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Teachers today must prepare students for an increasingly
complex, interconnected, and interdependent world.
Being a globally competent teacher requires embracing a
mindset that translates personal global competence into
professional classroom practice. It is a vision of equitable
teaching and learning that enables students to thrive in an
ever-changing world.

This thought-provoking book introduces a proven selfreflection tool to help educators of all grade levels and content
areas develop 12 elements of such teaching. The book is divided into three
sections: dispositions, knowledge, and skills. Each chapter is devoted to an
element of globally competent teaching and includes a description of that
element, tips for implementation delineated by developmental levels, and
links to additional resources for continuing the journey.
Examples of globally competent teaching practices include
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•
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•
•

Empathy and valuing multiple perspectives.
A commitment to promoting equity worldwide.
An understanding of global conditions and current events.
The ability to engage in intercultural communication.
A classroom environment that values diversity and global engagement.

Throughout, you’ll also find examples of these practices at work from
real teachers in real schools. No matter what your experience with global
teaching, the information in this book will help you further develop your
practice as a global educator—a teacher who prepares students not
only for academic success but also for a life in which they are active
participants in their own communities and the wider world.
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Introduction
All Teachers Are Global Educators
The responsibilities of the teacher have dramatically shifted over the past
decade to include preparing students for a complex, interconnected world.
On the one hand, teaching in an isolated classroom can feel like an especially local endeavor. Other than the occasional field trip or guest speaker,
students may not be interacting with people and cultures beyond their classroom walls. On the other hand, teachers are facing increasing pressures to
prepare students for today’s global, knowledge-based economy. They also
must effectively teach an increasingly diverse student population affected by
real-world issues that have an impact on their physical and mental health and
social-emotional well-being. The pushes and pulls teachers face as they seek
to provide an equitable education to every student are multifaceted, and the
responsibility to prepare students for a global world is rarely well defined.
State and federal education policies are increasingly pushing for high-quality standards aimed at effectively preparing students for college and careers
in today’s rapidly shifting, global economy. An early goal of the Common
Core State Standards (CCSS)—originally adopted by 46 states—was to equip
students “with the necessary knowledge and skills to be globally competitive” (National Governors Association Center for Best Practices and Council
of Chief State School Officers, 2008, p. 6). Indeed, the mission statement of
1
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the U.S. Department of Education reads, “Our mission is to promote students’
achievement and preparation for global competitiveness by fostering educational excellence and ensuring equal access” (U.S. Department of Education,
2017).
At the same time, teachers’ classrooms are becoming more global with
growing numbers of students born outside the United States, and school
demographics are becoming increasingly diverse, requiring teachers to adapt
new strategies to effectively reach students whose racial, cultural, and linguistic backgrounds may differ from their own. Approximately one in four
students in the United States are first- or second-generation immigrants, 4.5
million are English language learners who speak one or more of 350 languages, and—as of 2016—a majority of children under the age of 5 are ethno
racial minorities, signaling that the diversity in our schools is a long-term
trend that is here to stay. At the same time, the U.S. teaching force does not
reflect these demographic changes. In the 2015–2016 school year, 80 percent
of teachers identified as white (Taie & Goldring, 2018).
Students are also living in what military and business leaders have dubbed
a VUCA world—one that is volatile, uncertain, complex, and ambiguous. At
the macro level, this includes unpredictable government elections, the rise of
new political movements, shifts in international alliances, the advent of new
technologies, and more. At the micro level, students are grasping with volatility and uncertainty in immediate, personal ways: public health crises, such
as the opioid epidemic and lead-contaminated water; a surge in hate crimes
that target individuals’ religion, race, or sexual identity; a constant barrage
of school shootings; fears that parents or loved ones will get incarcerated or
deported at any time.
Students cannot simply check the baggage they carry with them at the
door. Research on the science of learning and development has repeatedly
shown that physical and mental stress and trauma affect students’ cognitive development (Cantor, Osher, Berg, Steyer, & Rose, 2018). Unless society
addresses the underlying causes that adversely affect students’ physical and
mental health, these undue impediments to learning will remain.
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In this current landscape, what does a true vision of equitable teaching
and learning look like? We argue that it is a comprehensive approach that
addresses students’ cognitive, social-emotional, and behavioral development.
It is teaching that arms students with the knowledge and skillset to not merely
survive but thrive in an ever-changing, interconnected world—one that both
paves a pathway for students to pursue their passions and dreams and opens
windows to opportunities students might not have known existed. It is teaching that addresses the unique background each student brings and the institutional barriers students face on account of the racial, ethnic, cultural, or
linguistic group with which they identify. It is teaching that provides students
with the foundation to be the change they want to see in their own communities and the wider world.
This is not a utopic vision of teaching. Imagine a 1st grade classroom
where English language learners in a semirural North Carolina community
discuss the causes and effects of deforestation in the Amazon and articulate
concrete actions they will take to protect the rainforest. Imagine 8th grade
students in a town with a military base debate the pros and cons of the Vietnam War from the perspectives of both the Americans and the Vietnamese.
Imagine 10th graders in Washington, DC and Ghana who collaborate across
continents to discuss a lack of access to potable drinking water and devise
STEM solutions to the problem. These are all realities. Teaching for global
competence is one way that educators are already working toward this holistic vision of education.

