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ABSTRACT

Global Citizenship (GC) has become a vital focus in teaching English to foster globally min-
ded language learners to build a more inclusive and sustainable world. For this reason, the
present study aims to explore GC dispositions of English as a Foreign Language (EFL) pre-
paratory school students at a Turkish higher education institution (HEI). The study adopted
a quantitative research design. Data was collected from 181 preparatory school students
(129 female and 52 male) enrolled. The Turkish version of the Global Citizenship Scale
(Erbas et al., 2023), adapted from Reysen and Katzarska-Miller (2013), was used as the data
collection tool. Statistical analysis, including descriptive statistics, Pearson product-moment
correlation analysis, independent samples t-test, and one-way ANOVA, were conducted
using SPSS version 29. Findings showed that students scored highest in global awareness,
normative environment, and environmental sustainability; though, they scored lowest in
global citizenship identification. Furthermore, the strongest correlations were identified for
responsibility to act, intergroup helping, and intergroup empathy. The findings revealed no
statistically significant difference in terms of gender, though females had higher levels of
mean GC score. Likewise, though there were also no statistically significant differences ac-
ross their academic majors and language proficiency levels, vocational school students and
lower proficiency level students showed higher levels of GC scores. These findings suggest
that while students show awareness of key global issues such as environment, justice, and
understanding among groups, they show a relatively low level of identity and, in turn, glo-
bal citizenship. Therefore, practitioners and curriculum designers might integrate identity
and engagement-related components into the English language teaching curricula rather
than solely awareness-related components to foster more globally competent and engaged
learners.
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Kiiresel Vatandashik (KV), daha kapsayici ve siirdiiriilebilir bir diinya insa etmek igin kiiresel
diigiinen dil 6grenenleri tegvik etmek amaciyla Ingilizce 6gretiminde hayati bir odak noktasi
haline gelmistir. Bu nedenle, bu ¢alisma, bir Tiirk yiiksekégretim kurumundaki (HEI) Yabanci
Dil Olarak Ingilizce (EFL) hazirlik okulu 8grencilerinin Kiiresel Vatandashik egilimlerini
aragtirmay1 amaglamaktadir. Caliymada nicel bir aragtirma tasarimi benimsenmistir. Veril-
er, kayitl 181 hazirlik okulu 6grencisinden (129 kiz ve 52 erkek) toplanmustir. Veri toplama
araci olarak Reysen ve Katzarska-Millerdan (2013) uyarlanan Kiiresel Vatandaglik Olgeginin
(Erbas vd., 2023) Tiirkge versiyonu kullanilmistir. Tanimlayicr istatistikler, Pearson korelas-
yon analizi, bagimsiz 6rneklem t-testi ve tek yonliit ANOVA dahil olmak iizere istatistiksel
analizler SPSS siiriim 29 kullanilarak yapilmustir. Bulgular, 6grencilerin kiiresel farkindalik,
normatif gevre ve gevresel stirdiiriilebilirlik alanlarinda en yiiksek puanlar: aldiklariny; ancak
kiiresel vatandasghk kimliginde en diisiik puanlar: aldiklarini gostermistir. Ayrica, en giiglii
korelasyonlar eylem sorumlulugu, gruplar arasi yardimlasma ve gruplar arasi empati igin
tespit edilmistir. Bulgular kadinlarin ortalama kiiresel vatandaghk puanlarinin daha yiiksek
olmasina ragmen, cinsiyet agisindan istatistiksel olarak anlamli bir fark olmadigini goster-
mistir. Benzer sekilde, 6grencilerin akademik boliimleri ve dil yeterlilik diizeyleri arasinda da
istatistiksel olarak anlamli bir fark bulunmamasina ragmen meslek yiiksekokulu 6grencileri ve
diisiik yeterlik diizeyindeki 6grenciler daha yiiksek kiiresel vatandaslik puanlari gostermistir.
Bu bulgular, 6grencilerin gevre, adalet ve gruplar aras1 anlayis gibi temel kiiresel konular hak-
kinda farkindalik gosterirken, kiiresel vatandaslik konusunda nispeten diisiik diizeyde kimlik
ve buna bagli olarak katilim gosterdiklerini ortaya koymaktadir. Bu nedenle, uygulayicilar ve
miifredat tasarimcilari, kiiresel anlamda daha yetkin ve ilgili 6grenciler yetistirmek icin In-
gilizce 6gretim miifredatina yalnizca farkindalikla ilgili bilesenler yerine kimlik ve katilimla
ilgili bilesenleri entegre etmek isteyebilir.

Cite this article as: Coskun, D., Howe, S. R., & Erdemir, N. (2025). Exploring EFL Students’
Dispositions toward Global Citizenship: A Quantitative Study at a Preparatory School in Tiir-

kiye. Yildiz Journal of Educational Research, 10(2), 68-77.

