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Abstract
It is clear that if international school teachers are to be able to properly prepare students for a 21st century 
globalized workplace, they must first develop the global competence and intercultural skills needed to 
implement their students’ development of global knowledge, skills and attitudes. Unfortunately, in many 
public schools and international schools, teachers do not possess the global competency needed to do so 
effectively. Since it can be expensive and ambitious to instill global competency in teachers on a school-wide, 
district-wide or nation-wide level, it may be more feasible for individual teachers to address their global 
competency deficit and take the necessary steps to improve it. There are several tools that can be used 
by individual teachers seeking to improve the awareness, skills and dispositions needed to become a truly 
globally competent teacher.

This study focused on an innovative new tool, the Global Competency Learning Continuum (GCLC), 
which was designed for teachers and offers a resource library to help teachers address their shortcomings 
in twelve different levels of global competency. The research sought to ascertain whether the Global 
Competency Learning Continuum is an appropriate tool for international school teachers to use to assess 
and improve their global competency – or if there is a demand for an entirely new instrument that is more 
applicable to international school teachers. After reviewing research from surveys of international teachers, 
the data indicates that the Global Competency Learning Continuum is a promising and effective tool for use 
by international school teachers. It is the only tool designed specifically for teachers by a highly-respected 
educational institution, is free of charge and offers a valuable trove of resources for teachers who wish to 
actively improve their global competency.
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Introduction

It is clear that globalization has profoundly affected the economy, communication and cultures of 
our planet. But due to new migration patterns and the ease of trans-boundary communication, it has 
also changed the complexion of classrooms in many countries of the world. More diversity in the 
classroom can lead to deeper levels of learning, but only if teachers are prepared to engage with 
these mixed populations. If they are not culturally prepared, problems of exclusion and misunder-
standing may follow, resulting in poor academic performance and negative psychological effects. 
Much of the discussion about diversity in the classroom centers on the United States, but the truth 
is that countries all over the world are experiencing greater diversification due to increased immi-
gration, the technological effects of globalization and increased numbers of families moving 
between countries due to new opportunities in the globalized economy. As globalization has in 
many cases changed the nature of the student body, it has also created new priorities for schools in 
reacting to the interconnections of different cultures within their walls.

One of the most important effects of globalization as it relates to education is the fact that when 
students graduate, they will enter into a global workplace in which they are competing with and 
collaborating with students from all over the world. Schools therefore need to equip students with 
the knowledge, skills, and attitudes needed to cope and succeed in this truly global 21st century. 
New frameworks and educational philosophies are emerging, such as the International Baccalaureate 
(IB) programs (IB, 2020) and Partnership for 21st Century Learning (2020), that propose ways to 
instill these necessary skills for students. The International Baccalaureate’s mission statement, for 
example, states that the IB “aims to develop inquiring, knowledgeable and caring young people 
who help to create a better and more peaceful world through intercultural understanding and 
respect” (IB, 2019).

Across continents and academic programs, it has become clear that students need to develop 
“global competence” in order to fully engage in our interconnected world. This extends beyond 
personal contact and has also been tied to a nation’s economic capability, as graduates are groomed 
to help countries compete in the emergent knowledge economy. Such issues have been debated in 
previous studies, but one central question that needs to be addressed is: Can we hope to empower 
our students with the knowledge and skills they need if teachers themselves have not first been 
trained in the same competencies? It is clear that if teachers are to be able to prepare their students 
for a globalized workplace, they must first develop the global competence and intercultural skills 
needed to implement their students’ development of global knowledge, skills and attitudes. The 
painful truth, however, is that many teachers do not even possess a clear understanding of what 
global competence means, much less how to instill it in themselves and their students (Zhao, 
2010). Before we examine ways to address this shortcoming, it is important first to explore the 
concepts and terms associated with global competence.

Concepts

Before considering the modern manifestations of these terms of globalization, it is important to 
realize that the notion of cross-cultural education is not new. One of the earliest adherents of this 
concept can be found as far back as the 1600s when Comenius, “the apostle of international col-
laboration in education itself”, explained that education was “not merely the training of the child 
at school or in the home; it is a process affecting man’s whole life and the countless social adjust-
ments he must make. The great principles of peace and the international organization of education 
that make him a forerunner of so many modern institutions and trends of thought likewise stem 
. . .. . . from this unique synthesis between nature and man.” (Cushner and Mahon, 2009). In the 
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four centuries that have elapsed since then, the ideas of Comenius have become embedded in mod-
ern terms such as intercultural education and intercultural competence.

