
[bookmark: _gjdgxs]TEACHER LEADERS IN THE AGE OF GLOBALIZATION: PROMOTING GLOBAL COMPETENCE IN STUDENTS
by
Lavon K. Dean-Null

A Dissertation
Submitted to the Faculty of Purdue University
In Partial Fulfillment of the Requirements for the degree of



Doctor of Philosophy

[image: C:\Users\amiley\Desktop\Purdue Seal Black.jpg]

Department of Educational Studies
West Lafayette, Indiana
August 2020


4
THE PURDUE UNIVERSITY GRADUATE SCHOOL
STATEMENT OF COMMITTEE APPROVAL
Dr. Marilyn A. Hirth, Co-Chair
[bookmark: _GoBack]Department of Educational Leadership and Policy Studies

Dr. Lisa Snodgrass, Co-Chair
Department of Educational Leadership and Educational Policy

Dr. James H. Freeland
Department of Educational Leadership and Policy Studies

Dr. Richard Olenchak
Department of Educational Psychology and Research Methodology


Approved by:
Dr. Janet Alsup












I would like to dedicate this dissertation to my husband Derrick, my best friend and fellow world traveler. Thank you for your unwavering support. Your compassion for others and the passion in which you lead your life is an example for all. 

I also dedicate this dissertation to all students who seek to understand, explore, and love the world. May you always seek a new adventure and look to learn from those journeys. 


[bookmark: _30j0zll]

ACKNOWLEDGMENTS
Years in the making, this culminating work combined my passion for students and for exploring the world. I owe a great deal of gratitude to the many people in my life who love me and were a constant support throughout this process. 
My first and foremost thanks goes to my best friend, my husband, Derrick. It does not matter what country we are living in our where we are traveling, he is my biggest supporter! He never fails to encourage me or to offer a different perspective. His patience through this process was more than I could ask for, and I am always grateful for his love and support. 
Coming from a family of educators, I knew my path would always lead me to a career in education. I want to thank my mom for showing me what it means to be a compassionate, talented teacher from a very young age. I want to thank my dad for the life lessons he taught me. “If you are going to do something, do it well” is a sentiment that rings in my ear often. My parents always set an example of hard work and I hope I emulate that in my life. I am so thankful to my sister Laura and her husband Adam Arnold, two fellow educators. I always enjoy our banters about education, but more importantly value their insights and support. They both set an honest example of how to love people well, and any child in one of their classrooms should consider themselves blessed. And my thanks to Jeremiah Hawn who is almost family after the years of life we have lived together. My deepest thanks for inspiring us to embrace South Korea and for all your support and insights throughout the process. 
I would also like to thank my Penn-Harris-Madison family. I could always count on Dr. Heather Short and Dr. Jayson Snyder to offer encouraging words, and they helped me to keep my eye on the end goal. Thanks to Keely Twibell and Kent Mikel for the hours of homework time and collaboration. I would also like to thank Lucas Fry and Kristyn Martin. They are talented, passionate administrators and were always willing lend a helping hand or a listening ear when the demands of Purdue University work were consuming my days. I benefit daily from our collaborative team and consider myself a very lucky principal to have such an outstanding team! 
My heartfelt thanks go to Dr. Hirth. During my first time at Purdue’s campus on a sunny Saturday morning, she welcomed me into this program with a supportive smile. I am very thankful she guided me over the years and was a constant encourager all the way to the end of this journey. I was happy to have Dr. Snodgrass join my committee, and it was clear from the beginning that we were a perfect match. Her enthusiasm for traveling with students permeated our conversations and served as a motivator to complete this research. I would also like to thank Dr. Richard Olenchak and Dr. James Freeland, two very important members of my committee. I am grateful for their continual guidance and thoughtful insights.
Lastly, I would like to thank all the teachers who participated in this study and for their willingness to share their personal experiences and reflections. I also want to thank all the teachers who make personal sacrifices to travel with students. These teachers create experiences that truly change the lives of children and have an impact long after the wheels of the plane hit the tarmac back in America! 

[bookmark: _1fob9te]

TABLE OF CONTENTS
LIST OF TABLES	9
LIST OF FIGURES	10
ABSTRACT	11
CHAPTER 1. INTRODUCTION	12
Statement of the Problem	13
Purpose of the Study	14
Research Questions	16
Limitations of the Study	16
Summary	17
CHAPTER 2. REVIEW OF THE LITERATURE	18
Introduction	18
Global Competency Definition	18
Global Competence	19
Teacher Leadership	23
Characteristics of Teacher Leaders	24
Embrace an Attitude of Continuous Learning	24
Strive to Grow Professionally	25
Reflect on Their Teaching	26
Value Personal Growth	26
Behaviors of Teacher Leaders	27
Behaviors of Teacher Leaders in the Classroom	27
Summary of Teacher Leader Characteristics and Behaviors	30
Factors that Encourage Teacher Leadership	31
Principal Support	31
Time	32
Opportunity	32
Summary of Factors that Encourage Teacher Leadership	33
Study Abroad Programs	33
Globally Competent Teaching Framework	36
Framework Considerations	37
Framework Limitations	40
Connections Between Teacher Leadership and Study Abroad Benefits	41
Summary	42
CHAPTER 3: METHODOLOGY	43
Introduction	43
Purpose of the Study	43
Research Questions	43
Research Design	44
Context and Participants	45
Data Collection	48
Demographic Data for Focus Group #1	49
Demographic Data for Focus Group #2	49
Data Analysis	50
Reliability	52
Conclusion	54
CHAPTER 4: RESULTS	55
Introduction	55
Review of the Elements of Globally Competent Teaching Framework	55
Emergent Themes	57
Analysis of Focus Group Data	57
Dispositions	57
Knowledge Domain	60
Skills	64
Analysis of Interview Data	73
Interview Participants	74
Dispositions	74
Knowledge	77
Skills	79
Building Relationships	80
Creating a Respectful Environment	80
Summary of Focus Group and Interview Data	86
CHAPTER 5:  DISCUSSIONS AND RECOMMENDATIONS	87
Introduction	87
Purpose of the Study	87
Study Design	87
Discussion of the Findings	88
Assertion #1 – Opportunities should be provided for teachers to reflect on their own perspectives and consider the perspectives of others.	88
Assertion #2 – Both local and global opportunities should be promoted to teachers to experience other cultures.	90
Assertion #3 – Professional development sessions for teachers to explore global competency instruction should be offered.	91
Research Question #1	93
Research Question #2	97
Implications for Teachers’ Involvement in Study Abroad Programs	98
Before the Study Abroad Program	99
During the Study Abroad Program	99
After the Study Abroad Program	100
Recommendations for Future Research	101
Conclusion	102
APPENDIX A. EMAIL INVITATION TO PARTICIPATE	110
APPENDIX B. FOCUS GROUP TOPICS	111
APPENDIX C. RESEARCH PARTICIPANT INFORMATION SHEET	113
APPENDIX D. RESEARCH PARTICIPANT INFORMATION SHEET	116
APPENDIX E. INTERVIEW ITEMS	117
APPENDIX F. LETTER FROM SUPERINTENDENT OF P-H-M, PERMISSION TO CONDUCT RESEARCH	118
APPENDIX G. LETTER FROM ASCD, PERMISSION TO USE PUBLICATIONS	119
VITA	120







[bookmark: _Toc46215943]LIST OF TABLES
Table 1. Traveler Data for School Site Educational Programs Abroad	47



[bookmark: _Toc46215944]LIST OF FIGURES
Figure 1. The Elements of Globally Competent Teaching Framework Visual (Tichnor-Wagner et al., 2019).	22
Figure 2. Elements of Globally Competent Teaching Framework Visual (Tichnor-Wagner et al., 2019).	37
Figure 3. Elements of Globally Competent Teaching (Tichnor-Wagner et al., 2019).	51
Figure 4. Elements of Globally Competent Teaching (Tichnor-Wagner et al., 2019).	56



[bookmark: _Toc46215945]ABSTRACT
One goal for educators today is to prepare students to succeed in a globalized world. The connection between teachers’ experiences of student educational programs abroad and teachers’ perceived growth in their instructional abilities to prepare globally competent students served as the focal point of this study. The qualitative method of grounded theory was utilized, and focus groups and interviews were conducted. Teachers who previously led students during educational programs abroad volunteered to participate in this study. Following the creation of transcripts for the focus groups and interviews, the data were analyzed using the constant comparative method (Glasser, 1965), and participants confirmed the categorization of the data. Seven emergent themes were identified and included: (1) perspectives, (2) empathy, (3) global conditions and current events, (4) cultural differences, (5) intercultural communication, (6) classroom environment, and (7) intercultural lessons. From these themes, three assertions were gleaned: (1) Opportunities should be provided for teachers to reflect on their own perspectives and consider the perspectives of others; (2) Both local and global opportunities should be promoted to teachers to experience other cultures; and (3) Professional development sessions for teachers to explore global competency instruction should be offered. The seven themes support the continuation of teachers’ involvement in student study abroad programs, and the three assertions offer recommendations to equip principals with approaches for promoting teacher leadership and improving global competency instruction. 
[bookmark: _Toc46215946]
CHAPTER 1. INTRODUCTION
In the current era of globalization and the interconnectedness of the world, school leaders in U.S. education examine many factors when preparing students for the future. Beyond increasing student test scores and achieving a higher school letter grade, principals of today strive to create schools where students become ready to compete and succeed in a global society. Principals must think critically and creatively about ways to foster this growth in students. This study seeks to expand the discussion about pathways teachers take to become instructional leaders who prepare students to succeed in a globalized world, and how principals can support teachers along this path.  
The inclusion of global competence goals for students has emerged at all levels of education. At the federal level, the U.S. Department of Education (ED) asserts, “Our mission is to promote student achievement and preparation for global competitiveness by fostering educational excellence and ensuring equal access” (U.S. Department of Education, “Overview and mission statement,” n.d., para. 1). The mission of preparing students for global competitiveness is further explained by the ED in the “Framework for Developing Global and Cultural Competencies to Advance Equity, Excellence and Economic Competitiveness” (U.S. Department of Education, “Global and cultural competency,” n.d.). The ED framework emphasizes a need for students to possess a skill set to interact with others around the world in addition to understanding and appreciating different cultures and points of view. The ED claims these are essential components of global and cultural competence. The emphasis on global competency extends to educational goals at the state level. For example, Indiana places a priority on preparing globally-conscious students. The Indiana Department of Education (2019) explained the need for equipping students with these skills by stating, “Each of their future endeavors will involve a touch with a perspective different than his or her own and educators can help prepare students to be successful with those experiences” (para. 1). To further guide educators on how to prepare students to interact with people who possess different perspectives, the Indiana Department of Education (2019) created the “Content-Specific Global Learning Guide.” The guide includes ideas for school leaders and teachers on how to incorporate ideas in the classroom that promote global learning. Additionally, the guide offers resources and ideas specific to each content area. Global competency is a common thread in both federal and state dialogue; therefore, all educational leaders are required to consider how they can incorporate these learning goals into their academic programs. Educational leaders, like building principals, take an active role in promoting global learning in their schools, and their support is pivotal for global initiatives to succeed. Although principals are important to the success of these initiatives, teachers must be empowered in order for students to achieve global competency.
[bookmark: _Toc46215947]Statement of the Problem
Globally competent teachers are essential for preparing students to succeed in a globalized world. Educational leaders must examine how to support teachers to be globally competent; these teachers can then empower students to be globally conscious. Teacher leadership can play an active role in promoting global competency in students. Literature supports the concept that strong and effective teacher leaders improve school culture, support other teaching staff, increase the level of rigor, and improve instruction (Ankrum, 2016). Poekert, Alexandrou, and Shannon (2016) noted that “teacher leadership is one approach with empirical evidence demonstrating its viability as a solution for sustaining systemic teacher quality” (p. 310). In addition to instructional improvements and teacher quality, teacher leadership has links to supporting students. Bae, Hayes, O’Connor, Seitz, & Distefano (2016) stated that teacher leaders can support the increasing diversity in student populations due to their expertise in student learning and their knowledge of multiple pedagogical strategies. Teacher leaders are able to make adjustments to meet the needs of all their students. If teacher leaders can facilitate instructional initiatives in classrooms and support a diverse population of students, they can partner with principals to promote global competency in students. Teacher leaders who implement curriculum that supports global learning and meets the needs of all students are in a unique position to promote global competency. 
From the research, there is little question that strong teacher leaders support instructional changes (Clark, 2017; Danielson, 2006; Poekert et al., 2016; York-Barr & Duke, 2004). However, teachers must have opportunities and support to move from teacher to leader (Poekert et al., 2016), and creating opportunities for teachers to grow in their leadership skills presents a problem for principals. Angelle and Dehart (2011) found that teachers did not always have opportunities to lead, and principals played a direct role in providing these opportunities. York-Barr and Duke (2004) suggested further research was needed to find ways to combat the constraints of time, schedules, access, and space to promote the growth of teacher leaders. Kiranh (2013) added that administrators must support teachers by giving them more responsibilities and opportunities that require leadership skills. For teachers to become globally competent instructional leaders, school leaders will need to find opportunities that will foster teachers’ growth in leadership skills. 
[bookmark: _Toc46215948]Purpose of the Study
Strong teacher leaders enhance various aspects of schools including improved school culture, support to other teaching staff, increased level of rigor, and improved instruction (Ankrum, 2016; Bae et al., 2016; York-Barr & Duke, 2004). In order to realize these benefits, educational leaders must develop leadership skills in teachers. This qualitative study explores whether teacher participation in leadership of established student initiatives, such as study abroad programs, can aid in growing teachers’ instructional leadership capabilities toward preparing globally ready students. Principals are often faced with limited resources to create opportunities for teachers to expand their leadership opportunities and develop greater instructional knowledge. Student study abroad programs offer an additional opportunity for teachers to grow as instructional leaders.  
Schools reap many benefits from study abroad programs, including positive student outcomes from cultural explorations. Study abroad programs have been embraced by many school leaders who understand the importance of engaging students in the current age of globalization. Experiences abroad offer both academic and personal benefits for students (Dekaney, 2008; Dixon, 2013; Engberg, 2013; Hadis, 2005; Haynes, 2011; Ingraham & Peterson, 2004; Mapp, 2012; Parsons, 2010; Reynolds-Case, 2013; Tarrant & Lyons, 2012). Study abroad initiatives can support school goals in preparing globally ready students who will succeed in a more connected world (Sherer, 2016). In addition to student benefits, teachers experience positive outcomes. Teachers who travel abroad experience a wealth of benefits, from gaining a more global perspective to delivering improved classroom instruction (Danzig & Jing, 2007; DeVillar & Jiang, 2012; Dixon, 2013; Lai, 2009; Walters, Green, Wang, & Walters, 2011). Teachers often take active roles in leading study abroad programs, which gives them the opportunity to develop their leadership skills. The relationship between teachers’ experiences abroad and their instructional leadership skills in preparing globally competent students is rarely examined in educational studies. This gap in the research literature presents a need for further consideration. 
This study explores the relationship between teachers’ experiences as leaders on student study abroad programs and subsequent teacher adjustments to instruction in their domestic classrooms. Other studies have explored how teachers grow as professionals during study abroad programs (Danzig & Jing, 2007; DeVillar & Jiang, 2012; Lai, 2009; Walters et al., 2011; Yang, 2011). The current study examines the relationship between study abroad experiences and teachers’ perceived growth in their instructional abilities to prepare globally competent students. The relationship may be illustrated by the acquisition or enhancement of classroom practices, specifically in preparing globally competent students. Study abroad experiences can also be integral in developing teacher leadership skills. The findings from this study could thus aid principals who consider study abroad programs as an avenue to provide instructional leadership opportunities for teachers.
This case study of a middle school study abroad program provides insights into the relationship between teacher leadership of student study abroad programs and teacher instructional skills. A school corporation in Northern Indiana was selected as the site for this case study due to its robust middle school study abroad program and high-performing schools. The study abroad program started in 2009 and, for over a decade, students and teachers traveled to Europe and China. The school corporation has repeatedly received an “A” rating from the Indiana Department of Education (Indiana Department of Education Compass, n.d.). The combination of a study abroad program and high-performing schools provided an ideal site for this qualitative study. 
 Through focus groups and semi-structured interviews, teachers who led student study abroad programs reflected on their professional growth in the area of instructional leadership, specifically in teaching students to be globally competent. In this study, themes related to teachers’ perceptions of their instructional leadership skills and their ability to teach global competency skills were identified. These themes provide a starting point for discussion about how leading study abroad programs with students can offer an opportunity for teachers to expand their instructional leadership skills. 
[bookmark: _Toc46215949]Research Questions 
The following questions served as the focus of this qualitative study: 
1. How do teachers view their own growth in respect to instructional leadership skills after leading study abroad programs with students?
2. How do teachers view their effectiveness in developing a globally competent student population after leading study abroad programs with students? 
[bookmark: _Toc46215950]Limitations of the Study 
	Prior to commencing this study, it was imperative to consider the limitations of the study. Possible limitations related to the qualitative approach, the use of self-reporting, and the scope of the study. 
This study utilizes qualitative interview data from teachers to examine the connection between teachers’ experiences as leaders on student study abroad programs and subsequent teacher adjustments to their instruction. The methodology provides an opportunity for deep exploration of topics; however, qualitative data can be challenging to statistically analyze (as opposed to, for example, survey, pretest, and posttest data). This limitation is addressed in more detail in Chapter 3. 
Due to the fact that components of this study rely on teachers’ perceptions, there may be a risk of accuracy in self-reporting. Because the teachers were not observed or interviewed while traveling, all data collected from the interviews are based on travelers’ perceptions of their experiences. In relation to self-reporting, Bandura (1997) stated, ‘‘When people err in self-judgment, their efficacy beliefs typically exceed their behavior’’ (p. 46). To elicit responses that accurately portray the teachers’ experiences and growth, an array of prompts was posed during the interviews. The variety of prompts provided participants more opportunities to reflect on their experiences and how these experiences shaped their thought process. However, self-reporting remains a limitation of the study. 
Lastly, this study is limited to one school district and one travel abroad program. Students and teachers from three middle schools were included in this study, and this expanded the breadth of the research, yet the transferability to other contexts or school corporations is not assured. The study abroad program highlighted in this study is unique and replicating this opportunity may present challenges in different school communities. The challenge of offering these experiences at different school corporations remains a concern due to financial constraints, low community interest, and other factors.  
[bookmark: _Toc46215951]Summary 
With the need for student global competency at the forefront of educational leaders’ minds, the search continues for ways to enhance how teachers prepare students for global success. By exploring the relationship between teachers’ involvement in student study abroad programs and their perceptions of their instructional leadership skills, this study provides educational leaders a new avenue to explore for growing teachers who can equip students with the tools to succeed globally.


