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Author’s Note

The Longview Foundation, founded in 1966 by William L. Breese, is a small foundation headquartered in Falls Church, Virginia, dedicated to building a more peaceful and equitable world by increasing the global and intercultural competencies of young people. In pursuit of this goal, the foundation offers grants to support teacher preparation, state initiatives and innovative programs focused on internationalizing education in the United States.  To apply for a grant, applicants first complete an initial Eligibility Survey, which if positively accepted, is followed by the submission of a Letter of Intent (LOI).  If the LOI is of interest, the Longview Foundation may invite applicants to submit a full proposal.
The following grant proposal has been prepared by a doctoral student completing EDLE 880, International Education, under Dr. Beverly Shaklee, with the intent of submitting this proposal for approval and support from the College of Education and Human Development at George Mason University, specifically the Bachelor/Accelerated Master’s (BAM) program. Should that support be approved and faculty support secured, this proposal will then be submitted to the Longview Foundation for possible funding.  



“Awareness that one is a product of one’s own socialization is a pre-condition 
for understanding one’s reactions to otherness.” 

(Byram, 1997, p.66)

















Abstract


George Mason University is recognized nationally and internationally as a top research institution with a vibrant, diverse student body and extensive School of Education and Human Development, which trains hundreds of future teachers each year.  Recognizing the need to internationalize higher education institutions, the university houses the Global Education Office, which facilitates immersion programs for the student body, including education majors intending to teach.  However, the majority of students are not able to access study abroad programs, leaving a significant gap for students to gain intercultural and global competencies.  As we ask our current and future educators to promote global citizenship and teach intercultural and global competencies, it is imperative teachers themselves are interculturally and globally competent. The question is how to most efficiently and effectively build global competency and understanding among future teachers, particularly when most students are unable to access international immersion programs?  This paper proposes a response to this challenge: a one-year pilot course for students pursuing teaching licensure through the Bachelor’s/Accelerated Master’s program at George Mason. This course will incorporate peer-reviewed, evidence-based research in its design and implementation.  The goal is increasing intercultural and global knowledge, skills, and attitudes of future teachers so that they are equipped and confident to teach their future students how to positively and effectively navigate and engage with their communities and the global marketplace.
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Institutional Background

Codified as an independent university in 1972, George Mason University (“George Mason”) is the largest public research university in the Commonwealth of Virginia composed of 37,000 students coming from 130 countries. The university is committed to graduating engaged citizens and well-rounded scholars from 10 colleges and more than 140 undergraduate degrees and concentrations, who are well-prepared to take positive and productive action in the world.  The university is recognized as a top research institution and contains 38 doctoral programs.  Diversity rankings show George Mason as unusually balanced in terms of male/female ratio at 51%; and having excellent racial diversity, including 42.6% Caucasian students, 19.3% Asian students, 13.5% Hispanic students, and 10.8% African American students, collectively giving the university an “excellent diversity” rank of number 74 out of 2,475 assessed higher education institutions nationwide (College factual, n.d.).  The main campus is located in Fairfax, Virginia, a suburb of Washington, DC.  Two additional campus locations are located near the District of Columbia, and the university also has an international campus in Songdo, Korea (www.gmu.edu).
In the interest of internationalizing the curriculum and institution, the George Mason’s Global Education Office coordinates global learning experiences for undergraduate and graduate students and faculty at the university. These international learning opportunities may be led by faculty or organized by third party institutions, including higher education institutions elsewhere. As Altbach and Knight suggest in their analysis, administrators are motivated by various factors to internationalize their higher education institutions (2007); at George Mason, the motivation stems from the values propagated by the university: 

· Service
· We offer meaningful global experiences that serve the needs and interests of our diverse and growing student body. 
· Diversity and Cultural Awareness
· Through a wide range of study abroad programs, we encourage students to embrace cultural and ethnic differences, challenge norms, and develop skills that contribute to diverse and multi-cultural communities. 
· Innovation and Collaboration
· We develop intercultural competencies by offering curricula and study abroad programs that foster self-discovery, intellectual curiosity about the world, and unique learning environments. 
· Stewardship
· We strive to create responsible and affordable study abroad programming that is enriching and sustainable. 
· Integrity and Collaboration
· We collaborate and interact with faculty, staff, and educational partners through respectful, transparent, and honest approaches.					
https://www.gmu.edu/depts/cge/

The School of Education and Human Development at George Mason offers a robust program for teachers, policymakers, and administrators dedicated to education, including comprehensive programs to prepare future teachers to gain licensure from the Commonwealth of Virginia.  Currently the School of Education and Human Development does not require coursework in specifically intercultural and global competency for any of its preservice teacher programs.