The concept of intercultural education, meanwhile, became popularized in the first half of the 
20th century, as proposed by Banks, due to increased anti-Semitism and racial conflict in the 
United States of the 1930s. In this context, Banks explains, intercultural education emerged as a 
movement dedicated to helping “immigrant students adapt to American life, maintain aspects of 
their ethnic identity, and become effective citizens of the commonwealth” (Banks, 2004). The term 
intercultural competency (or competence – the two words are used interchangeably in the literature 
and thus in this article) is a much more recent phenomenon, due primarily to Lonner and Hayes’ 
realization that “Implicit in the notion of competence is the ability to intelligently select one’s 
behavior or course of action in response to the various opportunities and challenges of daily living, 
including managing social and work-focused relationships as well as conceptualizing and execut-
ing solutions to an array of human problems” (Deardorff, 2009). Recognizing the agency of the 
individual (in this case the teacher) is of tantamount importance because it implies that teachers can 
improve their skills and increase the knowledge needed to be effective facilitators of learning in a 
global context. It therefore seems clear that intercultural competence should play a defining role in 
teacher training programs. Developing culturally competent teacher skills can enable educators to 
advance the learning of students from multiple cultural backgrounds while also providing students 
with the skills needed to succeed in this culturally diverse world. It is no wonder that “global com-
petency” has become a buzzword in teacher training circles (Cushner and Mahon, 2009).

The most integral components of intercultural competence are open-mindedness and genuine 
interest in other cultures; being observant and knowledgeable about cultural differences and simi-
larities; having an ability to resist stereotypes and anticipate complexity; and being able and will-
ing to modify behavior so that people can interact and communicate effectively with those who are 
different from themselves (Cushner, 2014). It is therefore necessary to delve more deeply into what 
is meant by the term global competence. One popular definition is provided by Hunter, who wrote 
of “having an open mind while actively seeking to understand cultural norms and expectations of 
others, leveraging this gained knowledge to interact, communicate and work effectively outside 
one’s environment” (Hunter, 2006m p 267). Deardorff has added that global competence includes 
“the awareness, valuing, and understanding of cultural differences; experiencing other cultures; 
and self-awareness of one’s own culture” (Deardorff, 2006, p 247). As global competence has 
become more widely embedded in the education discourse, it has been associated with other terms 
including not only intercultural competence, but also international education and multicultural 
education. Multicultural education tends to be more closely associated with issues of race and 
class, prioritizing fairness and equity for minority students, while globally-minded education tends 
to be centered on different international perspectives on phenomena such as tradition, culture and 
religion (Banks, 2008). As Banks explained, the two do not have to be treated separately; one could 
address global education as an extension of multicultural education across national boundaries 
(Banks, 2008). Sometimes the terms are used interchangeably, and at other times they are analyzed 
separately, but for the purposes of this study they will be considered as one and the same. To com-
bine them into a working definition for the purposes of this study, global competence/intercultural 
awareness is defined as including the skills, knowledge and mindset needed to live, work and suc-
ceed in a global society.

Why Present-Day Teachers Need Global Competency Training

Although in many classrooms intercultural exchange takes place every day, there is still a dearth of 
intercultural education. Sadly, teacher education is not always as advanced as might be hoped. 
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Even recent editions of educational reports, for example, make almost no mention of intercultural 
education or intercultural competency (Cushner and Mahon, 2009). Although school systems may 
recognize the importance of such concepts, there exist clear obstacles to their incorporation into 
educational institutions. First of all, despite widespread efforts to foster internationalism, diversity 
and intercultural competence, teachers in local schools tend to be quite homogenous in represent-
ing the dominant culture of that country. In USA, England and Australia for example, more than 
80% of teachers identify themselves as Anglo-Saxon (Cushner, 2014). More worrying still, 69% of 
teachers in the USA report only socializing with people of their own racial background and 60% 
are monolingual (Cushner, 2014). And while in international schools there are traditionally more 
international teachers, most are first language English speakers from the US, UK, Canada and 
Australia, and are far less diverse than the student bodies they teach (Cushner, 2014).

A second obstacle is the fact that many curricula are discipline-centered, facilitating annual 
planning and departmental organizational structures. Intercultural education, meanwhile, is by 
definition multidisciplinary in nature and cannot be pigeon-holed into traditional disciplines. 
Another issue is the difficulty that larger schools and institutions face in implementing large-scale 
initiatives, especially in contemporary settings where priorities such as budgets, test scores and 
standards can dominate the discussion. The result is that the teacher workforce is largely unpre-
pared to deal with the intercultural realities of our globalized world, which may reduce their effec-
tiveness as teachers in a global setting. We must therefore find ways of supporting teachers in 
reaching a higher level of cultural competency: “Most teachers do not possess the behaviors or 
attitudes that are required to effect . . .. . . change in society. It thus becomes incumbent upon those 
of us concerned with the preparation of teachers to provide the foundation from which further 
development can occur” (Cushner, 2012). Although international schools are in the vanguard of 
cross-cultural education, due to the realities they face (including having to hire legions of well-
qualified teachers, many of whom may not possess global experience), there is room for improve-
ment in the global awareness their teachers possess.