What Is Global Competence?
Global competence is the set of knowledge, skills, mindsets, and values needed
to thrive in a diverse, globalized society. In essence, global competence is the
toolbox that equips students to reach their career aspirations in a globally
connected economy (Asia Society & Longview Foundation, 2016) and take
individual and collective responsibility as global citizens who make their local
communities, their countries, and the world a more just, sustainable place for
all of humankind (Banks, 2014; Zhao, 2010).
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Global competence, global awareness, global citizenship, global literacy, intercultural competence, international education, and global education are often used
interchangeably. We recognize that there are distinctions among these terms
and even ambiguity within them (Kirkwood, 2001a; Oxley & Morris, 2013).
However, for the purposes of this book, we are less concerned about getting
hung up on terminology than we are about supporting teachers as they cultivate the underlying attributes that allow students to thrive in a world that
is complex, interconnected, and filled with a diversity of landscapes, people,
and perspectives. Throughout this book, we use the term global competence to
describe these attributes, though we recognize that some schools, districts, or
policy guidelines may use others.
Global competence is multidimensional in nature (Organisation for Economic Cooperation and Development [OECD], 2018a; Reimers, 2009; UNESCO, 2015), addressing social-emotional, behavioral, and cognitive domains
of learning. The cognitive domain covers “knowledge and thinking skills necessary to better understand the world and its complexities,” the social-emotional domain emphasizes “values, attitudes, and social skills . . . that enable
learners to live together with others respectfully and peacefully,” and the
behavioral domain relates to “conduct, performance, practical application,
and engagement” (UNESCO, 2015, p. 22).
Nongovernmental, governmental, and supranational organizations—
such as the Asia Society, World Savvy, the U.S. Department of Education, the
OECD, and UNESCO—have created frameworks that delineate specific attributes that collectively comprise global competence. Figure 0.1 provides an
overview of these different frameworks. Despite differences in wording, these
frameworks coalesce around the following cognitive, social-emotional, and
behavioral domains:
• Knowledge of global issues, trends, and globalization processes using
analytic and critical thinking (cognitive domain).
• Dispositions of empathy, valuing multiple perspectives, appreciation
for diversity, and a sense of responsibility toward a common humanity
(social-emotional domain).
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• Skills related to effective intercultural communication and collaboration, including speaking more than one language and acting on issues
of global importance (behavioral domain).
Importantly, global competence is not about the world “out there.” It is
rooted in understanding ourselves and our place in the world as a foundation for understanding those around us. Developing global competence also
does not mean trading in one’s cultural or national identity for global citizenship or “one-world government.” Rather, it embraces how “cultural, national,
regional, and global identifications are interrelated, complex, and evolving”
(Banks, 2008, p. 134). Indeed, one can develop global citizenship while maintaining strong cultural, national, and local affiliations.
In addition, global competence is also not a content area unto itself. It is
instead rooted in disciplinary and interdisciplinary knowledge that cuts across
all disciplines (Mansilla & Jackson, 2011). Therefore, it should not be treated
as an “add-on”—limited to an elective course in which a handful of students
enroll, a one-time international day, or a multicultural fair—but integrated
into existing courses and curricula to which all students are exposed throughout the school year (Tichnor-Wagner, Parkhouse, Glazier, & Cain, 2016).
Because global competence is a multifaceted construct, it can help prepare
students to thrive in a variety of ways. From a career-readiness perspective,
business and industry leaders argue that global competence is desired and
required of employees and will give students a leg up in a competitive, global
marketplace. From a civic perspective, global competence helps students learn
to live together in communities marked by increasing diversity, and it illuminates the root causes of inequities that exist in our world and how students
can combat such injustices (Tichnor-Wagner, 2016). This all points back to
equity, whether it is providing students with equitable access to opportunities that will help them succeed in postsecondary education (and beyond)
or giving students the tools to disrupt global injustices that play out in their
local communities. Therefore, global competence is not a “nice-to-have”; it is
a “must have” for all students, for both their individual betterment and the
betterment of the world in which they live.
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Figure 0.1 | Global Competence Frameworks
Organization

Global Competence Framework

Mansila & Jackson
(2011):

• Investigate the world.

Four Domains of Global
Competence

• Communicate ideas.

OECD (2018a):

Dimensions of Global Competence

The OECD PISA
Global Competence
Framework

• Examine local, global, and intercultural issues.

• Recognize perspectives.
• Take action.

• Understand and appreciate the perspectives and world views
of others.
• Engage in open, appropriate, and effective interactions across
cultures.
• Take collective action for well-being and sustainable
development.
Knowledge, Attitudes, Skills, and Values
• 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.
• Evaluate actions and consequences.

UNESCO (2015):
Global Citizenship
Education Key Learner
Outcomes

• Learners acquire knowledge and understanding of local,
national, and global issues and interconnectedness and interdependency of different countries and populations.
• Learners develop skills for critical thinking and analysis.
• Learners experience a sense of belonging to a common
humanity, sharing values and responsibilities, based on
human rights.
• Learners develop attitudes of empathy, solidarity, and respect
for differences and diversity.
• Learners act effectively and responsibly at local, national, and
global levels for a more peaceful and sustainable world.
• Learners develop motivation and willingness to take necessary actions.
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Organization

Global Competence Framework

U.S. Department of
Education (2017):

Domains

Framework for Developing Global and Cultural Competencies to
Advance Equity, Excellence and Economic
Competitiveness

• World and heritage languages

• Collaboration and communication
• Diverse perspectives
• Civic and global engagement
Outcomes
• Critical and creative thinkers who can apply understanding of
diverse cultures, beliefs, economies, technology, and forms
of government in order to work effectively in cross-cultural
settings to address societal, environmental, or entrepreneurial
challenges.
• Aware of differences that exist between cultures, open to
diverse perspectives, and appreciative of insight gained
through open cultural exchange.
• Proficient in at least two languages.
• Able to operate at a professional level in intercultural and
international contexts and to continue to develop new skills
and harness technology to support continued growth.

World Savvy (2018):
Global Competence
Matrix

• Core Concepts: World events and global issues are complex
and interdependent; one’s own culture and history is key to
understanding one’s relationship to others; multiple conditions
fundamentally affect diverse global forces, events, conditions,
and issues.
• Values and Attitudes: Openness to new opportunities,
ideas, and ways of thinking; 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 in relation to something bigger; question prevailing assumptions; adaptability and the ability to be
cognitively nimble; empathy; humility.
• Skills: Investigates the world; recognizes, articulates, and
applies an understanding of different perspectives; selects
and applies appropriate tools and strategies to communicate
and collaborate effectively; listens actively and engages in
inclusive dialogue; is fluent in 21st century digital technology;
demonstrates resiliency in new situations; applies critical,
comparative, and creative thinking and problem solving.
(continued)
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Figure 0.1 | Global Competence Frameworks (continued)
Organization
World Savvy (2018):
Global Competence
Matrix—(continued)

Global Competence Framework
• Behaviors: Seeks out and applies an understanding of different perspectives to problem solving and decision making;
forms opinions based on exploration and evidence; commits
to the process of continuous learning and reflection; adopts
shared responsibility and takes cooperative action; shares
knowledge and encourages discourse; translates ideas, concerns, and findings into individual or collaborative actions to
improve conditions; approaches thinking and problem solving
collaboratively.