Problem Statement/Needs Assessment

In 2008, the Longview Foundation gathered a group of scholars to discuss how to equip future teachers’ intercultural and global competencies.  The central question considered how to better prepare students to participate and effectively engage with an interconnected and globalized market as well as contribute to peaceful and productive relations across cultures (also see Stromquist, 2005).  One result from this gathering was the report, Teacher Preparation for the Global Age: The Imperative for Change, which called out:

“The critical role of teachers in internationalizing P-12 education has never been clearer, yet today’s educators rarely begin their careers with the deep knowledge and robust skills necessary to bring the world into their classrooms.”
								(Longview Foundation, 2008, p. 3)

If we want to maximize our ability to develop students as globally and interculturally competent global citizens able to peacefully address a wide assortment of challenges and effectively engage with other peoples and cultures, then we need to intentionally teach and equip our educators with skills, knowledge, and attitudes related to intercultural and global competencies (Bastos & Araujo e Sa, 2014; Cushner, 2009; Cushner, 2012; Deardorff, 2006; DeJaeghere & Cao, 2009; Mahon, 2007; Myers & Rivero, 2020; Shaklee & Baily, 2012; Valdivia & Montoto, 2017).   Teachers cannot teach what they don’t know (Sadruddin & Wahab, 2013; Santoro, 2014; Schneider, 2003). 

Definition of terms
Complicating the work in intercultural and global competency is lack of specificity in defining the terms (Deardorff, 2006).  Reimers (2009) defines global and intercultural competency as the obtainment of attitudinal and ethical dispositions, and the collection of knowledge and skills to help people integrate across disciplinary domains to understand global issues and how to address them.  Andreotti (2012) suggests the process of becoming a global citizen, which includes global and intercultural competency, is a transformative experience for those individuals needing international understanding, knowledge and cross-cultural skills.  
The definition proposed by the Organization for Economic Co-operation and Development (OECD) and the Center for Global Education at Asia Society (2018) describes global and intercultural competency as a capacity to review and understand intercultural issues, alternate worldviews, cross-cultural engagement with others, and acting for collective well-being. However, naming the process of becoming a global citizen as a transformation ignores those who already possess those skills due to their multicultural background, immigration status, “third culture kid” background, or other characteristic (Ramirez, 2013). A risk of generalizing what global competency development means must be included in broader definitions. 
For the purposes of this proposal, the definition of intercultural and global competency will lean on Deardorff’s definition, which she captures as “the ability to communicate effectively and appropriately in intercultural situations based on one’s intercultural knowledge, skills, and attitudes” (Deardorff, 2004, p. 194).  

Why focus on teachers?

Teachers convey more than a lesson plan. Their framing of questions, cultural assumptions, biases, approach to different genders, personal background, life experiences and a host of other factors form a lens, or framework, through which they teach. However, teachers generally are not aware of those frameworks (Gallavan, 2008; Gilliom, 1993). Further, teachers typically have minimum training in intercultural or global competencies, including the alternative frameworks held by their students, many of whom come from different countries, cultures, traditions and ways of knowing information (Cunningham, 2019; Gilliom, 1993; Schneider, 2003).  
As we ask our students to be globally competent citizens, we first must look to the teacher and assess his/her own global and intercultural competency (Braskamp, 2009; Davies & Pike, 2009; Schattle, 2009).  As Sutton (1998) notes in her historical overview of global education in the United States, the competencies and capacities of individual teachers will dictate how the classroom is internationalized and the strength of global citizenship taught in the classroom. Some researchers suggest schools and colleges of education are often the least internationalized divisions in U.S. post-secondary institutions (Schneider, 2003) and that consequently, the majority of teachers begin their careers with only superficial knowledge of the world. (Longview Foundation, 2008).