Research from several studies suggests that many teachers may not possess the skills or disposi-
tions needed to be effective educators in an intercultural sense; it has also been suggested that they 
do not possess the skills needed to foster their students’ own intercultural competence (Cushner 
and Mahon, 2009). Although many school systems promote multiculturalism and a need to embrace 
diversity (even so far as adopting diversity-related standards), there is little evidence that teachers 
are actually aware of what it means to be multicultural and to address diversity-related issues 
(Cain, 2015). One reason could be that, in the United States at least, only 41% of teachers surveyed 
reported participating in professional development related to diversity, while only 32% felt pre-
pared to address the needs of students from diverse cultural backgrounds (Cain, 2015).

Lack of global competency is not limited to one part of the world. While research can be found 
that documents the very low level of intercultural competence of teachers across national school 
systems such as the US, there is also evidence of similarly low levels amongst international school 
teachers in some other parts of the world. Grossman and Yuan (2009, for instance, found that most 
teachers in international schools in Hong Kong ranked in the Denial/Defence range of the 
Intercultural Development Inventory (IDI) continuum (see below), which indicates that their inter-
cultural competence was very low (Cushner, 2009). Although there are no studies that consider this 
phenomenon in international schools of other countries, there is also a lack of evidence that Hong 
Kong international schools engage in any more (or less) global competency training for their teach-
ers than do other countries. It seems reasonable therefore to infer that Grossman and Yuan’s find-
ings might be similar in teachers at international schools in other countries.

More worrying is that studies show that, in many cases, students are more culturally sensitive 
than their teachers. Although this may sound surprising, in general young people tend to display 
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higher levels of intercultural sensitivity than their teachers. While no studies across international 
schools have been identified, one such study in public schools which administered a modified ver-
sion of the IDI to 145 seventh-grade students in six social studies classrooms from three American 
schools (one each from urban, rural and suburban settings) revealed that students were more cultur-
ally aware than their teachers (Cushner, 2008).

Before we can analyze programs that have been established to help teachers develop cultural 
competency and intercultural awareness, it is necessary to make clear the skills, knowledge and 
disposition we are hoping would be delivered in such programs. In short, what makes a teacher 
globally competent? Although many scholars and educational institutions have compiled lists of 
characteristics of global competency, one of the most comprehensive comes from the ASCD 
researchers who created the Global Competency Learning Continuum (see below). This classifica-
tion makes a distinction between skills, knowledge and dispositions, as follows.

Globally competent Dispositions include:

1) empathy and valuing multiple perspectives,
2) a commitment to promoting equity worldwide.

Knowledge includes an understanding of:

3) the ways that the world is interconnected,
4) global world conditions and current events,
5) experiential understanding of multiple cultures, and
6) intercultural communication.

Skills include the teachers’ abilities to:

7) use multiple languages,
8) create a classroom environment that values diversity and global engagement,
9) design learning experiences for students that promote content-aligned investigations of the 

world,
10) develop local, national, or international partnerships that provide real world contexts for 

global learning opportunities,
11) facilitate intercultural and international conversations, and
12) develop and employ appropriate methods of inquiry to assess students' global competence 

development (Wagner et al, 2017).

Beyond the detailed dispositions, knowledge and skills listed above, Wagner et al argue that 
there are four additional elements that lead to greater global competence amongst teachers. 
First of all, an ability (and comfort) in being able to self-reflect on their own experience is 
essential; in order to develop these competencies, teachers must be able to recognize their 
shortcomings and take action towards self-improvement. Self-reflection is already a valuable 
tool for teachers’ professional development, so it plays an even bigger role in this context. 
Another important ability not mentioned above is connecting the personal with the impersonal, 
and the local with the global. Thirdly, teachers should be working to make the world a better 
place, whether through their in-class activities or through extracurricular pursuits. Lastly, they 
should be able to tie all of these competencies into multidisciplinary units of study; global 
competency does not belong in one specific domain, but should be inserted and applied across 
all subjects (Wagner et al, 2017).
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The goals of intercultural competence are very similar, although they are delineated in a manner 
that spans the different domains of emotional, contextual and interpersonal intelligence to combine to 
form “a person who is emotionally caring yet controlled, sensitive to interpersonal dynamics, and 
genuinely perceptive when in complex and highly interactive situations” (Cushner and Mahon, 2009).

