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ABSTRACT 

This case study emerged from a global education professional development 

project in partnership with a small school district. The investigation asked two questions: 

first, what were teacher perceptions of growth in global competencies after their 

participation in professional development and the global education project they had 

developed as a training product? Second, what did the teachers perceive would be needed 

from the district to support continued global education. The study included 14 

participants, 13 teachers, and one assistant superintendent. 

Global Competencies were framed using Hunter’s Global Competency model.  

This model was integrated into the global education pedagogy training to plan and 

implement a classroom project. The participants then responded to structured open-ended 

questions for analysis to determine their perceptions of their growth in the Internal and 

External Aptitudes that make up the Global Competency Model.   

The respondents also responded to statements framed around Fullan and Quinn’s 

Coherence Model. These statements were in a Likert scale format and provided data 

responses for the second research question concerning district support for global 

education in the classroom. This data, along with open-ended response statements 

collected at the end of the project from participants, provided evidence of drivers in 

Fullan and Quinn’s Coherence model for improved instruction and learning and themes 

of perceived need for global education support. 

The researcher found that all participants experienced growth in global 

competencies as defined by Hunter's Model. Some participants possessed more of the 

external competencies of Global Awareness, Historical Perspectives, Intercultural 
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Capability, and Collaboration Across Cultures due to travel, family background, or living 

abroad. The researcher also found that the four drivers of Fullan and Quinn's Coherence 

Model were evident in the district during the Global Education Professional Development 

Project. Some drivers were more robust than others, and some extenuating circumstances 

impacted the continued support for global education. 

The findings from this study are essential for advancing the understanding of 

small school district teachers learning to become global educators. The information from 

this study and any ongoing research that promotes district change initiatives and global 

learning is beneficial, specifically in small school districts.  
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CHAPTER I 

INTRODUCTION 

Since 2012, United States education policymakers, agencies, and practitioners 

have placed a growing emphasis on educating for global competence. This focus on 

global education is essential to preparing our students for the interconnected world of the 

21st century and the skills our students will require to compete and collaborate on a 

global scale in both university and economic settings (Siczek, 2019). Students in the 

United States need to acquire intercultural competence and cultivate global knowledge 

with multicultural awareness. Doing so is essential to be economically and socially 

successful in a changing world (Hong & Halvorsen, 2010). This responsibility falls on 

the shoulders of our school districts, schools, and classroom teachers. Some universities 

have begun to address global education with pre-service teachers; however, the 

population of existing classroom teachers who are not in university programs must find 

ways to develop global competencies to be able to teach these competencies to their 

students. This case study analyzes an effort to address this problem through a district 

global education project. 

Statement of the Problem 

Upon addressing the board of trustees during a workshop to develop school 

district goals for the upcoming school year, a superintendent of a small school district 

stated that she wanted to open up the students to a broader worldview.  

"I want to challenge our teachers to once a week do one small thing to expose 

children to a wider world," she said. She stated that the district needed to better prepare 

students to compete in a global economy (Southern, 2016). 
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This global education goal is a progressive vision for a school district, but the 

instructional staff must have the intellectual capital to integrate global competencies into 

classroom instruction academically. To assist students in attaining global competence, 

schools must either employ globally competent teachers or increase the global 

competency of their existing staff (Boix-Mansilla & Jackson, 2011). 

Undergraduate or graduate programs are beneficial in providing support for 

teachers, bringing global learning to their students through study abroad and global 

competencies integrated into the university curriculum. However, such programs are 

expensive, time-consuming, and exclusive to those who have the resources to attend, 

travel, and pay for tuition (DeNisco, 2017). Many large districts have enlisted a more 

“corporate” approach to global education, providing professional development and 

educator resources. One such approach that large districts have implemented is the 

Global Cities Education Network, a global education curriculum product that is part of 

the Asia Society International Studies School Network (Lanao-Madden, 2010; National 

Education Association, 2020). When teachers are unable to participate in university 

global education programs or teach in a district with access to resources supporting a 

university or corporate global education initiatives, then opportunities for building global 

competencies in their classrooms can be limited.  

Recent research has focused on developing global perspectives or competencies in 

preservice teacher coursework (Appleyard & McLean, 2011; Tichnor-Wagner et al., 

2019; Zhao, 2010). Other research describes what competencies teachers lack or possess 

because of their personal experiences or opportunities (Goren & Yemini, 2017; Poole & 

Russell, 2013; Rapoport, 2010). Where little access to global education professional 
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development is provided for existing classroom teachers, there is a need to better 

understand pathways for districts to be able to provide this professional development for 

their classroom teachers economically. This study was designed to add to that 

understanding. Considering the need for students to build these global perspectives and 

the documented lack of preparation for teachers to gain the competencies to teach global 

education, how can in-service teachers be equipped to incorporate global education in 

their classrooms? 

Significance of the Study 

Most of the literature on global collaboration in the school curriculum focuses on 

funded curriculum projects and higher education applications (DeNisco, 2017). These 

include undergraduate certifications and master's degree programs National Education 

Association, (2020). Teachers who have been trained on integrating global issues and 

perspectives into their lessons can support a classroom culture that engages students who 

are building competencies for success in their global future. 

Investigating models for implementing global collaboration through support and 

staff development in a K-12 setting benefits districts by opening the world to classrooms 

regardless of location. Education practitioners need curricular guidance and support to 

incorporate global education into their teaching (Rapoport, 2010). Sharing best practices 

and coaching teachers in developing and implementing global projects builds efficacy for 

teaching for diversity and the effects of globalization preparing students for the world 

they encounter outside of the classroom. By developing implementation models, teachers 

and districts will not be denied the opportunity to participate in formal global education 

programs due to scarcity, exclusivity, or limited resources. 
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Rationale for the Study 

This case study has a multifold purpose. First, this study investigates how 

building global competencies through professional development is provided for in-

service teachers. Second, it seeks to determine whether the experience of planning and 

implementing a global education project would facilitate a change in teacher global 

competencies. It also investigates teacher perception of what support is needed to 

continue implementing global education in classrooms. 

Since the early 1970s, scholars have advocated for global education to prepare 

students for a world that is becoming increasingly interconnected (Fullan, 1990; Zong, 

2009). Hanvey (1975) expressed the need for a global perspective in education and 

proposed strategies applicable to teaching and learning. Hanvey further stated that our 

survival and well-being are directly related to our capacity to effectively communicate 

with other people and nations concerning various issues that cut across national 

boundaries. 

Most of the global education research conducted before 2001 focused on large 

curriculum projects or global issues as themes (Hicks, 2003). The terrorist attacks of 

September 11, 2001, and their aftermath challenged educators to rethink what students 

should know and understand about the world (Friedman, 2006; Merryfield & Wilson, 

2005; Tucker, 2004). The claim was made that this change of viewpoint after the tragedy 

of 9/11 created an obligation to move past a perspective that focused only on the United 

States and its cultural view to one that incorporates intercultural understanding and 

sensitivity to other nations and cultures (Appiah, 2006). Peters (2009) discussed the focus 

of global education change due to the events of 9/11 to prepare the student for new 
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challenges created by a global economy integrating global perspectives into the 

curriculum rather than a continuation of a nationalistic approach to teaching and learning, 

especially in social studies curriculum. The attack on the World Trade Center in New 

York on September 11, 2001, was a significant turning point in our country. Some 

Americans became more isolationist and focused on immigrants or non-citizens of the 

United States as a threat (Alfaro, 2008). Others, including many educators, focused on 

integrating international perspectives and knowledge of other cultures essential for 

preventing another national disaster (Schejbal & Irvine, 2009). This change significantly 

increased the dialogue concerning global skills or competencies in academic 

conversations.  

Advances in our available technology, the Internet, and the globalization of our 

economy have caused a blurring of our national boundaries and identities (Goren & 

Yemini, 2017). Our students must be prepared to work collaboratively and connect with 

others globally to address the challenges that affect us all (Peters, 2009). The primary 

objective of the Partnership for 21st Century Skills Framework for 21st Century Learning 

(Partnership for 21st Century Skills [P21], 2009) is that students must be prepared to 

thrive in today's global economy. It lists critical global education components as global 

awareness, civic literacy, and environmental literacy as the framework's themes.  

If a genuinely global perspective is to be advocated for in American schools, 

teacher preparation is vital to its success (Poole & Russell, 2013). Unfortunately, most in-

service teachers have not been prepared to teach students from diverse backgrounds or 

even recognize the effects of globalization on their students and communities 

(Merryfield, 2000; Zhao, 2010). Formal global education programs remain a scarce 
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commodity available only at a handful of forward-thinking universities (Boix-Mansilla & 

Jackson, 2011; Hunter et al., 2006).  

Many scholars have begun to research the need for higher education programs 

such as the program implemented at Columbia University. In 2015, Columbia 

University's Teachers College implemented a graduate-level Global Competence 

Certificate program, comprising 10 online courses over 15 months covering economic 

globalization, politics, social movements, and urbanization. A cohort of teachers in the 

Columbia University program also spends up to three weeks doing fieldwork in 

Colombia, Ecuador, or Uganda (DeNisco, 2017). A current web search for university 

global education certification programs yielded graduate programs designed for the 

administration of online university programs attracting international students rather than 

building global competencies in educators located in the United States. 

A study conducted in the United States revealed that there was a lack of 

understanding of global education concepts that created an aversion to teaching the 

aligned curriculum (Rapoport, 2010). Rapoport found that teachers need more 

methodology and curriculum support to teach global education. The literature points out a 

need to address global education in teacher education across different subjects (Goren & 

Yemini, 2017). Educators support the need to build global perspectives in our 

classrooms; however, how to do this is missing from most of the literature (Siczek, 

2019). Districts nurturing an embryonic vision of incorporating global collaboration 

should consider either budgeting to join organizations that provide a specific curriculum 

to implement, or they should depend on innovative teachers to independently research 
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and develop global classroom projects that provide a pathway for others to follow in the 

organization (Boix-Mansilla & Jackson, 2011; Goren & Yemini, 2017; Rapoport, 2010).  

Conceptual Framework for Global Competencies 

  This case study sought to analyze teachers' perceptions of their growth in internal 

and external global competencies due to being engaged in a global education experience 

and their perceptions of what would support their continued engagement in global 

education after completing the experience. This study began with a school district’s 

professional development in 2015, and at that time there were few frameworks for global 

competencies. Hunter, et al. (2006) observed that there was a lack of concurrence on the 

definition. The knowledge, skills, attitudes, and experiences required to be globally 

competent led to a free-for-all development of certificate programs that lacked a sound 

research foundation. Hunter’s (2004b) observations led to his study to determine just 

what global competence entailed.  

Hunter’s (2004b) research was the basis for his Global Competence Model 

representing the knowledge, skills, and attitudes necessary for global competence. This 

model was a crucial component of the Global Education professional development with 

the school district and the structured questions for the teachers’ perceptions of their 

growth in Global Competency (Global Competence Associates [GCAA], 2015). 

The central beginning point of the Hunter model (GCAA, 2015), as indicated in 

Figure 1.1, is Self-Awareness, which is having a realistic view of your personality, 

interacting with others confidently, and understanding how you fit into your social 

context or culture (GCAA, 2015). Building on Self-Awareness, the next section of the 

model consists of the competencies that make up the Internal Readiness Aptitudes 
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(GCAA, 2015). These competencies are Risk-Taking, Open-Mindedness, and 

Attentiveness to Diversity. The outer sections of the model contain acquired knowledge 

through education or life experiences and represent the External Readiness Aptitudes 

(GCAA, 2015). These aptitudes include Historical Perspectives and Global Awareness, 

which are acquired through education in history, geography, and world cultures. 

Figure 1.1. Hunter’s Model of Global Competencies 

 

 

 

Note: Global Competence Model. Reprinted from Global Competence Associates. 

Reprinted with permission. 

 

Completing the model are Intercultural Capability and Collaboration Across 

Cultures. These final aptitudes are evident as you modify your outward behavior and 

interact collaboratively and effectively in situations with other cultures (GCAA, 2015). 

The level of sophistication of the aptitude increases from the center of the model to the 

outer layers. Developing these aptitudes or competencies is a lifetime journey (GCAA, 



Texas Tech University, Terry Sutton, December 2021 

9 

2015). Therefore, with experience and new learning, one's global competencies evolve 

and increase due to new knowledge gained or exposure to new ways of thinking.  

The framework applied to investigating the second research question concerning 

supporting continued engagement in global education includes the drivers in Fullan and 

Quinn’s work on Coherence (Fullan & Quinn, 2016). Fullan’s drivers (see Figure 1.2) 

include focusing direction, which would incorporate purpose, goals, strategy, and 

leadership for change; cultivating collaborative cultures, supporting the growth of 

expertise of the members of the group on an agreed-upon purpose, such as global 

education; deepening learning, using new knowledge to solve real-life problems and 

incorporate a range of skills in the learning process; and securing accountability, building 

internal accountability, bridging individual and group accountability in the district, and 

external accountability incorporating state standards, data, and interventions).  

Research Questions 

The following research questions guided this study: 

1. What are teachers' perceptions of their growth in internal and external global 

competencies resulting from being engaged in a global education experience 

sanctioned by the administration and supported by professional development?  

2. What do teachers perceive will support their continued engagement in global 

education after being engaged in a global education experience sanctioned by 

the administration and supported by professional development? 
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Figure 1.2. Fullan and Quinn’s Coherence Model 

 

 

 

 

 

 

 

 

 

 

Limitations 

The study has the following limitations: 

1. The sample was drawn from a single school district; therefore, results may not 

be generalizable to all school districts. 

2. The period for this study encompassed one school year. A more extended 

period may increase or decrease the growth of global teacher competencies. 

3. Many variables not identified in this study could impact teacher global 

competencies and perceptions. These variables may include, but are not 

limited to, years of experience in teaching, travel abroad, having implemented 

a previous global project, experiences in other school districts, educational 

attainment, and proficiencies in languages other than English. 
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4. In this study, the superintendent of the school district said that she wanted 

global instruction in classrooms. The culture of a different school or school 

district may not include this level of support for integrating global education.  

5. When the superintendent took over the district, it required immediate 

intervention because previously, there had been a lack of leadership in the 

position of superintendent and a lack of stability in the school board. Only 14 

of the original 30 participants who had taken part in the professional 

development, completed the global education project implementation. The 16 

who had dropped out chose not to add anything new to their workload. 

6. A spring thunderstorm caused roof damage and flooding in several school 

buildings. This damage created the need for teachers and leaders in the 

administration building to be displaced and make classrooms in whatever 

space was available in the affected school buildings.  

Boundaries on the purpose and scope of this study, employed by the researcher, 

were determined to identify the change in global teacher competencies by implementing a 

professional development model to support a global education experience. The researcher 

used a general population of teachers from one school district to be able to use collected 

data from a previously implemented professional development project to measure 

teachers’ perception of change in their competencies. This choice of population did not 

allow the researcher to obtain data from schools or districts from other regions, 

populations, or school settings, such as private or charter schools.  
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Assumptions 

This study included the following assumptions: (a) the selected teachers 

accurately responded to the researcher’s survey instruments and indicated their 

perceptions of their global competencies; (b) the selected teachers understood the 

vocabulary and concepts associated with global education; (c) the data collected 

measured the Internal Readiness and the External Readiness aptitudes of the selected 

teachers; and (e) the interpretation of the data accurately reflected the perceptions of the 

selected teachers. 

Definitions 

External Readiness: global competencies made up of aptitudes that incorporate 

knowledge acquired through experiences or study. 

Global Competencies: the ability to interact positively and effectively with people 

beyond one’s own culture. 

Internal Readiness: global competencies made up of self-perspective and personal 

attitude.  
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CHAPTER II 

REVIEW OF LITERATURE 

The aim of this case study was to examine teachers' perceptions of their global 

competencies after participating in professional development guiding existing teachers 

through planning and implementing a global education project. This review explored 

three areas that influence global education. The first area is the emergence of global 

education in the United States. In this section, studies are explored to explain how global 

education developed into American schools' field of education. The second section 

outlines American national interest and its influence on the global education field in the 

last century. Finally, the third section presents a review of global education professional 

development activities for in-service and experienced teachers and the concept of global 

competencies. 

The Emergence of Global Education as a Field 

Global education in the United States began to emerge during the 1960s. During 

this decade, American educators struggled to find ways of "preparing young people to 

live in an increasingly problematic and interconnected world" (Gaudelli, 2003, p. 5). 

With the addition of satellite technology, cable news, and the internet, the world 

continued to shrink, forming a transition from a nationalistic view of the planet to a 

global village. During this time with the Apollo space missions, we as a species grew as 

one "interconnected world" as we viewed Earth in space looking back from the Moon 

(Merryfield & White, 1996). 

The concept of global education provided a way for social science to understand 

the changing world. Anderson and Becker (1968) offered a working definition of 
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international or global education in response to the work of the Foreign Policy 

Association and the United States Office of Education. They analyzed several approaches 

to perceiving global education and developed an initial working definition to expand the 

current school curriculum. "International education consists of those social experiences 

and learning processes through which individuals acquire and change their orientations to 

international or world society and their conceptions of themselves as members of that 

society” (Anderson & Becker, 1968, p. 342).  

J. M. Becker and L. Anderson became leading experts in international education 

and provided vital leadership to global education throughout the 20th century (Tye, 

2009). Tye asserted that Becker is referred to as "the father of global education" (p. 7) 

and that Anderson is called the "scholar of the field" (p. 7). The contribution of J. M. 

Becker and L. Anderson gave credence to the importance and the early understanding of 

global education. 

Anderson (1968) posited that students should develop and understand the earth as 

unified as a single planet, that humanity is one species, and that the international system 

is considered a single system. He believed that the curriculum should be designed to 

support students' development of world-mindedness, critical consumption, processing of 

information rather than rote learning, and coping with continuous change both 

intellectually and emotionally with an acceptance of the human condition (Anderson, 

1968). Anderson (1982) later contributed to developing global education as a field with 

an argument for bringing a global perspective to the prekindergarten–12th-grade 

curriculum. As a system, Anderson stated, the world would become more interconnected, 

less dominated by one culture, less authoritarian, and multicultural at both micro and 
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macro levels. He added that the United States' society would become deeply integrated 

into the world system (Anderson, 1982). Almost 10 years later, he further outlined the 

essential elements of a curriculum incorporating global perspectives as a curriculum that 

engages students of all ages and all subject matters in the following:  

to study humankind as a singular entity interconnected across space and time 

in the study of the Earth as humankind's ecological and cosmic home 

in the study of the global social structure as one level of human social 

organization in the study of themselves as members of the human species, as 

inhabitants of planet Earth, and as participants in the global social order. 

(Anderson, 1990, p. 156) 

 

Hanvey (1975) created the foundation for global education's conceptual 

framework and identified five interdisciplinary dimensions of a global perspective. These 

are perspective consciousness, state of the planet awareness, cross-cultural awareness, 

knowledge of global dynamics, and human choice (Hanvey, 1975).  

Perspective consciousness begins when a person recognizes that others do not 

share their views and thoughts. Instead, their views have been shaped by the influences 

they have personally experienced in their lives. State of the planet awareness starts with 

the idea that people do not travel far from their community. Direct experience is not how 

most learn of the world, but one still needs to be aware of its conditions and development. 

Cross-cultural awareness occurs when one is aware of the world's diversity and how 

cultures compare. A person with cultural awareness can understand how others might 

view different personal customs and ideas. Knowledge of global dynamics is 

characterized by understanding world systems' interdependence and analyzing how the 

world works, and human choice indicates that one has a level of understanding of the 

other dimensions that can participate in the world at a local, national, and global level 

(Hanvey, 1982). 
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During the following two decades, other scholars carried on using the work of 

Anderson (1990), Becker (1982), and Hanvey (1982) as a theoretical lens for the 

development of their definition or conceptualization of global education. Kniep (1986) 

developed a four-part framework for analyzing the content of global education. His 

framework included the following: 

• The study of human values – These universal values define what it means to 

be an individual member of a species, possessing values influenced by 

belonging to a select group that influences unique worldviews. 

• The study of systems – Inclusive in this essential element are the economic, 

political, ecological, and technological systems dominating our interdependent 

world. 

• The study of persistent issues and problems – This essential element includes 

peace and security issues, national and international development issues, local 

and global environmental issues, and human rights issues. 

• The study of global history – This element focuses on the evolution of 

universal and diverse human values, the historical development of modern 

global systems, and the antecedent conditions and causes of current global 

issues (Kniep, 1986, 1989).  

