
word list. In the present study, we adopted the global citizen word list (including, for
example, culture, responsibility, international, globalisation, environment, justice,
helping, rights, interconnected) and included synonyms of each word to construct
a global citizen category for the Linguistic Inquiry and Word Count program (LIWC,
Pennebaker, Chung, Ireland, Gonzales, and Booth, 2007). The LIWC counts the fre-
quency of words and organises them into meaningful categories. The syllabi for the
30 classes included in the present study were then analysed to obtain a global
citizen word count score that was then assigned to each student in the correspond-
ing course.

Global citizenship. To assess the antecedents, identification, and outcomes of
global citizenship, we adopted measures from Reysen and Katzarska-Miller (2012).
Four items (e.g. ‘My friends think that being a global citizen is desirable’) assessed
the perception that others in one’s normative environment prescribe being a global
citizen (pre-o.= .91, post-a = .94). Four items (e.g. Tunderstand how various cultures
of this world interact socially’) assessed global awareness (pre-o = .81, post-o. = .86).
Two items (e.g. ‘I strongly identify with global citizens’) assessed global citizenship
identification pre-o. = .93, post-o. = .93). Two items (e.g. ‘I am able to empathise with
people from other countries’) assessed intergroup empathy (pre-o. = .77, post-o. =
.81). Two items (e.g. ‘I am interested in learning about the many cultures that have
existed in this world’) assessed valuing diversity (pre-o. = .82, post-o. = .86). Two
items (e.g. ‘Those countries that are well off should help people in countries who are
less fortunate’) assessed social justice (pre-o = .70, post-o. = .75). Two items (e.g.
‘People have a responsibility to conserve natural resources to foster a sustainable
environment’) assessed environmental sustainability (pre-o.= .78, post-o.=.87). Two
items (e.g. ‘If I could, I would dedicate my life to helping others no matter what
country they are from’) assessed intergroup helping (pre-a = .79, post-o. = .81).
Lastly, two items (e.g. ‘Being actively involved in global issues is my responsibility’)
assessed responsibility to act (pre-o. = .80, post-a. = .87).

Results

Preliminary Analyses

To examine the relationship between class syllabi global citizen word count and
change in assessed measures, we constructed difference scores (post-test minus
pre-test) and conducted zero-order correlations. As shown in Table 1, the class
syllabi global citizen word count was positively significantly correlated with in-
creased ratings of normative environment, global awareness, intergroup empathy
and helping, and felt responsibility to act during the college semester. Increases in
the antecedents, identification, and outcomes of global citizenship were signifi-
cantly positively correlated with one another.
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Table 1: Correlations between Syllabi Global Citizen Word Count and Antecedents,
Identification, and Outcomes of Global Citizenship Change Over College Semester

Variable 1 2 3 4 5 6 7 8 9 10
1. Syllabi Global Word Count 1.0 - - - - - - - -

2. A Normative Environment .08* 1.0 - - - - - - -

3. A Global Awareness 2% 39 1.0 - - - - - -

4. A Global Citizenship 07+ 67 407 1.0 -- - - - -

5. A Intergroup Empathy .08* .28** 42 28** 1.0 - - - -

6. A Valuing Diversity .04 .36™* bax  32** 32** 1.0 - - -

7. A Social Justice .06 32 34 23 .30% .29 1.0 - -

8. A Environmentalism .04 19 33 A7 31 29 407 1.0 -

9. A Intergroup Helping .09* .28 43 27 A40* 437 44 .38 1.0

10. A Responsibility to Act .09* .35 57 .35% A1 B0 .34 A1 57 1.0
Mean 284 0.23 024 0.32 0.12 0.1 -0.01 -0.02 -0.07 0.18
Standard Deviation 127 113 1.01 1.22 1.07  1.14 1.12 1.06 1.1 1.15

Note: + p < .10, * p < .05, ** p < .01. Positive difference scores represent increase in variable over college semester.