INTRODUCTION

In today’s globalized world, increasing intercultur-
al mobility and transnational challenges have reinforced
the need to educate responsible and ethically aware global
citizens. Thus, as a transformative pedagogical approach,
Global Citizenship Education (GCE) was created to equip
learners with skills, values, knowledge, and attitudes
needed to engage meaningfully in both a diverse and in-
terdependent world (Reysen & Katzarska-Miller, 2013;
UNESCO, 2014; Xu & Stahl, 2023). The development of
intercultural understanding, global competency, and a
feeling of shared responsibility for global justice, equity,
and sustainability are central to this concept (Navarro et
al,, 2025). EFL classrooms can promote global citizenship
by giving language learners opportunities to share their
cultural backgrounds and engage in critical reflection and
dialogue to raise their level of global awareness (Byram et
al., 2001; Schutte et al., 2017). Language learners not only
enhance their receptive and productive language skills but
also gain a better understanding of important aspects of
global citizenship, such as showing empathy, understand-
ing other cultures, and being involved in their communi-
ties (Nguyen, 2021; Xu & Stahl, 2023).

Despite the increasing demand for global citizenship
in international education, there is a limited number of
studies that explore these dispositions among EFL learners,
especially in non-Western educational settings. In Tiirkiye,
only limited research (Gezer & [lhan, 2023; Erbas et al,
2023) has explored the extent to which students feel con-
nected to global citizenship. Furthermore, there is also a
lack of studies that investigate how variables such as gender
and language proficiency might influence global citizenship
perspectives among language learners in higher education.

Therefore, this study aims to address this research gap
by examining EFL preparatory school students’ percep-
tions of global citizenship at a Turkish state university. To
gain a deeper understanding of the relationship of global
citizenship, certain demographic variables such as gender,
academic background, and language proficiency of EFL lan-
guage learners are examined. Unlike previous research, this
study provides a comprehensive descriptive examination of
global citizenship perceptions among Turkish EFL prepara-
tory school students by simultaneously considering multiple
demographic variables. By doing so, it offers context-specif-
ic insights that can guide how global citizenship education
could be effectively integrated into an EFL context to culti-
vate more globally aware and competent learners.
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LITERATURE REVIEW

Global Citizenship

Global citizenship refers to recognizing one’s role within
a wider global community and acknowledging that actions
extend beyond local or national boundaries. This perspec-
tive encourages individuals to effectively respond to global
challenges—such as inequality, environmental crises, and
political instability —and to contribute to greater intercul-
tural harmony and cooperation (UNESCO, 2014; Nguyen,
2021; Zhang & Li, 2025).

One influential model of global citizenship is the frame-
work proposed by Reysen and Katzarska-Miller (2013).
They conceptualize an identity that includes “awareness,
caring, and embracing cultural diversity while promoting
social justice and sustainability, coupled with a sense of re-
sponsibility to act” (p. 858). This identity is based on two
variables: global awareness and normative environment
(see Figure 1), which indicate to what extent individuals are
global citizens, and if identity leads individuals to develop
positive attributes such as intergroup empathy, increased
understanding towards diversity, and eagerness to act on
global issues (Reysen & Katzarska-Miller, 2013).

Global citizenship measurement tools have been devel-
oped and validated by researchers. For example, the recent-
ly developed Adolescent Global Citizenship Scale (Zhang &
Li, 2025) includes three dimensions: global awareness, citi-
zenship values, and a sustainable development perspective.
The findings indicate the necessity of global awareness and
an action-oriented approach among adolescents. Similarly,
global citizenship in a Vietnamese university context was
measured by focusing on social responsibility, global com-
petence, and civic activism. This study emphasized that the
concept of global citizenship can be contextually grounded
with culturally sensitive adaptations. When Gezer and I-
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Figure 1. Model of Global Citizenship: Antecedents and
Outcomes (Reysen & Katzarska-Miller, 2013, p. 864).

han (2023) translated this inquiry into Turkish, they like-
wise found similar results and indicated the need for cultur-
ally adapted scales, particularly in non-Western contexts.

International organizations such as the Council of Eu-
rope and UNESCO support the integration of Global Citi-
zenship Education (GCE). They are particularly interested
in instilling values like empathy, tolerance, and collective
responsibility to encourage learners to take action for a
more sustainable world (UNESCO, 2014; Gezer & Ilhan,
2023). These values could be understood by understanding
global issues and engaging in intercultural activities (Na-
varro et al.,, 2025).