How can teachers increase their global competence?

Having established why it is so important for teachers to possess global competency, we should 
examine ways in which the skills, knowledge and disposition can be delivered. At this point, it is 
appropriate to review the process of culture learning. “Developing intercultural sensitivity and 
competence is not achieved in the cognitive-only approach to learning that is common in most 
classrooms today, be it with children or pre-service teachers. Culture learning develops only with 
attention to experience and the affective domain that is then linked to cognition. It is through 
impactful experiences, where people are challenged to make sense of their new environment and 
accommodate to the difference, where they ultimately gain more sophisticated knowledge about 
other people and a feeling of being at home in a new context” (Cushner and Mahon, 2009). This 
insightful quote supports the idea that before teachers (in any context, whether local or interna-
tional schools) can teach effectively about complex social issues and build global competence in 
their students, they first need to develop intercultural sensitivity and competence themselves, in 
order to properly understand the viewpoints and perspectives of others.

This raises a valid point. Teachers, of all people, understand the close relationship between 
cognition and experience. Therefore, they cannot expect their own professional development to 
result from a purely cognitive approach; on the contrary, attention needs also to be paid to experi-
ence in the affective domain. How would this translate to a teacher training program? To begin 
with, it would be more experiential: “It is through impactful immersion experiences, where people 
are challenged to make sense of their new environment and accommodate to difference, where they 
ultimately gain more knowledge about other people and a feeling of being at home in a new con-
text. And this takes time. Adequate fixes to complex problems that require significant unlearning 
and relearning do not happen overnight” (Cushner, 2008).

It is true that developing something as complex and essential as global competencies cannot be 
achieved in a weekend workshop; they must be cultivated throughout a teacher’s career. Pre-
service training modules can be a very effective first step, but these skills are much more complex 
than a simple fix. They cannot simply be installed like a new computer program. Cushner points 
out that we should view intercultural education not as a revolutionary process, but as an evolution-
ary process (Cushner, 2012). To guarantee any measure of success, growth is always ongoing – and 
must be viewed as such. Based on this knowledge, the most effective form of teacher training to 
allow for global competency or intercultural awareness is a teaching abroad program.

Two strategies in particular can help to develop a teacher’s global competency. Coursework that 
delves into issues of different world regions, religions and global issues, for example, helps teach-
ers (and students) to develop deeper intercultural understanding. Coursework centered on second 
language acquisition as well as an emphasis on any international dimension of pre-existing curricu-
lum is another enriching strategy (Wagner et al, 2017). Studies have shown that teachers who leave 
the comfort of their home country for a long period of time are able then to look back at their home 
culture as being “the other”. This awareness allows them a much more ethno-relative point of view. 
It also allows them to cross cultures more adeptly and bring about change more effectively. Having 
spent an extended period of time in a place that is “foreign” in all senses of the word, when they 
arrive back in the classroom they also have a new awareness of the experiences of their minority 
students and what marginalization feels like (Merryfield, 2000).
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Though not the focus of this study, Cushner and Brennan point out that a “number of interna-
tional and intercultural networks and bilateral relationships have been designed to enable teacher 
education students to complete their student teaching requirements immersed in other cultural set-
tings” (Deardorff, 2009). One such organization, the Consortium for Overseas Student Teaching 
(COST), allows teachers in training to student-teach in sixteen different countries. They are usually 
placed in national schools and teach according to their host country’s curriculum. Students can 
complete their student teaching in any of 16 different countries. In countries that do not speak 
English, they are placed in international schools where instruction is delivered in English. By being 
immersed in these school communities for anywhere from two to five months, they experience the 
day-to-day interactions that help develop cultural competency. Studies have shown “profound per-
sonal and professional impact on these young teachers in such areas as self-efficacy, challenging 
ideas about self and others, and on global mindedness” (Cushner, 2008). Though indisputably 
effective, it is not realistic to expect tens of thousands of teachers to undergo foreign-based resi-
dential exchanges such as those described above. Therefore the question becomes: What kind of 
training (that is feasible, affordable and practical) can the vast majority of teachers undergo in 
order to boost their cultural competency?

There are specific ways in which schools can foster the global competency of their teachers (and 
students). Internationalizing the faculty and staff (by hiring more diverse and culturally competent 
people) is a good first step. Providing global training and professional development opportunities 
(both on- and off-campus) is also helpful; this professional development should be ongoing and 
inclusive of work in another language and culture. There are plenty of activities that can be con-
ducted on campus as well, such as globally-oriented theme seminars, intensive language summer 
sessions, a language-across-the-curriculum program, and cross-discipline team teaching (Olson 
and Kroger, 2001).