Limits of current tools toward building competency

An oft-cited vehicle to develop global and intercultural competencies is the use of international immersion programs, which can “fast track” the development of intercultural and global competencies if such a program is intentionally designed and implemented explicitly to meet that objective (Che, Spearman & Manizade, 2009; Cushner, 2012; DeJaeghere & Cao, 2009).  These types of programs, when executed well, move educators from just the doing or knowing something to a new way of being – a transformed ontology that facilitates the recognition and value of other epistemologies, and subsequently accepting, adapting, integrating knowledge, skills, and attitudes of intercultural and global competencies (Byram, 1997; Deardorff, 2006; Hammer, Bennett & Wiseman, 2003). 
However, international immersion programs are only accessed by a handful of students; Just under 350,000 American students participated in some type of study abroad program in 2018-2019, of which a mere 3.1% were students majoring in education, which is less than 11,000 future teachers (Open Doors, n.d).  Troubling, this percentage of education students heading overseas has been steadily falling since a high of 4.2% in 2010-2011 while students studying STEM (Science, Technology, Engineering and Math) and business have steadily risen, collectively making up almost half of all study abroad students in 2018-2019 (Open Doors, n.d.).  According to the National Center for Education Statistics, the number of public K-12 teachers in the United States was 3.5 million in 2018-2019 (NCES, n.d.), which means, if assumed an average of 3.5% of teachers participate in an international immersion program each year, and we consider the past decade of new teachers, about 3% of teachers have had some formal immersion experience overseas (Open Doors, n.d.).  These estimates are likely generous; Cushner reports an average of 1% of teacher education students participate in any type of study abroad program (2009). When combined with the data that 79% of teachers are currently white and 76% are female (NCES, n.d.), the data suggests the majority of public-school teachers in the United States have limited exposure and training in intercultural and global competencies – a conclusion supported by the Longview Foundation (2008).
Given international immersion programs are currently not accessed by the majority of education students, alternative paths to build intercultural and global competencies are necessary.  One approach underway is the Collaborative Online International Learning (COIL) developed by the SUNY Office of International Programs in 2004, which encourages and supports faculty to co-teach a unit within an existing course with an international institution, thereby increasing the internationalization of the curriculum and expanding networks for educators and students (SUNY, n.d.).  The COIL model has been adopted elsewhere through Innovative Instructional Technology Grants (please see http://www.crossculturetoolkit.org/), which was well received by the University of Washington, for example, among others (University of Washington, n.d.).  
Still another method was undertaken by Seeberg and Minick (2012), who conducted a study on how to integrate cross-cultural understanding into the curriculum of a teacher preparation program at a mid-western university.  The objective was to assess the effectiveness of gaining cross-cultural competency through the use of an experiential, global learning project that was integrated into the core curriculum on campus, i.e. without utilizing study abroad programs. In their study, Seeberg and Minick (2012) identified four standards representing cross-cultural competence, and then measured teachers’ responses against these standards after completing three unique, classroom-based experiential projects.  Each project involved direct interaction with students, administrators, community leaders, and teachers from Mexico and a Native American reservation through virtual platforms (such as Zoom), readings, class discussions, interviews with pre-prepared questions, and written reflections.  Seeburg and Minick (2012) used the Cross-Cultural Adaptability Inventory measure to assess student scores in building cross-cultural competence by modifying the curriculum.  
Results were mixed. Students in the study reported a surprisingly high level of flexibility and openness to other cultures, but low scores on levels of emotional resilience, perceptual acuity, and personal autonomy, which the researchers noted may be due to low levels of cross-cultural preparation (Seeberg & Minick, 2012).  Therefore, while the preservice teachers were theoretically open to other cultures, they lacked the foundational skills of intercultural and, by extension, global competencies (Reimers, 2009; Morais & Ogden, 2011), which could have better facilitated changes in behavior and attitudes (Seeberg & Minick, 2012). 

The difference in this proposal

While these efforts briefly described above can contribute to the internationalization of institutions, they lack two essential components: (1) no focus specifically on future teachers; and (2) not explicitly focused on building intercultural and global competencies.  Research has clearly demonstrated a need to intentionally train teachers in intercultural and global competencies and issues (Byram, 1997; Cushner, 2009; Cushner, 2012; Deardorff, 2006; Longview Foundation, 2008; Crawford, Higgins & Hilburn, 2020; Kerkhoff & Cloud, 2020; Shaklee & Baily, 2012; Valdivia & Montoto 2017) through a “lived” intercultural experience and intentional program to generate self-awareness and understanding of one’s own culture and those of others (Brendel, Aksit, Aksit & Schrufer, 2016; Cushner, 2009).  Teachers recognize the value of globally and interculturally competent teaching in order to effectively raise and teach these topics with their students (Castro, 2014; Kerkhoff & Cloud, 2020; Reimers, 2009), but lack training.  Further, in a recent study, preservice teachers rated themselves as having significantly low global competency (Crawford, et al., 2020).  Knowledge of global issues and interconnections, diversity of cultures, and intercultural communication are highly limited even among social studies teachers, who might be expected to have higher global competency than their colleagues teaching other subjects (Crawford, et al., 2020; Cushner, 2009).    
This proposal directly addresses these two factors by focusing on how to help preservice teachers build intercultural and global competencies, such as self-awareness, openness, empathy, humility, global knowledge, and communication skills.  The goal is to transform teachers into proactive and effective contributors to developing globally and interculturally competent students and citizens of our nation.  