Globally Competent Teaching
More states, districts, and schools are inserting terms such as global awareness,
global citizen, global competence, and international into school names, mission
and vision statements, teacher evaluations, and more (Parker, 2008; Tichnor-
Wagner, 2016). School, district, and state global scholar certificate programs
are on the rise, with the purpose of recognizing global competence in both
students and teachers (Singmaster, Norman, & Manise, 2018), as are Seals of
Biliteracy, which acknowledge students’ bilingualism achievement on high
school diplomas (Heineke, Davin, & Bedford, 2018). This has left educators
asking, “Becoming more global sounds great, but how do we actually do it?”
When we first embarked on this work in 2013, definitions for what global
competence meant for students abounded. Missing, though, was a clear delineation of the knowledge, skills, and dispositions teachers need to instill global
competence in their students. This interrelated set of dispositions, knowledge,
and skills is what we refer to as globally competent teaching (Figure 0.2).
Globally competent teaching is composed of 12 distinct yet interrelated elements. We identified these elements through a systematic review of
scholarly literature that addressed how K–12 teachers develop global competence. We also conducted a systematic literature review of publications and
frameworks produced by leading education organizations that address K–12
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teachers’ global competence development (including the Asia Society, Global
Teacher Education, the Longview Foundation, NAFSA: Association of International Educators, and World Savvy). Following state-adopted professional
standards for teachers—which require educators to demonstrate professional
knowledge, skills, and dispositions for licensure (e.g., National Council for the
Accreditation of Teacher Education [NCATE])—we delineated the 12 elements
by dispositions, knowledge, and skills because globally competent teaching is
part and parcel of what effective teachers are already doing.

Figure 0.2 | Elements of Globally Competent Teaching
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Teaching dispositions encompass the “professional attitudes, values, and
beliefs demonstrated through both verbal and nonverbal behaviors as educators interact with students, families, colleagues, and communities” (NCATE,
2008). Globally competent teaching dispositions specifically emphasize the
attitudes, values, and beliefs needed to work effectively with students and
families from all backgrounds and instill a global mindset in students. Such a
mindset embraces an appreciation of diversity, universal rights and commonalities across humanity, and a responsibility for the planet we inhabit and the
diversity of people who live on it. They include
• Element 1: Empathy and valuing multiple perspectives.
• Element 2: Commitment to promoting equity worldwide.
Because global competence is not in itself a discipline but a way of teaching
that cuts across all disciplines (Mansilla & Jackson, 2011), the “subject-matter” knowledge of global competence reflects a disciplinary and interdisciplinary understanding of the cultures, systems, structures, and events around the
world and how they are interconnected with one another and with our own
lives. Globally competent teaching knowledge includes
• Element 3: Understanding of global conditions and current events.
• Element 4: Understanding of the ways that the world is interconnected.
• Element 5: Experiential understanding of multiple cultures.
• Element 6: Understanding of intercultural communication.
Globally competent teaching skills emphasize pedagogical content
knowledge: “the ways of representing and formulating the subject that makes
it comprehensible to others” (Shulman, 1986, p. 9). As NCATE (2008) defines
it, pedagogical content knowledge is “the interaction of the subject matter
and effective teaching strategies to help students learn the subject matter.
It requires a thorough understanding of the content to teach it in multiple
ways, drawing on the cultural backgrounds and prior knowledge and experiences of students” (p. 89).
The skills section truly differentiates globally competent teaching from
other models of global competence (see Figure 0.1), as it integrates global
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dispositions and knowledge into how teachers manage their classroom environment, plan for and implement instruction, and assess student learning.
The six globally competent teaching skills cover the core components of
instructional practice delineated in the InTASC Model Core Teaching Standards (2013), developed by the Interstate Teacher Assessment and Support
Consortium convened by the Council for Chief State School Officers, and
outline what teachers across all content areas and grade levels should know
and be able to do. This includes “planning for instruction by drawing upon
knowledge of content areas, curriculum, cross-disciplinary skills, and pedagogy, as well as knowledge of learners and the community context” (Standard
7); using a variety of instructional strategies to understand content, make connections, and meaningfully apply knowledge (Standard 8); and using a range
of formative and summative assessments to “engage learners in their own
growth, to monitor learner progress, and to guide the teacher’s and learner’s
decision making” (Standard 6).
Globally competent teaching skills include the ability to
• Element 7: Communicate in multiple languages.
• Element 8: Create a classroom environment that values diversity and
global engagement.
• Element 9: Integrate learning experiences for students that promote
content-aligned explorations of the world.
• Element 10: Facilitate intercultural and international conversations that
promote active listening, critical thinking, and perspective recognition.
• Element 11: Develop local, national, and international partnerships
that provide real-world contexts for global learning opportunities.
• Element 12: Develop and use appropriate methods of inquiry to assess
students’ global competence development.
These 12 elements of globally competent teaching incorporate best teaching practices that emphasize providing real-world contexts for learning in
order to develop higher-order thinking skills and validate students’ unique
backgrounds. As written in the InTASC standards (2013):
ADVANCE UNCORRECTED COPY - NOT FOR DISTRIBUTION

12 | Becoming a Globally Competent Teacher

Effective teachers have high expectations for each and every learner
and implement developmentally appropriate, challenging learning
experiences within a variety of learning environments that help all
learners meet high standards and reach their full potential. Teachers do this by combining a base of professional knowledge, including an understanding of how cognitive, linguistic, social, emotional,
and physical development occurs, with the recognition that learners
are individuals who bring differing personal and family backgrounds,
skills, abilities, perspectives, talents, and interests. (p. 8)
Integrating learning experiences that promote content-aligned investigations of the world and assessing global competence development promote the
teaching of challenging standards using authentic and inquiry-based instruction and assessment. Together, empathy and valuing multiple perspectives,
understanding multiple cultures, understanding intercultural communication, and communicating in multiple languages incorporate and validate students’ diverse perspectives and experiences, reflective of culturally relevant
and sustaining pedagogies that best reach culturally and linguistically diverse
learners (Ladson-Billings, 1995; Paris, 2012). Both facilitating intercultural
conversations and developing partnerships for global learning teach students
to communicate and collaborate with people from diverse backgrounds, an
emphasized skill for college and career readiness. In this regard, as with the
“meat” or “content” of the concept of global competence, globally competent teaching is not an add-on but a compilation of dispositions, knowledge, and skills proven to help all learners succeed academically, socially, and
emotionally.