There are many tools that teachers can use either to assess their intercultural competencies or to 
identify areas for improvement. In her research, Cain identified the following multicultural assess-
ment options: the Social Distance Scale (SDS), Cultural Diversity Awareness Inventory (CDAI), 
Quick Discrimination Index (QDI), Pluralism and Diversity Attitude Assessment (PDAA), Teacher 
Multicultural Attitude Survey (TMAS), Multicultural Teaching Concerns (MTC), Professional and 
Personal Beliefs about Diversity (PPBD), Multicultural Efficacy Scale (MES), Munroe 
Multicultural Attitude Scale Questionnaire (MASQUE), Culturally Responsive Teaching Self-
Efficacy and Outcome Expectancy Scale (CRTSE/OE), Multicultural Dispositions Index (MDI), 
Quick-Racial and Ethical Sensitivity Test (Quick-REST), and the Multicultural Teaching 
Competency Scale (MTC) (Cain, 2015).

Since there had previously been no systematic review of all of these different surveys and tests, 
Cain set out to analyze them based on how each measured up to five major criteria: theoretical 
framework, range of multicultural concerns, transformative orientation, personal growth and psy-
chometric support. She discovered that, while the most widely used instrument is the Cultural 
Diversity Awareness Inventory, the highest ranked tool was the Multicultural Teacher Capacity 
Scale (MTCS). Perhaps most important though, she discovered that none of the instruments met all 
five criteria, which led her to conclude that there needs to be a better-designed tool for teachers. It 
appears that her research did not include the Globally Competent Learning Curriculum (see below) 
since this was not yet available at the time of her research.

A few others of note include:

1) The Cross-Cultural Adaptability Inventory (CCAI): a 50 item survey using a Likert scale 
designed to assess an individual’s effectiveness in cross-cultural interaction and communi-
cation. It measures four variables: Emotional Resilience, Flexibility and Openness, 
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Perceptual Acuity, and Personal Autonomy, and is used by academics, executives and gov-
ernments to help people prepare to study, work or live abroad. It can play a positive role in 
designing cultural and diversity programs but was not designed specifically for teachers;

2) The Cross-Cultural World-Mindedness Scale (CCWMS): a 26 item survey using a Likert 
scale that evaluates attitudes towards race, religion, world government, war, patriotism, and 
global education. Again, this was not designed specifically for teachers and is largely used 
for students who will study abroad or who have recently returned from study abroad;

3) The Intercultural Sensitivity Inventory (ISI): a 46 item survey using a Likert scale in order 
to measure people’s ability to modify their behavior in culturally appropriate ways when 
coming into contact with diverse cultures. It focuses on the person’s views on individual-
ism, collectivism, flexibility and open-mindedness. It helps to measure flexibility in adapt-
ing to new cultures by seeking to measure intercultural sensitivity but, again, is not designed 
specifically for teachers (Lombardi, 2010).

Intercultural Development Inventory (IDI)

One of the most well-known tools for assessing intercultural competence is the Intercultural 
Development Inventory (IDI). Intercultural competence, as discussed above, has been part of the 
educational discourse since the late 1970s and “refers to the critical knowledge and skills that 
enable people to make increasingly more complex perceptual distinctions about their experience 
with cultural differences, and thus to be successful within a wide range of culturally diverse 
contexts. As a person’s experience with cultural difference becomes more complex, it is thought 
that their ability to understand and then adapt their behavior so that it is appropriate in another 
cultural context increases.” (Cushner, 2012). In order to be interculturally competent, individu-
als need to be flexible (so they can adapt to different time, places and circumstances), good 
communicators (so they can get along with others despite differences in lifestyle, worldview or 
language) and effective collaborators (so they can work with people of different backgrounds). 
The IDI is based on the Developmental Model of Intercultural Sensitivity (DMIS), a continuum 
developed by Dr Milton Bennett. It ranges from a highly ethnocentric (monocultural) mindset at 
one end to a more ethno-relative or intercultural mindset at the other. According to the DMIS 
model, there are three stages on the ethno-centric side (Denial, Defense and Minimization) and 
three stages on the ethno-relative side (Acceptance, Adaptability and Integration). The IDI 
adopted a similar breakdown, but delineated only five stages: Denial, Polarization, Minimization, 
Acceptance and Adaptation. The tool was created for people of any profession, and is most com-
monly used amongst executives.