Program Goals and Objectives (Outcomes)


The goal of this program is to increase intercultural and global competency among pre-service teachers so that they may be better equipped to teach these same competencies to diverse, inclusive classrooms and develop a more empathetic and curious global citizen student body.
To contribute to the achievement of this goal, the objective in this proposal is the successful development, design, and implementation of a three-credit, year-long, intentionally designed pilot course explicitly focused on building intercultural and global competency among students participating in one of George Mason’s preservice teaching tracks called the Bachelors/Accelerated Master’s program (GMU, n.d.).  The course will begin in the Fall semester and extend to the conclusion of the Spring semester, and will meet synchronously, biweekly. 
This course is specifically designed to address the “ability to communicate effectively and appropriately in intercultural situations,” which is based on one’s knowledge, skills, and attitudes of intercultural and global competency (Deardorff, 2006, p. 247), which are examined through four dimensions: awareness, reflection, communicative and intercultural action, and “learning by doing” (Bastos & Araujo e Sa, 2014).  The outcomes expected are:

· Increased intercultural competency (Cushner, 2006)
· Increased awareness of one’s own culture and how this perspective influences one’s interpretation and perception of others (Byram, 1997; Mahon, 2007)
· Increased knowledge of significant global issues, institutions, “national memories” of a culture/nation, and how they are interconnected (Myers & Rivero, 2020; Santoro, 2013; Valdivia & Montoto, 2017)
· Increased confidence to teach cultural content (McCloskey, 2012)
· Improved awareness and skill of intercultural communicative skills (McCloskey, 2012)
· Foster a lifelong learning of reflection and build autonomy in initiating an increase in knowledge, skills and attitudes (Brendel, Aksit, Aksit & Schrufer, 2016)
· Increased attitudes of empathy, openness, curiosity, and humility (Salmon, Gangotena & Melliou, 2018)

The achievement of these outcomes will contribute to the transformation of classrooms, schools, and districts as the next generation of educators teach their students the skills, knowledge, and attitudes that shape and define global and intercultural competencies.  The vision is a more peaceful world based on mutually respectful and compassionate relationships.