[bookmark: _Toc46215952]CHAPTER 2. REVIEW OF THE LITERATURE
[bookmark: _Toc46215953]Introduction
A closer look at the literature surrounding instructional approaches for preparing students for global competitiveness, teacher leadership, and travel abroad programs provides a starting point for this study. The review begins with an exploration of the characteristics and frameworks of global competency instruction. The description of instructional leadership characteristics follows. Next, the benefits of travel abroad programs for students and educators are detailed. A description of global competency instructional approaches in tandem with an examination of the effects of study abroad programs on teachers, the research and knowledge foundation for the study, is included. A detailed investigation of the positive outcomes of study abroad programs and teachers’ perceptions of their instructional leadership abilities after their involvement in these programs follows. 
[bookmark: _Toc46215954]Global Competency Definition
U.S. educational leaders strive to prepare students to succeed in their future endeavors, and global competency is a requirement in educating students (Reimers, 2009). In today’s world, students will struggle to succeed if they do not have tools to help them navigate our very interconnected world. Teachers play a key role in supporting students to become globally competent. Before exploring the ways teachers may improve their instructional skills to teach global competency, a definition of global competency is required. 
Global learning, cultural competency, global competency, and global citizenship are a few terms used to describe how educators approach preparing students for a globalized world. For the purpose of this study, the term “global competence” is used. The following description by Mansilla and Jackson (2011) served as a foundational definition for this research: “Global competence is the capacity and disposition to understand and act on issues of global significance” (p. 97). Based on the definition, the next step is to explore the approaches to teaching students to become globally competent individuals.  
[bookmark: _Toc46215955]Global Competence 
	The need for instruction that inspires students to be globally aware arises from many demands of our world, and teachers should understand these demands. Tichnor-Wagner, Parkhouse, Glaizer, and Cain (2019) stated:
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 (p. 1). 
The concept of equipping teachers to prepare students for success in the world was not a recent concept in the literature. In Roose’s (2001) study of undergraduate internships and international experiences, the need for teachers to “learn habits of mind – the awareness, knowledge, confidence, risk-taking, flexibility, and commitment – to help all their future students excel and to help schools change” was highlighted (p. 48). This older research resonated with more recent research (Mansilla & Jackson, 2011; Tichnor-Wagner et al., 2019). Roose (2001) stated:
In a time when most teachers work with students from a wide variety of backgrounds and cultures, and all students, regardless of race and culture, must understand, work with, and depend on those who are different from themselves, we need to cultivate teachers who are not just tolerant of but attracted to differences and who want and are able to learn about new ideas, connection, beliefs, and ways of seeing the world (p. 48). 
These ideas were echoed in recent publications from the Indiana Department of Education (2019). When making the claim for global education, the Indiana Department of Education (2019) stated, “Every educator should consider how much the world beyond the classroom, neighborhood, state and country will impact each student” (para. 1). The need for preparing students for a globalized world was evident in the research (Mansilla & Jackson, 2011; Tichnor-Wagner et al., 2019). As a result, educational leaders have asked how this task can be accomplished. 
	From governmental education groups like ED to global organizations like the United Nations Educational, Scientific, and Cultural Organization (UNESCO), various organizations have been taking an active role in educating students for a globalized world. Included next in this literature review is an overview of a few of the most utilized approaches to teaching global competency. A natural place to start this instructional discussion about global competency is with the major education institutions. First, U.S. Department of Education (n.d., Global and cultural competency) created a framework to guide school leaders and teachers. The Framework for Developing Global and Cultural Competencies to Advance Equity, Excellence and Economic Competitiveness has served as a support for educators to guide students in the development of global and cultural competencies and provides a foundation of discipline-specific knowledge. The framework addressed early childhood education to postsecondary education levels. It was divided into four domains: collaboration and communication, world and heritage languages, diverse perspectives, and civic and global engagement. Beyond these four domains, the framework detailed the characteristics of globally and culturally competent individuals. Characteristics included awareness of different perspectives, understanding of diverse cultures, appreciation of benefits that arise from cultural exchange, and importance of proficiencies in speaking different languages. The four domains in the framework in tandem with the characteristics of global competency have provided a useful guide for educators (U.S. Department of Education, n.d., Global and cultural competency).
	Secondly, the Indiana Department of Education has provided insights to educators on how they can prepare students for a globalized world. The Indiana Department of Education created a Content-Specific Global Learning Guide (2019). This document has supported teachers who incorporate global concepts into their lessons by offering examples and resources in each content area. At the beginning of the Indiana guide, the purpose was restated, and an emphasis was placed on the necessity of preparing students for the world beyond the classroom due to the need to interact with people who possess different perspectives. Next, the guide provided five reasons why global education is important. These reasons echo many of the claims stated earlier in this literature review. Different work skills needed in a global workforce and changing demographics were two reasons the Indiana Department of Education stated for needing students to demonstrate global competence. Furthermore, the guide stated what students should be able to do, including the following: demonstrate an interest in both local and global environments, understand their personal perspective and the perspectives of others, and communicate with a diverse group of people. The guide clarified the next step for students in stating students should act on their ideas to better the world, both locally and globally. The guide was divided into content areas and grade levels that included links to resources. In total, this extensive learning guide explored the rationale for global education and at the same time provided teachers with concrete ways to incorporate ideas into their instruction. 
	Institutions solely focused on U.S. education were not the only groups that valued global competency and offered support to teachers who strive to create instructional opportunities for students to foster global competency. The Asia Society and UNESCO were two organizations identified in the literature review that detailed expectations for global competence. A look at the perspectives and frameworks presented by these two groups offered insights into other approaches to global education. 
The Asia Society’s mission statement stated they were “dedicated to promoting mutual understanding and strengthening partnerships among peoples, leaders, and institutions of Asia and the United States in a global context” (Asia Society, 2019, para. 1). The Asia Society, in keeping with the Indiana Department of Education, has emphasized students’ need for a different set of skills to succeed in today’s world. The concepts of global connections and global competency skill building were considered important for teachers to understand and implement in order to become instructional leaders who support global competency in their students. The Asia Society stated that individual actions reach around the world, and students are on a global stage. Based on this rationale, the Asia Society (2019) defined four domains of global competence: investigating the world, recognizing perspectives, communicating ideas, and taking action. From these four domains, the Asia Society created a list of global competency outcomes and rubrics that included content area and grade level resources.
UNESCO was another organization that has valued globally ready students and sought “to build peace through international cooperation in education, the sciences and culture” (UNESCO, n.d., para. 1). UNESCO offered teachers instructional supports through an education framework. This framework included three domains of learning: cognitive, socio-emotional, and behavioral. Both the Asia Society and UNESCO’s ideas related to global competence and available resources provided teachers with a comprehensive plan for teaching students to be globally competent.
The aforementioned frameworks and learning guides have provided components to support teachers in understanding how to prepare students to be globally competent. In the context of this study, it was imperative to explore how teachers can be instructional leaders in the area of global competency after leading student education trips abroad. However, to examine instructional leadership skills in the context of developing a globally competent student population, one framework served as a foundation: the Elements of Globally Competent Teaching framework created by Tichnor-Wagner et al. (2019). This comprehensive framework was selected due to the focus on teachers’ role in promoting global competence in students. Since 2013, Tichnor-Wagner and colleagues have worked to support teachers who endeavor to teach student skills in interacting in a more connected world. Tichnor-Wagner et al. (2019) developed a framework for globally competent teaching and organized their ideas into a graphic representation (Figure 1). 
[image: ]
[bookmark: _Toc46215924]Figure 1. The Elements of Globally Competent Teaching Framework Visual (Tichnor-Wagner et al., 2019).
The framework included 12 interrelated elements organized into three categories: dispositions, knowledge, and skills. To further support teachers in preparing globally competent students, Tichnor-Wagner et al. (2019) offered a Globally Competent Learning Continuum. The continuum was developed to provide teachers with “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” (p. 13). The framework was selected for this current study because it included more than a definition of globally competent students. Tichnor-Wagner et al. (2019) explored the role of teachers in creating lessons that encourage global competency. The current study examines how teachers grow in their instructional leadership skills in teaching students to be globally competent, and this framework explained a way teachers can accomplish this task. 
[bookmark: _Toc46215956]Teacher Leadership   
Teacher leadership has often surfaced as a popular topic among educational policymakers and influential education organizations (Wenner & Campbell, 2017). York-Barr and Duke (2004) stated that teacher leadership “has become increasingly embedded in the language and practice of educational improvement” (p. 255). Wenner and Campbell (2017) utilized the findings reported in York-Barr and Duke’s (2004) extensive literature review to enrich the dialogue about teacher leadership. Both of these published literature reviews included an abundance of research that described the characteristics of teacher leadership, yet they found that one universally accepted definition of teacher leadership eluded the research. One clear definition may not exist for teacher leadership, as found in many studies (e.g., Angelle & DeHart, 2011; Cosenza, 2015; Flood & Angelle, 2017; Greenlee, 2007; Wenner & Campbell, 2017). Cheng and Szeto (2016) found the definition of teacher leadership was still evolving, and Poekert et al. (2016) claimed it was still in the early stages of development. Bae et al. (2016) supported this stance in stating that “the concept of teacher leadership is widely used, but the conceptualizations of teacher leadership are varied and often vague” (p. 908). There were various reasons given in the literature for these inconsistencies. Wenner and Campbell (2017) claimed the uncertainty came from the fact that teacher leaders could meet different needs within the school by fulfilling a variety of different positions. Conversely, other research described teacher leadership as a complex and complicated construct (Klein, Taylor, Munakata, Trabona, Rahman, & McManus, 2018). Bae et al. (2016) stated that, due to researchers utilizing various methodologies and tools to research the construct, the findings about teacher leadership varied. In other research, Hunzicker (2017) related this ambiguity to the fact that teacher leadership could be viewed as a stance and described it as a “way of thinking and being, rather than a set of behaviors” (p. 1). The broader view of teacher leadership mirrored the arguments in other research, like that of Poekert et al. (2016). Additionally, Hunzicker (2017) described the progression from teacher to teacher leader as an ongoing process. York-Barr and Duke (2004) suggested the lack of clarity may be in part due to the breadth of topics included under the category of teacher leadership. Although they (York-Barr & Duke, 2004) found the definition of teacher leadership was ambiguous, they made the following suggestion for a working definition: “teacher leadership is the process by which teachers, individually or collectively, influence their colleagues, principal, and other members of school communities to improve teaching and learning practices with the aim of increased student learning and achievement” (p. 288). York-Barr and Duke’s (2004) comprehensive look at the literature surrounding teacher leadership has been cited in various other studies (Ankrum, 2016; Bae et al., 2016; Cosenza, 2015; Criswell et al., 2018; Greenlee, 2007; Hunzicker, 2017; Klein et al., 2018; Poekert et al., 2016; Sinha & Hanuscin, 2017; Wenner & Campbell, 2017), and their definition was often used as a starting point. 
Next, it is necessary to narrow the scope of teacher leadership and build a foundational understanding of instructional teacher leadership for this study. Three common themes emerged from the research on teacher leadership: 1) characteristics of teacher leaders, 2) behaviors of teacher leaders, and 3) factors that encouraged teacher leadership. This study focuses on instructional teacher leadership, and the following portion of this literature review expands on the themes that relate to instructional teacher leadership to further the discussion of how teacher leaders can prepare students to be globally competent. 
[bookmark: _Toc46215957]Characteristics of Teacher Leaders
Many of the characteristics of teacher leaders in the literature were related to growth (Brondyk & Stanulis, 2014) and reflection (Danielson, 2007). Among these characteristics, embracing an attitude of continuous learning, striving to grow professionally, reflecting on their teaching, and valuing personal growth stood out as characteristics teacher leaders commonly embraced. 
[bookmark: _Toc46215958]Embrace an Attitude of Continuous Learning
York-Barr and Duke (2004) summarized the findings of nearly two decades of research and practice related to teacher leadership. From the extensive analyses in the research, they summarized the substantive findings in a literature review and created a conceptual framework (York-Barr & Duke, 2004). The framework’s first component listed the characteristics of teacher leaders; for example, one characteristic listed that teacher leaders were learning oriented. In other research, striving to be lifelong learners (Hunzicker, 2013) and participating in a learner-centered community (Clark, 2017) were identified as attributes of teachers who grew into teacher leaders. The aim of a qualitative study by Hunzicker (2013) was to identify the dispositions of emerging teacher leaders. Included in the study were practicing elementary and middle school teachers who were enrolled in a Science, Technology, Engineering, and Math (STEM) education master’s program. Teachers in the study (Hunzicker, 2013) stated that being a lifelong learner was an integral part of leadership; these teachers also directly connected this belief to a student-centered mindset. This idea is explored further in the section teacher behaviors are discussed in this literature review. 
[bookmark: _Toc46215959]Strive to Grow Professionally
Another characteristic related to teacher leadership was striving to grow professionally. This commitment closely aligned with the characteristic of a lifelong learner. Hunzicker (2013) used written self-reflections, questionnaire responses, and a focus group to collect data about teacher leaders and, after analyzing the data, found three possible prerequisites for teacher leaders: the ability to develop collegial professional relationships, a student-centered mindset, and an ongoing pursuit of professional growth. Teacher leaders demonstrated an ongoing pursuit of professional growth by setting high personal standards and pursuing professional challenges. The emphasis on professional growth surfaced in other studies as well (Danielson, 2007; Poekert et al., 2016).  
Danielson (2007) created a detailed framework with multiple domains to describe effective teachers, and it has been cited in many teacher leadership studies (Bae et al., 2016; Cosenza, 2015; Hunzicker, 2017; Klein et al., 2018; Poekert et al., 2016). Growing professionally was a vital aspect of Danielson’s (2007) framework for teaching. First, almost all of Domain 4 of their framework was dedicated to professional behaviors and actions, further supporting the important characteristic of striving to grow professionally. Domain 4, titled “Professional Responsibilities,” had a clear focus on professional growth, and was described in Domain 4e, “Growing and Developing Professionally.” Danielson included three characteristics of growing and developing professionally in the distinguished level, the highest level of performance on the framework. The three characteristics included the following descriptors: 1) teacher seeks out opportunities for professional development and makes a systemic effort to conduct action research; 2) teacher seeks feedback on teaching from both supervisors and colleagues; and 3) teacher initiates important activities to contribute to the profession. These descriptors included a wide range of activities teachers could embrace to improve their teaching, such as reading professional texts or attending professional development seminars (Danielson, 2007). According to Danielson (2007), teachers were considered as true professionals when they demonstrated these characteristics, and this growth placed them in a position to lead. 
[bookmark: _Toc46215960]Reflect on Their Teaching
The ability to reflect on teaching was a natural extension of professional growth, according to the literature. Without reflection, educators may fail to identify weaknesses or celebrate successes. Danielson (2007) indicated that improvement could happen when teachers translated ideas into praxis to fine-tune their craft. Within Danielson’s (2007) Domain 4, which focused on leadership, teachers’ ability to reflect on their own practice was discussed. From asking if a learning session was successful to evaluating if an assessment was effective, Danielson (2007) explained various factors of thoughtful reflection and stated that effective teachers accurately reflected on their teaching and then were able to use their analysis to adjust their instruction in future lessons. Similarly, Clark (2017) found fostering teacher reflection to be important. Elementary principals in the study were able to instill in their teachers a capacity to lead. Capacity building was defined as “a process to increase the individual and collective abilities of professional staff” (Clark, 2017, p. 5). The elementary principals provided time and created structures for teachers to reflect on curriculum, instruction, and student learning; teachers were also encouraged to reflect on their own learning. Without reflection to guide improvements, teachers could not move to a level of expertise that would allow them to be instructional leaders. 
[bookmark: _Toc46215961]Value Personal Growth
As found in the literature, growing professionally inspired teacher leaders, but successful teacher leaders also cared deeply about their personal growth. Personal growth was included in Poekert and colleagues’ (2016) Individual Core Competencies for teacher leaders. They (Poekert et al., 2016) defined personal growth as “confidence in one’s ability to engage in continuous self-improvement” (p. 317). Teachers in the study reflected on their personal growth and how it was demonstrated in their new sense of perseverance in the face of difficult situations. Others in the study reported taking leadership roles in different areas of their lives other than within the walls of the school. Hunzicker (2017) continued this line of thinking and stated that as teachers increased their self-confidence, self-efficacy, and self-perceptions, they moved into teacher leadership roles. Sinha and Hanuscin (2017) supported these findings and stated that teacher leaders gained confidence over time. York-Barr and Duke (2004) echoed these conclusions and found that one important outcome of teacher leadership was the growth demonstrated by the teachers themselves. It was no surprise to researchers that teacher leaders cared about their personal growth in addition to their success in the classroom. 
Embracing an attitude of continuous learning, striving to grow professionally, reflecting on their teaching, and valuing personal growth were characteristics of teacher leaders supported by the research. Naturally, these characteristics translated into teacher actions and behaviors. In the following section, the behaviors teacher leaders demonstrated in the classroom are outlined. 
[bookmark: _Toc46215962]Behaviors of Teacher Leaders
	Teachers who were identified by their peers and principals as leaders behaved in a manner that set them apart from other teachers. In their review of the literature, Wenner and Campbell (2017) found that teacher leaders did more than what was required of a typical teacher. These behaviors were found to vary from teacher to teacher, but commonalities surfaced. The similarities could be categorized into three different areas: the classroom, the school, and the school district and beyond. Since the current study focuses on teachers’ instructional leadership skills, this literature review only includes an exploration of teacher leadership behaviors within the classroom.  
[bookmark: _Toc46215963]Behaviors of Teacher Leaders in the Classroom
Teacher leadership has been found to begin in the classroom. Without excellence in the classroom, teachers may not successfully embrace the role of leader. Brondyk and Stanulis (2014) described teacher leaders as needing to demonstrate excellence in the classroom by showing a deep knowledge of teaching and learning. A hallmark of this excellence was teachers’ dedication to the learning and success of their students, which should be evident in all classroom activities. For students to succeed, they found teachers needed to demonstrate their ability to teach effectively (Brondyk & Stanulis, 2014). Teachers needed to have an exhaustive knowledge of instructional strategies and approaches that were informed and effective. 
Of importance, it was found that teacher leaders could continue their influence in the classroom even if they took on leadership roles. Early concepts reflected the thought that to be an educational leader, teachers would have to leave the classroom or have a formal leadership title or role. More recent research has found that teachers could lead from their classrooms and did not always need a formal role to develop as leaders (Cheng & Szeto, 2016; Greenlee, 2007). Cosenza (2015) confirmed this concept and stated that teachers could become teacher leaders without leaving their classrooms. According to Cosenza (2015), this distinction was important as it could aid in keeping effective teachers in the classrooms to positively impact student learning. As stated in Wenner and Campbell’s (2017) definition of teacher leadership, teachers still needed to be active in the classroom. The identified behaviors of teacher leaders within the classroom included not only instructional expertise but also a student-centered mindset.
Holds a Student-Centered Mindset
Within the classroom, teacher leaders’ primary focus has found to be on their students (Hunzicker, 2013; Poekert et al., 2016). In Hunzicker’s (2017) Teacher Leader Progression and Influences Model, students played an important role in at least two sections. Hunzicker (2017) included the student-centered mindset as a disposition attribute of teacher leaders. This was supported by Hunzicker’s (2013) study, where teachers were found to be motivated by a desire to better serve their students and students were found to have benefited from teacher learning. Hunzicker (2013) found that when teachers knew of student needs, they became motivated to find resources to address those needs and to conduct action research to further understand student concerns. Additionally, Hunzicker (2017) included student advocacy in the Indicators section of the model. Creating anti-bullying programs to promote student safety and procuring bilingual and special education services were two examples of ways teachers advocated for their students. Danielson (2006) supported this student-centered viewpoint by claiming teacher leaders always focused on improving student learning. Cosenza (2015) continued the discussion about the connection between teacher leaders and student-centered mindset in a qualitative research study comparing teacher perceptions of teacher leadership to teacher leadership model standards that were created in 2011 by the Teacher Leadership Exploratory Consortium. Specifically, Cosenza (2015) identified role modeling as one theme. Teachers articulated that a component of role modeling was to be a mentor to students. In discussing mentoring, teachers indicated being aware of their own actions and making students aware of their own potential were important components. In addition to mentoring, the teachers referred directly to their role with students by describing their actions as guiding the learning for students and taking actions to be sure the needs of their students were always addressed. While Cosenza (2015) interviewed experienced teachers about leadership, Cheng and Szeto (2016) explored the ideas novice teachers had about teacher leadership. Over a two-year period, Cheng and Szeto (2016) collected data from semi-structured interviews and documentary evidence to explore novice teachers’ perspectives on their teacher leadership roles and the role their principals took in fostering their leadership. Even the novice teachers supported the common belief that teacher leaders led with student learning as the motivator for all their actions. Teacher leaders advocated for their students within their classrooms and kept the needs of their students at the forefront (Cheng & Szeto, 2016). 
Serves as an Instructional Leader
As the definition of teacher leadership has not been solidified, the roles teacher leaders assume also have varied. In the literature, teacher leadership roles were at times formal titles and were at other times assumed responsibilities without a title (Sinha & Hanuscin, 2017; York-Barr & Duke, 2004). Regardless of a title, teacher leaders demonstrated a detailed understanding of instructional practices and served as instructional leaders (Criswell et al., 2018).  
Teachers gaining a deeper understanding of teaching was one reason named by York-Barr and Duke (2004) for advancing the practice of teacher leadership. They (York-Barr & Duke, 2004) also claimed that “teacher expertise is at the foundation of increasing teacher quality and advancements in teaching and learning” (p. 258). Cosenza (2015) furthered this line of thought by detailing how teacher leaders shared their teaching successes and their instructional knowledge with their peers. Additionally, instructional leaders were not always found to hold a specific title assigned by administration; rather, they were often recognized by their colleagues as leaders without a distinctive title. According to Bae et al. (2016), teacher leaders were pedagogical experts recognized by their colleagues for what they did daily with their students in the classroom. Bae et al. (2016) expanded research on the behaviors of instructional leaders in their mixed methodology study of middle school science teachers that examined a professional development project. The researchers (Bae et al., 2016) identified three types of teacher leadership: instructional innovator, professional learning leader, and administrative teacher leader. The instructional innovator demonstrated a strength of content knowledge, a willingness to model new practices, and a practice of working directly with students. 
Another aspect of instructional leaders in the literature was the way they implemented curricula within their classroom. Teacher leaders often embraced the role of instructional leader by creating engaging and effective lessons and implementing curriculum. York-Barr and Duke (2004) stated that teacher leaders influenced curriculum work within the school and even the district by assisting in identifying outcomes and standards along with selecting and creating curriculum. Although curriculum decisions often took place outside of the classroom, the execution of those decisions ultimately resided within the walls of a teacher’s classroom. Strong instructional leaders implemented curriculum with confidence and expertise (York-Barr & Duke, 2004).  
Without evidence of strong teaching in the classroom, any discussion of teacher leadership would quickly come to an end. The research indicated that the behaviors of teacher leaders in the classroom must reflect a level of expertise and excellence (Bae et al., 2016; Cosenza, 2015; York-Barr & Duke, 2004). 
[bookmark: _Toc46215964]Summary of Teacher Leader Characteristics and Behaviors
Even though researchers, principals, and teachers themselves have not agreed on a clear definition of teacher leadership, the research revealed insights into the characteristics and behaviors of teacher leaders. In sum, teacher leader characteristics included the following: embrace an attitude of continuous learning, strive to grow professionally, reflect on their teaching, and value personal growth. The literature noted characteristic behaviors of teacher leaders in the classroom. The findings in the literature provided principals with tools to identify teacher leaders in their schools and consider how teacher leaders could promote classroom instruction that teaches students to be globally competent. Identifying factors that encourage teacher leadership represent the next step after exploring the characteristics and behaviors of teacher leaders. 
[bookmark: _Toc46215965]Factors that Encourage Teacher Leadership
	As stated earlier, there has not been one clear approach to promoting teacher leadership. In the literature, the very leadership process was considered as unique to each teacher (Poekert et al., 2016). The ambiguity has been seen to offer many opportunities for school leaders. Sinha and Hanuscin (2017) stated there was not one clear path or plan that resulted in teacher leadership. According to the literature, providing opportunities for leadership was only one supportive factor when considering teacher leadership. Factors that encourage teacher leadership growth included supportive school culture (Cosenza, 2015; Greenlee, 2007; Poekert et al., 2016; Wenner & Campbell, 2017; York-Barr & Duke, 2004), principal support (Cheng & Szeto, 2016), professional development (Poekert et al., 2016; Wenner & Campbell, 2017), time (Kiranh, 2013; Wenner & Campbell, 2017), and opportunity (Hunzicker, 2017; Sinha & Hanuscin, 2017). All these factors are important to growing teacher leaders, but for the purposes of this current study, principal support, time, and opportunity have been investigated.   
[bookmark: _Toc46215966]Principal Support
Principals set the tone in their schools and ultimately were established as the guides to creating a positive school culture. A considerable amount of teacher leadership research explored the role the principal plays in the creation of teacher leaders (Cheng and Szeto, 2016; York-Barr & Duke, 2004). Cheng and Szeto (2016) contributed to this discussion by stating that with a combination of principal’s encouragement and teacher’s initiative, teachers could develop into leaders. There was an understanding that principals worked closely with teacher leaders and that those valuable relationships could promote or diminish teacher leaders. Cheng and Szeto (2016) offered a few suggestions on specific steps principals could take to support teachers. When developing teacher leaders, they (Cheng & Szeto, 2016) encouraged principals to recognize when they needed to step back and empower teachers to take an active role in the decision-making process. Drawing from their comprehensive look into teacher leader research, Wenner and Campbell (2017) stated that principal support was paramount for the successful movement of teachers into leadership roles, and they also noted principals’ contributions to the advancement of teacher leadership. Affording teacher leaders the appropriate levels of autonomy, listening to the concerns of teachers, seeking out teachers’ opinions, and understanding the responsibilities of teacher leaders were found to be a few ways principals could embolden teacher leaders (Wenner & Campbell). In a similar way, York-Barr and Duke (2004) offered further considerations for principals including supporting teachers via coaching, offering clarity in respect to teacher leader and administrator domains, and giving attention to interpersonal aspects of the relationship between teacher leaders and administrators. As noted above, many behaviors were indicated as key to principals supporting teacher leaders, and principals must put high priority on trusting relationships (Clark, 2017; Wenner & Campbell, 2017; York-Barr & Duke, 2004). Principals have been found to often take active roles in programs afforded to students, such as study abroad programs. 
[bookmark: _Toc46215967]Time
Time was identified in the literature as necessary for the growth of teacher leadership; a lack of time could inhibit teachers from moving towards leadership roles (Wenner & Campbell, 2017). Research indicated that principals should offer teachers more time to improve their leadership skills and afford them opportunities that require them to utilize leadership skills (Kiranh, 2013). As noted in the literature, offering time for leadership growth has not always been easily accomplished. Principals’ limited resources and time to specifically set aside for teacher leadership have presented obstacles to the development of teacher leaders. The next portion of this literature review emphasizes teacher leaders’ need for opportunities to hone their leadership skills. 
[bookmark: _Toc46215968]Opportunity
As described earlier in this literature review, teachers have not been found to become leaders quickly or by one path (Hunzicker, 2017), and there has been little research on how teacher leaders develop (Sinha & Hanuscin, 2017). Consistent support must be offered, and principals must be aware of multiple opportunities for teachers to serve as leaders (Sinha & Hanuscin). These opportunities have been indicated in moving teachers along the journey to leadership. Poekert and colleagues (2016) concluded, “We have found that in order to achieve movement from teacher to leader, teachers need support and regular opportunities to develop the knowledge, skill, and confidence to have a voice that makes the greatest impact on their context” (p. 324). Hunzicker (2017) stated leadership was a recursive and fluid process that varied for each teacher. Teachers must be offered opportunities to lead (Poekert et al., 2016) and opportunities for them to take part in school related works (Kiranh, 2013). Greenlee’s (2007) research mirrored these findings by stating teacher leaders needed opportunities to practice their leadership skills. This research supported the need for principals to offer their teachers opportunities to fine tune their leadership skills. 
[bookmark: _Toc46215969]Summary of Factors that Encourage Teacher Leadership
When educators have examined teachers’ paths to teacher leadership, it was imperative for them to understand the conditions and supports necessary to develop teacher leaders (Criswell et al., 2018). The previous section describes principal support, time, and opportunities as supports teachers have needed to lead. This exploration of the relevant literature helps to further the conversation about finding a deeper understanding of supports teachers need to be instructional leaders so they can promote global competence in their students.  
[bookmark: _Toc46215970]Study Abroad Programs
This current study explores how experiences abroad support teacher instructional leadership skills. After an examination of teacher leadership, an exploration of study abroad programs is next in this literature review. A definition of study abroad programs is presented, along with research detailing the benefits of study abroad programs and motivations for creating study abroad programs. 
Costello (2015) defined study abroad as an academic experience in which students physically left their homes to participate in academic study and cultural interaction in a host country. Educators have discussed the need to equip students to interact in a global society. Within the issue of Educational Leadership titled The Global-Ready Student, Sherer (2016) addressed the need for students to be global-ready and described them as students who were willing to ask questions about the world, understand different perspectives, and participate in meaningful conversations. One article in the issue chronicled a student’s experience traveling abroad, and the student stated, “I can’t think of a better way to be ready for the challenges of today’s global society than to have learned these lessons” (Bhatt, 2016, p. 80). This is only one student’s experience, but the research in this literature review supports the importance of study abroad experiences for students and also for teachers. 
 The importance of preparing students for a globalized world has been a topic emphasized by many educators (Beal & Bates, 2010; Jackson, 2009; Springer, 2009). Haynes (2011) stated educators must equip students to be ready to face the challenges that accompany globalization. Hadis (2005) noted that globally-minded students demonstrated an interest in issues both local and global, and were aware of how the issues were intertwined. Osler and Starkey (2003) echoed this idea of interconnectedness. They (Osler & Starkey, 2003) stated that with globalization, there was an increased level of interdependence within the world and no individual could live isolated in one country. Due to these views, they emphasized the need to educate students in global society by promoting cosmopolitan citizenship (Osler & Starkey, 2003). In a related concept, intercultural wonderment was described as the curiosity in individuals to try different experiences that expand students’ capacity to deal with discomfort and disequilibrium (Engberg & Jourian, 2015). Many of the concepts found necessary for preparing students to be globally competent could be accomplished through student experiences abroad. After time abroad, students demonstrated characteristics such as an enhanced world view (Dekaney, 2008), increased global-mindedness (Hadis, 2005), and increased cultural adaptability (Mapp, 2012). Overall, study abroad programs were found in the literature to prepare students to interact in a global society.  
Student academic and personal growth have often been stated as the main reasons for creating study abroad initiatives in schools. The research has identified many benefits for students who study abroad (Dekaney, 2008; Dixon, 2013; Engberg, 2013; Hadis, 2005; Haynes, 2011; Ingraham & Peterson, 2004; Mapp, 2012; Parsons, 2010; Reynolds-Case, 2013; Tarrant & Lyons, 2012). Students who study abroad have been found to be more internally aware (Parsons, 2010), demonstrate intercultural communication skills (Dixon, 2013), and show intercultural knowledge (Engberg, 2013). Students exhibited academic growth after study abroad experiences in language acquisition (Cubillos & Ilvento, 2013; Dekaney, 2008; Dixon, 2013; Parsons, 2010; Reynolds-Case, 2013; Spenader, 2011). In addition to these academic gains, students also have demonstrated personal growth after these experiences (Costello, 2015). This personal growth has been characterized as increased independence (Hadis, 2005), open-mindedness (Hadis, 2005), self-awareness of one’s own cultural perspective (Dixon, 2013), self-efficacy (Cubillos & Ilvento, 2013), and stronger sense of self (Engberg, 2013). 
Mapp (2012) presented a rationale for the popularity for short-term programs including the financial and academic flexibility they offer. Mapp (2012) also identified positive effects for short-term programs, such as student gains in cross-cultural understanding. Tarrant and Lyons (2012) furthered this line of thinking in highlighting the importance of short-term study abroad trips in increasing global citizenship in students, noting also that these trips were the fastest growing area of international education. Perhaps due to the wealth of student benefits identified in the research (Dekaney, 2008; Dixon, 2013; Engberg, 2013; Hadis, 2005; Haynes, 2011; Ingraham & Peterson, 2004; Mapp, 2012; Parsons, 2010; Reynolds-Case, 2013; Tarrant & Lyons, 2012), schools have become motivated to offer students an experience that extends the classroom into other parts of the world. 
In the literature, the benefits of study abroad experiences were not limited to students. The research indicated that teachers’ participation in study abroad programs provided them with an abundance of benefits and opportunities to grow their professional skills (Dixon, 2013; Walters et al., 2011). Due to experiences in different cultures during these programs, teachers often returned with improved skills in cultural competence and a more global mindset (Dixon, 2013; Walters et al., 2011; Yang, 2011). Zhao, Meyers, and Meyers (2009) conducted a qualitative study that investigated U.S. elementary pre-service teachers’ teaching experience in China. They (Zhao et al., 2009) found that after the teaching experiences in China, teachers grew in various areas such as understanding and respecting the Chinese culture and initiating a proactive stance as culturally responsive change agents. Phillion, Malewski, Sharma, and Wang (2009) further elaborated on these positive effects in their exploration of a global multicultural perspective that “integrates multicultural issues and global issues within a social justice framework” (p. 324). At the culmination of the study, Phillion et al. (2009) claimed that the experiences teachers had studying abroad provided a foundation for multicultural understanding. This foundation allowed teachers to better recognize the connection between their lives and other cultures.  
Beyond increasing teachers’ cultural and global perspectives, researchers have documented positive outcomes from teachers’ experiences abroad that translated into success in schools. To illustrate, studies showed that the perspectives teachers gained from interacting with others of a different culture equipped the teachers with skills to better connect with the diverse student populations in their classrooms (Walters et al., 2011; Yang, 2011). Teachers have also improved their ability to reflect and grow from their experiences with skills transferred into their professional roles (Dixon, 2013; Walters et al., 2011). Other researchers (Cross & Dunn, 2016; Walters et al., 2001; Yang, 2011; Zhao et al., 2009) found that improved lesson planning and other instructional enhancements were linked to teacher experiences abroad. Furthermore, teachers have tended to view these experiences as a way to grow and expand their own personal development (Danzig & Jing, 2007; DeVillar & Jiang, 2012; Dixon, 2013; Walters et al., 2011; Yang, 2011; Zhao et al., 2009). Thus, teachers have benefited from their time abroad both in their global and cultural perspectives and also for their professional and personal growth. The evidence has compelled educational leaders to explore ways to expand teachers’ opportunities to gain these benefits. 
[bookmark: _Toc46215971]Globally Competent Teaching Framework 
	The Tichnor-Wagner et al. (2019) Elements of Globally Competent Teaching framework was utilized in this research (Figure 2) and provided the framework for this study. The following section of the literature review includes rationale for why this model was selected, followed by a description of the work. 
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[bookmark: _Toc46215925]Figure 2. Elements of Globally Competent Teaching Framework Visual (Tichnor-Wagner et al., 2019). 
[bookmark: _Toc46215972]Framework Considerations
As noted in this literature review, researchers have depicted various ways for support teaching global competency. Many of their frameworks or guides have focused on student approaches and outcomes (Reimers, 2009; Zhao, 2010). The lack of focus on the role of the teacher presented a challenge in selecting a framework for this study. Tichnor-Wagner et al.’s (2019) Elements of Globally Competent Teaching framework offered an ideal foundation for this study. First, Tichnor-Wagner et al.’s (2019) framework was selected due to the fact that it included themes that surfaced in this literature review. For example, within the framework categories, Tichnor-Wagner et al. (2019) included valuing different perspectives, understanding the interconnectedness of the world, and inquiring about global issues. These elements mirrored topics discussed in this literature review. Second, this visual model went beyond a student perspective of global competence by displaying the dispositions, knowledge, and skills a teacher needs to prepare globally competent students. The framework included specific elements within these three categories to further define the teacher’s role. 	
Dispositions
Tichnor-Wagner et al. (2019) found that the attitudes, values, and commitments that teachers possess influenced their instructional approaches, falling into the domain of dispositions. Two sub elements resided in the domain of dispositions: the first domain included empathy and valuing multiple perspectives, and the second domain included commitment to promoting equity worldwide. According to Tichnor-Wagner et al. (2019), open-mindedness, empathy, and perspective consciousness were foundational to global competency instruction. When teachers understood that all people possess biases and were willing to explore their own biases, they could model empathy for their students and seek to include multiple perspectives in their classrooms.  In addition to these different perspectives, a commitment to equity was foundational to global competency teaching; as Tichnor et al. (2019) stated, “The goal of equity is justice. Justice seeks to provide a world where everyone has the opportunity to thrive, and a commitment to equity is a foundational building block toward a just world” (p. 38). By modeling empathy and understanding different perspectives, in addition to seeking justice through a commitment to equity, teachers were able to engage with students in dialogue about global issues and inspire student solution-seeking. 
Knowledge
	The next domain of knowledge was divided into two broad concepts, which were “an understanding of events, conditions, systems, and structures that connect the world, and an understanding of the people who live in it” (Tichnor-Wagner et al., 2019, p. 55). Globally competent teachers learned how to embrace lifelong learning in an ever-changing world. They considered how world happenings influenced their students and offered a way to contextualize complex current events. Along with viewing the world through multiple lenses, globally competent teachers explored how the world is interconnected and had a deep understanding of globalization. As a second component of the knowledge domain, teachers needed to develop an understanding of themselves and consider how they experience the world (Tichnor-Wagner et al., 2019). Once teachers better understood the context in which they viewed the world, they could explore other cultures and better communicate with individuals from different cultures. Tichnor-Wagner et al. (2019) stated that through traveling, immersing oneself in diverse cultures, and identifying differences in communication, teachers understood the world better and in turn, empathized more with their students. 
Skills 
	The elements within the last domain of skills outlined the actions teachers take within the classroom. While the dispositions and knowledge domains were seen to be applicable in various situations and environments, the skills domain referred directly to the classroom environment and instructional strategies (Tichnor-Wagner et al., 2019). As stated for the rationale of selecting this framework as a basis for this study, the important aspect to this framework was the skills section. Tichnor-Wagner et al. (2019) stated, “The skills section truly differentiates globally competent teaching from other models of global competence, as it integrates global dispositions and knowledge into how teachers manage their classroom environment, plan for and implement instruction, and assess student learning” (p. 10-11). Communicating in multiple languages was the first skill identified in this domain and surfaced from an understanding that the world was not monolingual (Tichnor-Wagner et al., 2019). Encouraging global engagement and valuing diversity were two points of emphasis when globally competent teachers created their classroom environments. When these characteristics actively played a role in the classroom, teachers demonstrated how to respect and value all people. Once this environment was created, teachers could incorporate experiences where students could explore global issues in tandem with academic standards and instructional content. Naturally, from this integration, students would have opportunities to consider global issues and then participate in intercultural conversations that promote active listening, critical thinking, and perspective recognition (Tichnor-Wagner et al., 2019). Teachers who excelled in globally competent instruction found ways for their students to participate in rich conversations often facilitated through intercultural and international partnerships. By creating authentic partnerships both internationally and locally, students engaged in interactions that broadened their perspectives. The last element of the skills domain included how teachers assessed students’ growth in the development of global competence. This assessment included both evaluations executed by the teacher, but also self-reflections completed by students.  
Many of the themes that arose when exploring this framework also surfaced when exploring teacher leadership skills and how teachers viewed their roles when leading student study abroad programs. Student-centered mindset and instructional leadership were two concepts included in the research centered on teacher leadership, and these themes also surfaced in this global competence model. These themes are noted in the research described in this literature review. The Tichnor-Wagner et al. (2019) model centered on the teachers themselves rather than students or the greater educational setting. Since the current study explores teacher experiences outside the classroom and how those experiences influence their instruction, this framework served the purposes of this research better than other models or guides. Tichnor-Wagner et al.’s (2019) Elements of Globally Competent Teaching framework was selected for this study also because there were commonalties between the descriptors in the framework and other research on teacher leadership and study abroad programs. This model served to provide a pathway for teachers to enhance their instruction to better prepare globally competent students. The current study strives to understand how teachers who lead student programs abroad may be progressing along the path of instructional leadership. A review of the relevant literature resulted in identifying Tichnor-Wagner et al.’s (2019) work with global competency instruction as a framework for this study.
[bookmark: _Toc46215973]Framework Limitations
As with every framework, theory, or model, the Tichnor-Wagner et al. (2019) model presented limitations. Tichnor-Wagner et al.’s (2019) model was newer to the literature at the time of this study and thus had not withstood years of testing and refinement. To combat this challenge, Tichnor-Wagner et al. (2019) detailed ways the research team developed the framework and as well as tested the content validity and internal consistency reliability. Initially, the 12 elements were identified after an extensive review of the literature, then elements further defined in a rubric for teachers. This work was reviewed by educators including 57 practicing K-12 teachers, 7 teacher educators, and 8 global education field experts. The feedback from this group of educators did not result in changes to the elements but did provide feedback to adjust the continuum. Lastly, the research team enlisted 111 practicing K-12 educators to run a pilot test of the 12 elements, in addition to the 5 developmental levels in the continuum, to evaluate the internal consistency and overall stability of framework. After the pilot, revisions were made and again, nine practicing K-12 teachers and another round of global education experts were asked to review the framework. Even though the framework was new, the research team tailored their approach to create a framework to support instruction that promotes global competency in students. Further support for utilizing this model surfaced after reviewing the content found within the model. The ideas found in the model are similar to the themes in this literature review, and mirror ideas included in many of the studies are highlighted in this literature review. In commenting on writing qualitative research, Alvermann, O’Brien, and Dillon (1996) emphasized the need for embedding research in the “substantive work of a discipline” (p. 115). It is affirming that ideas in the model were found in other research that explores global competency (Mansilla & Jackson, 2011; Reimers, 2009; Roose, 2001). Since the current study explores how teachers’ experiences in study abroad programs can equip them to be instructional leaders that teach students to be globally competent, Tichnor-Wagner, et al.’s (2019) model provided an ideal framework. 
[bookmark: _Toc46215974]Connections Between Teacher Leadership and Study Abroad Benefits 
While the focus of the current research in study abroad programs is the outcomes for teachers related to instructional leadership skills, a common approach in the research literature has been to explore the many facets of teacher leadership and the benefits of study abroad experiences for teachers independently. Despite natural connections in the research, educators have rarely discussed the opportunity of experiences abroad paired with the outcome of increasing the capacity of teacher leadership skills in the area of teaching global competency. This study offers research to fill this gap in the literature.  
In the review of literature on global competency instruction, teacher leadership, and study abroad programs, some themes surfaced. Improved classroom performance by teachers and improved student outcomes were two common themes. Teacher reflection and professional growth were also highlighted in the teacher leadership and study abroad research. These connections prompt more research to examine the relationships between instructional leaders and study abroad programs. For the current era of globalization, this research considers the ways study abroad programs provide opportunities for teachers to expand their instructional leadership skills to promote global competence in students. 
[bookmark: _Toc46215975]Summary 
A wealth of research discusses themes of instructional approaches for preparing students for global competition, teacher leadership, and study abroad programs, as found in this literature review. Rarely were these ideas considered collectively. This study addresses this gap in the research by exploring the relationship between teachers’ involvement in student study abroad programs and their instructional leadership skills in preparing students to be globally competent. This study embraces a distinctive look at teacher leadership and student educational travel that offers principals an opportunity to increase teachers’ leadership skills and aid in preparing their students to succeed in our globalized world.