In his essential elements, Hanvey (1982) focused on the big ideas of the universal 

connectedness of the human experience on our planet and social order. The work by 

Kniep (1986) built on Hanvey's ideas to include the smaller parts incorporating different 

worldviews, essential systems that make our world work, cultural issues and conflicts, 

and our planet's history influences. 
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Case (1993) further contributed to the global education discussion by 

distinguishing two interrelated dimensions of a global perspective: the substantive and 

the perceptual dimensions of the work of Becker (1982), Hanvey (1982), and Kniep 

(1992). Substantive dimension refers to knowledge of various features of the world and 

how it works. It promotes understanding people and places beyond students' community 

and country and knowledge of events and issues beyond the local and immediate. This 

dimension includes knowledge of interconnected global systems, international affairs, 

world cultures, and global geography (Case, 1993). Perceptual dimension is reflected in 

contrasting spatial metaphors such as narrow or broad, rural or urban, provincial or 

worldly, local or international, and narrow-minded or open-minded, describing one's 

beliefs or point of view. In this context, a global perspective refers to the capacity to see 

the "whole picture," whether focusing on a local or an international matter. Promoting the 

perceptual dimension involves nurturing empathic perspectives, free of stereotypes, not 

predicated on naïve or simplistic assumptions, and not colored by prejudicial sentiments 

(Case, 1993).  

Merryfield (1997) combined the definitions of other scholars, added her thoughts, 

and significantly reduced the ambiguities of global education. Merryfield listed eight 

elements: human beliefs and values, global systems, global issues and problems, 

crosscultural understanding, awareness of human choices, global history, acquisition of 

indigenous knowledge, and development of analytical evaluative and participatory skills 

(Merryfield, 1997). Merryfield's work fabricated an all-inclusive global education 

framework that moved from the big ideas and small parts of the previously mentioned 
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scholars to incorporate the topics and tasks to teach those big ideas and small parts 

(Kirkwood, 2001).  

Merryfield's (1997) framework is inclusive, but the global education field is 

composed of scholars from many social sciences and education fields, and it still 

struggles to define itself. While some see this as a weakness of the field, others see its 

fluidity as an advantage. As a result, most scholars and educators have tended to use the 

"borrow and add" approach when defining and conceptualizing global education (Ajtum-

Roberts, 2012). 

A great deal of energy has been invested in trying to define global education. 

Frequently, at gatherings of people interested in the field, this has been a favorite activity. 

This is understandable because, in attendance at such gatherings, there usually has been a 

mixture of social studies educators, international studies scholars, social psychologists, 

educational policymakers, teacher educators, and so forth. The bringing together of 

people with varied perspectives always leads to healthy and thought-provoking 

discussions. However, it does not always lead to an agreement, particularly regarding 

something as volatile as the definition of global education (Tye, 1992). 

As part of his study to update global education as a worldwide movement, Tye 

(2014) analyzed the global education situation in the United States, and he offered the 

following definition: Global education involves learning about those problems and issues 

that cut across national boundaries and interconnected systems – ecological, cultural, 

economic, political, and technological. It involves perspective-taking – seeing things 

through the eyes and minds of others, and it involves taking individual and collective 

action for social justice and the creation of a better world. 
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The Influence of National Interests on Global Education in the United States 

Global education involves learning about concerns, multiple perspectives, and 

issues that know no boundary and are experienced as part of our planet's human 

condition. However, schools exist in an entrenched societal structure that rules what is 

taught in the classroom. All schools' curricula are nationalistic by this design (Schleicher, 

1993; Tye, 2009). Before World War I, schools in the United States played the role of 

assimilating immigrants into the "American Way of Life" (Tye, 2009, p. 3). A focus of 

social studies curricula through state history, American History, civics, and economics in 

the K-12th grade classrooms ensured that all students were exposed to the viewpoint of 

events through an American lens.  

World War I: 1914 – 1918  

World War I exposed many Americans to world politics and events through 

soldiers from the United States serving overseas. After World War I, the United States 

government was influenced by President Woodrow Wilson’s desire for peace and the fear 

of further conflict throughout the world (Sutton, 1999; Tye, 2009). Many educators 

lobbied to include curriculum and instruction perspectives that incorporated international 

views at this point in history. This perspective also reflected advocacy to change our 

foreign policy, which seemed reluctant to become involved with international affairs 

(Lamy, 1989). 

World War II: 1939 – 1945 

Schools during World War II maintained a curriculum focus on patriotism and 

nationalism (Tye, 2009). However, the post-World War brought an international 

emphasis to the school curricula. During the war, military members and civilians were 
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exposed, personally and through media, to other cultures, countries, and world events. 

The aftermath of the war and the change to European colonialism created the American 

belief that the United States was a world leader, militarily and intellectually (Sutton, 

1999). A critical aspect of the occupational forces of Germany, Japan, and later Korea 

involved reforming the educational systems of defeated countries as a proactive measure 

against any future aggression (Sutton, 1999). President Truman's Inaugural Address of 

1949 pledged technical assistance to developing countries that launched colleges and 

universities in the United States' involvement. International advising in agriculture, 

health, education, and other forms of social development promoted United States 

educators' employment abroad in other countries and brought foreign exchange students 

to America (Sutton, 1999). 

Post-War Peace and International Cooperation: 1946 – 1955 

Immediately after World War II, the focus shifted on the efforts of the United 

Nations and political policy to encourage international education (Bourn, 2020; Tye, 

2009). The United States joined United Nations Educational, Scientific, and Cultural 

Organization, core to organized international education in the postwar years (UNESCO, 

2015). The Fulbright-Hays Act of 1946 provided support for teachers in the United States 

to travel and exchange jobs with teachers in other countries, which exposed these K-12 

teachers to cultures and nations outside of their own. During this time, the concept of the 

"world-minded" teacher emerged as a teacher who was an informed participant in 

strengthening the United Nations and achieving world community development (Sutton, 

1999). "World-minded" education had at its cornerstone teaching antinationalism and 

promoting peace (Becker, 1968). 
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The Cold War: 1956 – 1979 

The Korean conflict gave rise to the Cold War, the Communist Threat, and the 

opposition of "world-minded" education (Sutton, 1999). Many educators dropped the 

terminology and the inference to a one-world government to a more acceptable concept 

of "international understanding." International cooperation came to a halt, and the 

communist threat dominated foreign policy. Senator Joe McCarthy and his witch hunt on 

communism in the 1950s prevailed across the country, and schools were attacked if 

instruction promoted internationalism, being deemed "soft on communism" (Tye, 2009). 

An analysis of American history textbooks during this time would convey the opinion 

that the rest of the world only became essential to the United States during the decade of 

the 1950s (Fitzgerald, 1979). 

Oddly, during this time in our history, a significant investment was made in 

international education due to Sputnik's launch by the Soviet Union. In October of 1957, 

Sputnik, the first artificial space satellite, was launched by the Soviet Union space 

program. Thus, the Space Race began. The United States responded in 1958 by passing 

the National Defense Education Act, which required support for foreign language 

instruction, university area study centers, and increased rigor in science and math 

coursework in K-12 classrooms (Tye, 2009). The area studies centers focused on little-

known areas of the world and included the mandate for teacher training and curriculum 

development for the precollegiate education system. This outreach mainly took the form 

of university-led summer institutes for K-12 teachers (Sutton, 1999). 
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The Beginning of Global Education in the 1960s 

This time in the United States saw pressure for change domestically with the 

horror of the assassination of President Kennedy in 1963 and Martin Luther King in 

1968, the Civil Rights Movement, and increased involvement of troops in Vietnam. As a 

result, a new worldview began to develop in the 1960s and early 1970s, shaped by 

several scholars (Tucker, 1990). These included the following: The author R. Carson 

described the harmful consequences of the use of pesticides in her book Silent Spring in 

1962; Pierre Teilhard de Chardin wrote of the convergence of human aspirations and 

history, which included a progressive unification of humankind and intensification of our 

collective consciousness in 1957 ; Marshall McLuhan described the global village with 

its people linked through communications technology in 1968; Paul Ehrlich called 

attention to the stunning exponential growth rate of the world population and impending 

ecological catastrophe in 1967; Alvin Toffler warned of impending future shock in 1970; 

R. Buckminster Fuller conceived of the metaphor spaceship earth in 1968; Barbara Ward 

and René Dubos coined the notion of “thinking globally, acting locally” in 1977; and 

Lewis Thomas, a biologist, portrayed Earth as a single living cell in 1974. In addition, the 

Club of Rome ignited a global controversy regarding the rapid depletion of our non-

renewable resources (Meadows, 1972).  

The National Science Foundation and the Office of Education disseminated 

funding for curriculum reform projects in K–12 mathematics and sciences because of 

Sputnik's launch. This windfall was large enough to include both the social and natural 

sciences, and the "New Social Studies" movement of the 1960s began (Sutton, 1999). 
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Other funding sources, such as the Ford and Carnegie foundations, supported project 

development.  

The Foreign Policy Association, funded by the United States Office of Education, 

published An Examination of Objectives and Priorities in the International Education in 

U. S. Secondary and Elementary Schools in 1968 (Tucker, 1990; Tye, 2009). In addition, 

a special issue of Social Education titled International Education for the Twenty-first 

Century proposed the idea of international education as a focus on problems and issues 

that cut across national boundaries, which became the catalyst for global education in 

America (Tucker, 1990). What became evident is that global learning combined 

engagement with ideas such as peace, intercultural exchange, environmental awareness, 

and human rights, incorporating social issues and what is taught in American classrooms 

(Bourn, 2020). 

The Influences of the Conservative Right: 1980 – 2000 

The 1970s brought global education activity growth through national professional 

organizations, new curriculum development centers, schools of education, and state 

education agencies (Sutton, 1999). However, in 1980 with Ronald Reagan's election, a 

more conservative view of education arose, forcing internationalism to the wayside. The 

report, A Nation at Risk, released in 1983, moved the educational debate to focus on 

academic excellence to support the United States' economic competitiveness. Much like 

when Sputnik became the rationale for improving public schools, this conservative 

viewpoint once again focused on combating communism (Lugg, 1996). Global education 

received the same ire as world-mindedness did in the 1950s. In 1986, Colorado 

Republican appointed Director of Region VIII of the U.S. Department of Education 
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expressed concern about the values implied in global education programs (1986). He 

hired a consultant, Gregg Cunningham, to write a report about the Denver Graduate 

School of International Studies global education program, focused on in-service training 

for teachers, called The Center for Teaching International Relations (CTIR). The report 

examined the CTIR and several other global education programs and made accusations 

that the global education programs had a liberal bias that fostered hard-left agendas 

(Cunningham, 1986; Tye, 2009). Conservative organizations shared this report and used 

it as evidence for action against global education programs (Schukar, 1993). 

A second attack followed in Minnesota with a report called "The Radicalization 

of Minnesota's Public Schools," published by a conservative policy think-tank (Kersten, 

1988). The focus of the charges against the global education group in Minnesota was 

their alliance with the Central American Resource Center and the materials produced 

from the collaboration for teachers to use in their classrooms (Schukar, 1993). 

In 1992, a resource and activity book prepared by a task force of educators 

selected by the Iowa Department of Education resulted in a third attack as objections 

came from several state groups. Fundamentalist Christian groups, parents, and members 

of agricultural communities and organizations criticized the wording of some of the 

activities and felt that some of the activities presented contentious perspectives (Schukar, 

1993). 

Attacks continued across the country following a carefully crafted conservative 

political agenda (Tye, 2009). For example, the head of the conservative Eagle Forum, 

Phyllis Schlafly, criticized the field of global education for eliminating patriotism, 

imposing particular worldviews, promoting moral equivalence, brainwashing, and 
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charging teachers that their curricular infusion techniques were the equivalent to 

deception (Schlafly, 1986).  

The attacks on global education represented the conservative viewpoint of those 

who rejected the idea that there is any equivalence to United States' superiority (Tye, 

2009). Lamy (1991) stated that most movement conservatives have a passion for 

international relations but seek to import the conservative social reform to other lands 

rather than understand other global cultures. The net result of these pervasive attacks was 

that those state departments of education, university teacher educators, and school 

districts shied away from offering programs that even smacked of global education. 

Foundation support dried up, and global education programs closed or were modified to 

focus more on U.S. history, environmental studies, or education for sustainability to be 

able to find funding. Because of the conservative political agenda, global education was 

waning by the 1990s (Bourn, 2020; Tye, 2000, Tye, 2009). 

Hope on the Horizon 

No Child Left Behind Act of 2001 at the beginning of the next century left little 

time for such subjects as the arts, social studies, and science. This act mandated that 

states develop assessments in reading and mathematics for students in Grades 3 through 

high school, and their compliance was linked to receiving federal school funding. 

Because of the concentration of testing on reading, math, and writing, these subjects were 

allocated more instructional time. The existential concepts and critical thinking that 

global education involves were not assessed in the high stakes testing used by states to 

rate schools. However, the horror and shock of the September 11, 2001, attacks, when a 

series of coordinated terrorist attacks were made against the United States, led to 
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discussion about rethinking the school curriculum to develop a more global view of the 

world (Peters, 2009). By 2005, new movements in the United States emerged 

incorporating global perspectives in teacher education and U.S. classrooms (Peters, 2009; 

Tavangar, 2014; Tye, 2009).  

A website, www.globaledyellowpages.org (no longer in operation), was 

developed by Kenneth Tye in 2005 to help teachers find resources and programs with 

global content. The website described almost 100 organizations that focused on global 

education with related links and topics for subject areas such as the environment, foreign 

language, human rights, geography, and conflict resolution (Tye, 2009). The website 

listed State Departments of Education that supported global education and actual schools 

working on global education projects. Many schools were emphasizing both the basics 

for the high stakes testing and global education. However, Tye noticed there was an 

imbalance related to schools serving sizeable low-income family populations; these 

populations were underrepresented in the teaching of global education (Bourn, 2020; Jean 

Francois, 2015; Tichnor-Wagner et al., 2019; Tye, 2009). 

The Council of Chief State School Officers (CCSSO) published a global 

education policy statement in the fall of 2006 (CCSSO, 2006). They recommended that to 

address the challenges of the 21st century, the education system should address core areas 

so that American students would be able to thrive in and contribute to the global society. 

They recommended that learning about other cultures, faiths, and ways of living should 

be integrated into the study of literature, history, social studies, natural sciences, the arts, 

so that students would better understand various perspectives from around the world. The 

policy claimed that students in other parts of the world were more advanced than 
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American students in languages, science, and mathematics and that American students 

should be prepared in a similar fashion to succeed in a global society (CCSSO, 2006).  

 Tye (2009) suggested that to respond successfully to these recommendations, 

Americans should realize that knowing how the world's systems work is as important as 

knowing how to read, write, and do math; that the educational system should recruit more 

individuals who know the world they live in and demonstrate analytical and critical 

thinking abilities; that teacher education should be improved so that students will learn 

about the world's systems, ability to analyze, and critical thinking; and that instructional 

materials should be reviewed to identify those that teach particular values and that 

students should be taught to recognize and analyze these materials using critical thinking 

(Tye, 2009). Some scholars held the view that the political and economic influences on 

the structure of schooling and curricula were changing and that global education would 

be included in the future (Bourn, 2020; Kirkwood-Tucker, 2009; Tichnor-Wagner et al., 

2019). 

Global Education Professional Development Activities  

The curriculum does not teach itself, and teachers require support to gain the 

expertise to teach global education (Reimers, 2020). If a genuinely global perspective is 

in place in American schools, then teacher preparation in global competence is vital to its 

success (Poole & Russell, 2013; Poole, 2015). Unfortunately, most of our existing 

classroom teachers have not been prepared to teach students global competency or even 

recognize globalization's effects in their students' lives and communities (Goren & 

Yemini, 2017; Longview, 2008; Merryfield, 2000; Standish, 2014). Many states, districts, 

and schools add terms inclusive of global awareness or competence into mission 
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statements, websites, and websites. Many teachers are enthusiastic about the idea but lack 

the training and understanding of global competencies (Tichnor-Wagner, 2019; Tichnor-

Wagner et al., 2019).  

Missing from implementing global competency teaching in classrooms was a 

clear concept of the knowledge, skills, and dispositions that teachers needed to instill 

global competence (Tichnor-Wagner et al., 2019). At the time of this project, no 

international group had developed universal standards for global education; however, 

scholars and organizations had developed various approaches and frameworks for global 

education (Hanover, 2015). An overview of some of these offerings is listed below. 

Asia Society 

In 2003, the Asia Society created a national network of schools called the 

International Studies Schools Network. This group's goals are for students to graduate 

with the skills necessary to succeed in the 21st-century global environment (Asia, 2020). 

The International Studies Schools Network works in partnership with school districts and 

charters, providing a school design and learning system that helps schools and teachers.  

The curriculum is aligned with state standards and integrates global content incorporating 

inquiry-based instruction. Schools around the world are linked through the network along 

with opportunities for faculty for professional development, international travel, and 

teacher exchange (Asia Society, 2020). 

Graduation Performance Standards 

The Asia Society's Graduation Performance Standards (GPS) are adapted from a 

system developed by Envision Education and the Stanford Center for Assessment, 

Learning, and Equity. They are an open education resource (Asia, 2020). The GPS 
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materials include frameworks, performance targets, rubrics, and sample curricula at no 

cost for educators to download, edit, and use freely without special permission. The Asia 

Society also provides professional development to introduce teachers to core principles of 

global education and the GPS, lesson planning, curriculum writing, and instruction. Also, 

training for evaluating student work and using feedback to improve instruction and 

learning is offered. 

Other Professional Development Resources for Global Education 

Over the past decade, numerous groups have developed resources to support this 

effort in schools worldwide. The Asia Society, the Longview Foundation, and the States 

Network on International Education in the Schools have compiled a list of such resources 

to support educators (Asia, 2020). Although not comprehensive due to constant new 

resources, this list can be found in Appendix A. The Partnership for 21st Century Skills 

was founded in 2002 as an alliance of representatives from the business community, 

educational leaders, and policymakers to place 21st-century readiness first and foremost 

in U.S. schools (Trilling & Fadel, 2012).  

During the 1980s and 1990s, several foundations and study centers at universities 

around the United States supported schools in global education (Tye, 2009). For example, 

the Global Awareness Program, located at Florida International University (FIU), began 

in 1979 to collaborate between FIU and the Miami-Dade County Public Schools and the 

Florida State Department of Education. The Danforth Foundation funded the 

collaboration between the U.S. Department of Education, local sources, and other 

foundations. The program used the Hanvey (1982) framework and focused on integrating 

global education into the curricula at all school district levels. Eventually, the project 
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trained global education master teachers who supported others at the school level. Travel-

study programs also supported teachers to visit England, China, and Japan to provide 

teachers the opportunity to learn about the world. This program still exists, but it has been 

significantly modified as funding decreased. At the time of this project, the focus was on 

the preservice teacher education program at Florida International University. 

FIU Office of Global Learning Initiatives (OGLI), Executive Director, Dr. Hilary 

Landorf and her staff support FLAME, through offering the resources of graduate 

research assistants, attending FLAME meetings, giving workshops at BCPS 

Algebra Project summer induction institutes, etc. OGLI’s mission is to prepare 

FIU’s students to be successful global citizens with global awareness, a global 

perspective, and a passion to make the world a better place. OGLI won the 2016 

IIE Andrew Heiskell Award, Global Learning for Global Citizenship initiative. 

Every FIU student engages in active, team-based, interdisciplinary exploration of 

real-world problems as a condition of graduation. FIU faculty have created over 

140 global learning courses across the undergraduate curriculum. Students choose 

among courses offered in every academic department to meet their two-course 

global learning graduation requirement. Faculty, staff, and graduate teaching 

assistants attend an array of OGLI workshops and can secure fellowships that 

hone skills needed to implement successful global learning experiences. The 

Global Learning Medallion program enables students to design their experiences. 

They can take additional GL courses and participate in globally-focused activities, 

study abroad programs, foreign language study, and/or original research to earn 

this graduation honor. Co-curricular offerings also include the Peace Corps Prep 

program, the Tuesday Times Roundtable series, and a myriad of student clubs. 