Developing Globally Competent Teaching Practices
Once we identified the 12 elements of globally competent teaching, a second
question immediately emerged. How do teachers operationalize this in their
daily practice? Some tools exist that measure global or cultural competence.
For example the Intercultural Development Inventory—commonly used as
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pre-post measures in studies on the effect of cross-cultural experiences such
as study abroad—measures orientation toward cultural differences through
a 50-item Likert scale questionnaire (Hammer, Bennett, & Wiseman, 2003).
However, such tools do not provide insight into steps teachers should take to
become more globally aware, nor do they directly translate to practical classroom applications.
Therefore, we developed the Globally Competent Learning Continuum
(GCLC) as a self-reflection tool to drive professional growth by breaking down
the broad—and sometimes daunting—construct of globally competent teaching into manageable steps for implementation and steady improvement. The
GCLC delineates the 12 elements of globally competent teaching and breaks
each down into five developmental levels: nascent, beginning, progressing,
proficient, and advanced. Unlike Likert-scale assessments that place teachers
at a particular level of global or cultural competence based on their responses
to a cluster of questions, rubrics allow users to rate themselves based on
descriptors for each level, identify clear benchmarks for success, and document progress over time (McGury, Shallenberg, & Tolliver, 2008).
As teachers progress from nascent to advanced, the continuum moves
from the personal to the interpersonal, with teachers taking the work upon
themselves in the early stages and gradually releasing responsibility to students in the advanced stages. At the later stages, students initiate their own
intercultural and international conversations and partnerships and evaluate
their own global learning. Likewise, under a commitment to equity worldwide, teachers come to recognize inequities that exist locally (and globally)
before encouraging students and the school community to take action on
those inequities.
The continuum also moves from the local to the global. In the early levels, teachers recognize their own perspective, culture, language, and context
before extending outward to recognize the perspectives, cultures, languages,
and contexts of others. This embraces a “glocal” mindset that recognizes the
intersecting cultural, regional, national, and global identities and affiliations
we hold (Banks, 2008). It also reinforces a recognition that our personal, local
ADVANCE UNCORRECTED COPY - NOT FOR DISTRIBUTION

14 | Becoming a Globally Competent Teacher

actions are interconnected with the actions of others around the world (Robertson, 1995). Finally, as teachers move through the levels, they also move
from basic awareness and exposure to the world to critically analyzing global
inequities and taking actions to address them (Merryfield, 1998; O’Connor &
Zeichner, 2011).
The GCLC uses self-reflection as a key driver for teacher learning. For each
element, teachers first read through each developmental level and select the
level that best describes them, reflecting on the professional and personal
experiences that justify their choice. Second, teachers identify an element (or
elements) they would like to improve and then read the description for the
next highest level to understand what is required for growth. Third, teachers
take actions that help them reach the next developmental level—for example,
reading a series of articles and books, participating in a professional learning
opportunity abroad, teaching a new unit that infuses global perspectives, or
researching organizations that provide service-learning opportunities around
issues of global concern. Finally, teachers reflect to see if their actions have led
them to reach the next developmental level. They can continue the process
for the next level or move on to a different element. Because developing global
competence is a lifelong journey—and the world we live in is ever-changing—
even when the advanced level is reached, there is always room for continued
growth.

Research, Development, and Validation
We developed the GCLC through a two-year iterative research process consisting of four stages that developed the construct of globally competent teaching
and tested the content validity, internal consistency reliability, and internal
structure of the self-reflection tool. Stage 1 identified the 12 elements of globally competent teaching through a systematic literature review (described
earlier). Stage 2 broke down each globally competent teaching element into
developmental levels. This initial rubric underwent extensive review by 57
practicing K–12 teachers, 7 teacher educators, and 8 global education field
experts to determine the representative and relevance of the elements and
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their developmental levels. Based on the data, modifications to the continuum were made. Stage 3 evaluated internal consistency and overall stability of
the 12 elements and their 5 developmental levels through a pilot test with 111
practicing K–12 teachers and a focus group of educators. During Stage 4, final
revisions were made. We assessed participant interpretation and use along
with overall content validity by conducting cognitive interviews with nine
in-service teachers, representing elementary, middle, and high school, and
asked a second round of global education experts to provide an expert review.
Teachers and administrators across the United States who have used
the GCLC in online courses, district-based professional development, and
national global learning cohorts have overwhelmingly stated in evaluations
that it is a valuable resource for exploring global issues, gaining global and
cultural knowledge, and self-reflecting. Comments that educators have made
about the GCLC include “This has changed a lot of views I had and made me
reflect about issues that I usually did not pay attention to,” “It has helped me
to understand my students better,” “It will enable me to design more activities that incorporate global awareness,” and “It has helped us see where the
gaps are and provide those resources for teachers and students in curriculum
and strategic plans.”