The IDI is not intended to teach skills, but is a measurement tool to self-assess individuals’ 
intercultural competency. In reflecting on where they fall in the continuum, individuals can iden-
tify where their shortcomings lie and can then pursue ways to pass through the different stages, first 
accepting difference, and then adapting (culturally and behaviorally) to cultural categories, until 
they are able to integrate themselves with a bicultural identity. The IDI is a tool used widely across 
many professions and countries. Its creators claim “the final, 50-item IDI can be used with confi-
dence as a measurement of the five dimensions of the DMIS identified . . .. This measurement 
should be useful for purposes of assessing training needs, guiding interventions for individual and 
group development of intercultural competence, contributing to personnel selection, and evaluat-
ing programs” (Hammer et al, 2003). External research also reveals it to be “a reliable measure that 
has little or no social desirability bias and reasonably, although not exactly, approximates the 
developmental model of intercultural sensitivity upon which it is based” (Paige et al, 2003).
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The IDI has attracted some criticism for assuming people become more interculturally sensitive 
in a linear progression, which has not been demonstrated by research. This arises from the way in 
which the IDI places people on a continuum, which implies that in order to become more intercul-
turally aware, they need to progress from lower level to higher levels, one step at a time. Another 
criticism of the IDI is that it forces people into stages (such as ‘minimisation’) without allowing for 
the possibility that individuals can express multiple, complex and conflicting aspects of intercul-
tural sensitivity (Perry and Southwell, 2011).

Cushner lays out specific strategies for teachers to foster intercultural learning that rank at each 
stage of the continuum. Activities for teachers that rank in the Denial category, for example, 
encourage them to become more tolerant of cultural differences and to understand that there are 
positive and negative aspects to all cultures (Cushner, 2009). To do that, he suggests some ideas in 
terms of content and process for teachers. He provides these tips on the understanding that teacher 
training programs will provide the instruction to turn these instructional strategies into authentic 
learning experiences that will allow teachers to advance towards the ethno-relative end of the con-
tinuum. Cushner’s input however, while helpful, is not a built-in part of the IDI, and as such these 
positive recommendations should not be judged as a feature of the tool, which remains a self-
assessment tool created for use in a wide range of professions.

Globally Competent Learning Continuum

A somewhat different approach is taken through the Globally Competent Learning Continuum 
(GCLC), an online self-reflection tool developed by ASCD, which identified the lack of a comprehen-
sive tool for teachers to develop cultural competency. Since the need was clear, they set out to create a 
tool that could be used in teacher training. Before creating the continuum, they set out to define the 
characteristics of a globally-competent teacher. Having identified those characteristics, they were able 
to design the continuum by focusing on those they judged to be the 12 most important. ASCD aimed 
to set themselves apart from Bennett’s Developmental Model of Intercultural Sensitivity (DMIS) and 
Hammer and Bennett’s Intercultural Development Inventory (IDI) by making their continuum more of 
a tool to foster teachers’ self-reflection and professional development, rather than measuring their 
place on a pre-determined scale. In this sense, the GCLC was created to empower teachers to take 
control of their global competency; by providing teachers with the tools they need to improve (such as 
lesson plans, articles and video exemplars of globally competent teaching), the developers of the 
GCLC created the most ambitious tool for fostering teacher growth in global competency.

There are a few reasons why the GCLC appears to be a much more effective tool than the IDI. 
Firstly, unlike the IDI which was created to coalesce the experiences of people of many different 
professions, the GCLC was created specifically for teachers. As a result, it is much more content-
specific (and relatable) for educators. More importantly, it is not only a tool for self-measurement, 
but is rather a vehicle for self-improvement. A score is not delivered; rather, participants decide 
which level of expertise (Nascent, Beginning, Progressing, Proficient, and Advanced) they possess 
in each of the twelve global competency themes. After finding the level that best describes them, 
they are asked to reflect on professional and personal experiences or practices that led them to 
make that choice. From there, participants are asked to identify areas for improvement (usually 
those topics where they ranked themselves as being nascent, beginning, or progressing). They can 
choose a topic to improve upon. Next they are urged to “take action” by opening up the linked 
webpage that contains a resource library for each topic. After exploring the resources linked to the 
next highest level to form ideas on how to improve, they can read an article or book, deliver a new 
unit, or sign up for a professional development workshop. From there, they can return to the 
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continuum and re-evaluate their level, re-reading the descriptions for each level of that topic to see 
if they have progressed along the continuum. In addition, participants are urged to continue their 
efforts by always seeking ways to improve.

The study on which this article is based was an action research project which gathered feedback 
from current teachers about their experience using the GCLC. The research was based on the guid-
ing question "Is the Global Competency Learning Continuum (GCLC) a sufficient tool for interna-
tional school teachers to assess and improve their global competency, or is there a demand for an 
entirely new instrument that is more applicable to international school teachers?"