 (Florida International University, 2021, p. 4)  

In 1974 the Stanley Foundation began Project Enrichment to focus on assisting 

high schools in Muscatine, Iowa, and the local area with various global education 

activities. The project began with 50 such activities, and by the mid-1980s it had grown 

to more than 200 projects per year. One activity provided funding for Model United 

Nations, which matched international university students to high school classrooms to 

understand people from other nations. Other activities included creating a values institute 

and provisions for teacher travel expenses (Freeman, 1986). By 2000, the Stanley 

Foundation still supported a small education program and a community college (Stanley 
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Center for Peace and Security, 2021). The foundation's main program currently generates 

position papers on such topics as the U.S. and global security. 

Global Learning, Inc. was conceived as a three-year peace education project in 

1973. Initially, it provided programs on global themes to raise teacher awareness and 

provide classroom resources. The first of such programs was on human rights with a 

keynote speaker from the United Nations. Although this Global Learning project focused 

on teachers in its home state of New Jersey, its publications were disseminated across the 

country, and the organization participated with the American Library Association on two 

national projects. Global Learning transitioned to engaging with locally based energy 

conservation efforts sponsored by the schools-based Green Schools Teams (Standish, 

2014; Tye, 2009). Many other programs like these were developed during the 1980s and 

1990s. Most no longer exist or have changed their focus, primarily due to a lack of 

funding (Standish, 2014; Tye, 2014). 

Many other university-led programs for preservice teachers and the support of 

teachers in nearby school districts have been active during the past two decades. For 

example, W. Gaudelli at Teachers College at Columbia, E. E. Heilman at Michigan State 

University, T. Fuss Kirkwood-Tucker at Florida State University, G. Zong at Kennesaw 

State University, and M. M. Merryfield at Ohio State University have all provided 

leadership in the field. Each has provided publications, website offerings, and in-service 

workshops in their areas (Standish, 2014; Tye, 2014). Therefore, access to training in 

global education is available for classroom teachers who may live near one of these study 

centers that still focus on global education or near a university with a global education 
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scholar or who may have funding available for access to one of the global education 

centers such as the Asia Society. 

The Concept of Global Competence  

Since the beginning of global education, several scholars have proposed 

definitions for being globally competent. However, there is little consensus, and most 

definitions are derived from an American perspective (Hunter et al., 2006). In addition, 

there is little research on the knowledge, skills, attitudes, and experience that make one 

globally competent. Cummings (2001) argued that the body of knowledge being 

promoted by national organizations was part of their advocacy projects and lacked 

consistency. The global competence programs at many American universities were 

created based on staff consensus instead of grounded research (Hunter et al., 2006; Todd, 

2017). Hunter et al. conducted a study to develop a working definition of global 

competence to help universities determine what a graduate would need to be globally 

competent. The goal of the study was to support higher education officials in creating 

curriculum and supporting activities to build global competence in the program graduates 

(Hunter et al., 2006). The participants in the study consisted of human resource managers 

of transnational corporations, officials from the United Nations, diplomats, and educators 

at international higher education institutions (Hunter et al., 2006).  

From a historical perspective, even though there has been activity in the field of 

global education for the past eight decades, American educators have done little to 

standardize what elements of dispositions, knowledge, and skills are included in global 

education (Standish, 2012; 2014; Tichnor-Wagner et al., 2019). Merryfield (1995) 

expressed her significant concern that American schools were not sufficiently preparing 
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their graduates to become part of the global workforce. Deardorff (2004) agreed and 

suggested that few American universities enable the growth of students who demonstrate 

that they are interculturally competent as an output of their programs. Sutton (1999) 

argued that American college students demonstrated a low level of knowledge of, and 

interest in, international affairs of global issues. Even though most colleges offer study 

abroad coursework, college students, in general, are not prepared with skills or 

understandings of the world beyond the U.S. borders.  

As far back as 1998, the Commission on International Education stressed that 

America's future depended upon its ability to build a globally competent citizen base. 

This report called on American universities to send students on exchange programs to 

universities worldwide where Americans were not the majority, English was not the 

dominant language, and where Americans usually did not travel. But what would be 

gained from that venture? What does it mean to be globally competent? Lambert (1993) 

posited that a globally competent person knows current events, shows empathy with 

others, maintains a positive attitude, possesses a degree of foreign language ability, and 

understands the value in something foreign (Lambert, 1993).  

Nongovernmental, governmental, and international organizations such as the Asia 

Society, Organisation for Economic Co-operation and Development (OECD), the U.S. 

Department of Education, the UNESCO, and World Savvy have worked to help fill the 

need for global competence frameworks (Tichnor-Wagner et al., 2019). These 

frameworks center around three domains. The cognitive domain is the knowledge of 

global issues, trends, and globalization processes using analytic and critical thinking. 

Social-emotional consists of empathy, valuing different perspectives, appreciation of 
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diversity, and a feeling of responsibility toward others. Behavioral Domain is effective 

intercultural communication, collaboration across cultures, understanding more than one 

language, and acting on globally significant issues. 

Working with the Asia Society, Boix-Mansilla and Jackson (2011) identified a 

framework that cuts across all global competence disciplines. Their Four Domains of 

Global Competence included investigating the world, recognizing different perspectives, 

communicating ideas, and taking action. 

UNESCO developed the Global Citizenship Education Key Learner Outcomes 

course of Global Citizenship Education (2015). The objectives were to a) acquire 

knowledge and understanding of local, national, and global issues and the 

interconnectedness and interdependency of different countries and populations; b) 

develop skills for critical thinking and analysis; c) experience a sense of belonging to 

common humanity, sharing values and responsibilities based on human rights; d) develop 

attitudes of empathy, solidarity, and respect for differences and diversity; e) act 

effectively and responsibly at local, national, and global levels for a peaceful and 

sustainable world; and f) develop motivation and willingness to take necessary actions. 

OECD worked in conjunction with UNESCO to accentuate educators' need to 

deal with global challenges (Sälzer, 2018). The initial proposal included assessing global 

competence as a cross-curricular competence in the Programme for International Student 

Assessment (PISA) during the 2018 assessment cycle. As a result, the OECD PISA 

Global Competence Framework was made up of two areas: Dimensions of Global 

Competence and Knowledge, Attitudes, Skills, and Values. In the first area, students 

were required to examine local, global, and intercultural issues; understand and 
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appreciate the perspectives and world views of others; engage in open, appropriate, and 

effective interactions across cultures; and take collective action for well-being and 

sustainable development. The requirements for the second area were to recognize global 

and intercultural issues; value human dignity and diversity; evaluate information, 

formulate arguments, and explain complex situations or problems; identify and analyze 

multiple perspectives; understand differences in communication; and evaluate actions and 

consequences (OECD, 2018). 

The framework developed in 2017 by the United States Department of Education 

International Strategy was the product of a group of stakeholders in the educational 

community (U.S. Department of Education, 2017). This framework was designed as a 

guide to consider how global competencies develop over time through the various stages 

of education. The Framework for Developing Global and Cultural Competencies to 

Advance Equity, Excellence, and Economic Competitiveness incorporated the four 

domains of collaboration and communication, world and heritage languages, diverse 

perspectives, and civic and global engagement. The expected outcomes were that critical 

and creative thinkers would be able to apply an understanding of diverse cultures, beliefs, 

economies, technology, and forms of government to work effectively in cross-cultural 

settings to address societal, environmental, or entrepreneurial challenges; they would 

have an awareness of differences between cultures, openness to diverse perspectives, and 

appreciation of insights gained through open cultural exchange; they would be proficient 

in at least two languages; and they would be able to operate at a professional level in 

intercultural and international contexts, continue developing new skills, and harness 

technology to support continued growth (U.S. Department of Education, 2017).  
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Another global competence matrix was created in collaboration with the Asia 

Society and the Teachers College at Columbia University in 2018 as a part of the Global 

Competence Certification Program, an online master's level certificate program for 

existing classroom teachers. This group, World Savvy, developed its Global Competence 

Matrix (World Savvy, 2019), which stated that educators who wished to facilitate 

students to become globally competent must develop the identified global competencies 

and find ways to foster the same competencies in their students. These competencies 

were called Core Concepts and included the subcategories of Values and Attitudes, 

Skills, and Behaviors. 

 Core concepts were that world events and global issues are complex and 

interdependent; one's own culture and history is key to understanding one's relationship 

to others; and multiple conditions fundamentally affect diverse global forces, events, 

conditions, and issues. Values and attitudes included openness to new opportunities, 

ideas, and ways of thinking; a desire to engage with others; self-awareness about identity 

and culture; sensitivity and respect for differences; valuing multiple perspectives; comfort 

with ambiguity and unfamiliar situations; reflection on context and meaning of our lives 

concerning something bigger; question prevailing assumptions; adaptability and the 

ability to be cognitively agile; empathy; and humility. Skills focused on investigating the 

world; recognizing, articulating, and applying appropriate tools and strategies to 

communicate and collaborate effectively; actively listening and engaging in inclusive 

dialogue; fluency in 21st-century digital technology; demonstrating resiliency in new 

situations, applying critical, comparative, and creative thinking and problem-solving. 

Behaviors were seeking out and applying an understanding of different perspectives to 
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problem-solving and decision making; forming opinions based on exploration and 

collected evidence; committing to the process of continuous learning and reflection; 

adopting shared responsibility and taking cooperative action; sharing knowledge and 

encouraging discourse; translation of ideas, concerns, and findings into individual or 

collaborative actions to improve conditions; and approaching thinking and problem 

solving collaboratively (World Savvy, 2019).  

At the time of the 2015 district professional development used for this study, 

many of these frameworks were not developed. The global competencies used for the 

2015 professional development were based on the research by Hunter et al. (2004b). 

Hunter observed that the lack of concurrence on the definition, knowledge, skills, 

attitudes, and experiences required for global competence had led to a free-for-all 

development of certificate programs lacking a sound research foundation (Hunter, 

2004b). This position was the impetus for Hunter's study to determine just what global 

competence entailed. 

Hunter’s (2004a; 2004b) study found that despite the perception of many at the 

nation’s universities, language learning and travel abroad were not necessarily at the core 

of what it takes to become globally competent. He noted that the most critical step in 

becoming globally competent is understanding cultural norms and expectations. This 

understanding can be done by participating in a series of self-reflective activities that 

focus on cultural barriers and boundaries, seeking to clarify the personal cultural context. 

Hunter (2004b) found that once a person establishes this self-awareness, other 

competencies grow through exploring the world, thereby developing an open attitude 

toward differences. Understanding others could be accomplished by participating in 
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multicultural activities or coursework, cross-cultural simulations, direct experience with 

cultures other than one's own, and extensive foreign language training. These activities 

can include study abroad and be accomplished locally by expanding one's horizons 

through research and exploration. The research was critical for study abroad programs 

that require less than a semester, noting that a brief interaction did not directly lead to 

global competence. 

Hunter (2004b) also found that one must understand globalization and world 

history for one to become globally competent. The recognition of society's 

interconnectedness, politics, history, economics, the environment, and related topics is 

critical. This knowledge can be gained within a university setting and acquired outside of 

the formal classroom (Hunter, 2004b).  

For this study, the conceptual framework for global competencies was defined 

using Hunter's Global Competencies Model (GCAA, 2015). Through a Delphi Panel, the 

researcher determined that global competence linked both perception and action (Hunter, 

2004b). The model for Global Competence includes Internal Readiness Competencies 

and External Readiness Competencies (GCAA, 2015). Internal Readiness aptitudes relate 

to attitude and self-perception and include self-awareness, open-mindedness, 

attentiveness to diversity, and risk-taking. External Readiness aptitudes incorporate 

knowledge acquired through experiences or study and contain global awareness, 

historical perspective, intercultural capability, and collaboration across cultures (GCAA, 

2015). 
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Summary 

As a result of researching the definitions, growth as a pedagogy, and the history 

influencing global education, the following questions have emerged. 1. By applying the 

definitions developed through Hunter’s (2004b) research, would in-service teachers grow 

in the global competencies after a guided application project in global education?  

2. What support would the teachers need to develop their global education pedagogy 

further? 

This chapter has outlined the growth and thinking concerning the evolution of 

global education and the development of a specific framework of competencies selected 

for this case study. The methodological approach for investigating the questions above 

are explained in the following chapter. 
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CHAPTER III  

METHODOLOGY 

The goals of this single-site case study were to examine building global 

competencies through professional development provided for in-service classroom 

teachers. The first research question sought to determine if the experience of planning 

and implementing a global education project would facilitate a change in teachers' global 

competencies. The second research question examined what support is needed from the 

school district to continue engagement in global education projects. The chapter is 

organized into four sections: a) selection of participants, b) structured questions, c) data 

collection, and d) data analysis. 

The following research questions guided this study: 

1. What are teachers' perceptions of their growth in internal and external global 

competencies as a result of being engaged in a year-long global education 

experience sanctioned by the school administration and supported by professional 

development?  

2. What do teachers perceive would support their continued engagement in global 

education after being engaged in a global education experience sanctioned by the 

administration and supported by professional development? 

During the 2014–2016 school years, a professional development partnership 

developed between the researcher and a school district located in a small town west of a 

large metropolitan area to support global education. The district demographics were 9.5% 

African American, 48.1% Hispanic, and 39.8% White, with 53.7% of the student body 
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qualifying as economically disadvantaged, and 13.0 % qualifying as English Language 

learners.  

The researcher worked as a non-paid consultant during the 2014–2015 school 

year, observing district culture and leadership while collaborating with the Assistant 

Superintendent of Curriculum and Instruction to design a Global Education training 

project. The training was structured to provide materials and coaching support to grade-

level groups to develop their global classroom projects. Coaches were made up of fellow 

graduate students from the Global PRiSE Ph.D. Curriculum and Instruction program at 

Texas Tech University who had global education expertise. At the time of this 

pedagogical partnership between Texas Tech University and the school district, the 

Global PRiSE program was offered as a graduate program that highlighted the 

development of global STEM educators and pragmatic researchers in STEM education. 

The coaches from Texas Tech University assisted grade level groups who explored and 

developed group or individual global curriculum projects for implementation in their 

classrooms during the same school year. This Global Education Professional 

Development was implemented during the 2015–2016 school year as can be seen in the 

Professional Development Calendar (Appendix B). 

In this intrinsic case study, the researcher analyzed historical data collected while 

she was a consultant and in a professional development function for the school district. 

The researcher's interest in this particular case was to study global education introduced 

to school district members through professional development and supportive coaching 

and record the changes on both the teachers and the school district. The researcher 

navigated through the qualitative data describing the themes and structures revealed 
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through systematic analysis (Greenbank, 2003). There was no personal or professional 

relationship with the participants other than as an objective observer. However, the 

researcher did participate as a presenter during the professional development.  

Selection of Participants 

Participants for this study included the school district leadership and those in-

service teachers selected for the global education professional development by the 

district. The demographics, grade levels, and subject responsibilities are found in 

Appendix C. 

The teachers who completed this district project taught Pre-K to eighth grades all 

in the same district. The sample consisted of 13 teachers and one central office 

administrator; thirteen were female, with one male. Five teachers taught at the elementary 

school, six at the intermediate level, and two at the middle school level. The individuals 

in this sample participated throughout the school year in the global education project.  

Instrumentation 

Structured questions were asked at the end of the project timeline (Appendix D). 

A portion of the questions was designed in an open-ended question format that queried 

participants on their perceptions of their growth in global competencies (Hunter et al., 

2006; Todd, 2017). Participant data for these questions are shown in Appendix E. 

The second part of the questions was written using a Likert scale. The questions were 

designed to gather data for the vision of moving to global education for the district by 

measuring drivers supporting coherence for change (Fullan & Quinn, 2016). These 

questions measured responses concerning focused direction, collaborative cultures, 



Texas Tech University, Terry Sutton, December 2021 

43 

deepening learning, and securing accountability. Participant data for these questions may 

be found in Appendix F. 

 In addition to the structured questions, data were gathered from interviews, 

observations, emails, and notes to file. This evidence enriches the data collected from the 

structured questionnaire, providing context for the researcher and creating a rich 

description of the data. Interviews were conducted with the Assistant Superintendent for 

Curriculum and Instruction, the Principal of the Elementary School, and teacher 

participants in the program development. The researcher also attended three 

Superintendent Cabinet Meetings which included all school principals and program 

directors for the district. Emails pertaining to the project were also collected and archived 

along with any notes to file during the program duration. 

Data Collection 

Data were collected as part of the researcher's consultant role during the 2014 – 

2016 school years. During this period, data were collected that included Administrative 

Council transcripts, leadership interview transcripts, post-project questionnaire, emails, 

and notes to file. These are all included in the researcher's audit trail. In addition, the 

researcher made classroom visits and unstructured observations during the quarterly 

professional development sessions. 

The researcher designed questions for the Post-Project Structured Questionnaire, 

using the questions for the four drivers of the Fullan and Quinn (2016) Coherence Model 

derived from the text as interpreted by the researcher. However, the researcher discovered 

that Fullan and Quinn had supplied a Coherence Assessment Tool (Fullan & Quinn, 

2016), which includes the four drivers and prompts for the components of each driver 
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designed to identify the evidence or lack of evidence for the parts of the model. The 

Coherence Assessment Tool is far more efficient than the researcher’s attempt to narrow 

down the Coherence text to the essential ideas. Therefore, for data analysis for Research 

Question 2, only the questions aligned with the Coherence Assessment Tool were 

selected for data analysis. 

The project procedure, as outlined in Appendix B, included four professional 

development planning and coaching sessions during the fall semester. A session to 

finalize implementation occurred in January with project implementation occurring 

during the spring semester. Additional troubleshooting sessions were scheduled during 

the months of March and April with structured questionnaire data collected online during 

the April session.  

Data Analysis 

Data for Research Question 1concerning global competencies were analyzed by 

examining the stories and data from four different teachers who had participated in the 

professional development project. These teachers were chosen based on their global 

projects' classification on the Global Education Continuum shown in Figure 3.1. The 

Global Education Continuum moves from Global Awareness to Global Contribution 

(Nugent, 2015). This Continuum (Figure 3.1) represents levels of involvement students 

and teachers have with the world outside of the classroom.  

Figure 3.1. Global Education Continuum  
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Global Awareness involves exposure to other cultures or countries to increase 

knowledge or perceptions of others. Global Awareness can be developed with students 

through the internet or print materials. Parallel Activity involves classrooms that are 

geographically separated but are simultaneously engaged in the same activity. The 

students in the classrooms do not directly communicate but are aware that students in 

other classrooms are also involved with the same activities. Shared data widens the global 

exposure when students from multiple locations share data without direct communication 

between classrooms. Several websites facilitate this type of data collection and 

communication for students without scheduling, time zone, and video conferencing 

issues. Limited Communication projects involve direct communication that can be 

asynchronous communication by email or letter or synchronous communication through 

interactive audio or video. This level of the global project involves students from multiple 

locations. Engaged Collaboration involves significant communication between project 

participants and uses face-to-face communication tools at a deeper level. Distant 

classrooms can collaborate on a joint project using classroom websites, blogs, or Google 

Docs files where learners in all locations can access and contribute information. Global 

Contribution lies at the end of the Continuum and involves giving back to or contributing 

to the world knowledge base. Projects at this level involve direct communication with 

others in a classroom and closely model actual researchers collaborating across the globe. 

Websites and resources for this project level are rare but may be supported along the way 

by teachers immersing themselves in global education. 

Teachers self-identified their projects based on their selections during the 

professional development. Six projects were at the Global Awareness level, one at the 



Texas Tech University, Terry Sutton, December 2021 

46 

Shared Data level, three at the Limited Communication level, and four at the Engaged 

Collaboration level. Participant data were broken into four categories in the Continuum: 

Global Awareness, Shared Data, Limited Communication, and Engaged Collaboration. 

One teacher was selected from each of these categories as an exemplar of the continuum, 

and their responses to the global competencies question were selected as data to be 

analyzed for this study. The four teachers who were selected included Amy Black, a 

White, female prekindergarten teacher with 21 years of classroom experience at the time 

of the project. The second teacher selected was Linda Lopez, a Hispanic female who had 

five years of classroom teaching experience at the time of the project. Ms. Lopez taught 

students who had recently arrived to the United States in a bilingual classroom. Tracy 

Woods, a White female who had eight years of classroom experience during the project. 

The last in the group was Robin Jones, a White female with five years of classroom 

experience. These four participants, along with the others in the professional 

development, did not all start at an equal point in their global competencies. Some were 

more developed than others due to their life experiences, travel, family backgrounds, and 

exposure to other cultures. 

Research Question 2 sought to identify teachers’ perceptions of what support is 

required from the campus and the district to continue engagement in global education. 