Methods/Implementation Plan

This proposal is a pilot program to be instituted in the College of Education and Human Development at George Mason University for students enrolled in the Bachelors/Accelerated Master’s program in preparation for teacher licensure.  The Bachelor’s/Accelerated Master’s (BAM) Program allows students to complete their undergraduate and Master of Education in five years with the goal of entering the K-12 teaching profession.  Current George Mason sophomores or juniors can apply to the program, which includes prospective teachers in early childhood education, elementary education, fine arts, foreign language and ESL/ESOL education, secondary education and special education.  Reflecting the general population of preservice teachers, the majority of students enrolled in BAM are white females who characterize themselves as middle class.  As George Mason is located in a relatively affluent suburb of Washington, DC, most students intern at schools reflective of this environment.  
This proposed program is a three-credit course taken over the course of one academic year (September through May) ideally in the student’s fourth or senior year.  The length of the course is critical; developing intercultural and global competencies is a process requiring time and the accumulation of experiences (Parkhouse, Tichnor-Wagner, Cain & Glazier, 2015).  Further, by distributing three-units across two semesters (i.e. 1.5 credits per semester), the burden of the course on the existing BAM curriculum is minimized. For the pilot year of this course, all BAM students will be invited to enroll in the course; the future objective is that all students in their fourth year of the BAM program will be required to take this course. An optional four-week immersion program at the conclusion of the program is available, but not included in the scope of this program proposal. 
Students will be placed in cohorts, which have been shown to increase connectivity and peer support; deepen learning, professional development, and collaboration; and add value and relevance to the material (Mukeredzi, 2014).  Students who successfully pass the course receive a Certificate of Completion in Intercultural Competency Foundations.
A critical challenge of a classroom-based course is to include as much direct engagement and experiential learning with people of other cultures as possible given that traditional coursework alone is not sufficient to achieve these outcomes (Cushner, 2009).  In response, and recognizing intercultural learning is a process as noted above and is inherently relational (Byram, 1997), this course is designed as an in-person, experiential course composed of seminars, reflection activities, simulations, exercises, films, storytelling, observations, and presentations.  Should circumstances require online learning, the course can be modified to shift from in-person learning to virtual learning, which has been shown to be an effective alternative (McCloskey, 2012).  The course will meet synchronously during 16 three-hour modules, which will meet biweekly each academic semester.  The material provided in each module will both reinforce and introduce new learnings with continual reflection embedded in the program to deepen understanding and integration of the material.  Staffing needs include one full-time instructor, supervisory support of the instructor, and one to two teaching assistants.
The development of each module is based on empirical, peer-reviewed research using a “personal to theory” approach (Cushner, 2009; Santoro, 2013), rather than moving from theoretical to personal (Kerkhoff & Cloud, 2020), beginning with the student’s own identity (Tatum, 2000).  Personalizing new concepts while awakening to new cultures and understanding increases accessibility, adaptation and integration of new concepts and practices (Bastos & Araujo e Sa, 2014; Castro, 2014; Hall, 1959; Parkhouse, et al, 2015). The approach starts with realizing and constructing the personal identity and connections; then association to another individual and next the larger community; then to abstracting concepts and lessons learned; next to theoretical concepts and research; then to deep reflection; and finally returning to the personal.  This cycle repeats itself throughout the course as new concepts are introduced and explored.   
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The types of questions observed in this image reflect not only the type and depth of inquiries posed at various stages of cultural understanding and integration, or that is, movement from the ethnocentric to ethnorelative (Hammer, Bennett & Wiseman, 2003), but also reveal the character development occurring through this cyclical process.  This primacy of character building as the purpose of education was also evident in non-traditional education systems; for the Native Americans, the character-building purpose of education was to learn “how to be a human being” (Reagan, 2017, p. 246); in many African traditions, education was to create a “good person” (Reagan, 2017, p. 66).  
Said another way, developing intercultural and global competency leans into the ontology of our humanness, that is, the nature of being human.  The ontology of intercultural competency is a relational endeavor (Byram, 1997) dependent on recognizing that the nature of the self is observed in relationship to others; the resulting epistemology is based, at least in part, on that relational dimension, which allows for context – that is, cultural differences – to inform the evolved epistemology.  By moving intentionally and with reflection through this circular process transitioning from personal to other to theory to deeper reflection, the questions asked at each interval push at transforming our ontology and epistemology – how we know what we know.  The goal in this proposed year long course is to nudge forward an epistemological transformation among preservice teachers as they integrate intercultural and global competency learning.
The course map will effectively transition from various topics as a variety of diverse pedagogies are employed.  The following topics and pedagogical elements of the course are as follows (not an exhaustive list):  
Topics

· Identity: Who are you?
· Culture: How do you know what you know?
· The “ism’s” – Racism, Sexism, Ageism
· Perceptions: Prejudice and Bias
· Intercultural Competency
· Intercultural Communication
· Multilateral and Bilateral Organizations: Roles, Responsibilities & Limits
· International Development and Diplomacy in Education
· Non-western Education Traditions
· Religion and Culture
· Colonial history and current influences


Pedagogical Elements of Modules:

Intentional Design

Essential to this course is intentionally designing the experiences, lessons, and learning explicitly on building intercultural and global competencies (Bastos & Araujo e Sa, 2014; Deardorff, 2006; Cushner, 2009; McCloskey, 2012; Polat & Barka, 2014; Santoro, 2013).  Learning the skills, knowledge, and attitudes of these competencies does not occur accidentally (Byram, 1997; Cushner, 2009; Cushner, 2012).  This course is designed for adult learners (i.e. post-secondary) who intend to enter the teaching profession.

Problem-Based Learning

Flipping the typical model of a teacher-centered pedagogy, the teaching method of Problem-Based Learning (PBL) is a student-centered pedagogy incorporating experiential learning and discovery into the process of building increased collaboration, communication, and knowledge.  The PBL process allows students to generate their own opinions without reliance of a textbook or pre-determined “Teacher-imparts-to-Student” construct (Castro, 2014).
(For more information, please see https://en.wikipedia.org/wiki/Problem-based_learning or watch: https://www.youtube.com/watch?v=cMtLXXf9Sko&t=77s or https://www.youtube.com/watch?v=bUCbCoDpwD0)


Partnership with International University Teaching Schools 

As future teachers, students in this course will participate in a combined project with preservice teachers at universities located in sub-Saharan Africa and South/Southeast Asia.  Such direct engagement with another culture provides a critical component in deepening intercultural and global competencies (Che, Spearman, & Manizade, 2009; Crawford, et al, 2020; Cushner, 2009).  As a cohort, students will be partnered with the international university’s students (an equal number from George Mason and the partner university) for three classes during the second half of the course (i.e. second semester).  The task for these students will be to design a teaching module on a particular topic that could be taught to a particular age of students (lower primary, upper primary, middle, or secondary school students) as decided by the group of students (a list of topical options will be provided).  Engagement with the partner university will be synchronous and asynchronous; students will use videos, on-line discussion boards, presentations, and synchronous conversations to accomplish their task.  
George Mason students will also have an optional immersion program at the end of the course to the partner university’s location to meet their student colleagues in-person and participate in a deeper immersion program, but this option (as noted above) is not included in the scope of this proposal.