Using This Book
Trends in globalization highlight that all of us are part of a wider world. Historic increases in migration have reshaped our local communities. Technology can connect us in nanoseconds to people and ideas around the globe. The
clothing we wear, the food we buy, and the devices on which we rely often get
into our wardrobes, refrigerators, and hands through complex global supply
chains. Regardless of where you live or the student population you teach, the
purpose of this book is to bring out the global educator in you.
This book is written for teachers of all experience levels and grade levels from PreK through 12, teaching any and all subject areas. Preservice and
inservice teachers can use this book as a tool to evolve their teaching practice to incorporate globally competent teaching elements. Through this book,
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teachers can develop a deeper understanding of what global competence
means for themselves and their students, reflect on their strengths and areas
for improvement across the 12 elements of globally competent teaching, and
explore professional learning resources to aid their professional growth.
This book is also valuable for school administrators interested in supporting their staff’s and students’ global competence development. It gives
insights into what you should look for in a classroom that regularly integrates
global competence, along with resources you can provide to teachers as they
embark on the journey of developing global competence. Since it provides
a nuanced conceptualization of what global teaching and learning entails,
school administrators can also use this book as a guidepost for designing professional development, instructional coaching, and curriculum that is focused
on global competence.
Similarly, teacher educators who want to weave global competence into
coursework and programs can use this book as a framework for planning
and running both teacher preparation programs for preservice teachers and
continuing education programs for inservice teachers. Teacher educators can
use the chapters in this book as guideposts to assess whether the courses or
additional learning experiences their programs provide are helping preservice
and inservice teachers’ global competence growth for specific elements. They
can also be a tool for personal introspection as teacher educators incorporate
global competence into their courses.
This book is divided into three sections—Dispositions, Knowledge, and
Skills—and each chapter is devoted to an element of globally competent
teaching. Chapters include a description of each element, tips for implementation delineated by developmental levels on the GCLC, and links to additional
resources for continuing the journey. Each chapter also invites you to rate
yourself on that particular globally competent teaching element. We encourage you to use the Globally Competent Learning Continuum Self-Reflection
Tool (see Appendix) as a place to document the level you rate yourself
(nascent, beginning, progressing, proficient, advanced) and note the evidence
from your personal and professional experiences that justify your rating.
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Examples of how these elements have been operationalized by real teachers in real schools are also prominent throughout the chapters and highlighted
in real-life vignettes. These examples come from interviews, observations, and
surveys of practicing K–12 teachers from a cross-section of grade levels (elementary, middle, and high school), subject areas (math, science, language
arts, social studies, world language, and the arts), and locales (urban, suburban, and rural). Note that all teacher names are pseudonyms to protect confidentiality. We also infuse our own personal experiences as teacher educators
and elementary, middle, and high school teachers working with diverse student populations.
There is no prescribed order for developing these 12 elements of globally
competent teaching—or for reading these chapters. Just as teacher beliefs (dispositions) shape practice (skills), practices can also reshape teachers’ beliefs
(McLaughlin, 1990). The globally competent teaching elements themselves
are interconnected and can be conceived as developing simultaneously and
iteratively—as opposed to consecutively and linearly. For example, research
suggests that learning to communicate in another language can increase
empathy (Goetz, 2003). In gaining an experiential understanding of multiple cultures, a teacher may simultaneously come to value the perspectives of
others and learn intercultural communication skills that facilitate international conversations. In developing international partnerships, a teacher may
learn about a global inequity that sparks a desire to take action. Because of
the interconnectedness of these elements, you will find that some of the same
resources will cut across them, such as the Sustainable Development Goals
(SDGs), Skype in the Classroom, the Global Read Aloud, and virtual exchange
tools, to name a few.
At the same time, we encourage teachers to start with dispositions because
those are the foundational lenses through which we engage with our world,
our students, and our content. As will be made clear throughout the following chapters, a mindset that values multiple perspectives is requisite to understanding global conditions and current events, understanding intercultural
communication, creating a classroom environment that values diversity, and
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facilitating intercultural conversations. A commitment to equity is likewise
foundational to critically analyzing how global interconnectedness contributes to inequities within and across nations, understanding power dynamics that relate to language and intercultural communication, and developing
partnerships that allow students to learn with and through the world.
No matter where you fall on the Globally Competent Learning
Continuum—and whether you’re just thinking about this work for the first
time, have recently dabbled, or have 20 years of global teaching experience—
the information in this book will help you further develop as a global educator in preparing all students for academic success, social-emotional well-being,
and the ability to thrive in an ever-changing world.
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SECTION I

DISPOSITIONS
Dispositions are the attitudes, values, and commitments teachers hold and
espouse that inevitably influence how they teach. All teaching follows from
your dispositions: your classroom setup, classroom curriculum, pedagogy, and
assessment practices. Dispositions are essentially the driver of your overall
practice, whether you are conscious of it or not. In the next two chapters, we
aim to make explicit the dispositions we believe are critical for globally competent teachers:
• Empathy and valuing multiple perspectives.
• Commitment to promoting equity worldwide.
As described in Chapter 1, empathy is a critical element in being a globally competent teacher. Empathy, or the ability to understand others, requires
a teacher to be open to listening to others. Empathetic teachers seek out and
invite multiple perspectives. Further, they are aware of the limits of their own
perspectives and thus value opportunities to see the world through others’
eyes. Empathetic teachers engage in regular reflection to better understand
their biases and preconceptions. They seek to reframe their understandings in
ways that enable them to hold and value multiple perspectives simultaneously.
Chapter 2 details how globally competent teachers reflect a commitment
to promoting equity worldwide. These teachers are committed to addressing
larger systemic issues in and through their teaching. For example, they are
committed to promoting peace, addressing world hunger and poverty, and
tackling illiteracy and gender inequity around the globe. This commitment
is as much local as it is global, and it is at the heart of both teaching about
inequity and social justice and acting for equity and human rights beyond the
classroom.
19
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These two dispositions are truly foundational to the personal and professional actions globally competent teachers take to gain an understanding of
the world and our place in it. They also help teachers foster those same understandings among students so they are primed to succeed in a global marketplace, live peacefully with those from backgrounds different from their own,
and strive to make their own communities and the wider global village more
just and sustainable for their own and future generations.
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SECTION II