Structural Model

To test the influence of participation in a class with global-infused curriculum (i.e.
higher global citizen word count in course syllabi) on antecedents, identification,
and outcomes of global citizenship, we conducted a structural equation model us-
ing Amos 19 (bias-corrected bootstrapping, 5,000 iterations, 95% confidence inter-
vals). Due to the related nature of the pro-social values to one another (and the ante-
cedents to one another), we allowed the disturbance terms for these sets of variables
to covary. The pre-test variable item error terms were allowed to covary with equiva-
lent post-test item error terms (to control for measurement error). Lastly, pre-test
latent variables and the observed global citizen word count were allowed to covary,
and the pre-test latent variable covaried with the equivalent post-test latent variable
(to control for students’ ratings at the beginning of the semester). We evaluated
model fit using the normed fit index (NFI) and the comparative fit index (CFI), for
which values greater than .90 are acceptable (Hu and Bentler, 1995). Following
Browne and Cudeck (1993), we set the root mean square error of approximation
(RMSEA) value of .08 as an acceptable level.

Items loaded well on each of the factors, including normative environment (pre: .82
to .88; post: .87 to .92), global awareness (pre: .60 to .85; post: .67 to .88), global
citizenship identification (pre: .93, .93; post: .91, 94), intergroup empathy (pre: .72,
.89; post: .75, .89), valuing diversity (pre: .83, .84; post: .86, .88), social justice (pre:
.67, .80; post: .73, .81), environmental sustainability (pre: .77, .83; post: .78, .86),
intergroup helping (pre: .81, .82; post: .80, .86), and responsibility to act (pre: .81, .82;
post: .87, .87). The predicted model adequately fit the data, ¥*(844) = 2853.02, p <
.001; RMSEA = .054, CI{.052; .056}, NFI = .901, CFI = .928.
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Table 2: Indirect Effects of Syllabi Global Citizen Word Count, Normative

Environment, and Global Awareness

Syllabi Global Words
Variable Indirect Cyower Clugper

Normative Environment

Indirect Clygyer Clygper

Global Awareness
Indirect Clygyer Clypper

Global Citizenship ID .06 .007 115

Intergroup Empathy .03 .003 .051 27 .205 .345 .09 .058 .143
Valuing Diversity .03 .003 .056 .30 .237 .373 .10 .063 .157
Social Justice .02 .003 .046 .24 74 314 .08 .049 .130
Environmentalism .02 .003 .041 22 .160 .290 .08 .044 120
Intergroup Helping .02 .003 .046 .25 185 313 .08 .052 .130
Responsibility to Act .03 .003 .060 .33 .261 .391 11 .071 .165

Note: Standardized betas and 95% confidence intervals, bias-corrected bootstrapping with 5,000 iterations, all
indirect effects are significant at p < .05.

As shown in Figure 1, pre-test latent variables significantly predicted the equivalent
post-test latent variables. While controlling for students’ attitudes at the beginning
of the semester, the global citizen word count predicted greater global awareness (3
=.14, p <.001, CI = .069 to .199), but did not significantly predict students’ norma-
tive environment at the end of the semester (B =.04, p=.181, CI=-.019 to .106). Post-
test ratings of normative environment ( = .68, p <.001, CI = .605 to .742) and global

Figure 1. Influence of a college course with global-infused curriculum (i.e.,
higher number of global citizen-related words in class syllabi) on
antecedents, identification, and outcomes of global citizenship at the end of
the semester (controlling for students’ attitudes at the beginning of the

semester and measurement error). * p <.001.

Post-Test u
Diversity !
Post-Test n Pre-Test
Sustainable n Sustainable
Post-Test n Pre-Test

Responsible Responsible

Pre-Test
Normative
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Global ID
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awareness (§ = .23, p<.001, CI = .161 to .305) predicted global citizenship identifica-
tion. Post-test ratings of global citizenship identification predicted intergroup em-
pathy (B = .41, p <.001, CI=.310 to .500), valuing diversity (B = .45, p <.001, CI=.385
to .543), social justice (B = .36, p < .001, CI = .265 to .457), environmental sustaina-
bility (8 = .33, p <.001, CI = .239 to .424), intergroup helping (§ = .37, p <.001, CI =
.282 to .457), and felt responsibility to act ( = .48, p <.001, CI = .398 to .564).