[bookmark: _Toc46215976]CHAPTER 3: METHODOLOGY
[bookmark: _Toc46215977]Introduction 
	By utilizing the qualitative method of grounded theory, this study investigated teacher instructional leadership skills in the context of teachers’ experiences in leading student study abroad programs. Creswell (2012) stated that grounded theory was often utilized by educational researchers, and this method served the purpose of this study by offering a way to identify themes directly from the data. Through case study methodology, this research considered teachers’ perspectives about their involvement in student study abroad programs and their instructional leadership abilities, specifically in teaching students to be globally competent individuals. Teachers’ involvement in these programs included work in preparing students for traveling, planning the logistics of the trip, and accompanying students in the study abroad session. In the following section, the design of the study is explained, including the methodology, participants, data collection methods, and data analysis methods. The chapter ends with a discussion about the limitations of the study. 
[bookmark: _Toc46215978]Purpose of the Study
The goal of this study was to examine the relationship between teachers’ experiences as leaders on student study abroad programs and how teachers viewed their growth as instructional leaders when preparing students to be globally competent. Teachers reflected on their experiences abroad and views of their instructional leadership skills through focus groups and face-to-face, semi-structured interviews. From the results of this research, the themes that emerged were used to evaluate how traveling abroad could foster instructional leadership capacity in teachers, specifically in respect to promoting globally competent learning in students.  
[bookmark: _Toc46215979]Research Questions
This study explored the following research questions: 
1. How do teachers view their own growth in respect to instructional leadership skills after leading study abroad programs with students?
2. How do teachers view their effectiveness in developing a globally competent student population after leading study abroad programs with students? 
[bookmark: _Toc46215980]Research Design 
	For this study, a qualitative research approach was selected to serve the purpose of identifying a new approach when reviewing a familiar issue in tandem with understanding how individuals view their involvement in an organization (Merriam, 1995). As described in the previous chapter, increasing teacher instructional leadership skills and preparing students to succeed in a globalized world are needs in U.S. education, and new, creative approaches are required to fulfill this need. 
	As noted in the literature review, little research exists that examines teacher instructional leadership development in the context of traveling abroad with students; therefore, grounded theory was an ideal design to implement for this study. Creswell (2012) stated that grounded theory could be useful when the researcher wants to explain a process or identify a broad theory. Since this study explored teachers’ perceptions of their leadership skills and the potential for actualizing such skills in leadership roles, grounded theory provided a good fit. As Patton (2015) explained, “Grounded theory depends on methods that take the researcher into and close to the real word, so that the results and findings are ‘grounded’ in the empirical world” (p. 110). From this description of exploring real world situations, it is no surprise that grounded theory is a popular approach to qualitative research (Patton, 2015) and especially educational qualitative research (Creswell, 2012). 
	Patton (2015) and Creswell (2012) stated that specific methods and detailed procedures were required when utilizing grounded theory; the details relevant to this study are explained next. After selecting grounded theory for this study, the next step was to identify a method of qualitative analysis. The constant comparative method of qualitative analysis (Glaser, 1965) was selected due to the way it aids a researcher in creating a theory, in addition to its use in similar studies about teacher leadership (Kelin et al., 2018; Margolis & Huggins, 2012). The constant comparative method is explained further in the data analysis section later in this chapter
An exploratory case study was utilized to narrow the focus of this study. Patton’s (2015) description of a case study provided compelling evidence for utilizing this approach. He (Patton, 2015) stated that a defining characteristic of a case study was to set boundaries around an area of interest. This process of narrowing ideas can set the focus of inquiry. By investigating one study abroad program and focusing on teacher instructional leadership, the boundaries and focus were set for this case study. Next, this study can be viewed as exploratory since one of the goals of this study was to create a hypothesis that could be used in future studies (Yin, 2003). Creswell (2012) stated that by including powerful descriptions and explanations, a more detailed understanding needed to support a hypothesis would be created and would be executed by gathering the perceptions of multiple teachers. Teachers who have participated in these programs offered insights about how these experiences could be utilized to foster instructional leadership skills that promote students’ global competence.  
[bookmark: _Toc46215981]Context and Participants 
 	A suburban school district in northern Indiana was selected for this study due to its well-established study abroad program for middle school students. The program offered a rare opportunity for middle school students; no other program similar to this school district’s program existed in the surrounding school corporations. This program has catered to over 300 students, parents, and staff over the past 10 years. Considering the longevity and high levels of involvement in the program, it presented an ideal opportunity for a closer look at teacher instructional leadership and study abroad programs.  
Since 2009, the three middle schools in the corporation have offered this unique learning opportunity to students. The 9-10 day programs abroad were created to provide student learning opportunities that would prepare students to succeed in a globalized world. Short-term programs such as these have become increasingly popular for students (Dekaney, 2008; Mapp, 2012). During the European programs, students traveled to historical sites connected to Indiana Academic Standards. Students visiting China toured historical sites related to Indiana Academic Standards, stayed with host Chinese families, and visited Chinese schools. Prior to departure for these educational outings, students participated in academic meetings where teachers facilitated lessons on the history and culture of the places they would visit during their time abroad. For example, students were assigned a specific country, city, or monument they would see once abroad. They researched the location and shared their findings at one of the orientation meetings. They shared their research again when the whole group visited that location while abroad. Additionally, when students were preparing to travel to China, they participated in a novel study. The main character in the novel grew up in China during the Cultural Revolution, so students discussed connections of this context to their future travel. In addition to these two examples, students completed other research projects, writing pieces, and student-group collaborations. For teachers to be selected to attend these educational programs, they were required to attend all the orientation meetings in addition to writing an essay. In this essay, they described their motivation for traveling with students and their hopes for how it would impact their classrooms and themselves. Student and teacher preparation and training for both the Europe and China education programs have been similar in nature. The only difference was the additional preparation for a homestay experience for the students traveling to China. Orientation meetings were also held for parents. These meetings addressed questions about matters related to safety plans, passports, items to pack, budgets, and other topics important to parents of student travelers. Teachers who led these educational programs scheduled, organized, and facilitated these meetings with the goal of offering support to middle school travelers and their parents. 
The first group of educators and students ventured abroad to visit their Chinese partner school in the spring of 2009. Out of this valuable relationship grew other experiences for students to learn about new places and diverse cultures. Through the China and Europe programs, many students, parents, and staff members have had opportunities to gain a global perspective and learn more about themselves and the world. Table 1 details the educational programs abroad and the travelers involved. The stability and expansion of this program provided an ideal site for this research. 