Methodology

International school teachers were invited to self-assess their global competency using the Global 
Competency Learning Continuum, as follows:

1. Go to the GCLC site in order to assess their level for each of the twelve different ele-
ments; the self-assessment levels are Nascent, Beginning, Progressing, Proficient and 
Advanced.

2. Identify one of the twelve elements on which they scored lower, and then go into the 
resource library for that element in order to access at least two of the resources (article or 
video or PD training).

3. Fill out a 15 question Google form survey to provide their feedback.

The purpose of the survey was for teachers to:

• gauge their global competency before they utilized the GCLC
• assess themselves on the GCLC
• choose an element they feel would be beneficial to themselves as teachers to strengthen
• implement some of the recommendations on the GCLC in order to raise their Dispositions, 

Knowledge or Teacher Skills to a higher level.

In terms of ethical considerations, since the survey was completely confidential no one was at risk 
of having their online privacy compromised. Due to the anonymity of the survey, teachers’ lack of 
global competency was also kept confidential. Teachers’ participation was completely voluntary. I 
expected that teachers would see the value in the GCLC and perceive it to be, in theory, a very posi-
tive idea. While I believed they would laud the framework itself, I was not sure how they would 
react to the resources offered, as a few categories lack a wealth of rich resources.

Findings

The data that follow are the summary of responses from 12 full-time international school teachers 
to the 15 questions, broken down by question and followed by my analysis and conclusions.

Q1: Which best describes you professionally?

Teaching in international schools for at least 3 years: 8

In their 1st, 2nd or 3rd year teaching in an international school: 2

Teaching in their home country: 2
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Q2: Before completing the GCLC, at roughly what level did you guess your global compe-
tency was?

Average: 6.2/10

Q3: Now that you have completed the GCLC, at roughly what level do you think you 
scored?

Average: 7.5/10

Q4: In which of the three categories are you MOST globally competent (Dispositions #1-2, 
Knowledge #3-6, Teacher Skills #7-12)?

Dispositions: 4

Knowledge: 4

Teacher Skills: 4

Q5: In which of the three categories are you LEAST globally competent (Dispositions 
#1-2, Knowledge #3-6, Teacher Skills #7-12)?

Teacher Skills: 6

Dispositions: 4

Knowledge: 2

Q6: After identifying one of the elements you scored as Nascent or Beginning, you were 
asked to visit the Resource Library to check some of the resources that can help you 
increase your competency. Did you open up at least 2 resources, as requested?

Yes: 9

No: 3

Q7: If you took the time to read or watch the resources, do you feel they helped you 
increase your global competency?

Yes, the resources were beneficial. I feel more globally competent in that element: 6

No, they were not helpful. I feel like I am at the same level: 4

Sorry, I didn't open the resources so I can't honestly say: 2

Q8: Where would you judge your own global competency in relation to the level you think 
you should be as a teacher?

I feel I should be more globally competent: 9

I feel I am as globally competent as I need to be: 3

Q9: Looking at how you scored on the 12 elements of the GCLC, which level was most 
common for your answers?

Nascent: 0

Beginning: 1

Progressing: 4
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Proficient: 7

Advanced: 0

Q10: Before this survey, had you ever heard of the Global Competency Learning 
Continuum (GCLC)?

No: 9

Yes: 3

Q11: If you wanted to increase your global competency, would you feel comfortable seek-
ing out a tool like the GCLC or would you just wait for your school to present you with the 
right opportunity to assess your level?

I would seek out a tool like GCLC on my own: 9

I would wait for my school to present me with the right opportunity to assess my level: 3

Q12: Now that you have taken it, how likely would you be to recommend it to other 
teachers?

Average: 8.8/10

Q13: For those teachers in international schools, does your school offer any professional 
development (PD) related to global competency or intercultural awareness?

No: 10

Yes: 2

Q14: If you answered yes to the above question, do you feel your school's PD sufficiently 
prepared you for the challenges of cross-cultural education?

No: 6

Yes: 2

N/A (answered no to above question or do not teach at international school): 2

Q15: Do you think the GCLC is a sufficient tool for teachers in international schools - or 
do you think there should be a completely new tool for international school teachers?