The indirect effect of syllabi global citizen word count was reliably carried by post-
test ratings of normative environment and global awareness on students’ identi-
fication with global citizens (see Table 2 for standardised betas of indirect effects and
95% bias-corrected confidence intervals; all indirect effects were significant at p <
.05 two-tailed). The global citizen word count of the syllabi also significantly pre-
dicted greater prosocial values through post-test ratings of normative environment,
global awareness, and global citizenship identification. The influence of post-test
normative environment and global awareness on prosocial values (e.g. social jus-
tice) was reliably carried by global citizenship identification. In effect, participation
in a class with a syllabus containing a greater number of global citizen related words
predicts greater global awareness leading to greater identification with global
citizens and subsequent increase in pro-social values (controlling for self-reported
ratings at the beginning of the semester and measurement error).

Discussion

The purpose of the present study was to examine whether participation in a college
course infused with global-citizen concepts influences students’ global citizenship
(antecedents, identification with global citizens, and prosocial outcomes). As hypo-
thesised, participation in a college course with global-infused curriculum (as indi-
cated by a greater number of global citizen related words in the class syllabi) pre-
dicted greater global awareness (antecedent), which subsequently predicted greater
global citizenship identification and related prosocial outcomes. Importantly, the
associations found at the end of the semester were significant after controlling for
students’ ratings at the beginning of the semester and measurement error.

Professors, whether they embrace global citizenship or not, are in a unique position
to influence students’ values at critical junctures in their lives (Merryfield, 2002). As
social agents of influence, professors play a key role in the maturation of college stu-
dents and can greatly affect their attitudes and values (Alwin, Cohen, and Newcomb,
1991; Dawson, Prewitt, and Dawson, 1977). Many professors have the opportunity to
infuse their curriculum with a global perspective. As the majority of professors con-
struct the syllabi for their courses, it is often possible to observe whether global
citizen-related concepts will be presented in the course (Tausczik and Pennebaker,
2010). In the present study, professors’ inclusion of concepts related to global citizen-
ship in their classes (indicated by the number of global citizen related words in
course syllabi) across a wide array of academic disciplines (i.e. 30 different classes
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were sampled in the present study) predicted students’ global awareness at the end
of the semester. Supporting past research (Reysen and Katzarska-Miller, 2012),
students’ global awareness and perception of their normative environment (ante-
cedents) predicted their identification with global citizens, and global citizenship
identification predicted endorsement of intergroup empathy, valuing diversity, social
justice, intergroup helping, and felt responsibility to act for the betterment of the
world (outcomes). Therefore, supporting prior theorising (e.g. Hanvey, 1976;
Schattle, 2008), raising students’ global awareness is a reliable pathway for educators
to engender global citizenship identification. The results are the first to empirically
show the connection between global syllabi and antecedents, identification, and
outcomes of global citizenship.

Although the growing trend to internationalise education and teach global citizen-
ship (Fielden, 2006; Hicks, 2003; Mannion et al, 2011) has spawned reform and new
educational programs, the variety of perspectives from which to approach the con-
struct (Reimer and McLean, 2009; Tillman et al, 2011) and lack of empirical research
(see Reysen et al, 2010) have resulted in ambiguous definitions and unclear means
of measuring learning outcomes (Sperandio et al, 2010). Instead of eschewing global
citizenship as untenable for a lack of legal recognition, we argue in favor of viewing
the identity as a social category that is abstract and psychological in nature. A social
identity perspective of global citizenship offers a well-established theoretical frame-
work to empirically explore aspects of one’s everyday environment that influence
the antecedents and outcomes of viewing the self as a global citizen. Consistent with
themes found in prior discussions of global citizenship (Andrzejewski and Alessio,
1999; Davies, 2006; Dower, 2002; Hanvey, 1976; Oxfam, 1997; Pike, 2008; Schattle,
2008), the more one feels psychologically connected to global citizens the greater his
or her endorsement of the values (e.g. social justice) theorised to characterise the
group (Reysen et al, 2010). Importantly, the structural model tested by Reysen and
Katzaraska-Miller (2012) and supported in the present study offers educators and
administrators valid and reliable measurements of the antecedents and outcomes
of identifying with global citizens. Furthermore, the outcomes specified in the
model integrate the various prosocial values and behaviors of global citizenship, as
theorised in prior literature, rather than focusing solely on one or two dimensions.
Thus, the social identity perspective utilised in the present study affords us the
opportunity to converge on antecedents and outcomes of global citizenship identi-
fication that are often discussed but rarely measured, and empirically show a con-
nection between global-infused curriculum, global awareness, global citizenship
identification, and endorsement of prosocial values.