[bookmark: _Toc46215917]Table 1. Traveler Data for School Site Educational Programs Abroad
	Program Destination
	Student
Travelers
	Parent
Travelers
	Teacher
Travelers
	Administrator Travelers

	China 2009
	12
	2
	2
	0

	China 2011
	27
	6
	3
	1

	Europe 2012
	38
	7
	6
	1

	China 2013
	10
	1
	0
	1

	Europe 2014
	50
	10
	8
	2

	China 2015
	15
	1
	1
	1

	Europe 2016 
	55
	10
	6
	4

	China 2017
	24
	12
	5
	1

	Europe 2018 
	38
	13
	6
	3

	China 2019
	27
	4
	4
	1



Sampling for this study was purposeful, meaning the researcher selected a group of teachers who had traveled with students to offer an in-depth understanding of the research questions (Patton, 2015). For the purpose of this study, all teachers or administrators who traveled abroad with students and were still employed with the school corporation at the time of the study were included as possible participants. The total population from which to select a sample was 13, and from this population 8 teachers and 1 administrator elected to participate in the study (n = 9). A profile for each teacher is included in the data section to detail each educator’s background and experience. The profile includes each individual’s participation in study abroad programs, years of teaching experience, years taught in the school corporation, licensure, degrees held, age, and gender. Some travelers were teachers when first traveling and then became administrators. It was noted in the profile if the participant no longer taught in a classroom. To protect confidentially of the participants’ involvement in the study, pseudonyms were used. 
Prior to talking with participants, approval was attained from Purdue University’s Institutional Review Board (IRB). Also, permission was gained from the school corporation. Communication detailing the study and requesting permission to conduct the study was sent to the superintendent of the school corporation, and he approved teachers’ and administrators’ participation in the study (Appendix F). 
[bookmark: _Toc46215982]Data Collection
Data were collected via focus groups and face-to-face, semi-structured interviews. Patton (2015) stated a sample size depends on the purpose of the study, what will be useful, and the time available. Taking these factors into consideration, all teacher or administrator travelers still employed in the school corporation were invited via Purdue email to participate in focus groups. A copy of this email invitation can be found in Appendix A. Along with the invitation, teachers were provided a description of the topics that would be discussed during the focus group. These descriptions are found in Appendix B. Once participants communicated an interest in participating in a focus group, meeting times were shared with interested participants. The focus groups were held in one of the middle schools within the school corporation. The schools were selected as sites for the focus groups because these locations were used for planning and preparation meetings for the study abroad programs. These familiar locations aided in putting participants at ease and encouraged candid dialogue. In the first focus group, four participants contributed to the discussion, and during the second session, five participants joined the focus group, for a total of nine participants (n = 9). Participants reviewed the Research Participant Information Sheet (Appendix C) prior to beginning the session; this document had been approved by Purdue University’s IRB. Focus groups encompassed approximately 60 minutes with one focus group lasting 55 minutes and the second session lasting 61 minutes. Both focus groups were conducted at the same middle school within the school corporation. They were held on different dates to accommodate the schedules of the participants. During these sessions, participants were asked five open-ended items (Appendix D). A natural progression of sharing surfaced during the session, and participants took turns responding to the prompts. If the groups veered off topic, either a participant would ask for the prompt to be read again or the researcher would read the prompt an additional time to remind the group of the topics to discuss. In both sessions, time was available at the end of the focus group for participants to add any additional thoughts. The entirety of the focus group sessions was audio recorded and transcribed. Participants were made aware of the recordings in the information sheet. The transcriptions were shared with participants, and they had an opportunity to comment further on their contributions. After the completion of the focus groups, data from the discussions were analyzed. 
[bookmark: _Toc46215983]Demographic Data for Focus Group #1
In the first focus group session conducted for this study, four teachers participated in the discussion. To ensure confidentiality, all participants were given pseudonyms. Carol, a White female, holds a bachelor’s degree and a master’s degree in special education, and she had recently moved to working with preschool students after spending a majority of her career in the middle school setting. Her experience abroad included accompanying students to Europe in 2012. The second participant, Harold, a White male who taught social studies and also spent the entirety of his 21-year teaching career curriculum in the school district in this study, holds a bachelor’s degree in secondary social studies education. He was the teacher leader for three of the China programs and participated in one additional program to China and two to Europe. Evan, a White male, taught math for a total of 10 years, and holds a bachelor’s degree in math. His experience abroad includes one program to Europe in 2016. The last participant, Lily, is a White female with a bachelor’s degree in social studies education who spent seven out of her eight years of experience in the classroom in the school corporation included in this study. Participating in two programs to Europe and one program to China comprised her experiences traveling with students. 
[bookmark: _Toc46215984]Demographic Data for Focus Group #2
	Five teachers contributed their perspectives to the second focus group session. Carter, a White male, was the most novice teacher included in this study with three years of experience as a social studies teacher, and he holds a bachelor’s degree in social studies education with a minor in global studies. He accompanied students on two programs including one to Europe and one to China. Trent, a White male with 21 years of experience in the education field, holds a bachelor’s degree in German and a master’s degree in school leadership. He served as an elementary principal at the time of the study. He traveled with students during seven educational programs to Europe. Barb, a White female, holds a bachelor’s degree, and taught physical education and health for 24 years. She traveled with students on seven different programs with all of them to Europe with the exception of one to China. She served as the teacher leader for one program to Europe. Victoria, a White female, taught choir, and she completed a bachelor’s degree in liberal arts with a focus on music and Bible prior to completing a transition to teaching program. She traveled with students to Europe in 2014 and to China in 2017. The last participant was Dave, a White male with 23 years of experience in education who holds a bachelor’s degree in science and a master’s degree in school leadership. He spent the majority of his career teaching middle school science but did serve as an assistant principal at a middle school and as an elementary principal for a period of time. 
The next phase of the study was the face-to-face semi-structured interview sessions. The themes about teacher instructional leadership that emerged from the analysis of the focus group data served as prompts to ask participants in the face-to-face interviews. Additionally, components within the Elements of Globally Competent Teaching framework that did not surface during the focus groups were incorporated into the interview prompts. This provided teachers an opportunity to share insights on how they viewed their own growth in respect to developing globally competent students. The interview prompts were based on Patton’s (2015) description of standardized open-ended interviews. He described this approach by stating the researcher compiled the exact wording of the questions and listed them in a specific order in advance of the interviews. All interviewees were asked to respond to the same open-ended prompts. The list of interview items is included in Appendix E. Three participants from the focus groups were invited to participate in interviews based on multiple criteria points. The initial phase of the purposing sampling for the interviews was to select the participants that contributed greatly to the focus group sessions and demonstrated an interest in the topics discussed. Next, places traveled, years of experience in the classroom, content area, and demographics were considered to provide a diverse perspective of the topics included in this study. From these criteria points Harold, Barb, and Carter were selected to participate in the interviews. Once participants were selected, they were invited via Purdue email to participate in a 60-90 minute, face-to-face, semi-structured interview session. All three teachers consented to participate in the interviews. These interviews were held at one of the middle schools within the corporation. Interviews were audio recorded and transcribed. 
[bookmark: _Toc46215985]Data Analysis
In this study, the constant comparative method of qualitative analysis was utilized. This method was selected due to the way it aids the researcher “in generating a theory which is integrated, consistent, plausible, [and] close to the data” (Glasser, 1965, p. 437). This method was selected also due to its use in similar studies about teacher leadership. Klein et al. (2018) analyzed their data using this method in a study that investigated science teacher leaders through the lens of a distributed leadership framework. Margolis and Huggins (2012) used the constant comparative method when examining teacher leadership role development in the hybrid teacher leader, sourcing teachers who both taught in the classroom and spent time leading teachers. Both of these pieces of research had a similar structure to this study, which made the selection of constant comparative method a compelling method for this study. 
Creswell (2012) described the coding process as making sense out of the data by dividing it into segments, labeling the segments with codes, examining the codes for redundant ideas, and then combining the codes into broad themes (Creswell, 2012). The constant comparative method provided clear procedures for this type of analysis. There are four stages in the constant comparative method: “(1) comparing incidents applicable to each category, (2) integrating categories and their properties, (3) delimiting the theory, and (4) writing the theory” (Glaser, 1965, p. 439). Preset codes derived from the Elements of Globally Competent Teaching model were used to code the data both from the focus groups and interviews. These elements are listed in Figure 3. 
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[bookmark: _Toc46215926]Figure 3. Elements of Globally Competent Teaching (Tichnor-Wagner et al., 2019).

All data were analyzed through multiple listening sessions and reading sessions of all recordings and transcripts. Transcripts were shared with participants to review. Elements within the transcripts were color-coded to reflect the emergent themes and the domains contained within Tichnor-Wagner et al.’s (2019) Elements of Globally Competent Teaching framework. Participants were asked to note any discrepancies between their thoughts and how their contributions were categorized. Once this process was complete, emergent themes were confirmed. These emergent themes were again compared to Tichnor-Wagner et al.’s (2019) Elements of Globally Competent Teaching framework and the themes are reported in the results section of this study. 
[bookmark: _Toc46215986]Reliability
To ensure the reliability of this study, multiple considerations were identified including triangulation of the data, member checks, rich descriptions, and role of the researcher. Patton (2015) stated that triangulation strengthens a qualitative study, and Carter, Bryant-Lukosius, DiCenso, Blythe, and Neville (2014) emphasized that triangulation increases the validity of research findings. When the researcher utilizes focus groups and interviews, the researcher is provided with various data points to analyze, and the data offers a deeper view of the phenomenon. Carter et al. (2014) stated that focus groups aid in acquiring more data from participants. Since participants hear comments from others, they may comment on the contributions of other participants or add a thought they might not have made individually. Patton (2015) articulated the importance of interviews and stated interviewing offers the opportunity to ask authentic, open-ended questions that allow participants to express their individual ideas and perspectives. By initiating the data collection with focus groups and following those with interviews, the findings of this study were scaffolded. 
Member checks were completed as part of this study. Member checks or member reflections can offer details about differences and similarities between the thoughts of the participants and researchers (Alvermann et al., 1996). It is important that the researchers share the data with the participants so the participants can confirm the interpretations of the researcher are credible (Merriam, 1995). Member reflections are a way to attain credibility within a qualitative study by discussing the findings in the study with participants and providing opportunities for participants to take an active role in the research process (Tracy, 2010). In this study, both email and in-person conversations took place between the researcher and the teachers after the focus groups and interviews to confirm the accuracy of their statements. Transcripts were shared with participants to review. Elements within the transcripts were color-coded to reflect the emergent themes and the domains contained within Tichnor-Wagner et al.’s (2019) Elements of Globally Competent Teaching framework. Participants were asked to note any discrepancies between their thoughts and how their contributions were categorized. Teachers did not dispute any of the categorizations and agreed with the organization of their contributions. These member checks were vital to the study and demonstrated the value of the informants who supplied the data (Miles & Huberman, 1984). 
	Another way to address reliability is by including thick descriptions and using a show versus tell approach (Merriam, 1995; Tracy, 2010). Tracy stated that researchers should include enough details so readers may come to their own conclusions. By offering rich, specific details from focus groups and the teacher interviews, this study showed a reliable picture of teachers’ perceptions of their instructional leadership abilities.  
	In a qualitative study, it is imperative to present details about the researcher to enable readers to understand how the researcher may have interpreted the data (Merriam, 1995). Alvermann et al. (1996) emphasized the importance of this and stated that often the perspective and biases of the researcher are not included in the methodology section of the study. The following section includes details about my experiences and how they related to this study. 
Since I directed the focus groups and interviewed teachers about their experiences and perceptions, my perspectives and experiences played a role. Patton (2015) stated, “The perspective that the researcher brings to a qualitative inquiry is part of the context for the findings. You as a human being are the instrument of qualitative methods” (p. 73). As I was the instrument, I must understand how I played a role in this process. Seidman (2013) detailed how interviewers must consider their own egos and understand that the researcher is not the center of the world. Critically looking at my subjectivity is one way I addressed these considerations. My personal experiences and my involvement with these programs represent factors that create the lens through which I viewed this study. 
When investigating how teachers expand their instructional leadership experiences and abilities, I could not overlook my experiences as a teacher, a teacher leader, and an administrator. I taught middle school language arts and social studies for 10 years and thrived in the classroom setting. I was eager to acquire more leadership roles and often volunteered for committees and served as a mentor for fellow colleagues. From these experiences, I hold a positive perspective of serving in teacher leadership roles and seeking out opportunities. After teaching for a year in South Korea, my views of international education and globalization colored many of my perspectives on the U.S. education system, including how we inspire and grow outstanding teachers. My role serving as the principal of one middle school in the corporation selected for this study played a considerable role in this research. All of the teacher participants in this study worked in the same corporation. Each of them was most likely evaluated by a person in my role. Even though I did not interview any of the teachers I evaluated, there remained an underlying power differential. In the past 10 years, I have participated in or directed six programs abroad with students. Many of the participants in this study were fellow travelers. These relationships may have influenced the way teachers answered questions related to these experiences. Additionally, through the China programs, I have worked to create educational partnerships with the Lishan District Educational Bureau. Collectively, these experiences played a role in my work as a researcher.  
[bookmark: _Toc46215987]Conclusion 
This qualitative study used grounded theory to investigate teachers’ perceptions of their instructional leadership skills in teaching students to be globally competent after leading students on educational experiences abroad. A middle school study abroad program served as the context of this exploration of globally competent teaching. 


[bookmark: _Toc46215988]CHAPTER 4: RESULTS
[bookmark: _Toc46215989]Introduction
This study investigated teachers’ perceptions of their instructional leadership skills and their ability to teach global competency skills after participating in student study abroad programs. During focus group and semi-structured interview sessions, teachers who have participated in these educational programs reflected on their professional growth in the area of instructional leadership, specifically in teaching students to be globally competent. From the data collected during the focus groups and interviews, themes were identified, and from these themes, assertions were defined. Chapter 4 includes a review of the Elements of Globally Competent Teaching Framework (Tichnor-Wagner et al., 2019). These elements were used to initially analyze the data. Following the review of the elements, the data from the two focus groups and three interviews are presented. Seven themes emerged from this data and include (1) perspectives, (2) empathy, (3) global conditions and current events, (4) cultural differences, (5) intercultural communication, (6) classroom environment, and (7) intercultural lessons. From these seven themes, three assertions were identified that encompassed the most important data related to teachers’ instructional leadership skills in respect to increasing students’ global competency skills. 
[bookmark: _Toc46215990]Review of the Elements of Globally Competent Teaching Framework
To examine instructional leadership skills in the context of developing a globally competent student population, the Elements of Globally Competent Teaching framework (Tichnor-Wagner et al., 2019) served as a foundation. The data from the focus groups and interviews were analyzed using the three domains of the frameworks and the sub elements within each domain (Figure 4). 
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[bookmark: _Toc46215927]Figure 4. Elements of Globally Competent Teaching (Tichnor-Wagner et al., 2019).
To review, Tichnor-Wagner, et al. (2019) defined the dispositions of teachers by stating teachers needed to possess the attitudes, values, and beliefs necessary to connect with a diverse student and family population in addition to fostering a global mindset within their students. Demonstrating empathy and valuing multiple perspectives along with a commitment to promoting equity worldwide were listed as the two elements of teacher dispositions.  
Following teacher dispositions, Tichnor-Wagner et al. (2019) expanded the discussion by listing four areas of knowledge needed for educators to be globally competent teachers. They stated that teachers should understand the following: global conditions, current events, the interconnectedness of the world, different cultures, and intercultural communication. 
The last section of the Elements of Globally Competent Teaching framework by Tichnor-Wagner et al. (2019) included the skills necessary for teachers to promote global competency in students. This section of the framework was the most involved and included six different elements. The first element highlighted the need for teachers to be multilingual. Classroom environments and learning experiences were discussed next, and the need for valuing diversity and the exploration of global-content connections within these contexts were detailed. The next two elements addressed the need for conversations and partnerships that promote learning opportunities for students. The last element elaborated on the need for ways to assess how students develop their global competence. 
[bookmark: _Toc46215991]Emergent Themes
The elements within this framework provided the foundation for the analysis of the data collected via focus groups and interviews. After listening to the audio recordings of the focus groups and the interviews multiple times and reviewing the transcripts of the focus groups and the interviews multiple times, all ideas shared that related to the elements found within Tichnor-Wagner et al.’s (2019) Elements of Globally Competent Teaching framework were sorted to show the elements that surfaced most during the sessions. From this analysis of the data, seven themes emerged and include (1) perspectives, (2) empathy, (3) global conditions and current events, (4) cultural differences, (5) intercultural communication, (6) classroom environments, and (7) intercultural lessons. The discussion of these themes is organized into the three domains of the Elements of Globally Competent Teaching Framework. Any elements of the framework that were not discussed within the focus group or interview sessions, or did not present as an emerging theme, were also included in the analysis of the data.  
[bookmark: _Toc46215992]Analysis of Focus Group Data
	Using the constant comparative method of analysis to compare incidents applicable to each category (Glaser, 1965) allows the researcher to compare all the data collected, such as the focus group and interview data in this study, to identify emergent themes. To see how the themes emerged in both the focus groups and interviews, the findings from the focus groups and interviews are listed separately. 
[bookmark: _Toc46215993]Dispositions
	Dispositions impact a teacher’s overall practice and influence how they teach (Tichnor-Wagner et al., 2019). During the focus groups, teachers were eager to share their perspectives of the world and were willing to reflect on how their experiences traveling with students impacted their perspectives. Considering different perspectives and encouraging empathy were themes that emerged during the focus groups. It is important to note, the topic of equity, one element of the dispositions domain, did not surface during the focus group sessions. 
Perspectives
Dispositions connect directly to teachers’ personal perspectives. This personal exploration of viewpoints includes examining biases, considering conscious or subconscious stereotypes, challenging long-held beliefs, exploring misconceptions, and entertaining thoughts contrary to their own. Tichnor-Wagner et al. (2019) stated that while teachers explore their perspectives, teachers may challenge, critique, reconsider, and even change their own beliefs. Three teachers commented directly on how their gender and race influenced the way they view the world and their experiences abroad.  Carter stated,
As a white male in the United States, going somewhere else, where that’s no longer the majority of the people you run into and English isn’t the majority of the languages you hear. It just gives you a different perspective of who you are and how you’re a much smaller piece of the puzzle. 

Evan also shared his journey exploring his personal viewpoint and also his understanding of new perspectives.  
When I was in Italy, I was starting to go through my own personal evolution . . . I was raised in the Midwest. My parents always voted red. [I was from a] very conservative family . . . [I was] starting to get a different worldview and different perspective. I think that was the biggest thing for me. [It] was just this big culture shift . . .  just that there were other views out there. 

Dave also commented on the way his perspective of a White male in a culture that was not predominantly White prompted him to consider differences between cultures. He said, “What they view as needs and wants and what’s important in their lives as being so different than what I want.” Lily took a different view. When comparing her perspectives to the perspectives of those in other cultures, she identified similarities. “They want things that are very much like as Americans we would want in our lives and our children to have,” she said. While all participants elaborated on their personal perspectives of the world, only White males that noted their gender and race as an influencing factor. Phillion et al. (2009) found that when teachers were in a different culture, they “felt that negotiating cultural differences within a global context outside the comfort of their privileged, White-middle-class norms” (p. 336) had an impact on their global competence. 
When teachers considered their perspectives of the world, three participants compared their U.S. experiences to other parts of the world. Lily stated that she did not truly appreciate U.S. systems and culture until she was removed from them and experienced another country’s systems and culture. Another teacher expanded on these comparisons with a specific example. Harold articulated,
In China, thinking about the group and the community is a virtue, to the point of ridiculousness, but we, as Americans, idolize and put up on a pedestal independence. Thinking on my own and doing it myself, to the point of even failing, is more valuable than succeeding as a group. What I gathered from that is we were both wrong. 