Simulations

This proposed course will integrate simulations as a tool to help develop intercultural and global competency.  This tool avoids the traditional memorization of facts and instead facilitates increased global competency and the internationalization of education through highly experiential activities (Myers & Rivero, 2020).  In a recent study, Myers and Rivero (2020) demonstrated the power of simulations and role play among 24 social studies preservice teachers.  The study occurred during a 3-week unit, in-person unit during a methods design course.  The simulation, focused on Globalization and Nigerian oil, used concept maps and written reflections, which were analyzed for change in the amount and quality of information provided. The results showed a marked increase in understanding global issues, such as the role of domestic politics; a generated shared vocabulary; a more systemic understanding of power; and the interconnections between actions, policies, and economies. Module B below illustrates how a simulation may be used in the course.

Reflections

Embedded throughout the course is reflection, an essential component of learning (Crawford, et al., 2020; McCloskey, 2012). Students will be asked to write biweekly reflection journals that discuss their learning and observations as they proceed through the course.  Prompt questions based on the class content and homework will seek to push students deeper into their own thinking as they challenge their predispositions, previously learned experiences, perceptions and habits, and explore new ideas, realizations, and concepts.  Some reflections will include somatic work, such as two individuals walking together, in step, on a predetermined path, which has been shown to decrease interpersonal conflict and increase connection and collaboration (Webb, Rossignac-Milon, & Higgins, 2017).

Observations

Learning how to make thoughtful and intentional observations is a powerful tool to learn (Salmon, et al, 2017).  Students in this course will regularly be asked to engage in exercises to increase, expand and deepen their observation of themselves, others, their environment, cultures (norms, traditions, practices), and their reactions.  A sample of an observation activity is noted in Module A below.

Presentation

Crawford, et al. (2020), Brendel, et al (2016) and McCloskey (2012), among others, discuss the benefits of contact with non-native cultures; exposure to authentic cultural products; active reflection; and experiential and conceptual learning as key attributes to building intercultural competency.  To provide a tangible way to frame these elements, this course will integrate an online presentation assignment for students following the completion of their teaching design module (completed with an international partner university, as noted above). Students will be asked to present their design to the broader class using a variety of media and in collaboration with their international colleagues. Key to success of this process are: a highly competent instructor; explicit instructions on communication practices; and significant self-reflection.  An added benefit is that online technology also challenges teachers to be learners with their students (McCloskey, 2012).  

Films and Storytelling

Using documentary films as a source of learning, and immersive storytelling as a tool for integrating other’s experiences and ideas can build intercultural competency more effectively than traditional education tools are able to achieve (Crawford, et al, 2020).  One factor in this success is that films, literature, storytelling, and contemporary short stories can connect the role of emotion with the function of learning (Crawford, et al, 2020).  Cultures worldwide use storytelling as a teaching method; Native Americans and traditional African communities have used stories as a way to impart knowledge, teach survival and relationship lessons, and explain the values of the community throughout their historis (Reagan, 2017).  Stories are a personal and approachable way to understand, identify with, and remember lessons learned, and can lead to deepened curiosity, more intercultural engagement, and, ultimately, shifts in thinking and behavior.
The following videos and readings offer a few examples to illustrate the type of material integrated into the course: 
Sample videos

· Bias:  Watch:  https://www.youtube.com/watch?v=kKHSJHkPeLY
· Culture: Watch: https://www.youtube.com/watch?v=Ww_ml21L7Ns
· Epistemology/Ontology (iceberg analogy): https://www.youtube.com/watch?v=b83ZfBoQ_Kw
· The Danger of a Single Story:  https://www.youtube.com/watch?v=D9Ihs241zeg
· The Mask of Masculinity: https://www.youtube.com/watch?v=fmkFdAMFGXo

Sample Readings

· Peter Ellerton: How do you know that what you know is true? That’s epistemology. 
· Deborah Stone: Policy Paradox: The Art of Political Decision Making. 
· David Weinberger: Shift Happens. 
· bell hooks: Black Looks: Race and Representation
· Edward T. Hall: The Silent Language
· Beverly Daniel Tatum: The Complexity of Identity: “Who am I?”
· Nunana Nyomi: International education perpetuates structural racism and anti-racism is the solution

The following two modules each exemplify what might be contained in a three-hour class: 


Module A: What is your culture?