The participants responded to the Post-Project Structured Questionnaire, and the 

responses to those questions that aligned with Fullan and Quinn’s Coherence Tool 

(Fullan & Quinn, 2016) were chosen for data analysis. These components of the 

Coherence Model (see Figure 1.2) were identified as critical drivers in leading change 
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(Fullan & Quinn, 2016). The drivers include focusing direction, cultivating collaborative 

cultures, deepening learning, and securing accountability. 

Validity and Reliability 

Protocol options for maintaining validity and reliability in qualitative studies, as 

outlined by Creswell and Poth (2017) were followed. It is recommended that students 

choose appropriately as some are practical for a dissertation and some are not. The 

procedures employed by the researcher to ensure validity and reliability are inclusive of, 

but not limited to, the methods listed below. 

Rich Descriptions 

Rich descriptions provide a detailed report of the participants' experiences during 

the case study. Providing a rich description of the participants' experiences supports a 

strong interpretation of the evidence and data, leading to more profound meaning for the 

reader (Ponterotto, 2015). Maintaining the study context's focus to provide accurate 

textural and structural descriptions and interpretation of the data ensured a detailed report 

of the experiences. Descriptions of the context of the data, the participants, and the 

activities involved during data collection, including quotes from interviews, documents, 

field notes, emails, are inclusive of the data supporting the study's findings. 

Explanation of Researcher Bias 

As discussed previously, researcher bias reflects that the investigation is 

conducted post analysis to ensure that each participant's perception is represented and 

that the data are not skewed to make analysis easier (Porter, 1993). An external audit, 

which involves gaining feedback from a colleague familiar with the investigation, helps 

counteract analytical blindness or resistance to a bias-free situation, which would lead to 
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a different conclusion. This safeguard helps to maintain neutrality (Paterson & Groening, 

1996). 

External Audit 

 Lincoln and Guba (1985) described the external audit process as an in-depth 

examination, by an outside researcher, of the process and product of a study determining 

the study's dependability. An audit method is beneficial to researchers to validate their 

work, and it helps readers speak to the findings' trustworthiness (Miller, 1997).  

Categories of audit materials submitted for this case study were raw data, analysis 

products, synthesis products, process notes, and instrument development information 

(Lincoln & Guba, 1985). Also, validity/verification documentation and materials 

specifically prepared for the auditor/audit process were added, as suggested by Miller 

(1997). 

This audit examines both process and product of the inquiry addressing 

dependability and the study's confirmability (Miller, 1997). A colleague who was familiar 

with the project committed to participating as the external auditor for this study. 

Materials that were submitted to the auditor included the following raw data; participant 

questionnaire data; observation data; photographs taken during the study; data 

reconstruction and synthesis products; sections, chapters, and dissertation products; data 

displays; process notes; correspondence between researcher and participants and 

gatekeepers; research timelines for data collection, analysis, writing; materials related to 

researcher intentions/dispositions; dissertation proposal; notes regarding suggested 

revisions; Institutional Review Board materials; materials prepared for the audit; and 

catalog of materials submitted for audit. 
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The steps of the audit consisted of the auditor reading the dissertation proposal 

with particular attention to the purpose of the study, the research questions, the case study 

design, data collection, data analysis methods, and the researcher's role in the study. The 

auditor then catalogued and reviewed all materials submitted for the audit and reviewed 

the research methods, analysis, and verification procedures comparing them to the stated 

procedures with the audit trail, Finally, the auditor wrote and submitted the External 

Audit Attestation (Appendix G). 

Ethics 

The data analyzed in this study were collected as part of a professional 

development project implemented in the 2014-2016 school year in partnership with a 

small school district. As discussed earlier, the participants in the professional 

development project were recruited by the school district. Data collection was conducted 

both online and in-person, and participant participation was voluntary and held 

confidentially. Individual participant responses were given identification numbers by the 

researcher and archived online.  

There was no conflict of interest in this study as the professional development 

project was completed in 2016, and the school district did not employ the researcher. No 

incentives were given to the participants, and there was no power differential in the 

relationship between the presenter and the participants. 

Summary 

This chapter restated the purpose of this case study. The school district chose the 

participants for the professional development project. The data used for the case study 

were selected from the historical data produced from the partnership with the district for 
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the Global Education Professional Development project. These data include participant 

answers to post-project questionnaires, transcripts of interviews, field notes, observations, 

emails, and notes to file. Validity and reliability measures were discussed, including the 

process for external audit of the data. Finally, the methods of data analysis for each of the 

research questions were presented. Results of the data analysis are presented in the 

following chapter. 
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CHAPTER IV 

RESULTS AND IMPLICATIONS 

This case study was intended to investigate the teachers’ perceptions of their 

growth in internal and external global competencies, resulting from engaging in a global 

education professional development project. In addition, the study investigated what the 

teachers perceived would support their continued engagement in global education at the 

end of that project. This chapter presents the results of the data analysis for the two stated 

research questions 

Research Question 1 

What are teachers' perceptions of their growth in internal and external global 

competencies resulting from being engaged in a global education experience 

sanctioned by the administration and supported by professional development?  

As previously discussed, the results of the data analysis for Research Question 1 

concerning global competencies were analyzed by examining the stories and data from 

four different teachers who participated in the professional development project as 

introduced in the previous chapter. Their selection for the study was based on the 

classification of their global projects on the Global Education Continuum.  

Teachers self-identified the Global Education Continuum level for their projects 

based on their selections during the professional development. Six projects were at the 

Global Awareness level, three at the Limited Communication level, one at the Shared 

Data level, and four at the Engaged Collaboration level. Participant data were broken into 

four categories on the Continuum; Global Awareness, Limited Communication, Shared 

Data, and Engaged Collaboration. One teacher was selected from each of these categories 
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to analyze for this study and offer their stories in the following vignettes. Pseudonyms 

protect the identity of these teachers. 

Global Awareness – Monarch Migration 

Amy Black was at the time teaching prekindergarten and was the prekindergarten 

and kindergarten chair. A visit to Ms. Black's classroom revealed students working at 

academic centers and collaborating during their time, rotating through stations as 

indicated by the class rotation schedule posted on the board in the front of the classroom. 

When Ms. Black called the students to Circle Time, they knew the procedure was to 

clean up at the station and quietly take their place seated on the rug near the front of the 

classroom. During Circle Time, Ms. Black reviewed the calendar with days of the week, 

discussed the weather, and showed the Journey North website to talk with the students 

about their project, the migration of Monarch Butterflies (see Appendix H). 

Ms. Black and the other team members selected the Journey North – Monarch 

Migration Project through the Arboretum at the University of Wisconsin-Madison 

website (UWM, Journey North – Monarchs). The website is set up with resources for all 

grade levels to participate in migration activities; however, Ms. Black elected to use it to 

support the state standards in Social Studies to talk about community, the Earth, and the 

life cycle of a butterfly (TEA, 2016). As part of her project, Ms. Black partnered with the 

agriculture department at the high school to help design a butterfly garden, select the 

appropriate native plants and seeds for host and pollinator plants, and help install the 

garden at the local elementary school. Parents also helped with the garden by 

volunteering during the installation and donating materials. Ms. Black grew in self-

awareness during this period. She applied and was awarded a grant through Lowe’s 
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Toolbox for Education from the Lowe’s Charitable and Educational Foundation for 

$5000.Through this grant, her team was able to fund and maintain the butterfly garden. 

She stated that she never felt that she could apply for a grant and looked forward to 

writing others in the future (Participant Data, Risk-Taking). 

The question was asked, "Self-awareness is defined by Hunter as knowing oneself 

and how a person fits into his or her own culture. Do you feel, as a result of participating 

in this global project, you have grown in self-awareness? Please provide some examples 

for your answer." Ms. Black responded:  

I have grown in that I have never applied for a grant, mainly due to not knowing 

how to go about it. I feel that this garden project has been one that not only have 

our students benefitted, but it has helped to connect our community with the 

school, and I have more courage to approach others about attempting a project 

like this. (Participant Data, Self-Awareness)  

 

Ms. Black was asked, "Open-mindedness is defined by Hunter as having a 

curiosity to learn about things holistically before arriving at a conclusion. Do you feel, as 

a result of participating in this global project, you have grown in open-

mindedness? Please provide some examples for your answer," In response, Ms. Black 

stated that initially, she had a lot of doubts about the project; however, through the help 

of her teammates, the group had seen a significant amount of success and she was 

looking forward to expanding the project the next school year (Participant Data, Open-

Mindedness).  

Another question asked, "Attentiveness to diversity is defined by Hunter as 

possessing a sensitivity to and a respect for differences. Do you feel, as a result of 

participating in this global project, you have grown in attentiveness to diversity? Please 

provide some examples for your answer." Ms. Black expressed the opinion that the 
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school community is mixed. She added that she would like to become more aware by 

engaging with others outside the school community (Participant Data, Attentiveness to 

Diversity).  

Ms. Black was also asked, "Global Awareness and Historical Perspectives are 

defined as the skills typically acquired through formal and continuous education in areas 

such as history, geography, and world culture. Do you feel, as a result of participating in 

this global project, you are more globally aware and have a greater understanding of 

historical perspectives? Please provide some examples for your answer." Ms. Black 

responded that although she was interested in history, geography, and world culture, she 

had not been as actively engaged in global awareness and historical perspectives as she 

would have liked to be. Still, she believed she was "getting there" (Global Awareness and 

Historical Perspectives).  

Ms. Black also shared that through her students and the engagement with their 

families through this project, she felt that she had grown in Intercultural Capability 

(Participant Data, Intercultural Capability). This was a response to the question on the 

survey which stated, "Intercultural Capability is defined as the ability to modify outward 

behavior as a result of life experience and personal interactions in an effort to build 

relationships. Do you feel, as a result of participating in this global project, you have 

grown in intercultural capability? Please provide some examples for your answer." 

Ms. Black was also asked, "Collaboration Across Cultures is defined as 

interacting collaboratively and effectively in cross-cultural situations as a result of life 

experience and personal interactions in an effort to build relationships. Do you feel, as a 

result of participating in this global project, you have grown in the ability to collaborate 
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across cultures? Please provide some examples for your answer." In response, Ms. Black 

stated that she aimed to learn more about the different cultures that make up the school 

community so that she could grow in Collaboration Across Cultures (Participant Data, 

Collaboration Across Cultures). 

In response to the final question which asked, "What is your big 'take away' or 

'aha! moment' from your global experiences?" Ms. Black shared that she learned from 

this project that growing flowers was significant for some of her students who do not 

have the opportunity to do so in their own lives. That is something that she had taken for 

granted. She also said that she hopes to communicate with another school in a different 

country involved in the same type of project to investigate the similarities and differences 

between their projects (Participant Data, Participant Take Away Response). 

Ms. Black's story was selected to be shared in this case study as an example to 

discuss a Global Awareness project and demonstrate her use of collaborative culture. She 

connected within the school district with the agriculture department and used their 

expertise to involve the students with the gardening project. She connected with the 

parents who shared their help with labor and donated to the garden efforts with plants and 

mulch, and she connected with area businesses and was awarded a grant which would 

also aid in keeping the butterfly garden sustainable. Her efforts supported building a 

collaborative culture within the learning community of the school but also with parents 

who had moved to this community from other countries and cultures. 

Limited Communication – World MOON Project 

Linda Lopez taught a bilingual class of fourth- and fifth-grade students at the time 

of the project. Students in her classroom were seated in groups working on their writing 
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assignments. Student work was posted on a bulletin board by the wall, and a Word Wall 

was displayed on the larger bulletin board at the back wall. 

Ms. Lopez had had five years of classroom teaching experience at the time of the 

project. Her classroom was composed of students who were recent arrivals from Spanish-

speaking countries. Not all countries provide compulsory education for their children; 

therefore, Ms. Lopez worked to meet the needs of her students to help them catch up to 

grade-level standards in their home language and increase their proficiency in English.  

Ms. Lopez had selected the World MOON Project for her class (Smith, 2015). 

This project aims to understand the lunar cycle better and build expository writing skills 

(Appendix H). Students from all over the world record their observations of the moon 

and then compose short essays to send to the World MOON Project website. In turn, a 

collection of essays from other students from other countries were sent to Ms. Lopez’s 

students. MOON is an acronym that stands for More Observation Of Nature. 

This project supports the fourth- and fifth-grade science Texas Essential 

Knowledge and Skills (TEKS) about the moon as a satellite and its phases as it revolves 

around the Earth. It also supports the English Language Arts TEKS. The state tests 

expository, narrative, and persuasive writing at the fourth-grade level (TEA, 2016). 

Science is tested at the fifth-grade level, and the lunar cycle is a critical standard that is 

very difficult for students to understand. 

Ms. Lopez had grown up in a Spanish-speaking country before immigrating to the 

United States. She gained her bilingual teaching certificate as an Alternative Certification 

through taking coursework and passing a certification examination. In responding to the 

question concerning self-awareness on the questionnaire, Ms. Lopez stated that she had a 
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strong understanding of how a person fits into their own culture because of her travel and 

from exploring culture with her students in the bilingual program (Participant Data, Self-

Awareness). Her response to the question concerning open-mindedness was that she has 

always been open-minded and learns holistically before reaching a conclusion 

(Participant Data, Open-Mindedness).  

When asked about Attentiveness to Diversity, Ms. Lopez wrote, "Since I started 

my teaching career, I have worked with English Language Learners, so I have constantly 

been exposed to diversity. I have taught Japanese students and students from all over the 

Middle East. I have specifically taught students of Hispanic descent" (Participant Data, 

Attentiveness to Diversity). 

The question on the questionnaire concerning risk-taking stated, "Risk-taking is 

defined as maintaining a willingness to extend beyond one's cultural framework by trying 

new experiences. Do you feel, as a result of participating in this global project, you are 

more open to risk-taking? Please provide some examples for your answer." Ms. Lopez 

answered this question by stating that she would like to extend beyond her own cultural 

framework by creating a communication project with a classroom in a non-Spanish-

speaking country (Participant Data, Risk-Taking).  

Even though she had worked with students from other countries and cultures, Ms. 

Lopez felt that she needed to work more on the historical perspectives of her students' 

different countries. This was her response to the question on the survey concerning global 

awareness and historical perspectives (Participant Data, Global Awareness and Historical 

Perspectives).  
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In responding to the question about intercultural capability on the survey, which 

asked about personal interactions to build relationships with others from another culture, 

Ms. Lopez shared that her experience has been working with others who have come to 

the United States from other countries, and she has not had difficulty communicating 

with people from other cultures (Participant Data, Intercultural Capability).  

Finally, in answering the final question, Ms. Lopez shared that her "take away" 

from this project was that she would like to develop a shared data or engaged 

communication project in a non-Spanish-speaking country. She also stated that she 

enjoyed watching her students think about how people worldwide see the moon and 

especially enjoyed watching her students’ world grow bigger as they investigated and had 

fun picking a place to send their letters and think about what the recipients in the other 

countries were like (Participant Data, Participant Take Away Response). 

Ms. Lopez and her project were chosen to demonstrate the use of a Limited 

Communication project and highlight the use with limited English learners. Her 

application of the observations and expository writing with others as an audience helped 

build her students' ability to become more fluent in either Spanish or English. Ms. Lopez 

also possessed many of the Hunter Global Competency model competencies due to her 

travel, country of birth, language abilities, and her history of working with other cultures. 

She experienced growth in using these competencies with the new tools she had gained 

from the Global Education Professional Development.  

Shared Data – Mystery Class 

Tracy Woods taught fifth-grade science and social studies in a partially 

departmentalized team during the professional development project. A spring storm that 
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caused flooding and roof damage to the school created disruption to her classroom. Ms. 

Woods’ classroom was relocated to the cafeteria after the storm.  

Ms. Woods selected the Mystery Class Seasons Challenge through the Journey 

North website (UWM, 2015). This project is a global game of hide and seek where 

students are given data of seasonal changes in sunlight and other clues to locate ten secret 

locations worldwide. Clues given to the students included photoperiod or day length to 

estimate latitude of the locations; time clues to estimate longitudes; and continent, 

country, and city clues to pinpoint the locations (Appendix H).  

The Mystery Class supported the fifth-grade science TEKS and Math, Language 

Arts, and Writing TEKS (TEA, 2016). When interviewed about the project, Ms. Woods 

explained how it worked:  

It's tracking sunlight to solve a mystery. And so, what students have to do is keep 

a journal, weekly, on their mystery classes. There are ten locations. Students have 

to calculate the photoperiod. And then what happens is that they have a journal. 

First of all, we start off trying to learn about the earth, about longitude, latitude, 

all that stuff. And then, once it comes down to our clues, we get a clue weekly, 

and then we try to guess the location. Students go on the internet and try to 

research to see if we are getting close. We already know what our photoperiod is, 

then we know what side of the earth they're on, Northern hemisphere, Southern 

hemisphere, whatever, so we have a little bit more of a location. And then go from 

there. And then we guess, and then students from the mystery location will send 

us the answers with all the information about their school or their area in the 

country. (T. Woods, Individual Interview, 2015) 

 

 When asked whether she felt she had grown in self-awareness as a result of 

participating in the project, Ms. Woods shared that the Mystery Class helped her become 

more self-aware because the cities were located worldwide. The clues that were sent 

related to other countries, traditions, customs, food, animals, and each country's history 

(Participant Data, Self-Awareness). Ms. Woods also shared that she had grown open-

minded through the project because of what she and her class had learned from the 
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different countries they had studied. The class enjoyed seeing the different foods and 

structures of the local schools. She related that it was fantastic learning how other 

countries were similar to the United States and yet very different (Participant Data, Open-

Mindedness). 

That year was the second year that Ms. Woods had participated in Mystery Class, 

and in her response when asked about attentiveness to diversity, she stated that she felt 

her involvement with this project contributed to her attentiveness to diversity (Participant 

Data, Attentiveness to Diversity). because many of the locations in the project were 

international schools and all the diverse students involved were working together to solve 

the mysteries. Ms. Woods also stated that she would love to travel and visit some of the 

very same locations (Participant Data, Risk-Taking). She added that she is always up for 

new experiences. This was her response when asked whether she was more open to risk-

taking as a result of participating in the global project. 

Ms. Woods was asked "Do you feel, as a result of participating in this global 

project, you are more globally aware and have a greater understanding of historical 

perspectives? She explained that the Mystery Class project emphasized the history of 

each location, which enabled her to make connections from the past to the present around 

the world (Participant Data, Global Awareness and Historical Perspectives). She also 

stated, "When you learn about another country and the people there, especially in a 

project like Mystery Class, you become more open and sensitive to other cultures" 

(Participant Data, Intercultural Capability).  

Ms. Woods was already planning on extending the Mystery Class project by 

Skyping with one or more schools and collaborating on an additional project together 
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(Participant Data, Collaboration Across Cultures). Her take away from this project was 

that learning about other countries is fascinating (Participant Data, Participant Take 

Away Response). 

Ms. Wood's journey with her Shared Data Project was included to elaborate on 

the use of this level on the Global Education Continuum. She also modeled learning with 

her students to solve the mystery and gained much new knowledge about the world. Her 

exuberance with this project invigorated those in her grade level to plan on implementing 

the same project the next school year. Her example demonstrated to the other participants 

how effortlessly one could incorporate a global project with the state standards. 

Engaged Collaboration – Sole Hope 

At the time of this study, Robin Jones was a third-grade English Language Arts 

teacher who had grown up in the school district community. Her classroom was 

organized for the students to work in groups with a large carpet in the front of the room 

for whole group instruction. Ms. Jones was very excited to plan her global education 

project. She had planned to partner with a teacher in Africa through ePals to read books 

and share expository writing between the classes, supporting the third-grade English 

Language Arts Reading and Writing standards. The state tests reading in third grade, and 

students must pass this test to be considered for promotion to fourth grade. Ms. Jones also 

had planned on having her students participate in a service project making shoes for the 

students in Africa who were at risk of getting infected with a parasite called jiggers that is 

common to the area (Appendix H). The service project was sponsored through Sole Hope 

(R. Jones, Individual interview, 2015). 
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The issue in Uganda, the country where Robin’s contact teacher taught, was that 

children lacked transportation resources, so they had to walk to school. They also lacked 

the resources to buy new shoes when they outgrew their old ones. There were invasive 

plants in that region with thorns, and the children could sustain injuries to their bare feet. 