Carol also made a comparison about stereotypes. “We always have this stereotype that Parisians dislike Americans. And so that was kind of debunked. I mean, we found it somewhat, but not like how its portrayed in America.” Victoria shared she was one of the first people in her family to travel extensively outside of the United States and the study abroad experiences caused her to see different perspectives. She stated, “I think that our perspective of people who are different than us is not always the right way.” She voiced wanting to encourage others to seek out experiences abroad even if their family did not have these experiences. In both focus groups, teachers were willing to openly discuss their perspectives of the world and a wide variety of topics were included in these discussions. 
Empathy
Tichnor-Wagner et al. (2019) explained empathy as understanding another person’s experiences from his or her point of view. To elaborate they (Tichnor-Wagner et al., 2019) stated, “To truly empathize with another person or group, we need to be able to understand their perspective, which is difficult to do because our minds, personalities, and life experiences are all so unique” (p. 22). Spending time in other cultures offers a way for teachers to recognize values held in common with others (Danzig & Jing, 2007).  Teachers discussed how considering different perspectives and building relationships can result in encouraging empathy. Lily stated, “I think that relationship building is exceedingly powerful,” and Evan shared, “I think it all comes back down to the relationships that you have.” From these relationships, participants explained how their perspectives changed. Lily said, “I found that despite cultural differences, at a deeper level, people are people no matter where they live, and the similarities overwhelm any of the differences.” In these sentiments, she articulated how she could empathize with others based on the similarities she identified. Trent echoed her notions in saying, “We are human beings. We all have that connection with each other. We all breathe, and we all need food and nourishment.” Harold specifically spoke of empathy. He said that when students and adults are aware of their different surroundings, this awareness aids in building empathy. 
Equity
According to Tichnor-Wagner et al. (2019), equity is connected to the idea of justice. “Justice seeks to provide a world where everyone has the opportunity to thrive, and a commitment to equity is a foundational building block toward a just world” (p. 38). During both focus group sessions, none of the participants contributed any thoughts about equity. Although three of the male participants noted their perspectives as a White male, they did not make a direct connection to the privilege or opportunities that may accompany that perspective. Due to the lack of data collected during the focus groups related to equity, this concept was included in the interview prompts to elicit more thoughts from teachers in respect to equity and is included in the interview data analysis section of this chapter.  
[bookmark: _Toc46215994]Knowledge Domain
	The characteristics included in the dispositions domain provide the groundwork for the knowledge domain. Globally competent teachers expand on their dispositions to “focus on reflection, synthesis, and critical analysis of resources, event and experiences” (Tichnor-Wagner et al., 2019, p. 55). Within the knowledge domain, there are four elements including understanding global conditions and events, understanding the interconnected world, understanding multiple cultures, and intercultural communication. By marrying their global knowledge with their content knowledge, teachers create an instructional experience for students that promotes global competence. During the focus group, three themes emerged that related to the knowledge domain: global conditions and current events, cultural differences, and intercultural communication.
Global Conditions and Current Events
Being a globally competent educator is to possess an awareness of happenings around the world and to contextualize these events for themselves and their students. Since the world in constantly changing, this requires teachers to be lifelong learners and to consider events through multiple lenses (Tichnor-Wagner et al., 2019). In respect to global conditions and current events, teachers offered specific examples of their understandings. Ideas related to politics surfaced during the discussions. When Harold reflected on different trips to China, he found it entertaining to see how they viewed Americans and specifically described the way the Chinese viewed U.S. politics. “In the first two trips their perspective on our president was totally different than the last two trips.” He described a situation where he asked his Chinese hosts, “What do you think about President Trump?” and they responded, “Yeah, we really don't like him. We really liked President Obama.” Harold expanded on political circumstances by discussing his experiences traveling to a communist country. 
What was really interesting to me was, while there were obvious signs that we were in a communist country, I don’t think the kids we were traveling with had this perspective, because they didn’t grow up thinking all communist countries are bad.

Harold further expanded by saying he grew up thinking that communist countries were bad but felt that this perspective has subsided in the United States. Carter mentioned knowledge of global events like politics, but in a different context. He shared,
I think for me . . . there is quite a bit of guilt. People in other countries know more about our country then we know about theirs. When I was in Africa, the principal disclosed . . . he listed off our past presidents and knew all these things about them. And he’s like, ‘You know the president of my country, right?’ I had no idea.

Carter was referencing an experience abroad he had prior to traveling with students but expanded on how this influenced his perspectives of events around the world. 
In addition to political events and understandings, Lily shared about global conditions and the changes she has observed. “Especially in some of the regions I've traveled to, the changes in culture are exciting to see.” She spoke generally about a country where she witnessed challenges within that country’s systems. “And so getting to seeing a people who still loved each other beautifully, and were still able to say we appreciate our culture, but we don't appreciate a system we're living in.” While some teachers shared in general terms, other teachers spoke of specific current events. Victoria referenced the fire in the Notre-Dame Cathedral in Paris, France. 
There are so many kids who went on that Europe trip a few years ago [and] got to go see the cathedral. And now they can say, “I was able to be there,” and as they get older, they can say, “Oh my goodness, I was there before this happened.” 
Cultural Differences
Tichnor-Wagner et al. (2019) suggested one avenue for teachers to enhance their knowledge of multiple cultures is to immerse themselves in diverse communities. By accompanying students on educational programs abroad, teachers experienced different cultures in a personal and intimate way. From these experiences, teachers reflected on the differences they observed while abroad. 
As with the previous theme, some teachers shared their reflections in general terms, while others provided specific examples of identifying differences in cultures. Dave stated his views changed after traveling. “Now, I look at things differently than I did before doing that experience.” He explained that in the past, when he experienced a new culture, he looked for ways to have fun, but later approached new locations in an intentional way. He said, “I think it's a little more erudite, a little more cerebral.” Carter identified how he approached new locations differently and shared he became more willing to experience different cultures. He said, “The more I've gone, the more I've seen myself kind of branch out a little bit more because I'm more comfortable.” Evan’s contributions about experiencing new cultures were holistic in nature and included the idea of differences. He said, “I've really just embraced the beauty of everything that was there from the people, the relationships, the tempo. You know, life is just so different. And that really stuck out to me a lot.” 
When describing differences between cultures, the participants gave specific examples of how the culture that was new to them compared to U.S. culture or Western culture. Harold detailed a presentation by Chinese students that was performed for the U.S. students and teachers. 
They did this wonderful play. It was The Boy Who Cried Wolf. Except the moral of the story wasn't don't lie. The moral of the story was kill the wolf with an AK-47 and be a part of the community. 

Harold noted how a traditional childhood story reflects what a culture values and wants to emphasize to their youngest members. He shared that the emphasis of community in the play represented what he thought was a foundational belief of Chinese culture. Other comparisons between cultures were related to elements of everyday life. Harold suggested the importance of “making observations even in innocuous things.”
In both focus groups, food was a topic that surfaced. Harold and Trent elaborated on their experiences in visiting grocery stores and food markets while exploring a culture new to them. Victoria offered a specific example of when she visited a market with students. “The kids were just like, oh my goodness. It was very, very different to see everything that they had to offer in their local market, rather than what we would have in Walmart or Kroger.” Dave also discussed places that would be considered common in the United States, like Walmart or McDonald’s, and explained how the lack of these stores caused him to identify differences in cultures. He said, “Everything we have and what we're used to experiencing . . . that's really [what] most of the world doesn't see.” 
In contrast, most participants did not discuss the similarities in cultures other than in broad terms. Lily and Trent discussed the connection between people as mentioned in the encouraging empathy section of the disposition domain. Their comments referred to humanity in broad terms compared to other comments that spoke directly about differences in cultures. Harold, the only participant to reflect on specific cultural similarities, in speaking of the economy said, “And what I saw was this vibrant, growing economy and granted it was growing because it's a communist country. They're artificially manipulating their economy . . . but how Western it looked.” Overwhelmingly, participants shared specific differences they identified when experiencing a new culture.
Intercultural Communication
Classrooms are comprised of diverse student learners, and teachers should be aware of language differences and differences in communication styles. Various factors contribute to understanding intercultural communication, and one is “awareness of cultural difference in verbal and nonverbal communication and the effect they have on cross-cultural interactions” (Tichnor-Wagner et al., 2019, p. 108). Language and communication were concepts that surfaced in both focus groups. Participants like Trent stated when in different countries, he felt it was a unique experience because he was thrown into a culture that was not English-based. Victoria also spoke of the importance of “actually being [there] in real life” and supported this notion by sharing “because you can hear different languages and you can see how people react.” Harold spoke directly about his experiences with difficulties of intercultural communication during his recent program to China. “A lot of the adults, including myself, had downloaded Google Translate, and when we were with our tour company, it wasn't a big deal.” He continued to share that using Google Translate became an issue once they traveled to their host city in northeastern China. Harold explained that when the U.S. teachers asked their Chinese host about signs or asked what something said, they would respond by saying, “Oh, no, no, we'll tell you what it says. We're here to help you.” Harold stated, 
And I think part of that is in China as hosts, it's their responsibility to serve us. But I also feel that he didn't want us to know everything [that] was being said on the walls. There was a lot of propaganda. 

In connection to challenges in communication, two participants expanded on how these challenges impacted students participating in the program abroad. Dave noted that even when students are in London and the language is the same, “it's still a little bit [of a] twist.” He elaborated on this and said he felt for the students that “sometimes the language barriers are too much.” He said for the students it might be difficult for “kids to be able to open up and have a conversation or be willing to struggle through.” Lastly, one teacher stated he felt negativity about not being able to communicate with people he met. When referencing his experiences in Europe, he shared that “almost everyone there has some passing form of English.” He expanded by sharing, “[I] feel bad that I haven't made more of an effort to develop those skills to be able to communicate with more people than I do.” Teachers freely discussed the importance of communication, and the challenges that accompany traveling in a country where their language was not the native language. 
[bookmark: _Toc46215995]Skills
The skills domain of the Elements of Globally Competent Teaching framework (Tichnor-Wagner et al., 2019) was the most comprehensive, and the authors parsed the skills concepts into six elements. The skills domain included the following elements: multilingual, classroom environment that values diversity, content-aligned global investigations, intercultural conversations, global learning partnerships, and global competence assessment. The skills domain spoke directly to teachers’ actions within the classroom and their instructional approaches. During the focus groups, teachers elaborated most on their classroom environments and their instruction. Multilingual, intercultural conversations, global partnerships, and global competence assessments were the skills that were mentioned the least during the focus group sessions. Two themes emerged from the analysis of the focus group data in relation to the skills domain, which were: creating a classroom environment that emphasizes relationships and respect, and teaching lessons that incorporate intercultural elements. Additionally, during the second focus group, the theme of storytelling was commented on by multiple participants. 
Classroom Environment
A critical aspect of teachers’ ability to promote student learning is how they create a classroom environment where students feel comfortable and safe (Danielson, 2007). The classroom environment of a globally competent teacher goes beyond these characteristics and includes fostering a flexible and inclusive tone that is centered around openness, respect, and consideration of others (Tichnor-Wagner et al., 2019). Teachers suggested various strategies they implement to create a positive learning environment for students. Intentional relationship building was the first theme that surfaced in both focus groups. Although closely related to relationship building, the theme of creating a respectful learning environment was also discussed by the teachers. They freely discussed how their experiences of traveling with students impacted the choices they made within their classrooms to create respectful learning environments. 
Building Relationships
To begin, Lily emphasized the importance of “cultural understandings” and through these understandings, she shared there are “beautiful ways we can connect to one another. I think that relationship building is exceedingly powerful.” Lily’s comments perfectly encompassed what other teachers shared about relationship building. Harold spoke directly about how the few Mandarin skills he acquired while traveling to China aided him in connecting with his students within his domestic classroom. He shared, “Well, I can say thank you, and I don't want it. That's it.” He explained that even knowing a few phrases resulted in conversations with his Chinese students, and he was “able to make a connection and have that relationship with the students, especially when they're an ENL student.” He further demonstrated his point with a story about a specific student who came to the United States from China and how he was able to talk with the student about places he had visited in China. Another teacher commented on the languages her students spoke. Barb said her eyes were opened after accompanying students abroad, and she became more attentive to the different languages her students spoke. Barb elaborated on how she connected with students by asking them about their culture and how she found this easier after traveling abroad with students. She stated, “I kind of never did that until I went overseas, and now, I feel like it's very easy to, you know, have those conversations with different students.” Building relationships with students by making connections was one approach teachers used to create a positive classroom environment for their students. 
Creating a Respectful Environment. During the focus group discussions, teachers connected concepts of relationship building to respectful classroom environments. In regard to relationships with the students and the relationships students have between each other, Evan shared that there is “kind of an open mindedness or more of an empathy for your fellow peers” in his classroom. When further describing how he intentionally creates his classroom environment, he stated, “I strive to really make sure that we have a mutual respect in the classroom.” He emphasized the importance of this classroom environment so when he talks with students about different cultures or different topics, they can reflect and be self-aware. He stated that was important “to make sure that we are treating fellow humans, whether it's in our classroom or across the world, with respect.” Victoria spoke of her experiences abroad and how they impacted the way she views the students within her classroom environment. 
Sometimes when we see other people that are very, very different than us, we can say, “Oh, yeah, I was really right about that.” or “Man, I was really way off base.” And so, I kind of think that that's one of the things that . . . I've been able to kind of appreciate with our students.

An environment that prioritizes respect was important to teachers in both focus groups. 
Intercultural Lessons
Tichnor-Wagner et al. (2019) describe globally competent educators as those who successfully integrate global learning experiences into their everyday instruction. Instead of viewing global understandings as separate, additional items, globally competent teachers create a seamless blend of required standards and global learning opportunities. During both focus groups, all teachers commented on how their experiences accompanying students on programs abroad impacted lessons in their classrooms. Teachers offered general examples to specific lessons they taught that incorporated intercultural elements. The following section is divided by subject area to clearly show how teachers explained ways they incorporated their experiences abroad in their classrooms.
With three social studies teachers participating in the focus groups, they composed the largest group of teachers representing one subject area. They commented on how it was often very easy to incorporate their experiences abroad into their social studies lessons. Lily mentioned this happened most often during current events, religion, and political lessons. Harold shared it was easy for him to bring in his personal experiences from traveling with students due to “several of the regions that [I] have traveled to fit the curriculum.” Lily contributed various examples of ways she changed her instruction due to “more experiences with student travel.” She shared a specific experience with students in Europe. “It started by reflection and art. [If] you're going to take a kid to an art museum, let's please not waste their 20 Euro by walking in and getting nothing out of it.” She explained that while leading students through museums in Europe, she guided them in ways to better understand what they were seeing and experiencing by setting aside time for them to reflect. She shared how she applied these same reflection strategies in her social studies classroom when students looked at artwork or watched videos. For example, she incorporated reflection into a lesson that included the painting, Washington Crossing the Delaware by Emanuel Leutze. Lily summarized her thoughts about the reasons for these adjustments to her instruction: 
It was that time of a realization for myself. . . if you're going to take the time in your travel to truly experience something, I need to take the time for my students in my classroom to experience [it]. It started with art and we're going to more things now. . . it's so easy to pull up primary sources . . . and get the gist of what this person was talking about. 

She explained how she encouraged her students to reflect on “understanding the walk of life of this individual and why were they offering up this opinion at that time. . . and having [a time of] reflection and truly taking a moment to understand why that would matter.” She shared that these changes to her instruction “started out small, but that's grown over time.” 
	Carter shared a simple addition to his instruction that created an impact on his students. After working with students abroad, he decided to share his personal connections in lessons. “When I used to show pictures from the internet when we got to the China unit, versus now, I've been able to show pictures I took in China.” He elaborated that when students knew he took the pictures, “their questions are a lot more detailed. They want to know more.” Carter stated, “That's been really interesting to see how I can use my experiences and kind of translate it to students a little bit better.” He further explained how this related to exploring perspectives. “We talked about how our perspectives change. I'm able to use my pictures [and] my experiences to help them see their own perspectives,” he said. One example he offered was related to education.
I always like to share what it's like to be a student in these other countries . . . helping them understand if you were in China, this is what your day would look like, or this is what your classroom would look like. So, I think even though they aren't able to go themselves, I think I'm better able to help them understand or visualize through stories or through images . . . what it would be like if they had gone or if they were there now. 

The social studies teachers who participated in this study detailed the ways in which their experiences traveling with students directly impacted their classrooms. All teachers incorporated their experiences in different ways within the walls of their classrooms, yet each approach was utilized to advance the depth of learning their students experienced. 
Social studies teachers were not the only participants that shared ways their instruction changed. Barb described multiple lessons in her health and physical education classes she adjusted based on her experiences with students on educational programs abroad. First, she shared topics that often surfaced during her health units including religion, dating practices, family roles, and everyday life. Second, she explained how she created opportunities within the lessons for students to elaborate on how the health topics were reflected in their personal lives. She shared,
Students talk [about] how they have to act at home and then how they can open up at school [to be] a whole different person. They really have to flip roles a lot more. So, it was good for me to understand that. 
Another specific example she offered was the varying roles that fathers play in different households. She acknowledged in the past she only taught from a U.S. lens, “the perspective here,” but later she included perspectives from different cultures that related to family roles. In physical education class, she implemented unique approaches to include global understandings to preexisting lessons. During the warmup running times, she would tell them to imagine they were traveling through a particular region of the world or a particular country. “While they were running, it just shocked me how much they can talk . . . like we're in Germany today. When they were running laps, I would listen to their conversations.” She stated she would select locations students had visited on the educational programs, and students who had already traveled there would share their experiences with their classmates. “So many of our kids have the opportunity to travel to a different country. The connections that the kids made were just amazing.” Although health and physical education may not initially seem like a natural fit for applying experiences abroad to impact student learning, the way Barb incorporated her global understandings into the mandated curriculum provides a model for this type of integration. Her approaches mirrored suggestions made to teachers in the integrating global learning experiences skills domain outlined by Tichnor-Wagner et al. (2019). 
Carol shared that while she was co-teaching in a seventh-grade language arts class, she was able to share her personal experiences to help students better understand the language arts content. During a novel study about the Holocaust, she shared personal photos she took while visiting a concentration camp in Dachau, Germany. From these sharing sessions, she felt she positively impacted students.  
I think it provided them like a connection, and they were involved in asking questions. By us sharing with them about our trips or artifacts . . . it was easier for them to open up and comprehend . . . some of these books are pretty tough . . . so the kids could connect to it a little bit better.

In addition to her contributions to language arts lessons, she was also able to “help some of the social studies teachers here in the building with different things and different artifacts that I brought back.” 
	Teachers’ experiences abroad also impact fine arts classrooms. Victoria stated she enjoyed teaching foreign language pieces and sharing her personal experiences of other cultures. She emphasized the privilege it is for a choral director “to be able to teach a song in a language from the country that you've been in.” Teaching a French piece was a specific example she offered. 
I stress to the students: we have to be correct. If we're not pronouncing things correctly, it's almost like it's a disservice to the culture. So, we have to make sure that we're doing this. And so, I really am very purposeful, especially after I went on my first trip, to make sure that when I do teach a foreign language, that I'm being very, very stylistically correct and correct when it comes to pronunciation. I let them know if we're not. This is so we make sure that we're honoring cultures. 

Another teacher in this focus group had attended the concert where the students had performed the French piece, and he commented on the performance. Dave shared, “I remember when you were doing your show, and the kids were singing songs. I think it's a great matter of respect. The kids need to see that respect flows all around.” 
Teachers who taught math and science had fewer examples to share about how their experiences traveling with students impacted their lessons. Evan, a math teacher, stated, “For me not too many state standards deal with foreign countries. [We] aren't trying to solve for x for those different things.” He did explain that even though he felt his content may not directly relate to other cultures, he did focus on relationships with students and tried to find common ground with them. His thoughts about relationship building were detailed in the section about classroom environments. In relation to science, Dave mentioned an experience he had in college while studying in Belize. When teaching about Indiana topography,
I told them about an example of something that I had come into when I was in Belize. One of the Mayan Indians was taking us on a tour and took us into a cave. It's the moment you can talk from experience, it becomes real. 

Dave connected what he observed in Belize to what he was teaching students in his science class. 
Trent, the only participant not in a teaching role at the time of the study, also emphasized the connection between his experiences traveling with students and the classroom. He shared, “Every time I go on a trip, I wish I was back in the classroom. There's so many things that I would love teaching: the cultures and world culture component.” In the past while traveling with students, he concurrently taught a world language class to seventh graders. He shared how he would share his experiences with his world language students through sharing photos. He said he would tell students, “’That's me standing right there [next] to the Eiffel Tower.’” He shared that he continued to incorporate his experiences abroad into his new role as an elementary principal. “I've talked to kiddos, even in first, second grade level, kindergarten level, about the world is a bigger place than what you guys understand it to be,” he said. Trent talked about sharing photos and discussed the questions students asked. He said, “They always wanted to know about animals, buildings and those kinds of things.” 
The amount of data collected from the focus groups related to the integration of experiences abroad to classroom instruction was considerably more than for other themes. This demonstrates the importance the teachers placed on how their experiences impacted their classroom instruction. 	 
Storytelling as a Way to Make Connections
While discussing how experiences traveling with students impacted classroom instruction, the theme of storytelling was mentioned by multiple times. It is important to note this theme only surfaced in the second focus group. Since two teachers commented on its importance, a review of their thoughts is included in this analysis of the data. 
Dave connected storytelling to instructional strategies and explained why this was important for students and teachers. 
There's a power in storytelling across all cultures. And I think that's one of the things that trips like these do for teachers and for kids, but especially teachers in the classroom. It lets us bring in a reality to the situation. You're showing yourself in the picture being there, and that's important because then you can express this is what happened when I was there. Not, well, let's read about chapter four. 

He also offered a rationale about why he uses storytelling in his instruction.
I use that more in class because it seems to me, in my experience, that I can lecture for 12 minutes and they'll stay with me. I can tell a story for 30 to 45 minutes, and they’ll ask for more. 

Trent agreed with Dave’s perspective and echoed his thoughts. He said, “I love that analogy with storytelling because it's so accurate. I tell stories about experiences that I've had.” Trent then explained how he would encourage students to consider gaining international experiences themselves. For over 15 years, he challenged students to travel abroad and then tell him about their stories by sending him postcards or emails detailing their experiences. 
Intercultural Conversations and Global Learning Partnerships
Intercultural conversations are authentic interactions that result in connecting with individuals from diverse cultures. Tichnor-Wagner, et al. (2019) defined productive intercultural conversations to include active listening, critical thinking, and recognizing perspectives. Global learning partnerships can be an extension of these conversations, and these partnerships “expand students’ worldviews and open doors to opportunities for them to engage with the wider world throughout their lives and careers” (Tichnor-Wagner, et al., 2019, p. 190). Teachers can promote cultural competence through creating genuine relationships (Lai, 2009). 
In contrast to the wealth of data related to instruction, few teachers spoke of facilitating intercultural conversations within their classrooms or creating global learning partnerships. The only contributions made by teachers related to these two skills elements are included next. Harold spoke of inviting a guest speaker who had traveled to Mongolia to share pictures and explain cultural traditions found in Mongolia. He shared, “That is so much more valuable than ‘Oh, we watched a video’ or ‘Here's some pictures I found on the internet’ or ‘We're reading a textbook chapter about this place.’ It makes it real to the kids.” This was the only reference during the focus groups related to intercultural conversations that had taken place. Dave suggested an idea for facilitating these conversations but had not executed the idea in his classroom. “Sometimes when you can't take your kids there, but you can bring two countries together, like two groups of kids from foreign places. I think that can be a powerful thing.” Teachers in the focus groups did not speak negatively about intercultural conversations. 
	The school corporation in this study had a partnership with a school district in northeastern China. Two of the teachers in the focus groups mentioned this partnership. Harold talked about visiting classrooms while in China. Dave, who was a school administrator before returning to the classroom, talked about visits from the Chinese partners. 
I know that from an administrative position, we've had people from China come to us and look at our building and look at our school. They see such a vast difference. We let our kids go in the hallways. The bell rings and the kids just go. They know where to go. And that's not how it's done there, from what I understand. 