1. Activity: Think of one thing most people don’t know about you and write it on a piece of paper.  Fold the paper and place it in a basket. 
2. Brief discussion on “what is culture”
a. Byram (1997) notes that engagement with other cultures is a social endeavor.  All of us are social actors bringing forth and directly or indirectly teaching the other with our experiences, beliefs, meanings, behaviors, country of origin, and so forth. Cultures evolve; they are not static. 
3. Reflection: Write a personal description describing your own culture; what are your cultural influences?  Who are you in that culture? 
a. Share your description with another student. What stands out?  Does this feel comfortable talking about your culture?  Why or why not?
4. Iceberg Analogy: what don’t you see (values, beliefs, and so forth)
5. Activity: “Three times three” (adapted from Salmon, Gangotena & Melliou, 2018).  Objective: increase observation skills by recognizing that first perspectives only provide partial information – what do we see when we look again, and again? 
a. Each student chooses a 2 ft X 2 ft square to observe for three minutes (ideally outside).  The student then looks away and writes down everything remembered about what he or she saw in the square for three minutes.  This action is repeated two more times.  
b. Reflect with other students: What did you notice?  What did you discover?
6. Instructor draws a paper out of the basket one by one, asking the student who wrote the comment to identify themselves.
7. Watch: https://www.youtube.com/watch?v=Ww_ml21L7Ns
a. What resonates for you?  What doesn’t?  How does the speaker’s comments shift your own thoughts of your own culture? 

Homework
1. Repeat the observation activity in nature.  Write down what you see – at least 15 words.  Make sure to repeat the observation two more times and continue adding what you see.
2. Write a reflection on “American culture.” How would you describe the American culture?  Does your cultural description mirror your experience with the culture?  Why or why not?


Module B: Who are the global actors?
 
Cohorts will be formed of intentionally diverse students based on their demographic survey completed at the first class.  The cohorts will be told their groups are called Conversation Circles, which will serve as a vehicle for students to share and discuss issues, questions, and reflections throughout the duration of the course.  

1. Each Conversation Circle (CC) will sit in a circle.  As fast as possible, each person will take a turn naming something related to “global issues” for two minutes with the goal of going around the circle as many times as possible.  At the end of two minutes, the timer stops and each student, one by one, calls out an issue he or she remembers someone else saying.  What stood out in their memory?  A volunteer writes down the issues on a whiteboard or poster; each person must say something different than anyone else.  This list is open to all other CC’s to see.
2. Brief discussion: What is the United Nations?  What are the Sustainable Development Goals?  What are multilateral institutions, and how do they work?  What do we mean by bilateral relations?  Is colonialism still a “thing”?
3. Reflection: Consider the list of global issues posted from each CC, and choose a global issue of greatest interest.  Write a brief reflection: Why do you care about this?  How has it impacted you?  How might these multilateral or bilateral institutions have a role?  What can I do about this issue?  
a. The point of the stories is to connect the SDG -- some global topic -- with the student's individual experience.  
4. Watch: How does the UN work? https://www.youtube.com/watch?v=tlmYtJiUK00
a. What are some challenges and advantages of the UN?  With the UN Security Council?
5. Activity: Write down your issue on a post-it and wear the post-it on the front of your shirt. Find anyone else in the room who may have chosen the same topic, and form a group; if no one else chose the topic, you become a group of “1.”  In addition, each person draws a slip of paper out of a hat; on that paper is the name of a country; the student attaches that paper to the front of their shirt.  For the remainder of the activity, the student represents that country; the country may or may not affect the vigor to which the student argues for or against the global issue he or she has chosen. 
a. Each group should then prepare for a debate to occur with all other groups at an imagined United Nations General Assembly meeting; only a finite amount of money exists to support a limited number of global issues.  All students have 22 minutes to prepare for their debate; once the preparation period concludes, each group will sit together with a paper tent listing their issue.
b. Once the debate begins, each group has two minutes to explain their position.  At the end of all the group’s two-minute presentations, anyone can argue for or against funding their particular global issue (instructor serves as moderator).  Each person (not group) has 30 seconds to state their argument. This period will proceed for nine minutes.
c. At the end of nine minutes, a vote is called and each person (not group) casts a vote for their top three global issues to fund, which will be submitted to the United Nations Security Council.  
6. Reflection.  What happened?  What issues were voted positively and which were not?  What happened when a group only had one person – was that issue successful in earning votes?  How did your assigned country affect your opinion on the issue?  What changed?  What would you have done differently?
a. Application to the global stage: what happens when a single country advocates for an issue that is unpopular or not prioritized by others?  What issues seem to carry more weight?  How are alliances formed, what countries seem to have more influence, and how do smaller countries engage? 
7. Review: The world’s nations are closely interrelated through active and engaged multilateral organizations who might make decisions that affect all countries.