Global Citizenship in Foreign Language Education

It is becoming increasingly acknowledged that integrat-
ing global citizenship into foreign language education, spe-
cifically English language teaching (ELT), has become both
necessary and beneficial. The fact that EFL classrooms in-
herently provide a unique context for cultural and ideolog-
ical components makes them special educational settings
for enhancing intercultural understanding and civic re-
sponsibility (Byram et al., 2001; Xu & Stahl, 2023). Through
reflections, communicative practices, and task-based lan-
guage learning, language learners can engage with diverse
worldviews, such as identity, global interdependence, and
sustainable development.

GCE offers several pedagogical benefits in language
education. First, it promotes critical thinking and intercul-
tural competence—the ability to interact effectively across
cultures (Davies, 2008; Deardorff, 2006). For example, dis-
cussing topics such as climate change, migration, and hu-
man rights with peers from diverse cultural backgrounds
develops their global insights and requires them to critically
reflect on their existing beliefs while engaging in meaningful
interaction (Davies, 2008). Second, authentic discussions of
real-world global issues enhance language proficiency and
increase learner engagement (Deardorff, 2006). In addition,
GCE also cultivates empathy and social responsibility when
exploring topics such as poverty, inequality, and peace. As a
result, within the context of an EFL classroom, this impacts
students’ attitudes to be more mindful towards others both
locally and globally (UNESCO, 2014). An additional asset
to GCE is that it helps learners conceptualize their role as
it relates to others and the planet. In turn, this contributes
positively to society (OXFAM, 2006). Furthermore, GCE
equips students with soft skills imperative to navigate inter-
national networks and varying cultural contexts, preparing
them for careers worldwide (Byram, 2008). Integrating all
of these essential GCE aspects creates a collaborative and
inclusive classroom environment where students learn to
respect and accept differences (UNESCO, 2015).

Research studies show that GCE can be successfully
incorporated into EFL classrooms to support global mind-
edness. For example, Schutte et al. (2017) studied the ef-
fects of a Dutch undergraduate honors course based on
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the Global Justice Citizenship Education (GJCE) frame-
work. The course combined learning with a 15-hour social
movement internship. At the end of the semester, students
showed more ethical sensitivity, societal understanding,
respect for diversity, and awareness of their roles as glob-
al citizens. Similarly, another study by Wang et al. (2021)
examined four weekly Zoom sessions between Irish be-
ginner Chinese learners and native speakers. The research
found that these virtual exchanges significantly enhanced
students’ understanding of cultural differences and helped
refine both their language proficiency and intercultural
competence. Even though the study was brief, the sessions
provided meaningful, real-time interactions. The study
concluded that digital platforms such as Zoom are effective
in developing language learners’ global understanding and
communication skills. In addition, Comparable research by
Nguyen (2021) explored how embedding global citizenship
themes into courses in Vietnam affected students’ global
competence and civic activism. The findings revealed that
the students’ ability to engage with global issues and partic-
ipate in active civic engagement increased after exposure to
topics such as human rights, sustainability, and social jus-
tice. Last, a subsequent study on GCE curriculum with an
emphasis on language and cultural learning was conducted
in New Zealand (Navarro et al., 2025). The study aimed to
develop intercultural understanding and global awareness
among language learners at the secondary and collegiate
levels. Throughout the course of an academic year, a strong
emphasis was put on respect for all cultures and countries,
openness, inquiry, and understanding. By the semester’s
end, students demonstrated greater awareness of cultural
diversity, curiosity about global issues, respect for diverse
viewpoints, and openness to other cultures.

While global citizenship education (GCE) is widely en-
dorsed by teachers and educational authorities (Gaudelli,
2016; UNESCO, 2015), several challenges persist. To be-
gin with, some researchers (e.g., Navarro et al., 2025; Xu
& Stahl, 2023) warn that GCE models may impose West-
ern-centric norms if not critically adapted to local cultural
contexts. Therefore, the models should be designed to be
culturally sensitive, following the needs of local education-
al settings to eliminate the risk of enforcing universalized
conceptions regarding citizenship. Second, it is important
to validate and adapt measurement tools such as the Glob-
al Citizenship Scale for particular settings, like Tiirkiye, as
Erbas et al. (2023) and Gezer and {lhan (2023) emphasized.
Specific contexts require different needs, which create com-
plexities. However, these complexities stress the signifi-
cance of culturally responsive teaching approaches.

Teachers may encounter ideological resistance, particu-
larly in contexts where nationalist narratives dominate ed-
ucation while promoting GCE as a transformative project.
Therefore, implementing GCE in such contexts requires
teachers to navigate ideological tensions and maintain con-

fidence in their pedagogical roles. Educators with GCE pro-
grams see themselves as advancing an agenda beyond their
local communities. However, implementing this vision of
GCE can be challenging, where teachers lack agency, and
authorities resist bottom-up political change. For example,
GCE principles are difficult to adopt in authoritarian re-
gimes like China, where national interests and the promo-
tion of human rights with “Chinese characteristics” conflict
with the global understanding that human rights are uni-
versally applicable (Donnelly, 2013). GCE is also critiqued
for its diverse ideological orientations—neoliberal, liberal,
and critical—which generate competing understandings of
what global citizenship should entail (Liitge et al., 2022):
neoliberal, linking it to competition and personal social cap-
ital; liberal, emphasizing individual rights and public good;
and critical, focusing on social justice, global inequalities,
and sustainability, while challenging colonial mindsets. Ac-
cordingly, this study adopts a perspective consistent with
the critical strand of GCE, highlighting social justice and
global responsibility.