In addition, a flea-like parasite could burrow into the wounds on the children’s feet and 

cause crippling infection. The mission of Sole Hope was to support supplying adjustable 

shoes that would grow with the size of the feet as the children continued to grow. This 

was done through others making and donating the soles and Sole Hope adding the 

adjustable uppers to the shoes to make durable footwear. Sole Hope would visit the 

schools, providing medical help, education, and shoes to the children. Ms. Jones’s plan 

was to have her students help fabricate the soles for future shoes as part of a service 

project in their curriculum while also building relationships centered around shared 

reading and reader responses with their fellow classmates in Uganda (R. Jones, Individual 

Interview, 2015). 

In responding to Question 14 on the Post-Project Questionnaire, Ms. Jones stated 

that she had become aware of how she fit in her own culture because her class could not 

participate in the planned project (Participant Data, Self-Awareness). The disparity of 

resources between her life and classroom compared to her fellow teacher in Uganda made 

her contemplate how others around the world live day to day (R. Jones, Individual 

Interview, 2015)).  

Ms. Jones also shared that connecting with Africa and the culture of the country 

they contacted made her want to learn more about the people (Participant Data, Open-

Mindedness). This was her response, which asked if she felt that participating in the 
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project had made her grow in open-mindedness. Her response when asked if she felt she 

had grown in attentiveness to diversity was similar. She responded that after receiving 

pictures of the school, the students' classroom, and the town in Africa, she felt greater 

sensitivity and respect for the differences between the culture in Africa and her own 

culture (Participant Data, Attentiveness to Diversity).  

Ms. Jones encountered some difficulty in proceeding with her project. She had 

been unable to make contact with Mr. Livingstone, the teacher in Africa. However, she 

persevered in searching through the School Association directory to find the HIPAA 

Academy roster in hopes of finding the email address for Mr. Livingstone’s school. She 

hoped to find someone to help her contact Mr. Livingstone and to explain what had 

happened to him (R. Jones, Individual Interview, 2015)). She finally found the answer 

through a contact associated with Mr. Livingstone’s school. Ms. Jones stated, 

The only laptop that the entire school had crashed, and financially they couldn't 

repair it, and then they were off for the whole month of April, because that's one 

of their breaks. They attend school year-round and then they're off April. Which 

kind of helped. Even though we didn't get to get responses from the children in 

Africa, it still helped show our children how different it is and what we take for 

granted. We have five student computers and one teacher computer just in our 

classroom with school-wide internet. Not just having one for the entire school, 

and so it helped show them how different things are around the world. (R. Jones, 

Individual Interview, 2015) 

 

Ms. Jones became more aware of the region's history between Uganda and Kenya 

by investigating and sharing with her students. She also discovered that one of the pastors 

at her church had been helping a school in Kenya and had traveled there four times on 

mission work (R. Jones, Individual Interview, 2015). She invited him to visit with her 

class and established contact with the school he had visited to partner with them in the 

future. 
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Ms. Jones had learned to modify her outward behavior due to her interactions and 

experiences in establishing contact with another school in another country. She stated,  

In all honesty, I know that there's so much going on in everyone's life, and you're 

like, "Oh, I can't believe this." But really, we are very fortunate, and our kids. We 

learned it's not necessarily easy getting in contact outside of our country. You 

don't think about it daily, and now to have that constantly coming out in our mind, 

and you're like, "Wow, just be thankful for what you do have." And next year, 

hopefully, it'll go more smoothly. (R. Jones, Individual Interview, 2015) 

 

Through this experience, Ms. Jones felt that she could effectively collaborate 

across cultures (Participant Data, Collaboration Across Cultures). Her take away from 

this project is that teachers and students must see the challenges that others face daily 

(Participant Data, Participant Take Away Response). 

Ms. Jones's narrative was selected to illustrate that Engaged Collaboration is 

rewarding but takes time and planning. The differences in time and resources sometimes 

present roadblocks to successful implementation. She was able to solve the mystery that 

had broken her initial connection, and she found a workaround that would enable her to 

collaborate with another school and classroom in Kenya the next school year. Engaged 

Collaboration with another classroom takes much communication, planning, and time to 

build a relationship with the other teacher. 

 Perceived Growth in Global Competencies 

Five of the participants brought competencies to the table from either life 

experiences, travel, or exposure to other cultures. The other nine felt that they had grown 

in each of the global competencies. They all shared that they felt they had gained tools to 

become more independent in their global instruction. The participants indicated that they 

wanted to continue to work toward making contact with a class in a different region or 

country. Many stated that they realized that time is critical in making contact and 
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planning for a project that moved to more collaboration on the Global Education 

Continuum. One of the prekindergarten teachers sent an email after a classroom 

observation that stated: 

I was reading their writing today. One wrote, "Monkeys live in Asia." So 

exciting! Monkeys were our reading and writing topic this week. They asked 

where they lived, and we Googled it, printed a map, and posted it. Thank you for 

helping us expand our mindset! I would never have thought to take it in that 

direction. I can't take them out into the world, but I'm going to try to bring the 

world to them more often!!! 

 

Oh, and something else I did impromptu like a few weeks ago, we looked at maps 

and started talking about addresses. I brought my big tablet to school with Google 

Earth, and if they could tell me their address, we looked up their house! I would 

zoom out to the world and then enter the address to feel like we were flying to 

their house! They went nuts over it!!!! I would never have given them these 

experiences without you guys!!! (Emails and Notes to File) 

 

Research Question 2 

As discussed in the previous chapter, the second research question concerns 

district support in continued engagement in global education. The question asked, “What 

do teachers perceive will support their continued engagement in global education after 

being engaged in a global education experience sanctioned by the administration and 

supported by professional development?” 

Teachers submitted their perceptions of the district status of the four drivers, 

described in chapters 1 and 3, and their components through the Post-Project Structured 

Questionnaire. Evidence collected for analysis included Administrative Council 

Transcripts, Interview Transcripts, Emails, and Notes to File, located in the Audit Trail.  

The conceptual framework used for data analysis for this question was Fullan and 

Quinn's model for Coherence (see Figure 1.2). Themes for coding data included focusing 

direction (which would incorporate purpose, strategy, and leadership for change); 
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cultivating collaborative cultures (supporting the growth of expertise of the members of 

the group on an agreed-upon purpose such as global education); deepening learning 

(using new knowledge to solve real-life problems and incorporate a range of skills in the 

learning process); and securing accountability (building internal accountability, bridging 

individual and group accountability in the district, and external accountability, 

incorporating state standards, data, and interventions) (Fullan & Quinn, 2016).  

Although the evidence cited for the four drivers of the Coherence Model may not 

be germane to Global Education as a topic, the implication is that if the skill or 

component is present, it could easily transfer in practice as an application to the specific 

topic of Global Education. 

Focusing Direction 

The superintendent's declaration opened up a new vision for the small school 

district. The question was how to get there. Before the appointment of the new 

superintendent, the district had been in turmoil. 

In general, the district has been through approximately 4 superintendents in 6 

years. The longest standing campus principal has been in their position for only 4 

years and we've had a recent vast turnover in our Board from one that had been 

stable. All of these changes at large have been positive to put us in a position for 

effective and progressive education now- but it is taking a complete overhaul to 

break bad habits that were allowed to form during periods when leadership was 

lacking or lost in the recent past. Until last spring, we lacked a common vision 

and were not up-to-speed with the transformative wave of improvement in 

education taking place right now. (Assistant Superintendent, Individual Interview, 

2015) 

 

Shared Purpose Drives Action 

Fullan and Quinn (2016) stated that the first component of focusing direction is a 

shared purpose. The assistant superintendent shared the vision for global education 

initiated by the superintendent in the district and collaborated with Texas Tech University 
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to facilitate global education strategies in the district classrooms. When asked what she 

hoped to accomplish with the Global Education collaboration with Texas Tech, the 

assistant superintendent stated, 

I would like our teachers to gain insight on resources that can be utilized to bring 

global awareness into the classroom as well as ways to organize and conduct 

projects that foster communication and/or collaboration for their students with 

other students from across the globe. We want our teachers and students to realize 

that geography no longer limits opportunity. (Assistant Superintendent, Individual 

Interview, 2015) 

 

Another example of a communicated purpose came from the elementary school 

principal. A majority of the participants came from elementary classrooms. The 

principal's understanding of the purpose of global education was critical to its 

implementation. When asked what was in her mind when the superintendent began 

talking about global education, the principal replied, 

It's kind of a twofold thing. I think by collaborating globally, we give our students 

a better understanding of different races, ethnicities, and nationalities. We give 

them more sense of compassion for those that are different than we are, and then I 

think the second fold of that is just a greater understanding of what is out in that 

world and how that world is closing in quickly. ((Elementary Principal, Individual 

Interview, 2015) 

 

 The assistant superintendent worked with the coaches from Texas Tech to build a 

schedule for the professional development, found classroom space, recruited participants, 

and facilitated copying of training resources. At the end of the global education 

professional development, participants were asked if through working together in this 

project, they had built a deeper understanding of the purpose of global education and had 

a deeper commitment to global education. Among the participants, 21% responded 

Always, 43% responded Almost Always, 29% responded Frequently, 7% responded 

Sometimes, and 0% responded Never.  
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Goals That Impact 

The second component of Focusing Direction is Goals tied to student learning to 

drive decisions that make an impact (Fullan & Quinn, 2016). When the superintendent 

was asked where this idea had originated, she replied that it started with a question: 

How would a child be different if starting when they were in kindergarten, if 

every week, they were exposed to something from a different country or a 

different culture, or a different way of thinking than if we didn't have that as a 

focus? What would they be like after a year, five years, ten years, graduation, how 

would that child be different if every year they were exposed to something on a 

global scale very intentionally than if they weren't? And that's how it began. 

(Superintendent, Individual Interview 2016) 

 

The superintendent's goals were painted with a broad brush. At the same time, the 

Texas Tech University global education coaches developed smaller attainable goals and 

searched for resources for the participants in the grade-level groups. During the fall 

semester, the coaches provided guidance and additional resources to help the participants 

plan their projects during the first three professional development sessions. In the spring 

semester, the coaches helped troubleshoot and guide the implementation of the individual 

global education projects or team projects. Some issues arose that impeded some of the 

projects: a wind shear event occurred during a spring storm, and the two rivers near the 

district flooded the area. The result of the roof and flood damage to the buildings was that 

teachers were shifted to any place in the school building that could contain the number of 

students in a class that was not in disrepair. The ensuing damage from this storm event 

damaged classroom supplies as well as technology (SISD dealing with flood clean up).  

At the end of the project, the participants were asked if the three planning sessions 

and the coaching support helped keep the goals of planning a global project transparent or 

easy to understand. Among the participants, 14% responded Always, 36% responded 
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Almost Always, 29% responded Frequently, 21% responded Sometimes, and 0% 

responded Never. The following year, a plan was made to build in-house mentors who 

successfully implemented global education projects. That plan is discussed below. 

Clear Strategy 

It is imperative when focusing direction that all know a clear strategy for 

achieving the goals in the district (Fullan & Quinn, 2016). During a superintendent 

cabinet meeting with all district leadership, including building principals and program 

directors, the superintendent introduced the partnership with Texas Tech University and 

the planned, year-long global education professional development. 

We have a guest with us today. This is Terry Sutton, she is working with Texas 

Tech University and is going to be the leader of our partnership with the Texas 

Tech for our going global in the classroom initiative that we have our kick off 

workshop on Saturday. And Ms. Sutton is the one who is [sic]made initial contact, 

organized, coordinated all of it. Is bringing all off the members together. Helping 

guide on our end. You know participation, you know what that looks like and the 

potential of it. And so Ms. Sutton is with us today and when we get to the 

instructional portion of our meeting. Kind of give us a little preview of what that 

looks like and the ins and outs and components of it. (Superintendent Cabinet 

Meeting, 2015) 

 

When the assistant superintendent was asked during a strategy session, what kind 

of support do you feel is needed to incorporate global education in the district, she 

answered: 

I am appreciative of the degree to which you've taken the lead to coordinate all of 

this. This is truly the type of leadership and support we needed to be able to agree 

to committing to a partnership. I need you and your cohort members to tell me 

if/when any issues arise so that I can troubleshoot and streamline on my end. I 

appreciate greatly, though, that I have not been held to necessarily jointly leading 

the coordination of our efforts, as similar to the teachers, I have a lot of "new" 

consuming my plate right now. I want to contribute with support, resources, and 

accountability on our end for this year, and then would like to step into a greater 

joint-leadership role in continuing our partnership and efforts into next 

year. (Assistant Superintendent, Individual Interview, 2015) 
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The strategy for the first year was to provide coaching support and materials for 

projects. Then the second year, as the group grew to more teachers, continue to provide 

coaching support while developing specific grade-level projects and in-house teachers 

who could also mentor teachers who were new to global education. The assistant 

superintendent met with grade-level leaders to select specific projects for each grade level 

that were appropriate and supported grade-level standards. Individuals in that grade-level 

who felt comfortable with global education could implement an independent project. 

Still, the grade-level project was designed to support teachers at the beginning learner 

level of global education. A district-wide coordinator was selected to support all grades 

and free the assistant superintendent from the day-to-day oversight of the program.  

In a letter to a Texas Tech University professor, the assistant superintendent 

wrote: 

This project through Texas Tech University has built the efficacy of our staff in 

designing and implementing their own projects with their students. Without 

this training, our professional capital would not have advanced to this point of 

success. 

 

We are poised to build our own model for global collaboration within our 

district this summer due to the structures and processes shared and developed 

during this research. Our teachers, currently in the project, will be equipped to 

mentor and support other staff new to implementing global education in their 

classrooms in the following years due to the support and experiences they have 

had as a result of our partnership. (Assistant Superintendent, Letter, 2015) 
 

This letter is evidence that the district had a clear strategy for achieving the goals 

of global education. When the professional development participants were asked if the 

support that they received to develop a global project was clear and easy to understand as 

part of the strategy for achieving the goal of global education, 29% responded Always, 
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29% responded Almost Always, 29% responded Frequently, 14% responded Sometimes, 

and 0% responded Never.  

Change Knowledge 

Fullan and Quinn (2016) identified the fourth component of focusing direction as 

change knowledge. Evidence of change knowledge was standard at the superintendent's 

cabinet meetings, although the examples are not directly related to global education. For 

example, the superintendent would share an article on the strategy that the IBM design 

team used to solve a problem and an example of a strategy that they could apply to solve 

problems with the staff that report to their department or building (Superintendent 

Cabinet Meeting 2015). Another example was when the superintendent shared an article 

about a town with similar demographics as those of the district that stated that the most 

significant part of a child's day did not center around instruction. To build relationships, 

the district had made a change in the perspectives of all the employees that touched that 

child's life during the school day, from the bus driver to the cafeteria worker to the 

classroom teacher (Superintendent Cabinet Meeting, 2015).  

Although these articles did not mention global education, they are examples of 

using change knowledge to move forward in the district. When the professional 

development participants were asked if the team from Texas Tech and the support of the 

district helped them feel more confident in implementing global projects in their 

classroom, 29% responded Always, 50% responded Almost Always, 0% responded 

Frequently, 21% responded Sometimes, and 0% responded Never. The assistant 

superintendent stated at the beginning of the project, "There is a mass transition occurring 

with curriculum resources, curriculum approaches, leadership, vision, and expectations" 
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(Assistant Superintendent, Individual Interview, 2015). The need for focus and 

standardizing of the curriculum and instruction was an example of change knowledge 

moving the district to improvement. When the superintendent took over the district, it 

required immediate intervention because previously, there had been a lack of leadership 

in the position of superintendent and a lack of stability in the school board (Assistant 

Superintendent, Individual Interview, 2015). The 21% of teachers who only felt 

supported “Sometimes” may have felt that way because of the transition that the assistant 

superintendent mentioned. This transition had created additional responsibilities on the 

teachers. In fact, the researcher noticed that only 14 of the original 30 participants who 

had taken part in the professional development, completed the global education project 

implementation. The 16 who had dropped out chose not to add anything new to their 

workload. 

Creating Collaborative Cultures 

According to Fullan and Quinn (2016), a strong leader enables the group to 

change by engaging in meaningful work collaboratively, horizontally, and vertically 

across the system. Fullan and Quinn further defined the components of cultivating 

collaborative cultures as developing a culture of growth, learning leadership, capacity 

building, and collaborative work. 

Developing a Culture of Growth 

Leaders may create ripples throughout the organizations that they lead (Fullan & 

Quinn, 2016). Leaders in school districts who commit to supporting learning and 

innovation may facilitate growth and help those within the district achieve more than they 

thought possible. This mindset plays out in the expectations modeled by the leader. An 
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example of this was modeled during a superintendent's cabinet meeting when the 

superintendent provided a metaphor lesson on stress for her leadership team. On the way 

into the administration building, she noticed that molehills were prevalent in the lawn in 

front of the building. During her meeting, she stated,  

As always, nature presents itself with a great metaphor. How many of you noticed 

the molehills walking in? Did you notice that? I noticed yesterday. You noticed 

them yesterday. Did anybody see any mountains coming in? I know you are 

dealing with some stuff on your campuses because, of course, it gets stressful. 

(Superintendent's Cabinet Meeting, 2015)  

  

The superintendent's example of sorting the important from the unimportant and putting 

stressors in perspective with her leadership team trickled down through the organization.  

To build a growth mindset at the classroom level, building principals must 

understand the concept of global education. When the elementary school principal was 

asked about her understanding of global education, she compared it to the status quo of 

her experience during her youth and the types of exposure to other cultures during her 

family vacations. She shared, "Pretty soon, for them, traveling abroad and leaving the 

United States is going to be what it used to be when you left your state to travel 

somewhere different" (Elementary Principal, Individual Interview, 2015). The elementary 

school principal was also asked about her concerns at the principal level in the district, 

and she responded, 

I don't know that it's much so a concern, but it's more so how do we build an 

understanding for our students' parents and for the global community where it's 

headed. I think we live in a very small town, but it's trying to gain a global 

perspective. But yet, there are many citizens and of parents that maybe don't 

understand the advantages of that. I don't know that it's so much a concern, but a 

need for not only students to have an understanding but for the community as a 

whole to have the understanding so that they can promote what is going to be best 

for students in the future. (Elementary Principal, Individual Interview, 2015) 
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 The global education professional development teachers were asked if the support 

and attitudes displayed during the project helped them feel that they could do more, 

which led to them achieving more than they had expected, 50% responded Always, 29% 

responded Almost Always, 14% responded Frequently, 7% responded Sometimes, and 

0% responded Never. Even though there was large-scale change throughout the district, a 

concern relayed by the Assistant Superintendent, a growth mindset had developed as part 

of the district culture. 

Learning Leaders 

Robinson et al. (2008) analyzed leadership styles and the impact of school 

principals on student achievement. They found that the most significant factor was the 

participation as a learner with building staff to move the school forward collaboratively. 

Fullan and Quinn (2016) expressed it as leaders model learning themselves and shaping a 

learning culture in their organization. 

 The elementary school principal modeled this when she shared her lack of 

understanding of technology. The district had installed smart boards in the classrooms, 

and she had no formal training on their application. So she developed a plan to help her 

older staff and herself better understand how to use the smart boards, for instruction. She 

declared, "This past January, to better help myself, I formed a technology committee at 

school and surrounded myself with some of our younger teachers with more of those 

skills. Therefore, we can move forward at school with technology" (Elementary 

Principal, Individual Interview, 2015). This example of leaders modeling learning was 

visible with her staff and supported a growth mindset within her building. This principal 
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had most of the professional development participants in her building. She attended the 

first session of the global education training and shared her reaction. 

I attended your Saturday, that first little half-day Saturday training, and was kind 

of at that point as far as you always stop and question yourself, "why are you 

doing this." I left those two hours being completely reenergized and was like, 

"This is why we do this." I saw great hope in the program and support what it is 

that we started to do. It was great timing for me that Saturday. (Elementary 

Principal, Individual Interview, 2015) 

Her attendance was encouraged by the superintendent but not required. However, through 

her attendance, she modeled leadership learning for her teachers, who were present. She 

also clarified the purpose, goals, and strategies for the global education initiative in the 

district. 