It is sufficient for international school teachers: 10

It is insufficient; international school teachers need a better tool!: 2

Conclusion

It has been argued above that global competency is essential to becoming an effective 21st century 
teacher. It was also proposed that many teachers lack the internationalism, awareness and skills 
needed to become a globally-competent teacher. There are many ways for teachers to develop their 
global competency, on school-wide, district-wide and country-wide levels. Fortunately, as was 
pointed out, there are several tools available that can be used by individual teachers seeking to 
improve the awareness, skills and dispositions needed to become a truly globally competent 
teacher. This study focused on one of those instruments, the Global Competency Learning 
Continuum developed by ASCD, and asked the question: "Is the Global Competency Learning 
Continuum (GCLC) a sufficient tool for international school teachers to assess and improve their 
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global competency, or is there a demand for an entirely new instrument that is more applicable to 
international school teachers?" On the basis of this study, it seems apparent that the Global 
Competency Learning Continuum (GCLC) is a promising and effective tool for use by interna-
tional school teachers.

Firstly, the data showed that teachers on average raised their level of global competency by 
1.3/10, or 13%. Bearing in mind that this increase was recorded after focusing on just one of the 
twelve elements, this implies that a much larger increase is possible if teachers had more time to 
devote to improving their skills, knowledge and disposition for the remaining elements. Another 
promising finding is that 6 of the 12 teachers indicated that they felt the resources they opened were 
helpful in raising their global competency; since 2 of the 12 did not open the links as requested, that 
means that only 4 of those polled did not feel the resources enhanced their understanding or skills. 
Although that number is relatively high, it is assumed that if these teachers were able to take more 
time to visit more of the links and explore more of the resources, then that number might fall con-
siderably. Another promising finding, in which 11 of the 12 teachers scored themselves as pro-
gressing or proficient for the twelve elements of the GCLC, seems to indicate (albeit from a very 
limited sample size) that the international teachers are more globally competent than their state 
school counterparts. Further research is clearly needed to explore this point on a broader scale.

Perhaps the most solid endorsement of the GCLC came from the fact that so many participants 
said they would recommend the GCLC to other teachers. Perhaps unsurprisingly, half the teachers 
felt that their international schools have not provided the training in global competency they need, 
which suggests that this instrument could have an important role to play. Coupled with the fact that 
only 3 of the 12 respondents had heard of the tool, this suggests that the GCLC could become a 
staple for teachers’ professional development, although it may need to be more widely marketed.

While this study drew upon an admittedly small pool of international teachers (a majority of 
whom had taught in at least two countries), the data clearly suggests that the GCLC is a promising 
tool to help teachers increase their global competency. It is the only tool designed specifically for 
teachers by a highly-respected educational institution and is also free to access. No obvious poten-
tial pitfalls have been identified in a large-scale increase in teacher exposure to this instrument, 
although some web-links within the resource libraries need to be fixed. Two survey participants 
also pointed out that some of the resources are featured for more than one proficiency level and for 
more than one element.

The GCLC has three accompanying files available for free download that would provide excel-
lent support for teachers. The Facilitator Guide is a simple 5-step guide for teachers to follow, 
while the Action Plan includes a graphic organizer that teachers can complete; sections include 
Elements of Focus, Goal, Action Steps, and so on. A self-reflection tool can be used by teachers to 
elaborate on why they self-assessed themselves into the nascent, beginning, progressing, profi-
cient, or advanced levels. These documents seem likely to be a valuable addition to any profes-
sional development resource for teachers.

Although it has yet to be determined what would be the most effective way to expose greater 
numbers of teachers to the GCLC, on the basis of this study the GCLC appears to be an effective 
tool in helping teachers to address an admitted shortcoming: a lack of preparation for the intercul-
tural, globally-oriented schools they teach in that require a truly internationalist outlook.

Suggestions for Future Research

Though based on a limited sample size, the findings of this study suggest that the GCLC is a wor-
thy tool to help teachers develop their global competency. This article has shown that due to the 
importance international schools are increasingly placing on instilling global competency in 
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students, it is clear that there is a need to train teachers to be equipped to share this international 
awareness. Coupled with the results of this study, this suggests that further research would be 
beneficial, in relation particularly to the following questions:

1. Can the GCLC be effectively administered to teachers through a school-wide, district-
wide, city-wide or country-wide program?

2. Based on the comments of some participants in regards to some dead links and repetitive 
resources on the GCLC, does the tool need to be improved or reconfigured before being 
deployed more widely?

3. What is the most effective way of introducing teachers to the GCLC? Possibilities 
include:

a) Leave it as an optional activity for teachers to complete individually if they choose
b) Encourage schools to have their teachers self-assess on the GCLC, maybe as part of 

the school’s professional development program
c) Encourage school districts to have their teachers self-assess on the GCLC, maybe as 

part of the district’s professional development program
d) Encourage city or state educational policymakers to have their teachers self-assess on 

the GCLC, maybe as part of the city/state/country’s/Board of Education’s professional 
development program
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