Challenges of Global Citizenship Education in Turkish
Context

Global Citizenship Education in Tiirkiye faces several
challenges that stem from both national and internation-
al contexts. Tiirkiye’s political landscape tends to prioritize
national identity and sovereignty over global cooperation.
Consequently, this leads to a rejection of the more univer-
sal aspects of GCE, like human rights being universally ap-
plicable, as it conflicts with certain nationalist ideologies
(Starkey, 2020). In addition, there have been limited efforts
to integrate intercultural education, global awareness, and
critical perspectives on global inequalities into the formal
Turkish educational curriculum. Instead, there is a focus on
national history and values, which can hinder the broader
objectives of GCE (Ersoy, 2013; Kiyak, 2020).

In Turkish context, it is seen that many preservice teach-
ers and teachers lack adequate preparation in intercultural
education and GCE (e.g., Bulut, 2019; Colak et al., 2019),
further limiting implementation efforts. In addition, text-
books do not explicitly include global citizenship education
(Karatekin & Uzunoz, 2022). This includes both a lack of
professional development in intercultural competence and
the absence of a coherent, nationwide policy framework for
GCE.

While GCE offers an opportunity to build a more em-
pathetic, inclusive, and globally aware generation, the chal-
lenges in Tiirkiye—ranging from political resistance and
curriculum limitations to cultural diversity and teacher
preparedness—pose significant barriers to its widespread
implementation. Overcoming these challenges will require
a concerted effort at the national level, involving changes
in policy, curriculum development, and teacher training to
construct a more comprehensive and globally-minded edu-
cational framework.
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In conclusion, integrating global citizenship with ELT
has the potential to educate globally minded, interculturally
competent, ethically responsible individuals. Therefore, this
study investigated EFL preparatory school students’ current
global citizenship dispositions to serve as a barometer at a
Turkish higher education institution. Within this perspec-
tive, the study addressed the following research questions:
1. What are preparatory school students’ overall global cit-

izenship scale and subscale scores?

2. How strongly does each global citizenship subscale cor-
relate with the overall score?

3. Is there a statistically significant difference in overall
global citizenship scores by gender?

4. Is there a statistically significant difference in overall
global citizenship scores by academic major?

5. Is there a statistically significant difference in overall
global citizenship scores by English language proficien-
cy level?

METHOD

The present study adopted a quantitative approach to
explore EFL preparatory students’ dispositions toward
global citizenship and examine how these tendencies might
vary by gender, academic major, and language proficien-
cy. A survey design was used to collect the data through
a translated and validated Likert-scale instrument, as it al-
lows for the collection of data from a large sample, produces
generalizable findings in students’ dispositions so that prac-
titioners and curriculum developers could be informed,
and reduces researcher bias (Creswell, 2014).

Research Context

This study was conducted with preparatory school stu-
dents studying at the School of Foreign Languages at Siiley-
man Demirel University in Isparta, Tirkiye. The preparato-
ry program provides one-year intensive English language
courses to equip students with the minimum required
language proficiency to gain entry into their respective ac-
ademic majors. Due to the increasing necessity for global
responsibility, intercultural competence, and multicultural-
ism among students in higher education, the program is ex-
pected to integrate global and cultural themes into curric-
ulum development with an emphasis on global citizenship.

Participants

The study sample consisted of 181 EFL preparatory
school students in the 2025 spring semester. Their ages
ranged between 18 and 22. Of the respondents who report-
ed gender (n=181), 129 were female, 52 were male. Partici-
pants were registered in various majors across the universi-
ty, so their majors were mainly grouped under a)Faculty of
Business and Economics, b)Faculty of Education, c¢)Faculty
of Engineering, d)Faculty of Humanities, and e)Vocation-
al School. Lastly, participants’ English proficiency levels

were institutionally classified into six levels (Al to C1 on
the CEFR scale) based on placement tests conducted at the
beginning of the academic year. The study employed a con-
venience sampling strategy, and participation was entirely
voluntary, which should be considered when interpreting
the generalizability of the findings.