 Leaders who take a learner stance build credibility, trust, and knowledge of the 

innovation and what is required of the organization to move forward (Fullan & Quinn, 

2016). Leaders can recognize and mentor leadership in others because they are immersed 

in the change and are in tune with the required learning. The elementary school principal 

also shared an example of this: 

As a mentor, I will need a little more support in understanding how we're going to 

do some of this with technology and what we need as an infrastructure in our 

campus to promote this. One of the things we're delving into in this technology 

committee I put together is that before we can start doing great things, we have 

first to know our infrastructure and what we need to add and enhance to do more 

global initiatives. Then as far as teachers and collaboration with staff, I think the 

first training that you all did that Saturday helped me see that this is not just one 

more thing. (Elementary Principal, Individual Interview, 2015) 

Teachers were asked if they were motivated to help other teachers implement 

global projects in collaboration with others in the professional development, and 21% 

responded Always, 29% responded Almost Always, 29% responded Frequently, 14% 

responded Sometimes, and 7% responded Never. This response rate may have been due 
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to the external stressors from that school year discussed previously and their perceived 

need for more support as beginning learners to global education. The assistant 

superintendent's plan for global education in the district could be a scaffold to facilitate 

teachers moving to efficacy in mentoring others. 

Capacity Building 

The next component in creating collaborative cultures is collective capacity 

building. Collective capacity building is the increased capability of members at all levels 

of the organization to develop knowledge, skills, and commitments required to increase 

achievement for all students (Fullan & Quinn, 2016). This approach was modeled 

consistently in the superintendent's cabinet meeting to organize and solve problems faced 

by the district. 

An example was the development of the school calendar for the next academic 

year. The assistant superintendent introduced a draft calendar with options for each 

principal to consider. The principals expressed the concern that the testing calendar from 

the state agency had not been released. They, as a group, all agreed that the options 

would be included once that information had been released. A discussion concerning 

scheduled staff development or curriculum development days involved early release for 

students to allow teachers to attend. The researcher's meeting notes revealed that options 

were decided by the building based on needs, and testing staff development was one 

option for those schools that were involved. All administrators were involved in the 

decision-making, and support service directors were in attendance to be aware of what 

was happening academically in the school district. The assistant superintendent listed the 

workshops that had been conducted in the district that school year to offer suggestions for 
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additional staff development offerings. Clarifying staff development versus workday was 

discussed, and the option was there, but teachers would be required to stay until 3:00 

p.m., and paraprofessionals could leave if they had overtime (Superintendents Cabinet 

Meeting, 2015). During the planning meeting, the assistant superintendent mentioned that 

the paraprofessionals were involved with some of the most challenging jobs with the least 

amount of training; this was an opportunity to provide additional training for the 

paraprofessionals (Superintendents Cabinet Meeting, 2015). 

This example demonstrates the practice of collaboratively planning to provide 

opportunities for all staff to build capacity while providing input from all stakeholders. 

Even though the focus of this session was not concerned with global education, it was 

still indicative of the approach of working together to develop a common knowledge- and 

skills-base across all educators in the school district that support student achievement. 

After the global education professional development, participants were asked if they had 

learned from the work done in the sessions to solve authentic problems of implementing 

the project with their coach and co-workers, 29% responded Always, 21% responded 

Almost Always, 21% responded Frequently, 29% responded Sometimes, and 0% 

responded Never. The 29% who responded "Sometimes" may have also been 

overwhelmed by the external curriculum transitions or impacted by the spring weather 

issues that had interrupted their project implementation. 

Structures and Processes Supporting Collaboration 

Fullan and Quinn (2016) emphasized that strong collaborative learning in 

application results in sustained and systemic impact, which means learning in an 

authentic application with colleagues and coaching support leads to lasting change. The 
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global education professional development was designed to plan and implement a 

strategic learning project collaborating with co-workers in common grade levels and 

supported by expert coaches. Efficacious learning designs incorporate the opportunities 

for participants to apply the new knowledge or skills in a safe environment and gain 

feedback from peers or coaches (Fullan & Quinn, 2016). Incorporating the level of 

applied learning with the feedback from coaches increases sustained practice by most 

participants in the professional development (Joyce & Calhoun, 2010). 

 After attending the first day of the professional development, the elementary 

school principal observed the global education strategies and projects could be 

interwoven into daily activities, enhancing what the teachers were already doing. She 

stated, "It doesn't have to be seen as one more thing we have to do, so having them see 

how this global collaboration already incorporates into what we're already doing but 

heightens it and strengthens it and brings up a broader perspective to what we already do" 

(Elementary Principal, Individual interview, 2015). 

Teachers were asked if they felt that they had developed a common knowledge 

and skill base that would help continue global education in the school district during the 

following school year. The responses were 36% Always, 21% Almost Always, 21% 

Frequently, 21% Sometimes, and 0% Never. Additional support would be needed the 

following year to build efficacy in global education. The assistant superintendent's plan 

for global education should provide the needed in-district support. 

Deepening Learning 

As defined by Fullan and Quinn (2016), the components of deepening learning 

are learning goals that are clear to everyone and drive instruction, a set of effective 



Texas Tech University, Terry Sutton, December 2021 

79 

pedagogical practices known and used by all educators in the district, and robust 

processes used regularly to improve practice. Integrated into the global education 

professional development were strategies to incorporate the state standards at a higher 

instructional level, including application, analysis, evaluation, and creativity as outlined 

in Bloom's Taxonomy (Bloom, 1956). As the elementary school principal was quoted as 

saying earlier, "It doesn't have to be seen as one more thing we have to do, so having 

them see how this global collaboration already incorporates into what we're already doing 

but heightens it and strengthens it and brings up a broader perspective to what we already 

do" (Elementary Principal, Individual Interview, 2015). 

Transparent Learning Goals that Drive Instruction 

As previously discussed, the first year of the global education initiative in the 

school district was also one of many changes. The elementary school principal shared the 

hesitancy of many of the teachers to take on one more thing. Three new curricula aligned 

to the state standards were introduced that first year with another new one to be 

implemented the following school year (Elementary School Principal, individual 

Interview, 2015). The new curricula and the state standards are the drivers for instruction; 

global education has been introduced as an instructional strategy that supports critical 

thinking during professional development. 

The assistant superintendent was a driving force in implementing global education 

from the beginning of the initiative. Because of the transitioning during the first year of 

the project, the district mainly facilitated. The assistant superintendent expressed the 

following:  

I appreciate greatly, though, that I have not been held to necessarily jointly 

leading the coordination of our efforts, as similar to the teachers, I have a lot of 
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"new" consuming my plate right now. I want to contribute with support, 

resources, and accountability on our end for this year, and then would like to step 

into a greater joint-leadership role in continuing our partnership and efforts into 

next year. (Assistant Superintendent, Individual Interview, 2015) 

 

The district, under the direction of the assistant superintendent, however, grew as a 

significant component to build a district model and drive the implementation of global 

education as part of the learning goals for the district. At the end of the global education 

professional development, the participants were asked if they felt they possessed the 

knowledge and skills in global pedagogical practices, and 14% responded Always, 36% 

responded Almost Always, 36% responded Frequently, 14% responded Sometimes, and 

0% responded Never. 

Global education was scheduled as part of the workshops for the beginning of the 

following schools year. All teachers would cycle through to receive information about the 

project and the associated learning goals. One of the presenters was the teacher selected 

to be the district coordinator and chief mentor for the district model. 

Effective Pedagogical Practices 

Pedagogical practices begin with a culture that promotes learning for all (Fullan & 

Quinn, 2016). If the adults are not critically thinking, then the students' chances of 

thinking at a critical level is unlikely. Clarity of learning goals and the purpose driving 

the system build the capacity of everyone through research and best practices. In the case 

of the global initiative in this district, a pedagogical partnership fostered bringing in the 

knowledge and skills supporting global education through sharing research and best 

practices. A letter from the assistant superintendent expressed the following:  

There is much literature describing student global competencies, the purpose of 

global education, and why it is critical that global perspectives must be integrated 

in our classroom instruction. This project with the graduate students through 
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Texas Tech University has built the efficacy of our staff in designing and 

implementing their own projects with their students. Without this training, our 

professional capital would not have advanced to this point of success. (Assistant 

Superintendent, Correspondence, 2016) 

 

 When asked if they felt that they could develop new learning partnerships within 

and outside the district, 14% responded Always, 29% responded Almost Always, 36% 

responded Frequently, 21% responded Sometimes, and 0% responded Never. The 

assistant superintendent stated, "our group of teachers have worked collaboratively to 

build collective capacity with an eye to the development of our district global 

philosophy" (Assistant Superintendent, Correspondence, 2016). 

Robust Processes Are Used to Improve Practice 

Fullan and Quinn (2016) outlined robust processes to include the ability for 

students to understand concepts, solve problems, critically think, and apply learning in 

authentic ways. The projects outlined in the first section of this chapter elaborate how 

students were involved in global projects that incorporated these processes while also 

opening their experiences with the rest of the world. As the elementary school principal 

shared, "this is why we do this; I see great hope in the program." Elementary School 

Principal, Individual Interview, 2015) 

The process of collaborative mentoring was also used to build efficacy in teachers 

who were new to global education in the district model developed by the assistant 

superintendent. In a letter, the assistant superintendent stated, "Our teachers, currently in 

the project, will be equipped to mentor and support other staff new to implementing 

global education in their classrooms in the following years due to the support and 

experiences they have had as a result of our partnership" (Assistant Superintendent, 

Correspondence, 2016).  
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The global education professional development participants were asked if they 

felt that they had the knowledge and skills to create a global learning environment that 

moves beyond the traditional classroom; 21% responded Always, 36% responded Almost 

Always, 36% responded Frequently, 7% responded Sometimes, and 0% responded 

Never. 

Securing Accountability 

 Fullan and Quinn (2016) argued that if a district has effective accountability, a 

focus must be on both internal accountability and external accountability. Internal 

accountability means developing conditions that increase the probability that individuals 

within the district would be accountable to themselves and others in their grade-level or 

subject area group. External accountability is used to frame and reinforce the internal 

accountability structured by the state curriculum standards, the leadership expectations, 

transparent data, and selective interventions, such as global education. Internal 

accountability comes from individuals and groups taking on professional, personal, and 

collective responsibility for continuous improvement in instruction and the success of all 

students in their care. It must precede external accountability for lasting improvement in 

student achievement to occur (Hargreaves & Shirley, 2009). The three components listed 

by Fullan and Quinn (2016) for securing accountability are capacity building to improve 

results continuously, the view that underperformance is an opportunity for growth, and 

the use of external accountability to benchmark progress (Fullan & Quinn, 2016). 

Capacity Building to Improve Results 

As shared earlier, building capacity with students means capacity building with 

the staff working with the students because the curriculum will not teach itself. Initially 
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overwhelmed with wrangling the implementation of three new curriculums, the assistant 

superintendent gained the capacity to collaborate with others to develop the district's 

global education model. She wrote,  

I met with the Assistant Superintendent and the new Global Education 

Coordinator Tuesday as they planned the Global Calendar for this next year. The 

great thing is the district is now taking ownership of this professional 

development. But coaches from TTU are still needed for the new teachers and 

some of the ones from years past. 

The district has selected some web-based global projects to help narrow down the 

selection time for the participating teachers. These will be discussed at the first 

meeting on August 4th; short turn around I know (sorry). Please let me know if 

you will be able to attend this meeting so I will know if we can pair up teachers 

with coaches. Coaches will be SKYPing with their teachers as well during the 

year and will have monthly LYNC Meetings with me, we can decide on the best 

dates and times for the group for the monthly meetings. (T. Sutton, Email, 2016) 

This district global education initiative was developed in two school years, with 

the assistant superintendent as the main driver. She was the only staff member who had 

supervised curriculum and instruction until 2016. When professional development 

participants were asked if they felt that they, as a group, could work collaboratively with 

other teachers in the district to support global education, 50% responded Always, 36% 

responded Almost Always, 7% responded Frequently, 7% responded Sometimes, and 0% 

responded Never. 

Underperformance As an Opportunity for Growth 

External accountability systems changed during the 2016-2017 school years as the 

State of Texas Assessments of Academic Readiness and End of Course testing began to 

receive Accountability Ratings for individual schools and collectively for the school 

districts. Therefore, schools had a respite from state accountability ratings during the 

2015-2016 academic year. For the following school year, accountability ratings returned, 
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and an increased level of concern was added to planning instruction. The assistant 

superintendent sent an email before the beginning of the 2016-2017 school year stating: 

Many teachers this year have expressed feeling overwhelmed this year and 

struggled a bit to maintain focus on their global efforts and projects. At the 

elementary level this is largely in part a result of the upcoming move. At the 

secondary levels there has been great urgency placed on improvement of 

instruction and scores as a result of our A-F ratings and deficit progress in certain 

academic areas.  

Suggestions have come to consider: 1) the possibility of a virtual fair (pictures, 

videos, presentations) posted collectively online rather than the in-person fair this 

year. At the January meeting we also discussed getting a group together shortly 

after dismissal in early summer to plan out: 1) greater clarity on goals for the 

global efforts, (i.e., Student oriented global competency skills), and 2) pre-defined 

and organized grade level global projects with clear requirements and timelines 

for implementation and products. (Assistant Superintendent, Email, 2016) 

When the professional development project participants were asked if they felt 

accountable to themselves and to the group in this global project, 36% responded 

Always, 29% responded Almost Always, 7% responded Frequently,29% responded 

Sometimes, and 0% responded Never. 

External Accountability Used to Benchmark Progress 

With the release of the new state assessment and accountability rating system, 

additional focus was made on ensuring all instruction was aligned to the state standards, 

and student progress was monitored throughout the year. The assistant superintendent 

was the only staff member who had been responsible for curriculum and instruction. A 

new staff member was hired to coordinate testing, with all benchmark tests to be given 

during the school year to monitor student progress. 

Benchmarking is a practice in schools where students are periodically assessed 

using released state test items to measure their mastery of the state standards. The 

premise of this practice is that results from the benchmark tests are then used to plan 
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instruction to support mastery. If a handful of students lack understanding of a standard, 

then a small group intervention is planned to re-teach the standard. If a large group of 

students miss a standard, then the implication is that the standard was either not taught or 

not taught at the appropriate level. This practice takes a great deal of time and 

coordination to help teachers plan instruction accordingly. When the professional 

development project participants were asked if they felt it was important to connect the 

state standards for their grade level/subject with the global project, 43% responded 

Always, 21% responded Almost Always, 21% responded Frequently, 14% responded 

Sometimes, and 0% responded Never. In the summer of 2017, an additional staff member 

was hired to coordinate all the testing for the district.  

The researcher had an opportunity to visit with Ms. Woods, one of the teachers 

who had been chosen to help coordinate the global education framework for the district 

during the fall 2017 semester. She reported that the district was no longer focusing on 

global education. The assistant principal had left the district in August 2017. The teacher 

related the following: 

The assistant superintendent left the district. She’s always just so great to be 

around, influential, but I think with you all’s presentation, and just what you all 

were doing, and her support. . . . That’s when everything went down. I mean I 

could not get people motivated or anything, and I think we went through a lot at 

the district, even ourselves, with principals and all that turnaround, so it wasn’t a 

big factor in our other superintendent. It wasn’t a big thing to her, so that hurts us. 

If they don’t make it a big thing then. (T. Woods, Individual Interview, 2016) 

 

From what Ms. Woods shared, the district had faced a great deal of turnover in 

teachers and principals. Although a lot of effort had been placed in capacity building to 

support coherence, more would have to be done with the instructional staff. However, if 
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the key driver of the global education initiative was no longer in the organization, there 

was no one left to coordinate the focus. 

Summary 

In this chapter, an introduction was given defining the intention of this case study, 

and the results of the two research questions guiding the data analysis were discussed. 

The results of Question 1 showed the participants’ perception of their growth in global 

competencies, and the results of Question 2 revealed their perception of the support 

needed from the district to facilitate continued global education.  

Results from Research Question 1 revealed that although there were slight 

differences in the perceived growth in global competencies among the participants in the 

global education professional development, all participants did grow. The data also 

revealed that all participants did not start the professional development with the same 

global competency level. Some possessed more competencies than others because of their 

life experiences and exposure to the world. However, all perceived that they had grown 

compared to where they had begun, and they desired to continue with global education 

instruction with greater collaboration with others. 

Results from Research Question 2 revealed that most of the components to build 

coherence for global education within the district were present. The one component 

missing was leadership learning in global education. The district initiative was poised to 

grow and improve instruction when the key staff member left the district, leaving no 

other staff members who had the capital to take her place. This lack of vertical learning 

left a breach in the implementation of a well-planned instructional innovation for the 

district.  
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The next chapter presents the conclusions drawn from the data analysis.  

Implications and recommendations for future study are also discussed.  
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CHAPTER V 

IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS   

This case study examined teachers’ perceptions of their growth in global 

competencies after they had engaged in a global education professional development 

project. It also examined the teachers’ perceptions of what support would be needed to 

continue global education in their classrooms. Data collected were used to answer 

specific research questions concerning the growth in global competencies, identified in 

Hunter's Global Competency Model (GCAA, 2015), after the teachers had participated in 

a global education professional development. Data were also used to answer specific 

research questions concerning the four district leadership drivers in Fullan and Quinn's 

(2016) Coherence Model to support continued classroom global education. In this 

chapter, the researcher presents the overarching conclusions, discusses the implications, 

and makes recommendations for future research. 

As discussed in Chapter Two, there are graduate school programs and for profit 

groups available to provide support for global education projects. There are also online 

resources for teachers to explore and use to implement their own global education 

projects with their students. What this study determined is that a global education 

initiative, whether by an individual classroom teacher or a district, is one that can result 

in teacher growth in global competencies without incurring a great deal of expense. 

Furthermore, with scaffolding support, a school district would be able to design and 

implement its own initiative.  

Tichnor-Wagner et al. (2019) stated that what was missing from implementing 

global competency teaching in classrooms was a clear concept of the knowledge, skills, 
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and dispositions that teachers needed to instill global competence. Through the 

application of Hunter’s Model (GCAA, 2015) and the coaching provided by the Texas 

Tech University graduate students working with the participants, the knowledge, skills, 

and dispositions were provided that not only built the global competence of the 

participating teachers, but bridged that global competence into their classroom 

instruction. 

Implications 

The teaching responsibilities have shifted over the past decades to include 

preparing students for a complex interconnected world. Our society is globally 

connected. We can connect with people and ideas around the world within seconds 

through our technology. Our supply chain is dependent on other countries and regions 

(Tichnor-Wagner et al., 2019). We must prepare our students to be successful in the 

world after they graduate from our schools, because there is not a job in their future that 

is not globally connected (Tye, 2014). To be able to prepare students, our teachers must 

have global competence and the instructional ability to engage students and content with 

the world. The implication is that teachers will not have a collaborative capacity to 

deliver global instruction within their schools and districts without in-house staff 

development or a pedagogical partnership that can provide instructional support for 

global education. The researcher noticed that only 14 of the original 30 participants, who 

had taken part in the professional development, completed the global education project 

implementation. The 16 who had dropped out chose not to add anything new to their 

already crowded plate. The district must ensure that there is another pathway for global 
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education resources and supports to be available for the teachers to assist them in 

preparing students for their future. 

There are implications for districts that develop initiatives like the global 

education platform discussed in this study. Horizontal and vertical learning must be 

supported to provide sustainability for the innovation. Shared knowledge builds 

collaborative capacity. Knowledge grows with relationships where information is 

exchanged, not just collected, by individuals. This information-rich environment 

strengthens the organization (Wheatley, 1999). A collaborative effort to help develop and 

implement an initiative such as the global education platform ensures that the program 

will evolve and grow to fit the needs of the district and the vision. It also ensures that 

attrition will not impede the progress of the initiative by providing opportunities for new 

members of the organization to be trained. 

Training aligned with the focused direction embedded within the district culture 

becomes a culture change in the district that promotes the program's sustainability (Spiro, 

2012). Therefore, each member of the district needs to attend training throughout the year 

with a global focus. The training should become expected by the teachers, assistant 

principals, and principals while also providing for newly hired replacements to be trained. 

This embedded professional development would ensure a deep understanding of the 

shared knowledge and skills of the initiative throughout the district. 

As was stated in the previous chapter, a plan for specific grade-level global 

education projects was selected collaboratively to reduce the planning time required in 

the initial global education professional development. Identifying the opportunities for 

integrating state standards instruction and assessment through the global education 
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project would also reduce the planning time required. Also, because teachers understand 

their students’ capabilities and what is required for the mastering of the state standards, 

they would be able to effectively implement a global education project that could be used 

for benchmarking. An excited team of teachers sharing lessons and ideas to implement 

global activities and instruction aligned with state instruction can spread their enthusiasm 

and support collaborative capacity building (Tavanger, 2014). 