KNOWLEDGE
A teacher’s knowledge is commonly defined as a mixture of understanding,
demonstrating through synthesis and critical analysis, and applying content
knowledge of the subjects they teach (InTASC, 2013; NCATE, 2008). Because
knowledge of the world is vast and constantly changing, the knowledge that
globally competent teachers possess can be parsed into two broad concepts:
(1) an understanding of events, conditions, systems, and structures that connect the world, and (2) an understanding of the people who live in it.
The first two knowledge elements discussed in this section touch upon
the former:
• Understanding of global conditions and current events (Chapter 3)
• Understanding of the ways that the world is interconnected (Chapter 4)
The following two knowledge elements examine the latter:
• Experiential understanding of multiple cultures (Chapter 5)
• Understanding of intercultural communication (Chapter 6)
These knowledge elements do not ask teachers to recall information about
populations in different countries or practices of specific cultures. Instead,
they focus on reflection, synthesis, and critical analysis of resources, events,
and experiences. These knowledge elements are also not meant to supplant
content-area knowledge. As the four chapters in this section illustrate, globally
competent teachers infuse cultural and global knowledge across the content
areas, thus necessitating that teachers have a solid disciplinary foundation to
make global content-area connections (Mansilla & Jackson, 2011).
Foundational to these four knowledge elements are the dispositions
described in Section I. Understanding global conditions and current events
55

ADVANCE UNCORRECTED COPY - NOT FOR DISTRIBUTION

56 | Becoming a Globally Competent Teacher

requires an openness toward seeking multiple perspectives on different issues.
An experiential understanding of multiple cultures follows a similar progression—understanding one’s self before understanding others and being openminded to unfamiliar ideas and experiences. Understanding how the world
is interconnected emphasizes addressing inequities spurred by globalization,
whereas understanding intercultural communication specifically examines
inequitable power dynamics that linguistic minority students face.
In addition, this knowledge base becomes important for the pedagogical
practices described in the skills section. For example, an understanding of
intercultural communication can help teachers communicate in multiple languages and facilitate intercultural conversations and partnerships with their
students. An experiential understanding of multiple cultures can help teachers create a classroom environment that values student diversity. An understanding of global conditions and current events can help teachers create an
environment that values global engagement and can serve as the basis for
content-aligned explorations of the world. As you actively acquire knowledge
of global systems and structures and the diversity of cultures, languages, and
contexts that people across the planet experience, we encourage you to make
local connections to your teaching practice, your students, and yourself.
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SECTION III

SKILLS
The elements within the dispositions and knowledge domains of global competence are broad enough to apply to a variety of professions and settings, but
the elements in the skills domain are specific to the classroom. Globally competent teaching skills refer to the ability to promote students’ growing interest
in and knowledge about the world through the classroom environment and
instructional experiences. Specifically, the six globally competent teaching
skills elaborated on in this section are an ability to
• Communicate in multiple languages. (Chapter 7)
• Create a classroom environment that values diversity and global
engagement. (Chapter 8)
• Integrate learning experiences for students that promote content-
aligned explorations of the world. (Chapter 9)
• Facilitate intercultural and international conversations that promote
active listening, critical thinking, and perspective recognition. (Chapter 10)
• Develop local, national, or international partnerships that provide realworld contexts for global learning opportunities. (Chapter 11)
• Develop and use appropriate methods of inquiry to assess students’
global competence development. (Chapter 12)
These six skills emerge out of the dispositions and knowledge presented
in the first two sections of this book. Globally competent teaching skills are
grounded in empathy, a commitment to promoting equity and considering
multiple perspectives, knowledge of global conditions and the ways the world
is interconnected, and an understanding of multiple cultures and intercultural communication.
121
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From these foundations, one can develop the skills for fostering such dispositions and knowledge in students. For instance, a teacher cannot promote
global engagement and an appreciation for diversity without valuing those
things himself or herself. Likewise, to design learning experiences that promote explorations of the world requires personal knowledge of global conditions, current events, and the ways in which local and global forces interact.
Developing your own knowledge in these areas will provide examples you can
use to make the case to students that global awareness matters for their lives.
Therefore, educators may find that they advance in each of the skills simultaneously as they advance in the dispositions and knowledge elements of
global competence. As teachers become more committed to acting on issues
of global concern, they may emphasize this more in their classrooms, moving
them closer to the advanced level of creating a classroom environment that
values diversity and global engagement.
The six skills presented here also reflect research-based, effective teaching
practices for general purposes. Leading class discussions or small-group activities that require active listening, critical thinking, and perspective recognition is a high-leverage instructional practice (Ball & Forzani, 2011). So too is
using frequent, authentic, and differentiated assessments to provide feedback
to students and inform subsequent instruction (Chappuis & Stiggins, 2017).
Thus, as you develop globally competent teaching skills, you are also becoming a more successful teacher overall. Moreover, you are helping your students adopt not only a lifelong love of learning but also a commitment to
understanding and acting on issues of global importance.
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and current events, 63f
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201
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local, learning the, 59
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progressing level, 208f, 212, 214–215
secondary school (6-12), 219
self-reflection in, 210–211, 217–218
Using Multiple Metrics to Assess
through a World Literature Project,
219–220
global competence checklist, 166
global competence framework, 4–5, 6f
global conditions and current events,
understanding
across content areas, 63f
importance of, 57
meaning of, 58–59
news programs for, 62
podcasts for, 62
Using Google Earth to Learn about
Global Events and Empathize with
Other People in the World, 67–70
using world geography for, 58
global conditions and current events
implementations
additional resources, 58, 62, 70–72
advanced level, 60f, 65–66
beginning level, 60f, 64–65
community, learn about the, 61, 66
developmental continuum, 60f
elementary school (PK-5), 66
emotional considerations, 68–69
local, learning about the, 75
local geography, learn the, 59, 61
maps and globes, using, 64–66
nascent level, 60f, 62–64
proficient level, 60f, 65–66
progressing level, 60f, 64–65
pursue stories further, 62
reading materials, using, 66
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global conditions and current events
implementations—(continued)
secondary school (6-12), 66–67
self-reflection in, 59
students, learning along with, 64
world events, paying attention to,
61–62
Global Educator Digital Badge (NC), 227
global interconnectedness,
understanding
additional resources, 74
the dark side of, 74–75
meaning of, 73–75
global interconnectedness activities
Five Whys, 80
global community for, contribute to
the, 79
global supply chains, 83
glocal diaries, 87
inequity, identifying, 83–85
inequity activities, 87
news stories, follow, 81–82
passport project, 80–81
relevance considerations, 85
scavenger hunts, 87
simulations, 82
student stories, learning from, 77–78
Teaching About Global Energy Consumption, 86
writing activities, 85
global interconnectedness
implementations
additional resources, 80, 87–88
advanced level, 76f, 82–84
beginning level, 76f, 81–82
critical thinking for, 79–80
developmental continuum, 76f
elementary school (PK-5), 85
integrating into the curriculum, 81
local, learning about the, 77, 80
nascent level, 76f, 81
proficient level, 76f, 82–84