Other than these brief comments about one partnership, teachers did not discuss any global learning partners. Due to the lack of data, a question referencing global partnerships was asked during the teacher interviews, and the data from those interviews is included later in this chapter. 
Assessment of Students’ Global Competence Development
The last element in the skills domain of the Elements of Globally Competent Teaching Framework (Tichnor-Wagner et al., 2019) was the assessment of students’ global competency development. It is important to assess these skills to show their significance, to celebrate student growth, and to promote student self-reflection and self-evaluation (Tichnor-Wagner et al.). This topic was not mentioned in any of the focus groups. Students’ global competency skills were not defined or discussed, so it is no surprise the discussions lacked comments about the assessment of these student skills. Due to the omission of this topic, a specific question was included in the interview prompts and the resulting data is detailed later in this chapter. 
[bookmark: _Toc46215996]Analysis of Interview Data
After the conclusion of the focus groups, interviews were conducted to allow for a deeper exploration of teachers’ perceived growth in instructional leadership skills related to promoting global competence within their students. After the constant comparative method (Glasser, 1965) of data analysis was implemented to analyze the data from the focus groups, gaps in the data were identified. Any components from the Elements of Globally Competent Teaching Framework (Tichnor-Wagner et al., 2019) that did not surface during the focus groups or only garnered a few discussion points were identified. These identified elements then served as the topics for the interview prompts. The additional insights offered by teachers during these interviews provided additional data points to illustrate a deeper view of the phenomenon, which for this study included how teachers who participate in student study abroad programs perceive their instructional leadership skills. After this data was collected, it was analyzed along with the focus group data by using the constant comparative method. These multiple data points support the findings of this study due to the triangulation of the data. To review, there were seven themes that emerged from this analysis of the data: (1) perspectives, (2) empathy, (3) global conditions and current events, (4) cultural differences, (5) intercultural communication, (6) classroom environment, and (7) intercultural lessons. The following sections outline the data from the interviews that support these themes. 
[bookmark: _Toc46215997]Interview Participants 
Three teachers were selected to participate in the interview phase of this study based on their interest level in the topics. Additionally, to provide a variety of perspectives, other factors were considered including participation in abroad programs, years of experience in the classroom, content area, and demographics details like age and race. Teachers were assigned pseudonyms during the focus groups, and these same pseudonyms were utilized in the interview data analysis section. The three teachers selected were Harold, Barb, and Carter. 
[bookmark: _Toc46215998]Dispositions  
	Perspectives and empathy were the two emergent themes that related to the dispositions domain. Teachers who participated in the interviews expanded on the ideas that were discussed during the focus groups.  When speaking of perspectives, they volunteered specific examples of how they considered their own perspective and the perspective of others. They also commented on ways to encourage empathy. 
Perspectives
	When teachers spend time abroad, they often alter their preconceived stereotypes (Lai, 2009). Teachers in the interview sessions expanded on the thoughts they shared during the focus groups in respect to perspectives and stereotypes. Carter shared that in the classroom some stereotypes were shared when students learned about religion, and that he was purposeful to be respectful during these discussions. He said, “We definitely talk about it. We make sure we recognize the importance of understanding each other and understanding each other's culture and beliefs.” Harold said, “You know, it's easy for us as Americans just to kind of look at the rest of the world and label everybody else.” Harold shared about stereotypes from his personal perspective and a specific example related to Iran. 
It seems like it's true that there's a tendency to stereotype specific cultures or specific countries or specific people. But understanding that, just like us, there's the government and then there's the Iranian people and you know, there's the American government and Americans, and they're not the same. I think being able to have that conversation and look at it from a different perspective and to not try to avoid generalizations. I think that having traveled has allowed me to more easily recognize stereotypes and false generalizations. I would say and while I recognize that other nations have their own agendas that are counter to the one I live in, I also feel that there's another perspective to it. That it's like, we can't just look at and go like, “Well, the United States is always right. And people that oppose us are always wrong.” I'm not absolving that nation of the choices they make. But I'm recognizing that there's another perspective to it. 

Barb offered specific examples of different perspectives she considered relating to her instruction. “When we talk about peer pressure and talk about dating, it's very interesting to see the different perspectives from cultures.” She stated her students share their perspectives. 
A lot of girls will tell about their traditions from being in different countries or from their parents coming from different countries. And that educates me more than I'm educating them. It's good for each student to hear from another student.

All three teachers highlighted the role their experiences abroad influenced their way of thinking. One statement Harold made sums up these similar thoughts shared by the teachers. He said, “I think having traveled to other places and met people in other countries, having had that firsthand experience has allowed me to present a perspective that Americans who haven't traveled might not.”
Empathy
	Considering the perspectives of others and demonstrating empathy were mentioned by Harold. He stated that while traveling, he was able to see the differences in cultures compared to his “home culture” and “those differences are more apparent.” In juxtaposition of that statement, he also stated, “And understanding that at a very base level, we're all human beings.” Carter also shared, “It was eye opening to see, you know, this is what the world is like outside of our own little bubble.” In the context of his experiences traveling to other countries, he said, 
It made me appreciate more the job I get to do and how I get to expose these students to these ideas. Because for a lot of them, this might be the first time they've ever thought about it or might be the first time they'd ever heard of it. 

Harold also spoke of encouraging his students to think of other perspectives and to empathize with different groups of people. He offered a specific example related to teaching about religions. After some students had made generalizations about Muslims and stated that Muslims are all terrorists, Harold responded by trying to foster empathy. He shared what he discussed with his class. 
They’re students right now at school, that you are friends with that are Muslim, and they're not terrorists. You know, and we can look at the people in the community that are Muslim. Islam is the fastest growing religion in the United States. So, to say that almost all are terrorist, [it] isn't true. And so confronting that, and trying to move the students from making a judgment, because that's what they see on the news, or that's what they're seeing in social media, or that's what they're hearing at home too.

From their experiences abroad, Harold and Carter provided various examples of the role empathy played in their discussions with students and their classroom environments. The study conducted by Phillion et al. (2009) also cited teachers’ ability to translate their experiences abroad into “classroom practice by examining their taken-for-granted superior positions and its relation to social justice issues in the classroom that deeply impact the learning of students from minority or diverse cultural backgrounds” (p. 336). 
Equity 
	As noted in the focus group data, equity was not a topic that emerged during the discussions. Due to this, a specific question was included in the interview sessions. The three teachers in the interview sessions struggled to discuss equity in great detail. Harold shared, “When traveling to other places that are outside the United States, it's easier to see inequity and equity in another culture.” Carter reflected on equity and his experiences in China.
It's kind of just eye opening to see it now for yourself rather than on TV or looking at the numbers . . . we studied GDP in social studies but being able to see what that means . . . especially since we went to what there would be an affluent private school, but really, it wasn't anything out of the ordinary from a public school here in the United States.

Carter echoed what Harold shared by saying, “Just seeing what it really meant ‘to have’ or ‘to have not.’ Having that comparison, I think was really interesting. And something that I wish our students would recognize how privileged we are.” When Barb was asked about equity, she asked for further clarification about the question. After the question was read again and she was told it was fine if she did not have thoughts about equity, she did not comment on equity and instead shared her views on how students matured after traveling abroad. Due to the lack of depth of conversations related to equity, this would be a point to further consider when preparing teachers to be globally competent educators. 
[bookmark: _Toc46215999]Knowledge 
	Within the knowledge domain, three themes emerged when reviewing the data from the focus groups and interviews. The themes were global conditions and current events, cultural differences, and intercultural communication. As with the dispositions domain, the teachers interviewed commented on topics related to these themes and expanded on their thoughts first discussed in the focus group setting. 
Connections to Global Conditions and Current Events  
	Every teacher interviewed discussed global conditions and current events. Harold provided the most insightful and detailed examples. He began by stating the importance of what is happening around the world and articulated, “I think being able to look at what's going on from one country to the next and kind of look at it from a different perspective.” He followed this by giving specific examples of his experiences in understanding global issues and how they related to current happenings around the world. 
When I traveled to Communist China, the people around me have the same desires as I do.  They're not the villain in this story that politicians are creating. Or when I travel to Europe, the people around me are human beings; they're not trying to take advantage of the place I come from. 

He also discussed his most recent visit to China in the context of current events and noted how politics may affect future educational programs.
We were reading between the lines that it would become very political and having a bunch of Americans coming to visit the city in the middle of a trade war with the United States was no longer something that they had the political capital to spend on. 

He further commented on current political changes. 
It seems that in the last, just ironically, two years, almost well, three years, our attitudes towards nations that are communist have, as a nation, have become confrontational. That it seemed that a communist nation is totally opposed and at odds and they're our enemy. And having traveled to China, that's not what I see. Now, I'm not saying like the government of China and the government of the United States aren't antagonistic toward each other for a myriad of reasons, but when we're looking at the culture, they're not burning American flags, and they don't have anti-American propaganda everywhere. If you travel around Beijing, it's very much a capitalist city. There's what our government wants us to think about different nations and what other nations want their people to think about the United States. The reality is it's not that way. 
Observations of Differences Between Cultures 
Teachers who reflect on their time abroad frequently gain a greater appreciation of cultural differences (Lai, 2009). Teachers shared a great deal about the differences between cultures during the focus group sessions. During this interview sessions, Harold briefly shared, “I think this is a Chinese bureaucracy issue. What I've observed personally, is they like to conference about every small decision, and then they have to talk to people in authority to see how they want to handle it.” He noted that was a vast difference from U.S. culture. Barb also commented on cultural differences in the context of the China programs. She stated, “Some of the American stuff that happened that was shocking to them or the China stuff that happened that was shocking to Americans.” She noted that in some Chinese households there were more people living in the house than in a U.S. home, and that some students had to adjust when Chinese family members came into their rooms to talk without knocking. From specific examples shared during the interviews, it was evident that teachers understood the role cultural differences played in their interactions with others abroad. 
Challenges of Intercultural Communication 
Beyond noting the challenges of intercultural communication that were shared during the focus groups, teachers in the interview sessions made suggestions about ways to remedy the challenges. This finding is supported by research; time abroad can increase teachers’ abilities to adapt language and communication patterns to be culturally sensitive (Lai, 2009). Harold noted that when they first traveled to China in 2009, they relied heavily on the tour director and English teachers to assist in communication. He stated this changed over the years, and noted the teachers became able to overcome the difficulty. “Technology allows us to overcome most of that. I recall being with some parents when we were touring an elementary school with an administrator in Anshan, China, and we were using Google Translate.” Barb also stated that technology made communication easier. “I felt comfortable . . . with WeChat on our cell phones that makes communication very easily to understand each other.” Carter also highlighted his thoughts about the importance of communication. “I think communication is a big piece. I think communication is definitely key. You don't realize how valuable or how different communication is until you're there applying it.” Carter then shared about a specific experience where he and a few other adult travelers were hungry and struggling to order food in their hotel. He stated they “learned very quickly how to communicate whether it was through the limited Chinese we knew or whether it's through physical motions or pointing.” When summing up his thoughts about communication, he stated, “I think that's one of the most stressful parts of traveling, but it's also one of the most rewarding.” Intercultural communication was a theme that the teachers discussed in the interview sessions, and they elaborated on how intercultural communication impacted them personally. 
[bookmark: _Toc46216000]Skills
	During the focus group sessions, teachers were eager to share about ways they applied their cultural understandings in their classrooms. Teachers who participated in the interview sessions also freely talked about how their experience traveling with students influenced their instruction. Prompts about classroom environments and lessons were posed to the participants to glean additional thoughts about instruction. Due to the lack of discussion during the focus group sessions regarding three elements within the framework, teachers were given prompts related to the elements of intercultural and international conversations, global partnerships, and the assessment of students’ global competence development. Although teachers volunteered their ideas in response to these prompts, the topics were not considered an emerging theme after the data was analyzed by the constant comparison method (Glasser, 1965). During the interview sessions, the themes of creating a classroom environment that emphasizes relationships and respect and teaching lessons that incorporate intercultural elements surfaced again as important themes. 
Classroom Environment 
	Two of the teachers were eager to share about the ways they created a positive classroom environment. Carter and Harold spoke passionately about the actions they took with their students to build a strong classroom community. Carter shared, “So kind of helping them recognize that we're a community, and we're here together. So, we need to make sure we're supporting each other.” Barb discussed the environment in her classroom and outlined the ways she provided structure and predictability for her students. Following this description, she noted ideas related to building relationships and creating a respectful environment. 
[bookmark: _Toc46216001]Building Relationships 
An inquiry-based approach provided Harold with a way to create relationships with his students. He stated, “And what I found is that my dialogue with students is very inquiry based. Yeah, so I think an inquiry-based approach is probably at the heart of how I interact with students most of the time.” Harold and Barb offered the same approach for building relationships with their students that also serves as a way for students to connect with each other. Both teachers implemented community discussion circles or class meeting circles in their classrooms. Harold described his class meeting circles by stating, “At the heart of it, it's more student centered. It offers the forum for them to have a conversation with me, and it's a less formal setting, a less institutional setting than students sitting in their chairs at desks.” Barb explained her approach by saying, “We get in a community circle and talk about whatever topic if it's relevant to anything going on society right now, which is always with health topics, there's always something.” Closely intertwined with building relationships within a classroom setting is creating an atmosphere of respect. 
[bookmark: _Toc46216002]Creating a Respectful Environment
Carter and Harold spoke specifically about practices they implemented in their classrooms to build an environment that promoted respect between all students. Carter gave an example of a lesson he used at the start of the year. Students discussed the reasons why social studies is an important topic to study, and he explained one reason that many students gravitated to as the most important reason. 
We gave them an article, which was kind of like a blog . . . the top 10 reasons or top 10 ways you're going to use social studies. And so, I turned it into a Socratic seminar sort of circle discussion where the students would go through and they share which ones they agreed with and which ones they disagreed with. I definitely had a heavy hand in guiding the conversation and helping the students who, you know, might have struggled to understand the purpose of the activity, but I think by the end, all the students got to the place where, okay, maybe this is something that I can see value in, or I care if other people know about me, so now I should probably care if they know [about me]. 

Carter also stated the importance of these conversations and said, “So even if they don't find great value or don't necessarily strongly agree with any of the things we discuss, at least they're thinking about it and maybe trying to decide for themselves.” Harold also articulated the importance of a classroom of students that respect each other and stated, “I want my kids to be open minded.” He stated this environment led to students trying to understand each other. 
When we're talking about ethnicity or race or religious beliefs [or] we're learning about other nations, they're more open to learning about those places and not making a quick judgment. And when someone does, they're more open to confronting that . . . inside the classroom, we can have a safe place.

Carter echoed similar thoughts and stated, “I think that kind of connects to my classroom environment where I want them to be in more open-minded and more respectful and accepting of people with differences.” 
Intercultural Lessons 
In a study of pre-service teachers’ experiences abroad and the impact these experiences had on their classrooms, DeVillar and Jiang (2012) found that teachers shared “their own experiences with their students as a way of building communicative and experiential bridges” (p. 16). All teachers interviewed freely offered specific examples from their classrooms when asked to describe how their involvement in travel abroad educational programs might influence their ability to integrate learning experiences for students that promote content-aligned explorations of the world. Harold said, “I think having an open mind and not being judgmental. I think that that attitude is something that's integrated in my instruction.” He then offered examples of specific lessons he created based on his experiences abroad including teaching students Tia Chi, sharing his personal photos in lessons, and occasionally structuring his classroom like a Chinese classroom. 
	Barb offered the greatest number of specific examples of the three teachers. As a health teacher, she described various multicultural elements she added into her lessons.
When we talk about nutrition, they'll bring up like different foods from different cultures. They’ll talk about nutrition for one thing. We talked about European food labels, how they have like a stop sign. It's very easy to read food labels over there . . . when we count our exercises, I will just say a language and they will count them. And they'll relate it to World Languages and being on the Europe trip . . . the differences on drugs, alcohol, and tobacco ages. And that is very interesting for the kids that German kids can drink at any age and then the smoking differences. . . when we talk about peer pressure and then talk about dating. It's very interesting to see the different perspectives from cultures on dating.

Similar to Barb, Carter found ways to incorporate his experiences into this classroom and also incorporate different languages to into lessons. 
When we're doing different units, you know, in different parts of the world, I try to use greetings for my students, whether it's in my announcements or something I'm doing presenting to the class. We definitely focus on the vocabulary. Just looking up at the word wall there in my room, a lot of words that and I remind students you know, these aren't necessarily English words . . . like words, you've probably never heard of translated. So just trying to get them to understand that you know, there's a difference and there is value in and understanding the language itself.

 As in the focus group, Carter commented again on using his personal photographs and how this engages the students. 
But with just having the experience in China, I'm just able to show them things that we talked about in class, which is great, so we can talk about why they built the Great Wall and who built it and how long it took. And then I can say, oh, here's me on the Great Wall. 

He also stated, “That's a lucky thing I have that I don't think a lot of other subjects are able to as easily convert their experience into what they're teaching in the classroom.” 
Communicating in Multiple Languages 
	As noted earlier, teachers communicating in multiple language was an element of the skills domain, but this topic did not emerge as a theme during the focus group sessions; therefore, a question was asked directly related to this element during the interviews. Although teachers commented on speaking different languages, it was evident from their contributions that communicating in multiple languages was not an emerging theme.  
	Harold shared he did not speak a language other than English but discussed ways he used languages in his classroom. He stated, 
I think integration of some language when appropriate, you know, teaching the kids Italian because I traveled to Italy . . . a little Mandarin or what little Mandarin I have . . .. You know, I think those are just little ways to engage kids. 

Barb also stated she did not know another language, but after traveling to Germany multiple times, she could understand some phrases and was able to understand some song lyrics of a German song. Carter also did not speak a second language but discussed his thoughts on learning a language. He said, “I think it's different. Being here and learning a language where you're not really using it outside of the classroom, versus when you get to travel, and you're almost forced to use it.” He also voiced wanting to learn more of the languages of the places he visited. 
I would love to have had more. That's probably on me more than anyone that I didn't learn more than I did. But I think having that preparation really builds the confidence. Just makes me wish I had invested more time . . . had more opportunities in learning different languages and then using it. 

These three teachers incorporated minimal use of languages other than English in their classrooms, and none of the teachers were comfortable in communicating consistently in another language. 
Intercultural Conversations
	Since the element of intercultural conversations was not discussed directly in the focus group sessions, teachers in the interview sessions were prompted to describe how their involvement in travel abroad educational programs might influence their ability to facilitate these conversations. Barb gave examples of her observations during one of the China programs. At one of the Chinese schools, Chinese and U.S. students completed a technology activity together. 
I know this past time these educators were very frustrated on how Americans kind of dive into things without having specific directions. . . the American kids just like they almost did it backwards. For you know, from the starting backwards to complete the task. Where the Chinese, they were very like, ‘We'll do step one, will stop, then will do step two, will stop’ . . . They both worked. It's interesting on how the kids interact different. That was very eye opening to me that both tasks were done perfectly, but kids went about it a different way. 

In reference to the same program to China, Carter shared a frustration with communication. 
Communication, I think, is the driving force that can either make it go really well, because we could both speak English on the bus. And we could both kind of set up, you know, what are we doing? Why are we here? What's next. But it was also kind of constraining because once they (Chinese English speakers) were gone, and we didn't have anybody to communicate with, it kind of made us have to figure out things on our own. 

Beyond the frustrations, Carter stated he wanted to initiate avenues to foster intercultural conversations that could go beyond the study abroad programs. 
But I would love to build a relationship and make it more of a weekly thing or allow the students somehow to have some connection. So that way, the students who didn't have the money to travel or have the opportunity could actually, you know, build something . . . It's just ‘Hey, I know somebody, and these people exist over there. And this is what their lives are like.’ And even if something simple as, ‘Oh, you know, they look kind of like me, even though we speak different languages, or they're also interested in the same things I'm interested in.’ Just bringing it to them rather than just telling them about it.

	Tichnor-Wagner et al. (2019) elaborated on many ways to facilitate intercultural conversations with students including using local organizations or groups, utilizing professional connections, and embracing technology. During the interviews, teachers briefly touched on different ways to foster intercultural conversations, but many ideas were not fleshed out or connected to the classroom setting. This is an area of the skills domain that could be a focus when encouraging teachers to become globally competent educators.  
Global Partnerships 
	The topic of global partnerships was discussed briefly during one focus group session. The school corporation in this study had an ongoing partnership with a sister school in Anshan, China. It was noted during Harold’s interview session that he felt this partnership could be changing. Beyond the current partnership, teachers offered their thoughts about global partnerships and the challenges with creating these relationships.  
When discussing the current partnership with Anshan, China, Harold thought it might be ending and stated his opinions of the factors that might cause the partnership to end.
 I think it's difficult to build international partnerships as a classroom teacher, because when looking at potential partners [I am] at the bottom. But maintaining any relationship becomes really strained if you're just a classroom teacher. So for example, we had had a relationship with the school district in China for 10 years, but because I'm just a classroom teacher, and the way that culture works, there always had to be an administrator connected to it, and there was nothing anyone in authority could do to change that because of the way Chinese bureaucracy and culture is. I'm not a boss. I'm just a teacher. 

He also stated why he felt the relationship was changing. 
I think it was totally political. The part of China we were traveling to is very conservative compared to other parts of China . . .. But it's exceedingly difficult and I think right now the climate for supporting things like that really doesn't exist.  

Barb also noted changes within the partnership with the Chinese educators. 
I just felt from the two trips that I went on one was just so organized . . . it was such an educational experience for everyone. Where I felt the last one, it was good for the students, but I don't feel like they got the experience of a lifetime like they had prior to. 