Recommendations 

The researcher found very few studies with small school districts providing global 

education professional development intervention. The studies by Fullan and Quinn 

(2016) involved drivers for student achievement in various sized districts, but none 

incorporating an instructional initiative like global education. This study investigated a 

global education professional development implementation in a small school district, the 

perceived growth in the global competencies of the participants, and the perceived 

support needed to continue global education.  

Further studies should be done on the sustainability of instructional innovations 

within small school districts. A research question might be, "What strategies do small 

school districts utilize to protect instructional initiatives from the impact of attrition? The 

global education initiative collaboratively developed by the assistant superintendent and 

the committee of teachers had all the hallmarks of a strong plan for instructional 

improvement. The one variable the plan could not safeguard against was the loss of the 

staff member coordinating the professional development. 

Small school districts have small budgets. Larger school districts have the funding 

to support in-house staff for professional development and the resources to hire outside 
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consultants to support building the district’s instructional capital. The district in this study 

would not have had the resources to implement this initiative without the support of the 

Texas Tech University coaches. A possible area of research could be a study on a 

collaborative effort of small or rural school districts to provide professional development 

resources for a defined initiative centered on an instructional focus for student 

achievement. A collaborative working together to support focused staff development 

would provide an affordable option for small districts and may also support sustainability 

for innovative initiatives 

Future research could also focus on the attitudes of superintendents, principals, 

teachers, and parents in a small school district toward the inclusion of global instruction 

and global education projects in their curricula. This may help educators to understand 

what barriers exist to global education and perhaps assist in the removal of those barriers. 

The findings from this study are essential for advancing the understanding of 

small school district teachers learning to become global educators. The information from 

this study and any ongoing research that promotes district change initiatives and global 

learning would be beneficial, specifically in small school districts. 

Conclusions 

Students in the United States need to acquire intercultural competence and 

cultivate global knowledge with multicultural awareness. Doing so is essential to being 

economically and socially successful in a changing world (Hong & Halvorsen, 2010). 

This responsibility falls on the shoulders of our school districts, schools, and classroom 

teachers 
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Unfortunately, most of our existing classroom teachers have not been given the 

tools to teach students global competency or even recognize globalization's effects in 

their students' lives and communities (Goren & Yemini, 2017; Merryfield, 2000; 

Standish, 2014). Many teachers are enthusiastic about the idea but lack the training and 

understanding of global competencies (Tichnor-Wagner, 2019; Tichnor-Wagner et al., 

2019). In this study, the researcher found that teachers participating in a district global 

education professional development initiative perceived that they had grown in global 

competencies. The researcher also found leadership drivers that teachers perceived would 

support continued global education. 

Research Question 1 

What are teachers' perceptions of their growth in internal and external global 

competencies resulting from being engaged in a global education experience 

sanctioned by the administration and supported by professional development?  

The researcher found that all participants experienced growth in global competencies as 

defined by Hunter's Model (GCAA, 2015). Some participants possessed more of the 

external competencies of global awareness, historical perspectives, intercultural 

capability, and collaboration across cultures due to travel, family background, or living 

abroad. All participants expressed the desire to grow in these competencies as they 

continued other global education projects connected with classrooms in another region or 

country through technology.  

Many participants found that their global awareness and historical perspectives 

competencies were limited and skewed to focus on local and national events rather than 

one that focused on global events. The participants indicated that this was an area they 
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needed to work on intentionally. Global competency is not static; it is constantly evolving 

through one's life experiences. The growth in global competence is an ongoing journey 

that has no single path or specific measure (Parkhouse et al., 2015). 

Research Question 2 

What do teachers perceive will support their continued engagement in global 

education after being engaged in a global education experience sanctioned by the 

administration and supported by professional development? 

The researcher found that the four drivers of Fullan and Quinn's (2016) coherence 

model were evident in the district during the global education professional development 

project. Some drivers were more robust than others, and some extenuating circumstances 

impacted the continued support for global education. 

The researcher also found that the district leadership had initiated focusing 

direction as a driver. Global education was a shared purpose within the district members. 

The teachers and the principals highly supported goals for global education, and the steps 

to develop global education projects were made clear through the professional 

development sessions. The participants' primary concern centered on a clear strategy for 

achieving the goals and implementing a global education project. 

At the time, the school district was in a significant transition. The district had 

previously experienced a lack of leadership over a six-year period in the position of 

superintendent and a lack of stability in the school board. New curriculum materials had 

been adopted to align instruction with the state standards, and teachers were spending a 

great deal of time on day-to-day instruction. Adding one newer thing created attrition 

from 30 teachers initially volunteering for the professional development to 14. Even with 
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focused direction, constant overload and fragmentation will overload the purpose (Fullan 

& Quinn, 2016). 

The second driver, Creating Collaborative Cultures, was very evident in the 

district. A growth mindset was the most robust component of this driver. This positive 

perspective was modeled by the superintendent and trickled down to the Pre-K teachers. 

Teachers participating in the professional development perceived that a common 

knowledge and skill base was being developed through the professional development and 

were motivated to collaborate the following school year to continue global education, 

leading learning and supporting collaboration. Hattie (2009) has found that collaborative 

expertise of teachers has the highest impact of all the 150 instructional practices he has 

examined. One concern the teachers expressed was taking on more responsibility with 

mentoring others. However, extenuating circumstances of the transition may have 

contributed to participants feeling overwhelmed with change. In addition, a spring 

thunderstorm caused roof damage and flooding in several school buildings. This damage 

created the need for teachers and leaders in the administration building to be displaced 

and make classrooms in whatever space was available in the affected school buildings.  

The third driver, deepening learning, was also robust. Participants felt strongly 

that the goals of global education were transparent and that they had gained the processes 

to move instruction beyond the traditional classroom with pedagogy and digital 

resources. Teachers developed a new understanding that global education was not an add-

on but a strategy for instruction. Global education is not limited to an elective course or a 

one-time multicultural fair but should be integrated into existing courses and curricula as 

part of the instruction (Tichnor-Wagner et al., 2019). 
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Securing accountability, the fourth driver, also was perceived by the teachers as 

strong. The district had been building capacity by taking on the responsibility for global 

education. Teacher input was an opportunity to change the face-to-face professional 

development sessions to be delivered virtually due to testing pressure. During post-

project questioning, the participants felt that connecting state standards with their global 

education projects supporting external accountability was critical. The assistant 

superintendent was the primary motivator and organizer for this district's global 

education platform. However, more emphasis began to be placed on benchmarking 

student progress with practice tests, which is a standard practice in school districts, and a 

new person was brought in to coordinate testing. Later that summer, the assistant 

superintendent left the district, and the Global Education Platform ceased to formally 

exist. Although a strong core of teachers was trained and felt they could mentor others, 

the direction of Curriculum and Instruction within the school district took a turn away 

from global education with the state standards embedded in the instruction to a focus 

solely on state standards and benchmarking for mastery. 

Fullan and Quinn (2016) stated that change must come from deep collaborative 

work horizontally and vertically across organizations. He added that leaders must be 

developed who in turn develop others contributing to sustainability. Once the assistant 

superintendent left the district, there was no leader with the knowledge and skills to take 

her place; vertical learning had not happened in the district. Initiatives require leadership 

and support for sustainability. Some of the trained teachers continued with their global 

education projects, but as attrition made its way through the district, fewer and fewer 

classrooms experienced global education. 
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APPENDIX  A 

Professional Development Resources 

American Council on the Teaching of Foreign Languages| actfl.org 

ACTFL is dedicated to promoting foreign language and cultural studies as an integral 

component of American education and society. The organization conducts research 

and helps shape policy, but also offers many useful resources for classroom teachers, 

including workshops and webinars. 

 

Annenberg Learner | learner.org/channel/chnnl_workshops.html 

This site has teacher professional development workshops in many subjects, including 

math and science, and classroom resources on other lands, cultures and global issues. 

 

Asia Society Partnership for Global Learning | AsiaSociety.org/Education 

The Partnership for Global Learning is an Asia Society membership network that 

connects state and district decision makers, school leaders, teachers, university 

faculty, and other stakeholders. Its focus is to increase the number of American 

schools offering rigorous international studies curriculum. Curriculum resources and 

an annual professional development conference are offered. 

 

Choices for the 21st Century Education Project | choices.edu 

This project at Brown University's Watson Institute for International Studies strives 

to strengthen the American public's involvement in international issues. It offers a 

series of curricular materials that address current and historical international issues 

and provides workshops for teachers at the secondary level. Workshops are offered 

at Brown and at conferences across the country. 

 

Classroom Earth | classroomearth.org 

Classroom Earth is an online resource designed to help high school teachers include 

environmental content in their daily lesson plans. See listings of professional 

development opportunities across the country. 

 

Cleveland Museum of Art | clevelandart.org/learn/distance%20learning.aspx 

The Cleveland Museum of Art's impressive collection includes art and artifacts from 

Asia, the Middle East, and Latin America. See their online collection for digital access 

to primary resources and their online programs for other classroom tools and 

professional development opportunities including a course on how to use distance 

learning in the classroom. 
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Concern Worldwide U.S. | concernusa.org/ 

The Global Concerns Project educates high school students about international issues 

related to poverty and development by providing teaching and learning resources and 

organizing multi-school activities and classroom speakers. The intention of the GCP is 

not to promote a single way of thinking, but to introduce students to many sides of an 

issue and to encourage them to think critically about the information around them. 

 

Council on Foreign Relations | cfr.org 

CFR provides issue briefs, task force reports, podcasts, blog posts, educator conference 

calls and more on the latest issues in the world on foreign relations. 

 

Facing History and Ourselves | facing.org 

Facing history helps give students perspectives on not only the triumphs of history, but 

also the failures and tragedies. The site features multimedia resources, online 

professional development courses, study guides, an online teaching community and 

links to other web and print resources. 

 

 GlobalEdTeachNet | teachglobaled.net 

This site provides annotated links to primary sources and web-based connections to the 

five world regions. 

 

International Education and Resource Network (iEARN) | iearn.org 

iEARN is a non-profit organization made up of over 30,000 schools in 130 countries. 

iEARN empowers teachers and young people to work together online using the Internet 

and other new communications technologies. Approximately two million students each 

day are engaged in collaborative project work worldwide. Since 1988, iEARN has 

pioneered online school linkages to enable students to engage in meaningful educational 

projects with peers in their countries and around the world. Online professional 

development courses are available. 

 

International Reading Association  |  

reading.org/Resources/ProfessionalDevelopment.aspx IRA and its state and local 

affiliates offer professional development resources, including webinars. 

 

Japan Society: About Japan Online Forum | aboutjapan.japansociety.org/ 

This site provides educators and specialists in Japan Studies a space for sharing, 

discussing and developing teaching ideas and resources about Japan, especially as they 

relate to K-12 classrooms. The site features thought-provoking essays; classroom-ready 

lesson plans; an area for asking and answering questions; resources including historical 

documents, maps and images; and member profiles. 
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Los Angeles County Museum of Art  |  

lacma.org/programs/DistanceLearningPrograms.aspx Designed to provide elementary 

and secondary school teachers with an opportunity to incorporate the visual arts into 

their curricula, the curriculum materials focus on special exhibitions or thematic 

selections from the museum's permanent collection. An array of online learning 

programs cover European, Egyptian, Ancient Chinese Art, and other topics. 

 

Metropolitan Museum of Art | metmuseum.org/events/teachers 

With one of the world's greatest collections of arts and artifacts from around the world, 

the Met offers many programs, activities, online workshops and printed and electronic 

information created for teachers and students. It also has online more than 3,500 

objects from its collection and a timeline of art history. 

 

NAFSA: Association of International Educators | 

nafsa.org/KnowledgeCommunity/ 

This site has professional development tools and forum boards to assist with not only 

study abroad (from how to encourage students to go to visa issues) but also webinars 

on topics such as optimizing use of social networking. 

 

National Consortium for Teaching Asia | NCTAsia.org 

NCTA is a consortium of university-based Asia studies centers that facilitate teaching 

and learning about Asia in world history, geography, social studies, and literature 

courses. NCTA works with a broad network of teachers in forty U.S. states (and 

growing). NCTAsia.org features teacher professional development, including online 

courses, and other opportunities organized by state and has many useful links. 

 

National Council for the Social Studies | socialstudies.org 

NCSS and its state and local affiliates offer professional development 

resources and seminars. 

 

National Councils of Teachers of Mathematics | nctm.org/profdev/ 

NCTM offer professional development resources including E-Workshops which 

connect teachers around the world. 

 

National Council of State Supervisors for Languages | ncssfl.org 

NCSSFL members actively engage in policy development and implementation at the 

state and national levels. NCSSFL developed LinguaFolio™ , a standards-based, 

learner-directed, formative assessment tool used to record ongoing progress and, along 

with external summative assessment results, provides a comprehensive view of an 

individual's language performance and intercultural growth. Professional development 

on the tool is available upon request. 
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National Council on Economic Education | ncee.net/ei 

The National Council on Economic Education's international program, Economics 

International, supported primarily by the U.S. Department of Education, provides 

educational assistance to teachers in societies in transition to market economies and 

also brings back insights to help teach American students lessons about the global 

economy. Instructional guides provide curriculum on international topics in 

economics for all grade levels. 

 

National Geographic| education.nationalgeographic.com/education/ 

National Geographic has innumerable interactive maps, videos, and other materials 

on international geography and contemporary issues. State Geographic Alliances also 

provide professional development in your state. 

 

National Science Teachers Association | nsta.org/pd 

NSTA features state and online networks to "end the isolation of classroom science 

teachers." A robust listing of web seminars brings professional development to every 

science teacher. 

 

Ohio State University | people.ehe.ohio-‐state.edu/mmerryfield/ 

Ohio State University's Social Studies and Global Education program offers an online 

global education course for practicing teachers in all subject areas. Taught by Merry 

Merryfield, the resources developed for this course are available to anyone. 

 

Peace Corps World Wise Schools | peacecorps.gov/wws 

Peace Corps volunteers and alumni contribute to creating learning materials for 

teachers and students, including lesson plans, reports from around the world, and in-

classroom presentations. Educators use these materials to teach subjects as varies as 

language arts, environmental education, and international economics. Others 

incorporate them into existing study units, or use them as the centerpiece of an 

interdisciplinary curriculum. 

 

Primary Source| primarysource.org 

Primary Source is a nonprofit professional development organization working to bring 

global perspectives into K-12 classrooms across the country. A number of resources, 

including guides and curriculum as well as online courses and webinars, are designed 

to help teachers expand their knowledge and understanding of world histories and 

cultures. Some examples of online courses include: 

• The Enduring Legacy of Ancient China (online course) 

• Changing China: History and Culture Since 1644(online course) 
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• Thinking Like a Historian: Primary Sources for Primary Students(online course) 

• Best Practices in Global Education (webinar) 

• Highlights in International Books & Films for the K-12 Classroom (webinar) 

• An Introduction to Global Environmental Challenges and Their Human      

Dimensions (webinar) 

 

PBS | pbs.org/teachers 

PBS features games and programs for children, but also provides higher-level 

resources for teachers as well as online professional development with an international 

bent. 

 

Smithsonian Center for Education and Museum Studies | 

smithsonianeducation.org/educators/professional_development/professional_develo

pment.html. The Smithsonian Institution's online education center offers programs, 

services and resources for teachers and students. An easy-to-use website allows 

users to search by topic academic discipline, grade band and world region. Online 

conferences cover a wide variety of topics including climate change, space and 

critical thinking. 

 

TakingItGlobal | pd.tiged.org/ 

These accredited e-courses are designed to support teachers in enhancing their 

understanding of and competencies in global education, explore why global education 

is so vital, and how e-technologies can bring the world into the classroom. (There is a 

fee for courses). 

 

ThinkQuest | thinkquest.org 

ThinkQuest, is a global competition where student teams (many of which are comprised 

of members from different countries) explore a contemporary world topic and create a 

website. Their professional development opportunities not only prepare teachers for the 

competition, but also offer lessons on how to integrate technology, project learning, and 

21st century skills development into their classroom curricula. 

 

Title VI National Resource Centers | nrcweb.org 

Title VI national resource centers receive federal funding to promote the study of 

world regions. They offer professional development to teachers and to disseminate 

teaching resources nationally. Check the website to find one at a university near 

you. 
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UCLA Fowler Museum of Cultural History | fowler.ucla.edu/teacher-‐resources 

The Fowler's collections comprise more than 150,000 ethnographic and 600,000 

archaeological objects representing prehistoric, historical and contemporary 

cultures of Africa, Native and Latin America, Asia and the Pacific. Online units 

and summer professional development institutes are available. 

 

World Affairs Councils | worldaffairscouncils.org/councils.htm 

World Affairs Councils run school programs in conjunction with their local, 

regional, or statewide school systems. Programs include curricular resources, Model 

U.N. student programs, teacher professional development, study abroad programs, 

career seminars and more. 

 

World Savvy | worldsavvy.org 

World Savvy provides resources for teachers and youth on a variety of global 

issues. Professional development institutes and workshops show how to globalize content 

across the K-12 curriculum. 
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APPENDIX  B 

Professional Development Calendar 

 



Texas Tech University, Terry Sutton, December 2021 

111 

 
  



Texas Tech University, Terry Sutton, December 2021 

112 

 

APPENDIX  C 
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Please describe the project that you planned to do with your students. 

 
1 

 
Pre-K Science 

 
3 

 
W 

 
F 

 
Yes 

 
GA 

 
A hummingbird and a butterfly garden using Journey North 

 

 
2 

 

K - 3 Wonder 

Lab 

 

 
12 

 

 
W 

 

 
F 

 

 
Yes 

 

 
GA 

Global Awareness - Show students where they live in relation to the entire world. 

Explore other countries and their cultures through books, videos, websites and 

Google Earth. 

 

 
3 

 

 
PK 

 

 
21 

 

 
W 

 

 
F 

 

 
Yes 

 

 
GA 

We continued the hummingbird project from last year and expanded with building 

a butterfly/hummingbird flower garden on the south side of our campus. Students 

helped with planting seeds and making observations 

 
4 

 
7th / Math 

 
2 

 
B 

 
M 

 
Yes 

 
GA 

I planned for students to demonstrate knowledge of other cultures by first learning 
about 

currency in other countries. 

 
5 

 
Art 6-8 

 
12 

 
W 

 
F 

 
Yes 

 
EC 

My students developed a Peace project involving ATC's, a student survey, and 
making 

1000 paper cranes to sent to Hiroshima Japan. 

6 4/elar 3 W F Yes EC I hoped to find a book club, cultural games to share, or pen pals. 

 
7 

5th 

math/science 

 
7 

 
W 

 
F 

 
Yes 

 
LC 

 
World Moon Project 

 

 

 

 
8 

 

 

 
5th/ELA/Socia l 

Studies 

 

 

 

 
14 

 

 

 

 
W 

 

 

 

 
F 

 

 

 

 
Yes 

 

 

 

 
GA 

 

We did Heifer International's Read to Feed Project. It was a reading incentive 

program for kids. The goal is to encourage the love of reading while also helping 

others. The idea is to obtain sponsors who pledge to donate a certain amount of 

money to students per AR "homerun". (Students earn a homerun each nine weeks if 

they meet their AR goal.) 

 
9 

4th - self 

contained 
 

5 
 
H 

 
F 

 
Yes 

 
LC 

 
We participated in the World Moon Project and the Great American Mail Race 

 

 

 
10 

 

4th Science 

and Social 

Studies 

 

 

 
3 

 

 

 
W 

 

 

 
F 

 

 

 
Yes 

 

 

 
LC 

The World Moon Project. Our students were supposed to observe the moon for a 

month and share what they saw in an essay to be sent to different locations around 

the world. They received the essays from the students around the world, as well, 

to compare the data. 

 
11 

 
3rd/ELAR 

 
5 

 
W 

 
F 

 
No 

 
EC 

We were communicating with a school in Africa. We had planned on sharing 

books to 

read and writing expository essays to send to their students. 

 

 
12 

 

 
3 

 

 
6 

 

 
W 

 

 
F 

 

 
Yes 

 

 
GA 

We studied different versions of Cinderella & did research on the traditions and 

customs of various parts of the world. Students wrote "Cinderella" stories based 

on their research. 