Homework: 

1. Reflect on this interrelationship between nation states and the local public school.  What would it be like to be a student whose family is from Pakistan?  Zimbabwe?  France? Brazil? China? 

Evaluation Plan

The degree to which this course meets its objectives will be assessed through quantitative and qualitative measures, including a demographic survey.  

Demographic Survey

All students will be asked to complete a demographic survey at the beginning of the course, including their age; sex; gender; race; gender; sexual orientation; marital status; intended grades to teach; teaching subject/focus; previous international travel experience (purpose and location); family income range; rural/suburban/urban hometown; religion; and other factors.

Quantitative Assessment

A quantitative assessment will utilize scores from the Hammer and Bennett Intercultural Development Index (IDI; Hammer, et al., 2003) based on the Developmental Model of Intercultural Sensitivity (DMIS; Bennett, 1993), the most widely and accepted scale to measure intercultural competency (Cushner, 2009; Deardorff, 2006).  The IDI offers a valid testing tool to assess growth along a linear scale from ethnocentric (denial to defense to minimization) to an ethnorelative scale (acceptance to adaptation to integration) (Hammer, 2011).  
In addition, students will take the Global Citizenship Scale (GCS) at the beginning and again at the conclusion of the course. The GCS is a survey of 56 questions developed and introduced by researchers in 2011 to provide a conceptual framework for assessing outcomes international immersion experiences for undergraduate students (Morais & Ogden, 2011). The Global Citizenship Scale (GCS) is a three-dimensional scale that includes social responsibility, global competence, and global civic engagement that provides a measurement of global citizenship (Morais and Ogden, 2011). While this proposed course is not an immersion experience, it is an experientially-based course involving direct engagement with other cultures and students from international preservice university programs.  The GCS offers an indicator of growth in specifically global competency as a complement to the IDI.

Qualitative Assessment

The qualitative analysis will include the following assessments:

· Formative and Summative evaluations through a prepared questionnaire sent via email to all students that includes both Likert scale responses as well as open-ended questions
· Self and group evaluations of presentations and the Problem-Based Learning process
· Biweekly reflections
· Personal Narratives prepared at the beginning and conclusion of the course
· Analysis of films and stories
· Participation in engagement with classmates and international partner school
· Interview questions prepared and subsequent report


Content Survey
At the conclusion of the course, participants will complete a Content Survey (CS) about the program design and elements contained in the course.  The objective of the CS is to provide information if certain components of the course had more influence on building intercultural and global competency than other components.   The CS will be developed as the course is further designed and developed. 

Future Funding/Sustainability

George Mason University’s School of Education and Human Development will be a partner with the Longview Foundation in the production of this course.  George Mason will provide overhead costs as well as staff time and salaries in support of the implementation of this course.  The Longview Foundation is asked to partner with George Mason to provide funding support to design and develop the course for implementation.  
Once the course has been designed (with support from the Longview Foundation) and implemented (with support from George Mason), the goal is to learn from the initial pilot and then offer the course again in the following academic year.  George Mason will assume financial responsibility for the implementation of this second course.  
Should the subsequent year’s course be successful, the author’s goal is to institute this course across all preservice teaching programs at George Mason, and eventually adapt and scale the course to other preservice programs at other American universities.  In particular, the author will seek to secure support from Howard University, a historically black university in Washington, DC, and explore how to integrate students from George Mason and Howard University into combined cohorts.  This type of model – diverse and local university partnerships – can be replicated in other cities and regions in the United States.
Further, as relationships are formed with key universities in sub-Saharan Africa and South/Southeast Asia, this course can stimulate increased engagement among students; immersion opportunities; and faculty collaboration.

Budget

The following budget outlines the request to the Longview Foundation for support:
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Budget Request

Estimate: 100 Student Participants

Topic Estimated Cost
Marketing and Promotion: S 1,500.00
Intercultural Development Index: Assessment (per student) fee ($11) | S 1,100.00
Administrator Training S 2,000.00
Course Development, Production, and Materials S 10,000.00
Conference Presentation of the course S 1,500.00
George Mason overhead S 1,610.00

Total

S 17,710.00
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