Even though Barb felt the experiences were different and that partnership was changing, she stated that she kept in contact with two people from China via email. 
When looking to create new partnerships, Harold and Carter presented two different perspectives. Harold voiced obstacles in initiating a partnership. He said, “But I think beginning one, I wouldn't even know how to start. We work through a tour company that does all the heavy lifting for us.” As included previously, he also referenced the challenges of his role as a teacher and that his position did not allow him to have enough influence in the Chinese culture to begin a new relationship. Conversely, Carter was eager to find ways to create partnerships.
Yeah, so this is kind of this is part of my dream, international intercultural conversations. I've seen or heard of other classrooms during it where they have a partner classroom somewhere else in the world. . .. Do like a Skype or some sort of video call.
Assessment of Students’ Global Competence
	During the interviews, teachers were asked about assessing students’ global competence. This topic did not spark a great deal of conversation. Barb shared, “I will say we don't do a lot.  Maybe that's something I need to think of now that we're talking about it.” Carter discussed assessment in the context of his observations during the school year. 
I think that kind of connects to my classroom environment where I want them to be more open-minded and more respectful and accepting of people with differences. And I think typically [I] can see that growth because in the beginning of the year we learned Abrahamic religions, which they're more comfortable with. Now when we're learning Eastern religions, I definitely see more understanding of ‘Well, it's not what I believe, but that's okay.’ So, I do see more. They're more receptive, I guess, to ideas that might be foreign to them. 

Harold spoke more to his personal experiences and opinions. “So, I feel when we're looking at global competencies and looking at understanding the world. I have become more liberal leaning in that.” He referenced a personal experience with one of his high school teachers and how that teacher was not tolerant of viewpoints other than his own. Harold shared that the experience changed the way he viewed the role of a social studies teacher. He stated, “And I think that as a social studies teacher, students should be able to articulate what they think.” Again, the topic of assessing students’ global competency was only loosely connected to Harold’s comments. 
[bookmark: _Toc46216003]Summary of Focus Group and Interview Data 
After a deep exploration of the focus group and interview data, seven themes were identified. The themes include: (1) perspectives, (2) empathy, (3) global conditions and current events, (4) cultural differences, (5) intercultural communication, (6) classroom environment, and (7) intercultural lessons. In addition to a summary of the study, Chapter 5 includes a discussion of the assertions, an explanation of the findings, a description of the implications of the findings, and a detailed list of recommendations for future studies. 


[bookmark: _Toc46216004]CHAPTER 5:  DISCUSSIONS AND RECOMMENDATIONS
[bookmark: _Toc46216005]Introduction
	This chapter contains a review of this study, including the purpose, the study design, and the research questions. A discussion of the assertions and the findings follows, in addition to implications for student educational programs abroad, recommendations for future research related to teachers’ experiences abroad, and instructional leadership skills in respect to promoting global competency in students. 
[bookmark: _Toc46216006]Purpose of the Study
The connection between teachers’ experiences on student educational programs abroad and teachers’ perceived growth in their instructional abilities to prepare globally competent students served as the focal point of this study. 
The following research questions guided this study: 
1. How do teachers view their own growth in respect to instructional leadership skills after leading study abroad programs with students?
2. How do teachers view their effectiveness in developing a globally competent student population after leading study abroad programs with students? 
[bookmark: _Toc46216007]Study Design
The qualitative method of grounded theory was used in this study to investigate the development of teachers’ instructional leadership skills in the context of teachers’ roles in student study abroad programs. A case study was conducted and, due to its robust middle school study abroad program and its high-performing schools, a school corporation in Northern Indiana served as the research site. Two focus group sessions and three interview sessions were conducted in this qualitative study to obtain data related to instructional leadership, specifically in teaching students to be globally competent. Purposeful sampling was utilized, and all teachers within the school corporation who participated in a study abroad program were invited to participate in the study. From that set, a total of nine teachers volunteered, and all contributed to the focus groups. Three of the teachers then participated in semi-structured interviews and were selected based on the following criteria: contributions to the focus groups, participation in study abroad programs, years of teaching experience, content area taught, and demographic details. All focus groups and interviews were conducted at one of the middle schools in the school corporation included in this study. Through the focus groups and interviews, the teachers who participated in student study abroad programs relayed their experiences and articulated how those experiences impacted their classroom instruction. 
	All focus group and interview sessions were audio recorded and transcribed. The constant comparative method of qualitative analysis (Glaser, 1965) was utilized in this study to generate a theory closely related to the data. This was accomplished by comparing and placing the data into categories, and from these categories emergent themes were identified. Transcripts were shared with participants to review. Participants were asked to note any thoughts about how their contributions were categorized. From this process, emergent themes were confirmed. 
[bookmark: _Toc46216008]Discussion of the Findings
The emergent themes identified in this study were consistent with the research related to teacher leadership skills, study abroad programs, and global competency education found in chapter 2. The seven themes are: (1) perspectives, (2) empathy, (3) global conditions and current events, (4) cultural differences, (5) intercultural communication, (6) classroom environment, and (7) intercultural lessons. Three assertions were gleaned from the closely related themes, and as Alvermann et al. (1996) suggested, evidence is provided to support them. These assertions emphasize the most important factors for principals to consider when supporting teachers who have traveled with students to become instructional leaders in the area of cultural competency. Each assertion includes providing different opportunities to teachers so they can grow in different areas related to instructional leadership. The benefits of offering opportunities to teachers is supported by research related to the movement from teacher to teacher leader (Poekert et al., 2016). 
[bookmark: _Toc46216009]Assertion #1 – Opportunities should be provided for teachers to reflect on their own perspectives and consider the perspectives of others. 
In both the focus group sessions and the interview sessions, teachers were quick to volunteer their personal perspectives. Teachers reflected on how their perspectives had changed or had broaden based on their experiences in leading students on educational programs abroad. From considering how their race and gender impacted their view of the world to exploring stereotypes prevalent in the United States, teachers demonstrated their ability to consider the lens in which they view the world. In a study of pre-service teachers’ experiences abroad, Rahatzad et al. (2013) found that teachers considered elements of their life experiences like being middle-class and White and were able to use their personal international cross-cultural experiences to deconstruct inequities. The findings in Rahatzad et al.’s (2013) study closely aligned with this research and further supports teachers’ ability to reflect on their perspectives and shift their perspectives. 
In addition to exploring their own perspectives, the teachers were aware of the perspectives of others and were empathic towards others after a time of reflection. The notion of reflection as a key component of teacher leadership growth is supported in the research. Clark (2017) found fostering teacher reflection to be vital to teacher leadership, and Danielson (2007) included the importance of teachers’ ability to reflect on their own practice in her framework for teacher improvement. Providing a time for teachers to reflect on their experiences abroad results in teachers’ ability to grow professionally and personally. Poekert et al. (2016) included personal growth in their list of Individual Core Competencies for teacher leaders and, similarly, teachers in this study commented on their personal growth. Evan spoke directly about the influence these educational programs had on his personal growth. He said, “When I was in Italy, I was starting to go through my own personal evolution.” Personal reflections like these are what Tichnor-Wagner et al. (2019) highlighted as important steps in becoming a globally competent teacher. They stated examining biases, understanding the limitations of one’s own perspective, and changing viewpoints are steps in acquiring the dispositions needed to be a globally competent teacher (Tichnor-Wagner et al., 2019). Harold spoke of the change in his perspective of global issues from the perspective of growing up as the son of a service member. He stated, “I think the children of military parents are kind of super patriots. How they see things like, you know, the U.S. can do no wrong. Everybody else is the bad guy.” Harold elaborated on his changed views regarding different countries (e.g., China and Iran). Lily highlighted the ways her perspective of the United States changed after seeing the systems in a European country. She concluded, “And I'm a firm believer that you don't truly appreciate your own system or culture until you are depleted of that system or culture.” Teachers also discussed stereotypes and how their understandings of stereotypes common in the United States had changed. Tichnor-Wagner et al. (2019) stated that culturally competent teachers understand the importance of perspective consciousness and stereotype threats. Through reflection and the consideration of perspectives, participants demonstrated the dispositions of globally competent educators. 
	By providing structured time for teachers to reflect on their personal perspectives and to consider the perspectives of others, teachers can gain the dispositions to be a more globally competent teachers and better connect with their students. The importance of considering perspectives and connecting with students is supported by research. As Roose (2001) stated, teachers need to be draw to differences in their students and be willing to consider new ideas and different ways to see the world. Walters et al. (2011) and Yang (2011) also supported the notion that when teachers interact with people of different cultures, they gain perspectives that help them better connect to diverse student populations in their classrooms. This research supports the research that teachers consider their own perspectives, but also directly relates to the second assertion that teachers can improve their connections to diverse student populations. 
[bookmark: _Toc46216010]Assertion #2 – Both local and global opportunities should be promoted to teachers to experience other cultures. 
The excitement that accompanied the focus group sessions and interview sessions demonstrated the positive impression the teachers had of leading students abroad during academic programs. All sessions included times where teachers were laughing and smiling about their experiences. In contrast, teachers also detailed difficult or scary situations while accompanying students abroad. On both ends of this emotional spectrum, teachers spoke passionately about their experiences abroad and what they learned from those experiences. From these experiences, teachers were able to speak freely about what they learned in respect to global conditions and current events, cultural differences, and intercultural communication. This knowledge provided them the tools to move towards a teacher leadership stance. 
Teachers’ willingness to explore different cultures and learn from new experiences equips them with skills to lead. Both Hunzicker (2013) and Clark (2017) highlighted the attribute of a lifelong learner as a characteristic of strong teacher leaders. York-Barr and Duke (2004) found that one important outcome of teacher leadership was the growth found within the teachers themselves. After the teachers in this study participated in experiences abroad with students, they shared their eagerness to learn more about the world. This expansion of knowledge and understanding is supported in other research that examined teachers and time abroad. After teachers participated in programs abroad, Dixon (2013), Walter et al. (2001), and Yang (2011) found that teachers demonstrated improved skills in cultural competency and embraced a global mindset. Zhao et al. (2009) found that after teaching experiences in China, teachers gained a better understanding of the culture and took a stance as culturally responsive change agents. From the data collected and analyzed in this study, teachers showed growth in their understandings of different cultures, and the beneficial impact of this knowledge is supported by the research. 
Although this study explored the impact of teachers accompanying and leading students abroad, it is important to note that teachers can gain knowledge from interactions with different cultures even in local settings. Opportunities for teachers to go abroad are not always available to all teachers (Rahatzad et al., 2013). Rahatzad et al. (2013) claimed “international experiences can occur within a local community since globalization has increased the mixing of people around the world” (p. 93). In this respect, it is imperative that principals support connections locally as well as abroad to expose teachers to different cultures. 
[bookmark: _Toc46216011]Assertion #3 – Professional development sessions for teachers to explore global competency instruction should be offered. 
Tichnor-Wagner (2020) claimed, “Teachers need opportunities for deeper learning on reforms that require changes to instructional practice” (p. 22). These opportunities could include different facets of global competency such as incorporating intercultural elements in lessons. Within the focus groups, teachers commented on other ideas about incorporating cultural elements into their lessons. When Barb shared about her incorporation of geographic elements into her physical education lessons, other teachers interrupted her to ask questions about this plan. Teachers had various ideas about how they weaved their personal experiences into their lessons. Teachers initiated these lesson enhancements independently and did not cite any structured times where they were supported in incorporating their experiences in meaningful ways in their classrooms. By providing professional development sessions focused on exploring strategies and techniques to plan lessons that include intercultural elements, teachers can expand the impact of the experiences abroad and hone their instructional leadership skills.  
For teachers to become instructional leaders, professional development opportunities are key to their growth (Danielson, 2007; Poekert et al., 2016). Hunzicker (2017) described the progression from teacher to teacher leader as an ongoing process, and this process can be supported by professional development sessions. When teachers participate in opportunities geared toward weaving their personal experiences abroad into their current curriculum, teachers grow as instructional leaders and specifically become more equipped to teach students to be globally competent individuals. Tichnor-Wagner et al. (2019) explicitly provided ways for teachers to expand the ways they teach global competency in their classrooms. In the skills domain of the Elements of Globally Competent Teaching framework, Tichnor-Wagner et al. (2019) stated that teachers should look through a global lens and connect global content and perspectives to already established curriculum. Research shows the teachers can grow in their leaderships skills when professional development opportunities are relevant and meaningful to teacher needs (Clark, 2017; Cheung, Reinhardt, Stone, & Little, 2018), and professional development sessions that emphasize global competency would provide that relevancy. Through these professional development sessions, teachers can embrace their experiences abroad to make a great impact on their students’ global competency. 
The literature shows that principals have a direct impact on teacher leaders (Cheng & Szeto, 2016; York-Barr & Duke, 2004), and principals have the capacity to empower teachers to evolve into the role of teacher leaders (Ankrum, 2016). Principals should provide opportunities for teachers to reflect on their own perspectives and consider the perspectives of others, promote both local and global opportunities to teachers to experience other cultures, and offer professional development sessions for teachers to explore global competency instruction. When principals act on these three assertions, they can encourage teachers to grow in their instructional leadership skills, specifically when teaching students to be globally competent. 
The following section addresses the research questions in relation to these findings and the thoughts of the researcher. As Alvermann et al. (1996) suggested, it is advantageous for the researcher to share how they grappled with understanding the data and allow the reader to shadow them during that journey. Tichnor-Wagner et al.’s (2019) framework is utilized to expound on the findings related to the research questions in this study. 
[bookmark: _Toc46216012]Research Question #1
The first research question in this study asked how teachers viewed their own growth in respect to instructional leadership skills after leading educational programs with students abroad. In both the focus groups and the one-on-one interviews, teachers were eager to share the ways their experiences influenced their instruction. 
Dispositions
The first two themes of perspectives and empathy relate directly to the disposition domain and quickly surfaced during teachers’ discussions of their experiences abroad. Teachers elaborated on the ways their personal perspectives changed after experiencing different cultures and observing their students explore a new culture. Perspective shifts are supported in research that examined teachers’ growth after cultural immersion. In a study by Walters et al. (2011), middle school teachers who traveled to China identified how their attitudes changed after completing a digital story based on their reflective journals. Zhao et al. (2009) found that pre-service teachers believed “the experience changed their way of thinking about their own culture, a dominant culture, and ‘other’ cultures” (p. 304). Teachers easily made the connection between their perspectives and how those perspectives played a role in the way they viewed the world and their students. 
While all emergent themes were connected to elements within the framework, such as perspectives and empathy, related to the dispositions domain, some elements of the framework were missing from the conversation. Although teachers shared many insights about valuing multiple perspectives and empathy, the element of commitment to worldwide equity, an element within the dispositions domain, was not discussed during the focus groups. Even after directly posing a question about equity, only two of the three teachers interviewed commented on equity, and their responses were brief. Their comments were not related to their classrooms or issues of equity around the world. Tichnor-Wagner et al. (2019) stated that teachers must be critically conscious to understand what it means to have a commitment to equity, and this involves recognizing privilege and oppression around the world. Discussing the topic of equity requires individuals to have very difficult conversations and consider ideas that may not be comfortable for them to discuss. Blankstein, Noguero, and Kelly (2016) supported these reservations in stating that equity is often a topic that is controversial and confusing. They further clarified this thought in suggesting that some individuals feel that if more is offered to disadvantaged people, then there will be less resources for advantaged people (Blankstein et al., 2016). All of these topics may inhibit teachers’ willingness to discuss a commitment to worldwide equity.  
Knowledge 
Teachers perceived vast growth within the knowledge domain. This aligns with other research that states traveling abroad gives opportunities for teacher leaders to experience different cultures (Danzig & Jing, 2007), and the emergent themes of global conditions and current events, cultural differences, and intercultural communication were related to these experiences. Teachers made direct connections between what they experienced while accompanying students abroad and how those opportunities expanded their understanding of the world. They also elaborated on the ways their understandings impacted their instructional approaches. Teachers offered their knowledge of current events and volunteered specific examples of how they incorporated their knowledge into lessons. They spoke about how they were more attuned to student diversity in their classrooms. From cultural differences like languages to family roles, teachers detailed their observations and actions they took to embrace diverse student populations. Other research supports the idea that teachers’ experiences abroad aid in teachers better supporting the needs of diverse students, and that those actions impact student learning (Bae et al., 2016; Phillion et al., 2009). These examples within the knowledge domain illustrate teachers’ ability to translate their experiences abroad into their interactions within their classrooms. 
Teachers embraced many of the elements in this domain, but it is also valuable to explore what elements did not surface during the focus groups and interviews. The only element of the knowledge domain that was not included by teachers when they considered their perspectives on their instructional growth after leading students abroad was the element of understanding the interconnected world. This domain encompassed complex concepts such as globalization while also including notions like think globally, act locally. Tichnor-Wagner et al.’s (2019) framework was not the only research to include globalization; other research supports preparing students for a globalized world (Beal & Bates, 2010; Jackson, 2009; Springer, 2009). Globalization was not specifically mentioned in the focus groups or interviews, and only slight references to the interconnectedness of the world were discussed. This omission could be attributed to teachers’ existing knowledge base. The teachers who led study abroad programs and spent time abroad had a personal understanding of the ways the world is interconnected. The concept of globalization is one that was woven into the fabric of their experiences, and they may not have considered a stand-alone concept of global competency education. Another possibility of this exclusion may simply be that the teachers did not have a clear understanding of globalization or had not considered how their local community interacted with the greater world. 
Skills
Teachers quickly and passionately elaborated on their perceptions of their instructional skills and how their involvement in educational programs abroad enhanced their classrooms. Danzig and Jing (2007) stated that when teachers travel to different countries it affects teachers’ subsequence work in their classrooms, which supports the finding in this study. The two emergent themes of classroom environment and intercultural lessons proved to be topics teachers were very comfortable discussing. Teachers were visibly excited to talk about how their experiences abroad impacted their instruction. 
Even though teachers demonstrated the most energetic emotional response to the skills domain, the highest number of omitted elements within a domain were those from the skills domain. The skills domain contained the most elements, and the emergent themes only related to two of the six elements. Teachers rarely discussed the following elements: multilingual, intercultural conversations, global learning partnerships, and global competence assessment. As with other elements that garnered little response during the focus groups, specific questions were asked during the interviews to elicit further insights from teachers. Even with these additional prompts, teachers were not able or willing to talk deeply about these topics. 
When asked about speaking multiple languages, teachers were quick to share that they did not speak another language, and only one teacher voiced a desire to acquire the ability to speak another language. Even though teachers may not desire to acquire a second language, they could benefit from considering the use of language while traveling, and this could change their view of students. Zhao et al. (2009) and Yang (2011) indicated that pre-service teachers found the language barrier difficult to overcome, but the teachers applied their personal struggles to identify with students learning the English language in their domestic classrooms. 
The elements of intercultural conversations and global learning partnerships were closely intertwined in the teachers’ discussions. Teachers shared positive perceptions of these conversations and partnerships but did not articulate how to initiate or facilitate the interactions. One teacher discussed at length the difficulties he faced in creating partnerships since he was not a school administrator. In contrast, the novice teacher stated that it was his dream to connect his students with a classroom in a different part of the world, but he talked about this as a lofty dream that would most likely not happen. Another teacher shared that she kept in touch with adults she met while traveling in China and Europe, but those relationships had not permeated the walls of her classroom. It was interesting to note that if teachers did refer to intercultural conversations and global learning partnerships, they almost always viewed them in the context of global travel. One teacher volunteered the idea of having local religious leaders present in his classroom to enhance a unit on religion and provide a more authentic context for his students. This was the only suggestion made in reference to local partnerships. 
Multiple possibilities may account for their omissions. First, the lack of experience these teachers had with hosting these conversations may explain their hesitancy. The school corporation that served as the research site did not have a robust domestic field trip program in the middle schools, and even though there was not a policy that prohibits field trips or visitors, it was not a common practice. All field trips and visitors were approved by the middle school principals, and as stated in Assertion #2, principals could play a pivotal role in promoting these intercultural conversations. Angelle and DeHart (2011) stated that principals’ willingness to share leadership roles with teachers is an environmental factor in prompting teacher leadership skills. By prompting and supporting teachers to create intercultural conversations and global partnerships, principals can provide opportunities for teachers to lead, thus furthering principals’ influential role in teachers’ move to a teacher leader stance (Hunzicker, 2017). Mansilla and Jackson (2011) provided ideas for learning through international collaboration, and those included video conferencing, social networking, and accessing connections via universities and local businesses. Encouraging teachers to nurture local relationships and discover local resources could provide a window for teachers to expand their leadership and global competency skills.
Second, teachers may hesitate in participating in intercultural conversations and creating global partnerships due to another obstacle. As Harold alluded to during his interview, the partnership between the school corporation and the sister school in China changed over time. This partnership was initiated by a principal that since retired, and certain relationships she nurtured were no longer a component of the program at the time of this study. Principals play an important role in fostering connections. Tichnor-Wagner (2020) called principals to “connect and collaborate globally to promote and support each student’s academic success, well-being, and global competence development” (p. 30). Since previously productive partnerships were changing, principals in this school corporation could cultivate new relationships, and their support would further solidify the impact of these partnerships. Research indicates partnerships between schools are especially valuable. In the study by Yang (2011), a partnership between a university in Canada and a training school in Hong Kong provided pre-service teachers with benefits such as enhanced teaching methods and increased cultural awareness. Principals can take an active role in facilitating partnerships as teachers should not be alone in these endeavors. Principal support is imperative for the success of fostering intercultural conversations and creating global partnerships.
Global competence assessment was the last element omitted by teachers and is included in the discussion about the findings related to the second research question. 
[bookmark: _Toc46216013]Research Question #2
The second research question asked specifically about global competency in students: How do teachers view their effectiveness in developing a globally competent student population after leading study abroad programs with students? 
Assessing students’ global competency was not mentioned in any of the focus groups, but research indicates it is important to assess global learning (Engberg, 2013; Mansilla & Jackson, 2011). Margolis and Huggins (2012) claimed that teacher leadership role development should be studied in the context of student learning and achievement outcomes. During the interviews in the current research, teachers were asked about assessing students’ global competency directly. When teachers responded to this prompt, they disclosed general observations of students. Teachers cited noticing students being more open-minded or showing more respect toward each other, and those observations served as evidence that the teachers cited to show students’ growth in global competency skills. The three teachers interviewed acknowledged their shortcomings in their responses. One teacher stated she really should consider assessing students in this area and shared a desire to grow in this area. Teachers did not delve into their thoughts regarding assessing student global competency, which could be attributed to their lack of understanding of global competency. Alternatively, the teachers may merely have not been prompted to consider the role of assessing global competency in their classrooms. 
It is not surprising that teachers did not elaborate on their views related to how students grow in their global competency, partially due to the lack of professional development offered in relation to global competency instruction. Although teachers are personally and professionally impacted by their experiences abroad and incorporate these experiences into their instruction, there is certainly a gap in their knowledge about overall global competency instruction. This is not a direct fault of the teachers, as the school corporation in this study did not offer professional development sessions related to global competency. Poekert et al. (2016) and Wenner and Campbell (2017) cited the importance of professional development opportunities when teachers are moving from teacher to teacher leader, and the current research supported Assertion #3. Poekert et al. (2016) found that students’ outcomes improve when teachers are provided a cohesive professional development programs and teachers can move from teacher to leader. The importance of professional development for the growth of teacher leaders and the growth of globally competent teachers demands further recommendations related to these findings. By offering professional development sessions to teachers, principals have an opportunity to further expand the impact of teachers’ experiences abroad by growing a student body of globally competent individuals while also supporting the growth of teacher leaders.
[bookmark: _Toc46216014]Implications for Teachers’ Involvement in Study Abroad Programs
	The findings from this study encourage the continuation of teachers’ involvement in study abroad programs. Other studies support teachers’ traveling to develop global competency skills (Mansilla & Jackson, 2011; Tichnor-Wagner et al., 2019). Even though this study supported teachers’ involvement and showed the benefits from their involvement, there are other actions that can be taken to further the positive impact of study abroad programs, and those include professional development opportunities, reflection practices, and the use of global competence continuums. 
All teachers were eager to share about their experiences abroad and the ways these experiences influenced their classrooms. It was made clear during this study that some teachers were confident about these actions but uncertain about all the facets of global competency education. Teachers discussed elements of global competency by considering their perspectives of the world and by appreciating diverse cultures, but they were unable to articulate how these ideas worked cohesively to provide a pathway for students to become globally competent. As reviewed in the section relating to professional development, teachers should be explicitly trained on the elements that represent a globally competent teacher. Implications of this study would suggest offering professional development sessions that include three opportunities: before, during, and after the study abroad program.
[bookmark: _Toc46216015]Before the Study Abroad Program
Before traveling abroad with students, teachers’ understandings of global competency could be probed in an extensive teacher essay. In the study abroad program included in this study, teachers were required to complete an essay as part of the selection process to travel with students. A simple addition would include a few prompts that would illumine their expectations of the educational program and their global competency understanding. This approach was used in short-term study abroad research conducted by (Dekaney, 2008). Additionally, after teachers are selected to travel, professional learning communities (PLCs) could be created for these teachers. Mansilla and Jackson (2011) suggested using PLCs as a tool to enhance teachers’ global competency, and they mentioned holding book clubs and reviewing online cultural resources. Before traveling, it would be important to provide teachers with direct training on global competency, and Tichnor-Wagner et al.’s (2019) Elements of a Globally Competent Teacher framework could serve as the content for the direct professional development. Included in their book, Becoming a Globally Competent Teacher, rich descriptions of each element can be sourced in addition to continuums that coordinate with each element. Teachers could use these continuums to evaluate their ability to promote global competency. If principals offer time for teachers to collaborate during PLC meetings and global competency trainings, the impact of teachers’ experiences abroad could be maximized. 
[bookmark: _Toc46216016]During the Study Abroad Program
Journals are used by many researchers to gauge the learning that takes place when students and teachers are abroad (Dekaney, 2008; Lai, 2009; Phillion et al., 2009; Yang, 2011; Zhao, 2009). Lai (2009) reviewed teachers’ journals after they completed a stay in Vietnam. Phillion et al. (2009) utilized pre-service teachers’ daily reflection journals as one source of data for a study investigating how to prepare teachers for work with diverse student populations and how to develop global perspectives within these teachers. Personal growth and personal reflection can be promoted by having teachers compose journal entries during their time with students abroad. Reflection (Clark, 2017: Danielson, 2007) and personal growth (Hunzicker, 2017; Poekert et al., 2016; Sinha & Hanuscin, 2017) are other components related to teacher leadership skills. 
[bookmark: _Toc46216017]After the Study Abroad Program
Conducting post-travel interviews or asking teachers to create artifacts based on their experiences could provide a way to extend the positive outcomes of study abroad programs. Zhao et al. (2010) held interviews with teachers after their experiences abroad, and that same practice could be utilized by the school corporation in this study to gain insights from teachers. Another approach would mirror Walters et al.’s (2011) study of middle school teachers’ experiences in China. These teachers were given four months to review their travel journals, and they then selected excerpts to create digital stories that displayed their experiences. 
Including a pre-post design in the study abroad program could serve as a way to compare feedback collected from teachers. If a similar approach to that which Mapp (2012) used in a study that explored the effects of short-term study abroad programs on students were used, it would naturally serve as an ideal fit. Students in Mapp (2012) were given the same cross-cultural adaptability survey before and after the trip, and the data were analyzed to investigate growth. These surveys would be an additional way to gather data about the impact of travel on teachers’ global competency perceptions. Lastly, teachers could revisit the Tichnor-Wagner et al.’s (2019) Elements of a Globally Competent Teacher continuums. By reviewing their placement on the continuums, teachers would be prompted to consider how their experiences traveling with students directly impact their ability to teach students to be globally competent. The post-travel actions could further attest to the growth teachers experience while abroad.
Professional development opportunities, reflection practices, and global competence continuums are all tools that can enhance the positive impacts of study abroad programs on teachers and teachers’ ability to increase the global competency skills in their students. 
[bookmark: _Toc46216018]Recommendations for Future Research
	 This study explored the impact of teachers’ experiences abroad on their instructional skills in respect to fostering global competency in their students. Lai (2009) voiced the need for learning more about teachers’ perspectives on their cultural competency to support the best ways to use experiences abroad to expand teachers’ skills. Additionally, there is a call to conduct more qualitative research on study abroad experiences (Costello, 2015). 
The data in this study indicated seven themes related to teaching global competency, and from these themes, three assertions were gleaned to offer suggestions to principals in growing teachers’ leadership skills. However, more research is needed to expand on these findings. The following interconnected recommendations offer ideas for further research to support the assumptions of this study: 
1. Principals should provide opportunities for teachers to reflect on their own perspectives and consider the perspectives of others. 
2. Principals should promote both local and global opportunities to teachers to experience other cultures. 
3. Principals should offer professional development sessions for teachers to explore global competency instruction. 
The findings in this study may be confirmed and expanded by evaluating explicit teacher professional development, incorporating other data collection techniques, and broadening the scope of the research. 
After the professional development sessions, research should be conducted to investigate if this knowledge base would enhance the ways teachers use their experiences abroad to impact their instruction. If these sessions, such as PLC meetings or the book clubs, were found to significantly impact teachers’ global competency instruction, principals should offer these purposeful and focused professional development sessions for teachers to further enhance their instructional leadership skills.  
 Including other qualitative data points and quantitative measures would also contribute to this bank of research. Journal entries, digital stories, and additional interview data suggested in the implications section could provide these additional data points. Furthermore, survey data could be collected. This data could be used in tandem with the qualitative data to offer a more complete picture of the impact of teachers’ experiences abroad on instruction. Researchers could analyze the data to gain further insights on teachers’ growth in the area of global competency and teachers’ perceptions of how their experiences abroad impact their instruction. 
	Lastly, as noted in the discussion regarding the limitations of this study found in Chapter 3, broadening the scope of this study would be beneficial. This study investigated one school corporation’s study abroad program. Looking at a greater number of school corporations would offer insights to further confirm or question this body of research. Additionally, this study included middle school teachers only. High school teachers would offer different perspectives and would illuminate the emergent themes as only being relevant to middle school teachers or themes that transcend grade levels. 
Data from focus groups and interviews were utilized in this study to examine the relationship between teachers’ experiences abroad and global competency instruction. This body of research would be better supported by evaluating professional development sessions, gathering data through other collection measures, and broadening the scope of the study. Since the topics of teacher instructional leadership and global competency education are such broad educational topics, gathering data from various measures would aid in furthering the conversation about these important topics.
[bookmark: _Toc46216019]Conclusion
Now more than ever, we understand the interconnectedness of the world and the ways in which our lives are influenced by happenings on the other side of the globe. Lai (2009) shared that when teachers spend time abroad, they often are “influenced to tolerate and accept the differences in people, pressed to go beyond the boundaries they have set for themselves, and pushed to see people and the world from a fresh and enlightened perspective” (p. 112). The role of educators is to take on these perspectives and prepare students to succeed in the future. For students to excel, they must have skills to interact with others who possess different perspectives than themselves (Indiana Department of Education, 2019) and understand different cultures (U.S. Department of Education, “Global and cultural competency,” n.d.). This study explored how teachers adjusted their instruction in their domestic classrooms based on their experiences abroad to support this growth in students, and the results of this study were highly encouraging. The instructional leadership skills identified enriched classroom practices, specifically in preparing globally competent students. When teachers are provided the time (Kiranh, 2013; Wenner & Campbell, 2017) and opportunity (Hunzicker, 2017; Sinha & Hanuscin, 2017) to grow their leaderships skills, students and schools benefit, and teacher leaders can impact change in schools (Ankrum, 2016; Brondyk & Stanulis, 2014; York-Barr & Duke, 2004). When principals encourage teachers to lead students on study abroad programs, the programs can serve as an effective tool to inspire teacher leadership growth in tandem with promoting global competency in students. Teacher leaders can promote the skills needed for students to not only succeed in a globalized world but to thrive. 
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[bookmark: _Toc46216020]APPENDIX A. EMAIL INVITATION TO PARTICIPATE
Dear Teachers, 