 

 
13 

5th/Science 

and Social 

Studies 

 

 
8 

 

 
W 

 

 
F 

 

 
Yes 

 

 
SD 

 

 
Mystery Class/Journey North 

 

 
14 

 
PK-12, 

Administration 

 

 
10 

 

 
W 

 

 
F 

 

 
No 

 

 
EC 

 

I had hoped to participate in a project that had our students writing a chapter of a 

book with others around the world composing and sharing the other chapters. 
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APPENDIX  D 

Post-Project Questionnaire 

Thank you for participating in this survey. Your feedback is important whether 

your project worked as you planned or not.  I appreciate your support and all that you do 

for your students.  Please let me know if there is anything else I can do for you.  This 

survey should take no more than 30-45 minutes of your time.  Please share all you can 

with me so we know what you and others will need in the future. 

1. Please fill in the following information: 

First and Last Name 

School 

Grade/Subject 

Email Address 

2. Were you able to complete any or all parts of your planned project?                        

3. Please describe the project that you planned to do with your students. 

4. Please describe any factors that hindered your project. 

5. Please describe any factors that made all or parts of your project successful. 

6. Next year, Sealy ISD will continue with Global Projects, with possibly some 

opportunities to directly collaborate with partner schools in other countries. Will you 

implement one or more projects with your students next year? 

7. Will you encourage others to implement a global project next school year? 

8. Are you interested in mentoring other teachers in planning and implementing a global 

project next year? 
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9. If there is a partner school or district in another country to work with, would you be 

interested in collaborating with a teacher in that country? 

 

Part of the focus for this project is to facilitate the district in organizational change 

supporting Global Education.  The following questions are centered on the model for 

organizational change that I focused on for this study.  Please answer the questions to the 

best of your ability. 

10. Focusing Direction is one component of this research on organizational change.  It 

incorporates a purpose, goals, strategy, and leadership for change.  Please rate the 

following using the choices of Never, Sometimes, Frequently, Almost Always, and 

Always. 

  Never Sometimes Frequently Almost  

Always 

Always 

From 

working 

together on 

this Global 

Education 

Project, I 

have built a 

deeper 

understandi

ng of the 

purpose of 

global 

education 

and have a 

deeper 

commitment

 to global 

education. 

From 

working 

together on 

this Global 

Education 

Project, I 

have built a 

deeper 

understandi

ng of the 

purpose of 

global 

education 

and have a 

deeper 

commitment

 to global 

education.  

Never 

From working 

together on this 

Global 

Education 

Project, I have 

built a deeper 

understanding 

of the purpose 

of global 

education and 

have a deeper 

commitment to 

global 

education.  

Sometimes 

From 

working 

together on 

this Global 

Education 

Project, I 

have built a 

deeper 

understandin

g of the 

purpose of 

global 

education and 

have a deeper 

commitment t

o global 

education.  

Frequently 

From 

working 

together on 

this Global 

Education 

Project, I 

have built a 

deeper 

understandin

g of the 

purpose of 

global 

education 

and have a 

deeper 

commitment

 to global 

education.  

Almost 

Always 

From 

working 

together on 

this Global 

Education 

Project, I 

have built a 

deeper 

understandin

g of the 

purpose of 

global 

education 

and have a 

deeper 

commitment

 to global 

education. 

 Always 
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  Never Sometimes Frequently Almost  

Always 

Always 

The three 

planning 

sessions and 

coaching 

support 

helped to 

keep the 

goals of 

planning a 

global 

project 

transparent 

or easy to 

understand 

The three 

planning 

sessions and 

coaching 

support 

helped to 

keep the 

goals of 

planning a 

global 

project 

transparent 

or easy to 

understand  

Never 

The three 

planning 

sessions and 

coaching 

support helped 

to keep the 

goals of 

planning a 

global project 

transparent or 

easy to 

understand  

Sometimes 

The three 

planning 

sessions and 

coaching 

support 

helped to 

keep the 

goals of 

planning a 

global project 

transparent or 

easy to 

understand  

Frequently 

The three 

planning 

sessions and 

coaching 

support 

helped to 

keep the 

goals of 

planning a 

global 

project 

transparent 

or easy to 

understand  

Almost 

Always 

The three 

planning 

sessions and 

coaching 

support 

helped to 

keep the 

goals of 

planning a 

global 

project 

transparent 

or easy to 

understand  

Always 

The 

structure of 

the planning 

sessions and 

coaching 

created a 

collaborativ

e community 

in the 

district. 

The 

structure of 

the planning 

sessions and 

coaching 

created a 

collaborativ

e 

community 

in the 

district. Nev

er 

The structure of 

the planning 

sessions and 

coaching 

created a 

collaborative 

community in 

the 

district. Someti

mes 

The structure 

of the 

planning 

sessions and 

coaching 

created a 

collaborative 

community in 

the 

district. Freq

uently 

The 

structure of 

the planning 

sessions and 

coaching 

created a 

collaborative 

community 

in the 

district. Alm

ost Always 

The 

structure of 

the planning 

sessions and 

coaching 

created a 

collaborative 

community 

in the 

district. Alw

ays 

The 

support to 

develop a 

global 

project was 

clear and 

easy to 

understand. 

The 

support to 

develop a 

global 

project was 

clear and 

easy to 

understand. 

Never 

The support to 

develop a global 

project was 

clear and easy 

to 

understand. So

metimes 

The 

support to 

develop a 

global project 

was clear and 

easy to 

understand. F

requently 

The 

support to 

develop a 

global 

project was 

clear and 

easy to 

understand. 

Almost 

Always 

The 

support to 

develop a 

global 

project was 

clear and 

easy to 

understand. 

Always 

Communica

tion during 

the planning 

and 

implementin

g helped 

keep me 

engaged. 

Communica

tion during 

the planning 

and 

implementin

g helped 

keep me 

engaged. Ne

ver 

Communication 

during the 

planning and 

implementing 

helped keep me 

engaged. Somet

imes 

Communicati

on during the 

planning and 

implementing 

helped keep 

me 

engaged. Fre

quently 

Communicat

ion during 

the planning 

and 

implementin

g helped 

keep me 

engaged. Al

most Always 

Communicat

ion during 

the planning 

and 

implementin

g helped 

keep me 

engaged. Al

ways 
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  Never Sometimes Frequently Almost  

Always 

Always 

The 

planning 

sessions and 

coaching 

helped build 

a clear 

strategy for 

me to 

implement a 

global 

project. 

The 

planning 

sessions and 

coaching 

helped build 

a clear 

strategy for 

me to 

implement a 

global 

project. Nev

er 

The planning 

sessions and 

coaching helped 

build a clear 

strategy for me 

to implement a 

global 

project. Someti

mes 

The planning 

sessions and 

coaching 

helped build 

a clear 

strategy for 

me to 

implement a 

global 

project. Freq

uently 

The 

planning 

sessions and 

coaching 

helped build 

a clear 

strategy for 

me to 

implement a 

global 

project. Alm

ost Always 

The 

planning 

sessions and 

coaching 

helped build 

a clear 

strategy for 

me to 

implement a 

global 

project. Alw

ays 

The team 

from Texas 

Tech and 

the support 

of the 

leadership of 

the district 

helped me 

feel more 

confident in 

implementin

g global 

projects in 

my 

classroom. 

The team 

from Texas 

Tech and 

the support 

of the 

leadership 

of the 

district 

helped me 

feel more 

confident in 

implementin

g global 

projects in 

my 

classroom. 

Never 

The team from 

Texas Tech and 

the support of 

the leadership 

of the district 

helped me feel 

more confident 

in implementing 

global projects 

in my 

classroom. Som

etimes 

The team 

from Texas 

Tech and the 

support of the 

leadership of 

the district 

helped me 

feel more 

confident in 

implementing 

global 

projects in 

my 

classroom. Fr

equently 

The team 

from Texas 

Tech and the 

support of 

the 

leadership of 

the district 

helped me 

feel more 

confident in 

implementin

g global 

projects in 

my 

classroom. 

Almost 

Always 

The team 

from Texas 

Tech and the 

support of 

the 

leadership of 

the district 

helped me 

feel more 

confident in 

implementin

g global 

projects in 

my 

classroom. 

Always 

 

11. Another component of this model is Cultivating Collaborative Cultures which 

concerns supporting the growth of expertise of the members of the group to focus on an 

agreed upon purpose.  Please rate the following using the choices of Never, Sometimes, 

Frequently, Almost Always, and Always. 
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  Never Sometimes Frequently Almost  

Always 

Always 

The 

support 

and 

attitudes 

displayed 

by the 

coaches 

and the 

training 

during the 

planning 

sessions 

helped me 

feel that I 

could do 

more and 

I achieved 

more with 

my 

students 

than I 

expected. 

The support 

and attitudes 

displayed by 

the coaches 

and the 

training 

during the 

planning 

sessions 

helped me 

feel that I 

could do 

more and I 

achieved 

more with 

my students 

than I 

expected. N

ever 

The support and 

attitudes 

displayed by the 

coaches and the 

training during 

the planning 

sessions helped 

me feel that I 

could do more 

and I achieved 

more with my 

students than I 

expected. Somet

imes 

The support and 

attitudes 

displayed by the 

coaches and the 

training during 

the planning 

sessions helped 

me feel that I 

could do more 

and I achieved 

more with my 

students than I 

expected. Frequ

ently 

The support 

and attitudes 

displayed by 

the coaches 

and the 

training 

during the 

planning 

sessions 

helped me 

feel that I 

could do 

more and I 

achieved 

more with 

my students 

than I 

expected. Al

most Always 

The support 

and attitudes 

displayed by 

the coaches 

and the 

training 

during the 

planning 

sessions 

helped me 

feel that I 

could do 

more and I 

achieved 

more with my 

students than 

I 

expected. Al

ways 

I learned 

from the 

work and 

solved 

authentic 

problems 

of 

implement

ing this 

project 

together 

with my 

coach and 

co-

workers. 

I learned 

from the 

work and 

solved 

authentic 

problems of 

implementin

g this 

project 

together 

with my 

coach and 

co-

workers. Ne

ver 

I learned from 

the work and 

solved authentic 

problems of 

implementing 

this project 

together with 

my coach and 

co-

workers. Someti

mes 

I learned from 

the work and 

solved authentic 

problems of 

implementing 

this project 

together with 

my coach and 

co-

workers. Freque

ntly 

I learned 

from the 

work and 

solved 

authentic 

problems of 

implementin

g this project 

together with 

my coach 

and co-

workers. Alm

ost Always 

I learned 

from the 

work and 

solved 

authentic 

problems of 

implementing 

this project 

together with 

my coach and 

co-

workers. Alw

ays 
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  Never Sometimes Frequently Almost  

Always 

Always 

I feel that, 

through 

this 

project, 

we have 

developed 

a common 

knowledge 

and skill 

base that 

will help 

us 

continue 

global 

education 

in the 

district 

next year. 

I feel that, 

through this 

project, we 

have 

developed a 

common 

knowledge 

and skill 

base that 

will help us 

continue 

global 

education in 

the district 

next 

year. Never 

I feel that, 

through this 

project, we have 

developed a 

common 

knowledge and 

skill base that 

will help us 

continue global 

education in the 

district next 

year. Sometimes 

I feel that, 

through this 

project, we have 

developed a 

common 

knowledge and 

skill base that 

will help us 

continue global 

education in the 

district next 

year. Frequently 

I feel that, 

through this 

project, we 

have 

developed a 

common 

knowledge 

and skill base 

that will help 

us continue 

global 

education in 

the district 

next 

year. Almost 

Always 

I feel that, 

through this 

project, we 

have 

developed a 

common 

knowledge 

and skill base 

that will help 

us continue 

global 

education in 

the district 

next 

year. Always 

I am 

motivated 

to help 

other 

teachers 

implement 

global 

projects 

with their 

students in 

collaborati

on with 

others in 

the group 

from this 

year. 

I am 

motivated to 

help other 

teachers 

implement 

global 

projects 

with their 

students in 

collaboratio

n with 

others in the 

group from 

this 

year. Never 

I am motivated 

to help other 

teachers 

implement 

global projects 

with their 

students in 

collaboration 

with others in 

the group from 

this 

year. Sometimes 

I am motivated 

to help other 

teachers 

implement 

global projects 

with their 

students in 

collaboration 

with others in 

the group from 

this 

year. Frequently 

I am 

motivated to 

help other 

teachers 

implement 

global 

projects with 

their students 

in 

collaboration 

with others in 

the group 

from this 

year. Almost 

Always 

I am 

motivated to 

help other 

teachers 

implement 

global 

projects with 

their students 

in 

collaboration 

with others in 

the group 

from this 

year. Always 

 

12. Deepening Learning shifts instruction to a deeper understanding of the learning 

process and how we, as teachers and leaders can influence it through knowledge-building 

partnerships in the system and outside of the system.  It involves using new knowledge to 

solve real-life problems and incorporate a range of skills in the process of learning. 

 Please rate the following statements using the choices of Never, Sometimes, Frequently, 

Almost Always, and Always. 
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  Never Sometimes Frequently Almost  

Always 

Always 

I feel that I 

possess the 

knowledge 

and skills 

in global 

pedagogica

l practices. 

I feel that I 

possess the 

knowledge 

and skills 

in global 

pedagogica

l 

practices. 

Never 

I feel that I 

possess the 

knowledge and 

skills in global 

pedagogical 

practices. Somet

imes 

I feel that I 

possess the 

knowledge and 

skills in global 

pedagogical 

practices. Frequ

ently 

I feel that I 

possess the 

knowledge 

and skills in 

global 

pedagogical 

practices. Al

most Always 

I feel that I 

possess the 

knowledge 

and skills in 

global 

pedagogical 

practices. Al

ways 

I feel that I 

have the 

ability to 

develop 

new 

learning 

partnershi

ps, in the 

district an

d outside 

of the 

district. 

I feel that I 

have the 

ability to 

develop 

new 

learning 

partnership

s, in the 

district and 

outside of 

the 

district. Ne

ver 

I feel that I have 

the ability to 

develop new 

learning 

partnerships, in 

the district and 

outside of the 

district. Someti

mes 

I feel that I have 

the ability to 

develop new 

learning 

partnerships, in 

the district and 

outside of the 

district. Frequen

tly 

I feel that I 

have the 

ability to 

develop new 

learning 

partnerships, 

in the 

district and 

outside of the 

district. Almo

st Always 

I feel that I 

have the 

ability to 

develop new 

learning 

partnerships, 

in the 

district and 

outside of the 

district. Alwa

ys 

I feel that I 

have the 

knowledge 

and skills 

to create a 

global 

learning 

environme

nt that 

moves 

beyond the 

traditional 

classroom. 

I feel that I 

have the 

knowledge 

and skills 

to create a 

global 

learning 

environme

nt that 

moves 

beyond the 

traditional 

classroom. 

Never 

I feel that I have 

the knowledge 

and skills to 

create a global 

learning 

environment 

that moves 

beyond the 

traditional 

classroom. Som

etimes 

I feel that I have 

the knowledge 

and skills to 

create a global 

learning 

environment 

that moves 

beyond the 

traditional 

classroom. Freq

uently 

I feel that I 

have the 

knowledge 

and skills to 

create a 

global 

learning 

environment 

that moves 

beyond the 

traditional 

classroom. Al

most Always 

I feel that I 

have the 

knowledge 

and skills to 

create a 

global 

learning 

environment 

that moves 

beyond the 

traditional 

classroom. Al

ways 

I feel that I 

have the 

ability to 

use digital 

resources 

to 

accelerate 

learning in 

a global 

context. 

I feel that I 

have the 

ability to 

use digital 

resources 

to 

accelerate 

learning in 

a global 

context. Ne

ver 

I feel that I have 

the ability to use 

digital resources 

to accelerate 

learning in a 

global 

context. Someti

mes 

I feel that I have 

the ability to use 

digital resources 

to accelerate 

learning in a 

global 

context. Freque

ntly 

I feel that I 

have the 

ability to use 

digital 

resources to 

accelerate 

learning in a 

global 

context. Alm

ost Always 

I feel that I 

have the 

ability to use 

digital 

resources to 

accelerate 

learning in a 

global 

context. Alwa

ys 
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13. Securing Accountability is the fourth component of the organizational change 

research framing the global model.  It encompasses both internal and external 

accountability.  Internal accountability incorporates people being accountable to 

themselves and to the group. External accountability incorporates standards, data, and 

interventions.  Please rate the following statements using the choices of Never, 

Sometimes, Frequently, Almost Always, and Always. 

  Never Sometimes Frequently Almost  

Always 

Always 

I felt 

accountable 

to myself 

and to the 

group in 

this global 

project. 

I felt 

accountable 

to myself 

and to the 

group in this 

global 

project. Nev

er 

I felt 

accountable to 

myself and to 

the group in 

this global 

project. Someti

mes 

I felt 

accountable to 

myself and to 

the group in 

this global 

project. Freque

ntly 

I felt 

accountable 

to myself 

and to the 

group in this 

global 

project. Alm

ost Always 

I felt 

accountable 

to myself and 

to the group 

in this global 

project. Alwa

ys 

I felt it was 

important 

to connect 

the state 

standards 

for my 

grade 

level/subject 

with this 

global 

project. 

I felt it was 

important to 

connect the 

state 

standards 

for my 

grade 

level/subject 

with this 

global 

project. Nev

er 

I felt it was 

important to 

connect the 

state standards 

for my grade 

level/subject 

with this global 

project. Someti

mes 

I felt it was 

important to 

connect the 

state standards 

for my grade 

level/subject 

with this global 

project. Freque

ntly 

I felt it was 

important to 

connect the 

state 

standards for 

my grade 

level/subject 

with this 

global 

project. Alm

ost Always 

I felt it was 

important to 

connect the 

state 

standards for 

my grade 

level/subject 

with this 

global 

project. Alwa

ys 

I feel that 

we, as a 

group, can 

work 

collaborativ

ely with 

other 

teachers in 

the district 

to support 

global 

education in 

our schools. 

I feel that 

we, as a 

group, can 

work 

collaborativ

ely with 

other 

teachers in 

the district 

to support 

global 

education in 

our 

schools.  

Never 

I feel that we, 

as a group, can 

work 

collaboratively 

with other 

teachers in the 

district to 

support global 

education in our 

schools.  

Sometimes 

I feel that we, 

as a group, can 

work 

collaboratively 

with other 

teachers in the 

district to 

support global 

education in 

our schools.  

Frequently 

I feel that 

we, as a 

group, can 

work 

collaborative

ly with other 

teachers in 

the district 

to support 

global 

education in 

our schools.  

Almost 

Always 

I feel that we, 

as a group, 

can work 

collaborativel

y with other 

teachers in 

the district to 

support global 

education in 

our schools. 

 Always 
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Hunter (2004) defined global competencies as having an open mind while actively 

seeking to understand cultural norms and expectations of others, and leveraging this 

gained knowledge to interact, communicate and work effectively in diverse 

environments."  Please answer the following questions to the best of your ability and 

provide any comments you wish. 

14. Self-awareness is defined by Hunter as knowing oneself and how a person fits into his 

or her own culture.  Do you feel, as a result of participating in this global project, you 

have grown in self-awareness? Please provide some examples for your answer. 

15. Open-mindedness is defined by Hunter as having a curiosity to learn about things 

holistically before arriving at a conclusion.  Do you feel, as a result of participating in this 

global project, you have grown in open-mindedness? Please provide some examples for 

your answer. 

16. Attentiveness to diversity is defined by Hunter as possessing a sensitivity to and a 

respect for differences.  Do you feel, as a result of participating in this global project, you 

have grown in attentiveness to diversity? Please provide some examples for your answer. 

17. Risk-taking is defined as maintaining a willingness to extend beyond one's cultural 

framework by trying new experiences.  Do you feel, as a result of participating in this 

global project, you are more open to risk-taking? Please provide some examples for your 

answer. 

18. Global Awareness and Historical Perspectives are defined as the skills typically 

acquired through formal and continuous education in areas such as history, geography, 

and world culture.  Do you feel, as a result of participating in this global project, you are 
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more globally aware and have a greater understanding of historical perspectives? Please 

provide some examples for your answer. 

19. Intercultural Capability is defined as the ability to modify outward behavior as a 

result of life experience and personal interactions in an effort to build relationships. Do 

you feel, as a result of participating in this global project, you have grown in intercultural 

capability? Please provide some examples for your answer. 

20. Collaboration Across Cultures is defined as interacting collaboratively and effectively 

in cross-cultural situations as a result of life experience and personal interactions in an 

effort to build relationships. Do you feel, as a result of participating in this global project, 

you have grown in the ability to collaborate across cultures? Please provide some 

examples for your answer. 

21. What is your big 'take away' or 'aha! moment' from your global experiences? 
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