In the present study we measured the number of words related to global citizenship
in course syllabi, however we did not assess actual class content or how professors
framed the content. Thus, we made two assumptions (1) the greater number of
global citizen related words in syllabi is an indicator of the extent that professors dis-
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cussed global citizenship issues in their classes, and (2) the manner in which pro-
fessors discussed that content was framed positively. Other factors, such as inter-
actions between instructors and students, or among students, and learning
moments not described in the syllabi, may have occurred during the semester that
influenced students’ global awareness. Additionally, instructors and students may
view global issues in ways that are not included in the syllabi. Language usage is con-
sistently shown to reflect a variety of psychological processes (e.g. thinking styles)
and real-world behaviors (Tausczik and Pennebaker, 2010). The results suggest that
the use of global citizen related words in course syllabi reflect the content discussed
in class, because the greater number of global words predicted greater global aware-
ness expressed by students at the end of the semester (even after controlling for
attitudes across all classes at the beginning of the semester and measurement error).
Past research (Snider, Reysen, and Katzarska-Miller, in press) shows that the framing
of messages regarding globalisation influences students’ identification with global
citizens. When messages about globalisation were framed negatively (increased job
market competition) students identified less with global citizens and expressed lower
academic motivation than when the message was framed positively (increased diver-
sity in the job market). Given that the global citizen word count in syllabi predicted
greater global awareness at the end of the semester, we argue that professors who
included global citizen words in their syllabi discussed the content in a positive
manner in the classroom.

The present study utilised a novel approach to show the influence of global-infused
curriculum (i.e. global citizen word count) across a variety of academic domains on
students’ global citizenship identification and prosocial values. However, the pre-
sent study was correlational and conducted at a single university. These limitations
reduce the generalisability of the results to other grade levels, universities, and
cultural settings. Although past research has shown that global citizenship identi-
fication is consistently positively associated with prosocial values in other cultural
spaces (Katzarska-Miller, Reysen, Kamble, and Vithoji, in press), future research
should examine the model of global citizenship at other universities and in other
cultures. Additionally, random assignment of students to classes with similar con-
tent, yet infused with different levels of global citizen-related concepts or messages,
will aid in showing the cause and effect relationship between global citizen educa-
tion and greater global awareness, global citizenship identification, and prosocial
outcomes. Furthermore, although we portray global citizenship as a construct that
is quantifiable, we would like to note that we are measuring the degree of identifica-
tion with the category and endorsement of values that appear in past discussions of
the term. Global citizenship, as a broader concept, may include additional ante-
cedents, values, and behaviors that were not assessed in the present study or may
be immeasurable. Thus, caution is warranted in assuming that the model tested in
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prior studies (Reysen and Katzarska-Miller, 2012) and replicated in the present
study, includes every aspect of global citizenship or is a definitive model.

Global citizenship education, and global education more generally, attempts to
broaden students’ worldview and engender prosocial values. The burgeoning trend
to internationalise education challenges both instructors and administrators to
adapt to the increasing interconnectedness of the world and promote an open and
inclusive environment for students. Recent research (Reysen et al, in press; Reysen
et al, 2010; Reysen and Katzarska-Miller, 2012; Snider et al, in press) supports the
notion that engendering global citizenship in students leads to greater endorsement
of a variety of prosocial values (e.g. intergroup empathy). Following a well-esta-
blished theoretical framework (i.e. social identity perspective), the present study
shows that infusing college curriculum with concepts related to global citizenship
leads to greater global awareness, global citizenship identification, and subsequent
endorsement of prosocial values. In other words, global-infused curriculum does
influence students’ awareness of the world and their place in that world, and greater
awareness leads to greater identification with global citizens and prosocial values.
Given that instructors are often unprepared to revise their pedagogical approach or
infuse their curriculum to teach global citizenship (Reimer and McLean, 2009; Till-
man et al, 2011), a greater focus on professional development (Mannion et al, 2011)
may be beneficial. Further research is needed to identify aspects of classroom
instruction that enhance global awareness in students, however this study provides
initial evidence of the benefit to students and the university when course syllabi is
infused with concepts related to global citizenship.
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