Data Collection Tool and Procedure

The study used one tool to measure global citizenship
perceptions and attitudes in educational settings. The
Global Citizenship Scale was originally developed by Rey-
sen and Katzarska-Miller in 2012 and then validated in the
subsequent study (Reysen & Katzarska-Miller, 2013). How-
ever, its Turkish version, validated by Erbas et al. (2023),
was utilized. The scale consisted of 22 items measured on
a 7-point Likert scale. The items were categorized under
nine dimensions: (1) Normative Environment, (2) Global
Awareness, (3) Global Citizenship Identification, (4) In-
tergroup Empathy, (5) Valuing Diversity, (6) Social Justice,
(7) Environmental Sustainability, (8) Intergroup Helping,
and (9) Responsibility to Act. Each dimension of the scale
referred to crucial components of global citizenship, such
as awareness, identity, and engagement. The Turkish ver-
sion of the scale demonstrated high internal consistency
and validity for use with a Cronbach’s Alpha of .90. In the
present study, internal consistency was also calculated, and
the overall Cronbach’s Alpha for this sample was a = .93,
indicating that the instrument showed high reliability and
excellent internal consistency with the current participants.

Data were collected through an online survey via Goo-
gle Forms once approval was received from the Ethic Com-
mittee of Silleyman Demirel University (dated 07.03.2025
and numbered E.965132) and then the Directorate of the
School of Foreign Languages. Instructors were visited in
their offices for 2 weeks, the purpose of the research was ex-
plained, and the survey link was shared in their WhatsApp
group by the Directorate. Instructors supported data collec-
tion by allocating time in their classes for students to fill out
the survey. In the survey link, students were first assured of
the confidentiality and anonymity of their responses before
participation, and participation was entirely voluntary.

Data Analysis

The collected data were analyzed using SPSS 29. The
analysis was conducted sequentially based on the research
questions. First, descriptive statistics such as mean, standard
deviation, minimum, and maximum values for the total GC
scores and the nine subscales were calculated. Second, the
normality assumption was checked through skewness and
kurtosis values. The statistical analysis indicated that the to-
tal GC scores and subscale scores were within the acceptable
+2 range as suggested by Mayers (2013). Hence, a Pearson
product-moment correlation analysis was conducted, as
the assumption of normality was met, to examine the rela-
tionships between overall GC scores and the nine subscales.
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Third, an independent sample t-test was run to identify any
statistically significant difference between male and female
students after confirming the assumptions of normality and
homogeneity of variances. Levene’s Test for Equality of Vari-
ances was not significant (F(1, 179) = 1.55, p = .214, which
means that the assumption of equal variances was met. Final-
ly, the effect size was calculated. For research questions 4 and
5, a one-way ANOVA was employed to investigate whether
students’ academic majors and English language proficiency
levels significantly affected their total GC scores.

FINDINGS

The data about global citizenship was collected from 181
EFL students from different majors and levels of language
proficiency. It was analyzed using the SPSS 29. Descriptive
statistics, Pearson correlation analysis, independent sam-
ples t-test, and one-way ANOVA were the statistical analysis
methods sequentially employed to explore EFL students’ dis-
positions of GC at the preparatory school at Silleyman Demi-
rel University, and determine the possible effects of variables,
including gender, major, and language proficiency.

1) What are preparatory school students’ overall global citi-
zenship scale and subscale scores?

Descriptive statistics were obtained for total global cit-
izenship scores and their nine subscales to address the first
research question and identify preparatory school students’
global citizenship scale scores. With the help of descriptive
statistics, preparatory students’ overall global citizenship
awareness levels and their highest and lowest scores regard-
ing the subscales could be identified. Accordingly, Table 1
below indicates the descriptive statistics for global citizen-
ship subscales and total scores.

As shown in Table 1, the mean score for overall GC was
114.66 (SD = 22.77), with scores ranging from 28 to 154. The
preparatory school students, therefore, had a relatively ro-
bust level of awareness about global citizenship concepts. The
findings revealed that Turkish EFL students had the highest
levels of mean scores for the global awareness (M = 21.37,

SD = 4.73), meaning that preparatory school students have
a deep understanding of global issues. Likewise, students’
mean scores for the normative environment (M = 19.72, SD =
5.28) subscale were quite high, showing EFL students’ strong
support for global citizenship norms. Lastly, high mean
scores were found regarding environmental sustainability (M
= 12.05, SD = 2.57) subscale, indicating students’ concerns
about ecological issues and sustainable living. On the other
hand, the findings showed that students had the lowest mean
score for the Global Citizenship Identification (M = 9.44, SD
= 3.16) subscale, which could be interpreted as students not
completely embracing or internalizing the concept of being
a global citizen as a part of their identities. As per the to-
tal global citizenship scores, it was found that preparatory
school students had a high level of agreement with the con-
cepts measured by the global citizenship scale.

2) How strongly does each global citizenship subscale cor-

relate with the overall score?

The second research question explored the relationship
between each nine subscales in GC scale and overall GC
score. Since the data was normally distributed, a Pearson
correlation analysis was run. The findings related to this
analysis are shown in Table 2.