You are receiving this invitation due to your participation as a teacher leader in a travel abroad program with your students. My name is Lavon Dean-Null and I am a doctoral candidate from Purdue University. I am looking for a sample of teachers who would be willing to participate in a focus group for a qualitative study that will explore educational travel abroad programs and teacher leadership. I am looking for teachers who have traveled overseas with students; current administrators who were teachers when traveling with students may also be considered for this study.  
I will conduct a 60-minute focus group with six to eight participants. The session will take place at a local middle school. A list of topics that will be addressed during the session are listed below. Participants are asked to review these topics but will not be required to prepare any materials for the focus group. You will be asked to share demographic data prior to the session via email. Your participation and responses will remain anonymous. 
If you would like to participate in this study, please respond to this email. Your participation in this study is completely voluntary. If selected for this study, I will communicate directly with you about a time and the location for the focus group session. If you have any questions or concerns, you can email me directly. 
Thank you for your consideration,
Lavon Dean-Null
Dr. Marilyn Hirth and Dr. Lisa Snodgrass 
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Please review the information below prior to attending the focus group. Again, you are not required to bring any prepared materials for the focus groups other than your demographic data, which you will share via email in advance.
Teacher Leadership Definition
“Teacher leadership is the process by which teachers, individually or collectively, influence their colleagues, principal, and other members of school communities to improve teaching and learning practices with the aim of increased student learning and achievement” (York-Barr & Duke, 2004, p. 288).
Global Competence Definition
“Global competence is the capacity and disposition to understand and act on issues of global significance” (Mansilla & Jackson, 2011).
Topics of Discussion
1. How you (the teacher) involvement in study abroad programs influence: 
a. Your knowledge of the world
b. Your perspectives of the world
c. Your classroom instruction
d. Your students’ learning


Demographic Data
1. Gender
2. Age
3. Degrees held
4. Licensure
5. Years of teaching experience
6. Years of teaching experience within your current school corporation
7. Participation in educational travel abroad programs (Please list each time you have traveled with students abroad while working with your current school corporation.)
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RESEARCH PARTICIPANT INFORMATION SHEET
TEACHER LEADERS IN THE AGE OF GLOBALIZATION: PROMOTING GLOBAL COMPETENCE IN STUDENTS (IRB-2019-707)
 Dr. Lisa Snodgrass, PhD
Educational Leadership and Policy Studies
Purdue University

Key Information
Please take time to review this information carefully. This is a research study. Your participation in this study is voluntary which means that you may choose not to participate at any time without penalty or loss of benefits to which you are otherwise entitled.  You may ask questions to the researchers about the study whenever you would like. If you decide to take part in the study, you will be asked to sign this form, be sure you understand what you will do and any possible risks or benefits. 

The goal of this study is to examine the relationship between teachers’ experiences as leaders on student study abroad programs and how teachers view their growth as instructional leaders when preparing students to be globally competent. This study will include focus group and face-to-face interview sessions and is projected to be completed in three months. 

What is the purpose of this study?

Your participation is requested as you were a teacher leader on a middle school student study abroad program. We would like to enroll 15 teachers in this study. 

What will I do if I choose to be in this study? 

If you choose to participate in this study, you will take part in a 60-minute focus group. During this time, you will be asked questions about your experiences leading middle school students during a study abroad program. The focus group session will be audio recorded. After the focus group, three participants will be selected to then meet with the researcher for a 60-90-minute face-to-face interview. During these interviews, you will be asked further questions about your role in leading middle school students during a study abroad program.

How long will I be in the study? 

The completion of this study will be completed with three months. Within that time, you will participate in a 60-minute focus group and possibly a 60-90-minute face-to-face interview session. 




What are the possible risks or discomforts?

This study will ask you to recall and discuss your experiences while leading middle school students during a study abroad program. These recollections and discussions may prompt emotional responses. The risk level for this study is minimal. There are no greater risks than you would encounter in daily life. 

Breach of confidentiality is always a risk with data, but we will take precautions to minimize this risk as described in the confidentiality section.


Are there any potential benefits?    

	We believe you will gain insights about your instructional approaches and how you prepare students to be globally competent. Through the focus group and interview sessions, you may enjoy sharing your thoughts about the experiences you had while leading middle school study abroad programs. Our research team also hopes to learn an additional way principals can encourage teachers to growth as instructional leaders when preparing students to be globally competent.

This section provides more information about the study

Purdue University will not provide medical treatment or financial compensation if you are injured or become ill as a result of participating in this research project.  This does not waive any of your legal rights nor release any claim you might have based on negligence.


Will information about me and my participation be kept confidential?  

The project's research records may be reviewed by the departments at Purdue University responsible for regulatory and research oversight.

Profiles of participants will include the following details: their participation in study abroad programs, years of teaching experience, years taught in the school corporation, licensure, degrees held, age, and gender. To keep the participants’ involvement in the study confidential, pseudonyms will be assigned to each participant at the start of the data collecting process, during the focus group sessions. All participants will be de-identified by using pseudonyms during both the focus groups and interviews. Only the research team will have access to research records and data. The focus group and interview sessions will be audio recorded and then transcribed. The audio recordings will be immediately destroyed after they are transcribed. The transcriptions will be housed at Purdue University in a locked cabinet in the principal investigator's office.
These records and data will be kept for three years, and after that time, they will be destroyed. Since focus groups will be utilized in this study, researchers cannot guarantee that the other study participants will not breach your confidentiality. The results of this research may be used for further research studies that focus on global competency instructional approaches or student study abroad programs. Additionally, the results of this research will be documented and shared in the form of a dissertation. 

What are my rights if I take part in this study?

You do not have to participate in this research project.  If you agree to participate, you may withdraw your participation at any time without penalty. Contact any member of the research team by email or phone to withdraw from the study. You may also withdraw data that was already collected if you choose. There are no consequences if you choose to withdraw from the study. This study will be conducted on the Penn-Harris-Madison School Corporation campus. While you have a pre-existing relationship with the school corporation, please note that your decision to participate or not in this study will have no impact on your relationship to Penn-Harris-Madison School Corporation. 
   
Who can I contact if I have questions about the study?

If you have questions, comments or concerns about this research project, you can talk to one of the researchers.  Please contact Lavon Dean-Null by email (ldeannul@purdue.edu) or phone (586.242.5952) or Dr. Lisa Snodgrass by email (lsnodgra@purdue.edu) or phone (765.494.9731). Lavon Dean-Null should be your first person of contact. 

To report anonymously via Purdue’s Hotline see www.purdue.edu/hotline 

If you have questions about your rights while taking part in the study or have concerns about the treatment of research participants, please call the Human Research Protection Program at (765) 494-5942, email (irb@purdue.edu) or write to: 
Human Research Protection Program - Purdue University 
Ernest C. Young Hall, Room 1032 
155 S. Grant St. 
West Lafayette, IN 47907-2114 






[bookmark: _Toc46216023]APPENDIX D. RESEARCH PARTICIPANT INFORMATION SHEET
Date: 
Location: 
Participants (pseudonym): 
Session Number: 
Please describe how your involvement in study abroad educational programs influence your classroom instruction.  
Please describe how your involvement in study abroad educational programs influence your students’ learning.  
Please describe how your involvement in study abroad educational programs influenced your knowledge of the world. 
Please describe how your involvement in study abroad educational programs influence your perspectives of the world.  
Please add any additional thoughts you wish to share about the ways in which your experiences traveling with students influenced your classroom. 
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Date: 
Location: 
Participants (pseudonym): 
Session Number: 
Please describe how your involvement in travel abroad educational programs might have influenced your thoughts on equity, if at all. 

During the focus group, participants mentioned challenges that accompany visiting a country where English is not the dominate language. Please describe how your involvement in travel abroad educational programs might have influence your ability to communicate in multiple languages, if at all. 

Please describe how you normally create your classroom learning environment. 

During the focus group, participants gave examples of lessons they taught that connect to travel abroad learning experiences. Please describe how your involvement in travel abroad educational programs might influence your ability to integrate learning experiences for students that promote content-aligned explorations of the world, if at all. 

Please describe how your involvement in travel abroad educational programs might influence your ability to facilitate intercultural and international conversations, if at all.  

During the focus groups, the China Exchange partnership was mentioned. Please describe what is easy or difficult about your ability to build international partnerships. Please describe how you were able to create other local, national, and international partnerships, if any. 

Please describe how your involvement in travel abroad educational programs might influence the way you assess students' global competence development, if at all. 

Please add any additional thoughts you wish to share about the ways in which your experiences traveling with students might have influenced your classroom, if at all. 
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Lavon K. Dean-Null

EDUCATION 
2020			Purdue University, West Lafayette, Indiana 
			Ph.D. in Educational Leadership
2012			Indiana University, South Bend, Indiana
			M.S. in Secondary Education and School Leadership
2003			Bethel University, Mishawaka, Indiana
			B.A. in Elementary Education 				
PROFESSIONAL EXPEREINCE 
2017			Penn-Harris-Madison School Corporation, Mishawaka, Indiana 
			Principal, Schmucker Middle School
2016-2017		Penn-Harris-Madison School Corporation, Mishawaka, Indiana
			Principal, Walt Disney Elementary School
2013-2016		Penn-Harris-Madison School Corporation, Mishawaka, Indiana
			Assistant Principal, Grissom Middle School 
2008-2013		Penn-Harris-Madison School Corporation, Mishawaka, Indiana
			Teacher, Discovery Middle School
2008-2009		ECC Ansan, Ansan, South Korea
			Teacher, multiple grades 
2003-2008		Penn-Harris-Madison School Corporation, Mishawaka, Indiana
			Teacher, Discovery Middle School
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Elements of Globally Competent Teaching

Dispositions

Empathy and valuing multiple perspectives.

Commitment to promoting equity worldwide.

Knowledge

Understanding of global conditions and current events.

Understanding of the ways that the world is interconnected.

Experiential understanding of multiple cultures.

Understanding of intercultural communication.

Communicate in multiple languages.

Create a classroom environment that values diversity and global
engagement.

Integrate learning experiences for students that promote content-
aligned explorations of the world.

Facilitate intercultural and international conversations that promote
active listening, critical thinking, and perspective recognition.

Develop local, national, and international partnerships that provide
real-world contexts for global learning opportunities.

Develop and use appropriate methods of inquiry to assess students'
global competence development.
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PENN-HARRIS MADISON
SCHOOL CORPORATION
August 15, 2019

Dear Dr. Marilyn Hirth and Dr. Lisa Snodgrass,

1 give Lavon Dean-Null permission to conduct her disseration research within the
Penn-Harris-Madison School Corporation.

| understand she willinvite some Penn-Harr's-Madison teachers and administrators to
participate in a qualiative study that will explore teacher leadership and educational
travel gbroad programs. The sample of teachers and administrators would include those.
who have traveled with students abroad.

| am aware they willpariicpate In a focus group session and for a select fow, will
pertcipate in face-lo-face interviews. Bolh the focus groups and interviews villtake
place at Schmucker Midcle School or Discovery Middle School. | understand the
partcipants will remain anonymous and that their partcipation in this study s completely
voluntary.

Mrs. Dean-Null also stated she would share the completed research with me after the
completion of her dissertation.

Sincersly,

7. Jeprf Thacker

Superintendent

A

53900 Biterseet Rd. | Mishawak, IN 46545 | 547359.7941
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Re: Doctoral Candidate Request - Global Competency

Permissions <permissions@ascd.org>

Mon 10/21/2019 10:01 PM

To: Lavon Kay Dean-Null <Ideannul@purdue edu>

Dear Lavon:

In response to your request below, please consider this permission to use the excerpt(s) from the referenced publication for your personal research
purposes. Should you include excerpts or cite content in a paper or some other report form, please credit the source accordingly. If your research results
in use of our content in a product or publication for commercial release, please contact me again to secure further rights to do so.

Thank you for your interest in ASCD and good luck with your dissertation.

Sincerely yours,

KATY WOGEC « Permissions Consultant for ASCD
1703 N. Beauregard Street * Alexandria, VA 22311-1714
P 240-478-4788
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From: Lavon Kay Dean-Null <ldeannul@purdue.edu>
Sent: Monday, October 21, 2019 9:46 PM

To: Permissions <permissions@ascd.org>

Subject: Doctoral Candidate Request - Global Competency

Greetings,

My name is Lavon Dean-Null and | am a doctoral candidate at Purdue University as well as a middle school principal. | am
working on my dissertation proposal and am very interested in the work cited in the book Becoming a Globally Competent
Teacher. The goal of my study is to examine the relationship between teachers’ experiences as leaders on student study
abroad programs and how teachers view their growth as instructional leaders when preparing students to be globally
competent. Of course this book was a compelling resource for my research. | would like to utilize the figure included in the book
that displays globally competent teaching in my study. The figure is listed on page 9 and the details about the elements
included in the figure are on pages 8- 12. | will be using this in my dissertation and this will be shared both digitally and in print
with my committee. If you would grant me permission to include this figure and ideas included in the figure in my research, |
would be very grateful. | am eager to begin my research and am excited to find other ways to help teachers increase global
competency in our students.

If you have any questions or would like additional information, please feel free to contact me.
Thank you for your consideration.

Sincerely,

Lavon Dean-Null

Doctoral Candidate
Purdue University
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