global interconnectedness
implementations—(continued)
progressing level, 76f, 81–82
questioning strategy, 78
reading materials, using, 81, 82f, 85
root cause analysis for, 80
secondary school (6-12), 85
self-reflection in, 75
systems approach to, 78–79
global learning experiences, integrating
across content areas, 156–157, 163f,
168
constructivist pedagogy for, 157–158
importance of, 155
interdisciplinary study for, 157
meaning of, 156–158
skill of, 155–156
global learning experiences
implementations
across content areas, 156–157
additional resources, 170–171
advanced level, 159f, 166–167
beginning level, 159f, 165–166
colleagues as resources, using, 164,
167
content area knowledge for, 161–162
cross-departmental planning for, 168
developmental continuum, 159f
elementary school (PK-5), 168
Global Math Stories, 169–170
How Else and Why routine, 162
integrating into the curriculum,
164–165
interdisciplinary units, creating, 168
nascent level, 159f, 164–165
plan wearing a global lens, 162
proficient level, 159f, 166–167
progressing level, 159f, 165–166
project-based learning, 166
secondary school (6-12), 168
self-reflection in, 158, 170
student relationships in, 160–161
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global learning experiences
implementations—(continued)
student surveys for, 170
Using Multiple Metrics to Assess
through a World Literature Project,
219–220
Globally Competent Learning Continuum (GCLC)
described, 13–14
development of the, 14–15
self-reflection element, 14
students use of, 230
The Globally Competent Learning Continuum Self-Reflection Tool, 232–234
Global Math Stories, 169–170
Global Monster Project, 196
Global Read Aloud, 101, 196
Global Teaching Dialogue (State Department), 185
glocal, the, 13–14, 75
glocal partnership activities
building relationships, 195–196
empathy interviews, 195
local, learning about the, 200
glocal partnership implementations
additional resources, 194, 198, 199,
202–203
advanced level, 192f, 199–200
beginning level, 192f, 196–199
cross-cultural collaboration skills,
cultivate, 194–195
developmental continuum, 192f
elementary school (PK-5), 200
equal parity, emphasize, 191, 193
Fourth Grade Scientists Investigate
Natural Disasters in the U.s. and
Guatemala, 201
local, learning about the, 193–194
nascent level, 192f, 195–196
prepackaged opportunities, 198–199
proficient level, 192f, 199–200
progressing level, 192f, 196–199

glocal partnership implementations—
(continued)
relationship-building, 195–196
secondary school (6-12), 200–201
self-reflection in, 191
steps in, 197–198
student autonomy in, 199–200
glocal partnerships, developing
cultivating, 194
example of, 189
and sustaining, 199
value of, 189–191
Google Earth, 69–70
Google Maps, 59–60
Hawaiian language, 128, 134, 181
heritage language speakers, 124–125
How Else and Why routine, 162
How to Create and Use Rubrics for Formative Assessment and Grading (Brookhart),
214
identity-language relation, 126
Idioms, Comparing from Different Countries, 116–118
incarceration rates, 38
InTASC Model Core Teaching Standards,
11–12
intercultural communication
communicative burden in, 112–113
differences in, 105–106
elements of, 106–107
Intercultural Communication (Samovar &
Porter), 110
intercultural communication, developing
skills in
additional resources, 110, 118–119
advanced level, 109f, 113–114
beginning level, 109f, 112–113
developmental continuum, 109f
elementary school (PK-5), 115
emotional component, 114
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intercultural communication, developing
skills in—(continued)
generalizations, avoiding, 110–111
modeling for, 106, 115
nascent level, 109f, 111–112
proficient level, 109f, 113–114
progressing level, 109f, 112–113
reading about and practicing, 108,
110
reading materials, using, 115
secondary school (6-12), 115–116
self-reflection, 108
sociocultural awareness in, 113–114
using fictional characters, 113–114
intercultural communication,
understanding
additional resources, 110
emotional component, 117–118
empathy in, 117–118
meaning of, 106–108
intercultural communication activities
collaborative, 116
Comparing Idioms from Different
Countries, 116–118
immersive, 111–112
inclusive, 114
relevance considerations, 116
using popular media, 112, 113–114
intercultural conversations, facilitating
active listening for, 173
benefits of, 172–173, 175
critical thinking for, 173
as dialogue, 174
environments for, 174–175
meaning of, 173–175
mediums for, 174
perspective consciousness in, 173–174
self-reflection in, 175
intercultural conversations activities
Connecting North Carolinian and
Indonesian Students, 185–186
face-to-face interactions, 184