As inferred from Table 2, the analysis showed that all
nine sub-scales were positively and significantly correlat-
ed with the overall GC scores. The findings also revealed
that the strength of associations varied from moderate to
very strong. The strongest correlations were identified for
responsibility to act (p = .817), intergroup helping (p = .699),
and intergroup empathy (p = .579). On the other hand, the
weakest but still statistically significant association was de-
tected in the valuing diversity sub-scale (p = .451).

3) Is there a statistically significant difference in overall global
citizenship scores by gender?

The third question aimed to detect whether total global
citizenship scores differed significantly according to gender
variable. Therefore, an independent samples t-test was run
after testing the assumption of normality through the Shap-
iro-Wilk test and homogeneity of the variances via Levene’s

Table 1. Descriptive statistics for total GC scale and subscale scores

N Minimum Maximum Mean SD
Global Awareness 181 4.00 28.00 21.37 4.73
Normative Environment 181 4.00 28.00 19.72 5.28
Global Citizenship Identification 181 2.00 14.00 09.44 3.16
Intergroup Empathy 181 2.00 14.00 10.67 2.94
Valuing Diversity 181 2.00 14.00 09.80 2.87
Social Justice 181 2.00 14.00 11.00 3.43
Environmental Sustainability 181 2.00 14.00 12.05 2.57
Intergroup Helping 181 2.00 14.00 10.33 3.39
Responsibility to Act 181 2.00 14.00 10.28 291
GCE Total 181 28.00 154.00 114.66 22.77
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Test for Equality of Variances. The findings regarding gen-

der variables are reflected below in Table 3.

As shown in Table 3, female students’ total global citi-
zenship scale scores (M = 116.76, SD = 21.04) were higher
than male students’ total global citizenship scale scores (M
=109.46, SD = 26.06). The findings revealed no statistically
significant difference across genders (t(179)=1.97; p=.051).
Even though the effect size (Cohen’s d = 0.32) pointed to a
small to moderate practical effect, no statistically significant
difference was found at the conventional p < .05 level.

4) Is there a statistically significant difference in overall global
citizenship scores by academic major?

For the fourth research question, the ANOVA test mea-
sured whether the effect of academic majors on overall
GCE scores was statistically significant. In this case, the as-
sumptions for ANOVA were met by testing the variances,
and the results are presented below in Table 4.

As illustrated in Table 4, no statistically significant dif-
ference was found in overall GCE scores depending on
students’ academic majors F(4, 176) = 1.67, p = .159. In
addition, it was found that the effect size (n*> = .037) was
small, and only about 3.7% of the variance in GCE scores
could be attributed to the academic majors. The findings
also showed that vocational school students had the highest
global citizenship mean scores (M = 134.86), while students
majoring at the faculty of humanities had the lowest glob-
al citizenship mean scores (M = 111.71). Lastly, post hoc
Tukey tests also did not reveal statistically significant pair-
wise differences across departments.

5) Is there a statistically significant difference in overall global
citizenship scores by English language proficiency level?
For the last research question, a one-way ANOVA was

conducted to explore whether the global citizenship scores

Table 2. Pearson correlation between GC subscales and to-
tal GC score (n=181)

Subscale p P

Global Awareness .564 <.001
Global Citizenship Identification .520 <.001
Intergroup Empathy .579 <.001
Responsibility to Act .817 <.001
Normative Environment .500 <.001
Environmental Sustainability .549 <.001
Social Justice 572 <.001
Intergroup Helping .699 <.001
Valuing Diversity 451 <.001

of preparatory students differed depending on their English
language proficiency levels. The assumption of homogene-
ity of variances was met, and the findings are displayed in
Table 5 below.

As shown in Table 5, GCE scores did not yield statis-
tically significant differences by English proficiency levels,
F(5, 175) = 0.83, p = .528. The small effect size (n* = .023)
indicated that approximately 2.3% of the variance in GCE
scores could be attributed to English proficiency level. Fur-
ther, post hoc Tukey tests did not reveal any significant
pairwise differences between any two proficiency groups.
Lastly, C1 level students had the lowest global citizenship
mean scores (M = 106.65, SD = 29.73), whereas Al level
students had the highest global citizenship mean scores (M
=127.00, SD = 5.66).

DISCUSSION

The present study explored EFL preparatory school
students’ global citizenship dispositions at a Turkish state
university. EFL students” overall GC scores and global cit-
izenship orientations in relation to different demographic
variables such as gender, academic major, and language
proficiency were also examined. Accordingly, the findings
and their implications are discussed with respect to each
research question.

Students’ Global Citizenship Levels

The descriptive statistics showed that EFL at the prepa-
ratory school students’ awareness levels and agreement with
global citizenship dimensions were relatively high, with an
overall mean score of 114.66. In addition, EFL students had
the highest mean scores in relation to global awareness, nor-
mative environment, and environmental sustainability sub-
scales. In this sense, high mean scores in the global aware-
ness subscale indicate that EFL learners are open to learn
about world issues and aware of global interdependencies,
which is an important outcome that Global Citizenship
Education aims for (UNESCO, 2014). Likewise, previous
studies (e.g., Nguyen, 2021; Xu & Stahl, 2023) revealed that
inclusion of globally oriented curricula would contribute to
EFL students’ engagement with sustainability. In this sense,
students’ high awareness of environmental issues could be
interpreted as a reflection of the increasing social emphasis
on sustainability in Tiirkiye and globally.

On the other hand, EFL students exhibited the lowest
mean score for global citizenship identification, which means
that EFL preparatory school students did not identify them-

Table 3. Independent samples t-test results for total GC scale scores by gender

Gender N Mean SD df t P
Global citizenship scores Male 52 109.46 26.06 179 1.97 .051
Female 129 116.76 21.04
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Table 4. One-way ANOVA for total GC scale scores by major

SS df MS F P
Between Groups 3412.48 4 853.12 1.67 .159
Within Groups 8927397 176 510.65
Total 92686.44 180

Table 5. One-way ANOVA for total GC scale scores by pro-
ficiency levels

SS df MS F P
Between Groups  2169.74 5 43395  0.83 .528
Within Groups 91116.70 175 520.67
Total 93286.44 180

selves as global citizens or did not internalize this concept.
Even though Turkish EFL students showed high global citi-
zenship awareness, their relatively weaker identification with
the role of global citizen could be regarded as an indication
of the gap between cognition and affective identity forma-
tion. This could be the outcome of the abstract nature of
global identity or the limited integration of explicit global
citizenship content in the current EFL curriculum (Erbas et
al.,, 2023). A possible explanation for this finding might be
related to the gap between EFL learners’ global citizenship
awareness and personal sense of global engagement or iden-
tity. This difference could be attributed to the EFL curricu-
lum’s deficiencies in providing emotional investment and
action-oriented tendencies regarding global citizenship. It
can therefore be assumed that further studies should focus
on supporting EFL learners’ agency, emotional connection,
and critical reflection as global citizens.

Correlations Between Subscales and Overall Global
Citizenship

The findings indicated that Pearson correlation analysis
yielded significant and positive associations between all nine
subscales and the overall GC score. Among these nine sub-
scales, responsibility to act, intergroup helping, and intergroup
empathy were found to have the strongest correlations with
the overall score. This finding might be explained by the fact
that EFL students identifying themselves as global citizens
possess a sense of ethical responsibility and a tendency to
support others beyond cultural boundaries. Consistent with
this finding, previous studies (e.g., Byram et al., 2001; Na-
varro et al., 2025) reported that affective components such
as valuing diversity, empathy, and mindfulness were essential
for fostering global citizenship. Likewise, empathy, justice,
and responsibility for action have been identified as influ-
ential dimensions shaping global citizenship and student
outcomes (e.g., Nguyen, 2021; Schutte et al., 2017). There-
fore, these findings might suggest that global citizenship
education could be fostered through active engagement and
awareness (Reysen & Katzarska-Miller, 2013). Interestingly,

another finding that stood out from the results reported ear-
lier was that valuing diversity had the lowest correlation with
the overall GC scores, which suggests that despite students’
appreciation for cultural differences, this dimension is not
internalized or emphasized in educational contexts. Since
valuing diversity demands more than conceptual awareness,
intercultural engagement and interaction with diverse cul-
tures are highly crucial for the development of this construct.
However, intercultural exposure to different perspectives and
dialogic experiences might be limited in Turkish EFL context
and classroom setting. Therefore, EFL learners’ global aware-
ness may not have transformed into emotional attachment or
inclusive attitudes towards cultural diversity.

Gender Differences in Global Citizenship Scores
Independent sample t-test results indicated no statisti-
cally significant difference (p = .051) between female and
male students total GC scores. However, the study found
that female students had higher mean global citizenship
scores than the male students. In accordance with the
present results, previous studies (e.g., Bulut, 2019; Gezer
& Ilhan, 2023; Nguyen, 2021) found that female students
had higher global citizenship dispositions, which could be
attributed to females’ greater socialization involving empa-
thy, cooperation, and social justice. In addition, global re-
search revealed that females tended to support values such
as empathy, tolerance, and caring values, which were also
promoted by GCE (UNESCO, 2014). Accordingly, it could
be stated that more gender-sensitive pedagogical practices
should be integrated into ELT contexts, and male students
should also be encouraged to engage with global issues and
identities. Lastly, although the result is not statistically sig-
nificant, the small to moderate effect size (Cohen’s d = 0.32)
suggests a model that is worthy of further research.