intercultural conversations activities—
(continued)
field trips, 181
guest speakers, 181–182, 183f, 186
icebreakers, 177
Mystery Skype, 181
object exchanges, 185
participation, encouraging, 185
sister school partnerships, 183–184
virtual exchanges, 179–181
intercultural conversations
implementations
additional resources, 178–179, 181,
185, 187–188
advanced level, 176f, 183–184
assumptions, avoiding, 180
beginning level, 176f, 182–183
community resources, 178
developmental continuum, 176f
dialect differences, recognizing,
180–181
elementary school (PK-5), 185
local, learning about the, 177–178
nascent level, 176f, 181–182
parents as resources, 177
professional connections, leveraging,
178–179
proficient level, 176f, 183–184
progressing level, 176f, 182–183
secondary school (6-12), 185
self-reflection in, 175, 177
technology, embracing, 179–181
Intercultural Development Inventory,
12–13
International Baccalaureate programs,
166
IREX, 199
justice, 38
knowledge. See also specific components
components, 9f, 10
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knowledge—(continued)
depositing, 158
dispositional basis for, 55–56
elements of, 55
of globally competent teachers, 55
language, learning another
basics of, 128–129
benefits of, 125–128
language arts
Bilingual Read-Alouds, 136
Comparing Idioms from Different
Countries, 116–118
global integration examples, 163f
global learning experiences and,
156–157
Global Read Aloud, 101, 196
for solidifying a commitment to
equity, 46f
in understanding global conditions
and current events, 63f
Using Multiple Metrics to Assess
through a World Literature Project,
219–220
language-identity relation, 126
languages, communicating in multiple
bilingual education programs,
124–125
dual immersion programs, 124–125
foreign language requirements, 125
integrating in the classroom, 131,
132, 134–135
responsibility for, 125
languages, communicating in multiple,
activities for
Bilingual Read-Alouds, 136
speakers, inviting, 135
languages, communicating in multiple,
implementations
additional resources, 132, 135,
137–138
advanced level, 130f, 133–134

languages, communicating in multiple,
implementations—(continued)
beginning level, 130f, 132–133
classroom libraries for, 135
communities as resources for,
131–132
developmental continuum, 130f
diversity celebrations, 131
elementary school (PK-5), 134–135
families, involving, 131–132, 134
home language surveys, 136–137
nascent level, 130f, 132
person-to-person focus in, 129, 132
proficient level, 130f, 133–134
progressing level, 130f, 132–133
secondary school (6-12), 135
self-reflection in, 129
translingual learning environments,
create, 135
languages, communicating in multiple,
learning how to
apps and podcasts, 132, 137
basics of, 128–129
benefits of, 125–128
immersion for, 133
travel for, 133
languages spoken globally, 123
learning
equitable, vision of, 3
project-based, 166
listening, active, 173
local, learning about the
classroom environments valuing
diversity and global engagement,
151–152
for equity commitment, 44
in global conditions and current
events, 75
for global interconnectedness, 77, 80
in glocal partnerships, 193–194, 200
in intercultural conversations,
177–178
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Mainstream American English (MAE),
113
maps
Google Maps, 59–60
Mapping the Nation, 80
understanding world geography
using, 58, 64–65
mathematics
ethno-, 143, 169–170
global integration examples, 163f
global learning experiences and,
157
Global Math Stories, 169–170
for solidifying a commitment to
equity, 46f
in understanding global conditions
and current events, 63f
modeling
for classroom environments that
value diversity and global engagement, 143–144, 149–150
equity commitment, 49–50
multilingualism, 124. See also languages,
communicating in multiple
music
Comparing Music Genres in Spanish-speaking Countries, 152–153
global integration examples, 163f
global learning experiences and,
157
for solidifying a commitment to
equity, 46f
Using Music to Explore Educational
Inequity, 51
Natural Disasters, Fourth Grade Scientists
Investigate in the U.S. and Guatemala,
201
The Newcomers (Thorpe), 77
OECD global competence framework,
4–5, 6f

perspective consciousness, 22, 173–174
perspectives, examining multiple, 19,
22–24. See also empathy and valuing
multiple perspectives
physical education
global integration examples, 163f
for solidifying a commitment to
equity, 46f
poverty
solving, 41–42
students in, 39–40
prejudice. See biases
Privilege Walk, 47–48
Programme for International Student
Assessment (PISA) Global Competence
Assessment, 206
Public School Study Abroad Program,
184
reasoning, motivated, 24, 26, 28
The Righteous Mind (Haidt), 29
scavenger hunts, 87
school administrators, role of, 226–228
School Kids Investigating Language in
Life and Society (SKILLS) program, 135
schools, role in education, 229–231
science
Fourth Grade Scientists Investigate
Natural Disasters in the U.s. and
Guatemala, 201
global integration examples, 163f
for solidifying a commitment to
equity, 46f
Teaching About Global Energy Consumption, 86
in understanding global conditions
and current events, 63f
self-reflection, 14, 24
skills components, 9f, 10–11, 121
Skype, 180–181, 195
social media, 74, 101, 179, 181
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social studies
global integration examples, 163f
global learning experiences and, 156
for solidifying a commitment to
equity, 46f
in understanding global conditions
and current events, 63f
STEM solutions, 199
stereotypes examining personal, 26–27
stereotype threat, 23
student autonomy, 199–200
students
demographics, 2, 91
GCLC, use of, 230
languages spoken, 123
learning about your, 150–151
learning along with, 64
in poverty, 39–40
VUCA world of, 2–3
student stories, learning from, 77–78
student surveys, 170
student-teacher relationships, 150–151,
160–161
Sustainable Development Goals (SDGs)
(UN), 40, 84, 102, 194

teaching, globally competent. See also
specific elements
developing practices of, 12–14
elements of, 8–12, 9f
teaching, vision of equitable, 3
thinking, critical, 173
Tony Blair Faith Foundation, 174
translanguaging, 108

teachers
collaborating across cultures, 101
colleagues, working with, 225–226
community members, working with,
225–226
demographics, 91
depositing knowledge, 158
effective, 12
languages spoken, 123
professional learning journeys, supporting, 223–231
responsibilities, shifts in, 1–2
Self-Reflection Tool, 232–234
standards for, 228
white, percentage of, 2

wage discrimination, 40
War from Multiple Perspectives, 32–34
water poverty, 44
wealth inequity, 40
World Literature Project, Using Multiple
Metrics to Assess, 219–220
World Savvy global competence framework, 4–5, 7–8f
World’s Largest Lesson, 196
World Smarts STEM Challenge (IREX),
199

UNESCO global competence framework,
4–5, 6f
United States, inequity in the, 38
Using Google Earth to Learn about
Global Events and Empathize with
Other People in the World, 67–70
Using Multiple Metrics to Assess through
a World Literature Project, 219–220
Using Music to Explore Educational
Inequity, 51
Various Entryways to Experiencing Multiple cultures, 100–102
visual models, using, 49–50
volatile, uncertain, complex, ambiguous
(VUCA) world, 2
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