Differences in Global Citizenship Scores by Academic
Major

The one-way ANOVA analysis did not reveal any sta-
tistically significant difference in overall GC scores across
academic majors. Surprisingly, vocational school students
were found to have the highest total GC scores, while the
students from faculty of humanities had the lowest over-
all GC scores. The difference between high and low levels
of GC scores could be attributed to personal or contextual
factors like career goals, practicality, and empathy-focused
motivations. An implication of this finding could be that
students’ exposure to global citizenship themes is not spe-
cific to the discipline yet, or that preparatory school offered
a uniform exposure to global values, as highlighted by
Gezer and Ilhan (2023). This finding broadly supported the
work of Erbag et al. (2023), who noted that GCE integration
is still in its initial stages in Tiirkiye, and is not fully em-
bedded into all academic areas. Consistent with the liter-
ature, it could be assumed that school-wide curriculum or
instructors could be more influential on GCE values rather
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than academic majors. Hence, the incorporation of explicit
interdisciplinary connections and global citizenship values
into ELT curricula at the preparatory level would contrib-
ute to EFL learners’ awareness and development of a global
identity.

Differences in Global Citizenship Scores by English
Proficiency Level

No statistically significant difference was found re-
garding EFL students’ proficiency levels according to the
one-way ANOVA analysis report. Surprisingly, lower-pro-
ficiency (A1) students had higher GC mean scores than
higher-proficiency (C1) students. Al students’ higher GC
scores could be related to their greater idealism, openness,
or motivation to learn about global issues despite their lim-
ited language skills. A possible explanation for this unex-
pected result could be attributed to attitudinal and contex-
tual factors representing EFL learners’ identity aspirations
and affective engagement. This interesting finding could
be related to students’ enthusiastic responses and commit-
ment to values such as sustainability, human rights, and
equality. Even though these learners have a lower language
proficiency level and limited language skills, they might be
eager to engage with the global citizenship concepts. In this
regard, Reysen and Katzarska-Miller (2013) assert that not
only linguistic ability but also characteristics like awareness,
empathy, and responsibility promote the process of global
citizenship identity formation. This also accords with Na-
varro et al’s (2025) study, which shows that global citizen-
ship orientations are shaped by both linguistic competence
and educational exposure to global issues and themes. In
accordance with this, previous studies (e.g., Byram et al,
2001; Xu & Stahl, 2023) demonstrated that GCE values like
intercultural understanding and global awareness should be
fostered in all language learning environments. That is why
it could be argued that global citizenship values could be
enhanced regardless of language proficiency, and GC dis-
positions could be developed through instructional content
and classroom culture. Therefore, it would be important
to integrate the global themes and intercultural issues into
language classes across all levels, not just high proficiency
language classes.

CONCLUSION AND SUGGESTIONS

This study aimed to explore the global citizenship dis-
positions of EFL preparatory school students in a Turkish
higher education context, considering the lack of studies
that investigate how these dispositions might vary by gen-
der, academic major, and language proficiency.

The main results demonstrated that EFL learners had a
relatively high awareness of global issues, but their identi-
fication, and in turn engagement, with the notion of glob-
al citizenship remained low. This implies that even though
learners are conscious of and care about global issues, they

might not yet internalize the concept of GC as a part of their
identity. In addition, the present study also showed a mar-
ginal gender difference favoring female students, while aca-
demic major and English proficiency level did not produce
statistically significant differences. These results suggest the
need for addressing identity and gender-related dimensions
of global citizenship in ELT curricula, thereby moving be-
yond global awareness and knowledge.

In addition, there are several limitations of the study
that should be addressed. First of all, the study is limited
to the data gathered from a single institution, which does
not allow the generalizability of the data. Secondly, the
scope of this study was limited in terms of demographic
and contextual diversity, which means that the findings
may not reflect the regional and curriculum-related dif-
ferences. Thirdly, this study is restricted to the use of a
self-assessment instrument, focusing on perceived dispo-
sitions of EFL participants rather than observed behav-
iors; that is why, the findings may be limited to the socially
desirable responses.

Based on these limitations, future studies can be con-
ducted via using larger and diverse sample sizes to make
comparisons across program types and institutions. Ad-
ditionally, further studies can benefit from classroom ob-
servations, interviews, and performance-based evalua-
tions to reflect EFL learners’ actual and verified behaviors
representing their global citizenship dispositions. Finally,
practitioners and curriculum designers are recommended
to integrate GCE dimensions such as empathy-building ac-
tivities, sustainability topics, and civic engagement projects
into EFL classrooms so that learners’ identity and engage-
ment with global citizenship could be enhanced. In this
way, empowered individuals who are eager to take action
to live in a more sustainable and inclusive world could be
cultivated.
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