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1

INTRODUCTION

A map says to you, “Read me carefully, follow me closely, doubt me not.” It says, “‘I am the earth 
in the palm of your hand. Without me, you are alone and lost.’” (Markham, 1942, p. 245 )

There’s no map for you to follow and take your journey. You are Lewis and 
Clark. You are the mapmaker. (Soo, in Paulson, 2017, para. 11)

Conduct a Google image search for the term global learning and what 
do you think you’ll fi nd? You guessed it: world maps. Chances are, if 
your institution has a global learning program, the image of a map 

of the world is used to market it. Even the cover of this book features maps. 
A map seems to be a logical symbol for global learning; its meaning and rel-
evance appear self-evident. Maps help people learn about the world. They 
enable us to position ourselves on the planet, reveal the existence of other 
environments, and help us travel from one location to another. Maps organ-
ize how we see relationships among different peoples and locales. World maps 
situate identity, suggest objectivity, and depict local details while simultane-
ously suggesting a broad view (Edsall, 2007). On the face of things, maps 
symbolize what global learning should be all about: discovering more about 
the world’s peoples and places.

But is a world map really a good symbol of global learning? People use 
symbols as a shorthand to convey meaning, often selecting concrete objects to 
represent an abstract concept or phenomenon. The choice of an appropriate 
symbol assumes a clear understanding of the concept and the symbol. In this 
case, a common, easily recognizable object—a map—is frequently used to 
signify the meaning of global learning, a concept that’s diffi cult to visualize 
and ill-defi ned in the literature. Colleges and universities use the term global 
learning to refer to all kinds of educational activities, from curriculum inter-
nationalization, study abroad, and area studies programs to foreign language 
courses, international collaboration online, and culturally diverse cocurric-
ular programming. Given the broad range of meanings assigned to global 
learning, we think it is fair game to ask, What exactly is global learning, and 
are maps fi tting symbols of its nature and signifi cance?

Before we offer a defi nition of global learning, let’s take a moment to 
explore the characteristics of maps. As representations of the world, all 
maps are symbols (Edsall, 2007). No map can portray everything there is 

Landorf.indb   1Landorf.indb   1 21-08-2018   19:55:2121-08-2018   19:55:21

Sample Chapter www.Styluspub.com



2  INTRODUCTION

to know about the world, so each can offer viewers only selected informa-
tion (National Geographic Society, n.d.). The mapmaker determines what 
information to share based on the purpose for creating the map, and design 
choices are infl uenced by standards in the fi eld and the mapmaker’s own 
artistic style. Because maps are two dimensional and the Earth is a three-
dimensional sphere, mapmakers also need a means of projection, a method 
by which they can translate points on a curved plane onto a fl at surface. 
Projections offset the correct appearance of selected data about the world 
with the distortion of other information considered less important to the 
mapmaker’s objectives.

All maps must sacrifi ce accuracy for the sake of usability. For example, 
the classic Mercator projection (Figure I.1) was created to enable sailors to 
navigate the world in seafaring vessels. To accurately display the distance 
between locations, the map widens land masses and oceans as they approach 
the Earth’s poles. As a result, the sizes of land masses are distorted: Countries 
like Russia and Canada are outsized, whereas the entire continent of Africa 
appears smaller than Greenland even though it’s actually 14 times larger 
(Thompson, 2017). The Gall-Peters projection (Figure I.2) was created to 
correct Mercator’s errors. This projection distorts the land masses’ shapes but 
accurately portrays their size relative to one another. Boston Public Schools 
recently adopted the Gall-Peters projection for all secondary school classroom 
maps as part of a three-year plan to “decolonize the curriculum” (Walters, 
2017, para. 13). Hayden Frederick-Clarke, director of cultural profi ciency 
for Boston Public Schools, explained the reason for the change:

Eighty-six percent of our students are students of color. Maps that they are 
presented with generally classify the places that they’re from as small and 
insignifi cant. It only seems right that we would present them with an accu-
rate view of themselves. (Shaffer, 2017, para. 9) 

All maps mislead viewers somehow. No two-dimensional projection can 
accurately display all the properties of our three-dimensional planet. Because 
there’s no limit to the number of projections that can be created, there’s also 
no limit to the ways maps can mislead. This characteristic of maps—their 
inherent distortion of our worldview—seems inconsistent with the concept 
of global learning, calling into question their symbolic validity.

What about globes, though? A globe is a kind of map frequently used 
to symbolize global learning. At our institution, Florida International 
University (FIU), a stylized globe is central to the logo for our university-
wide initiative, titled Global Learning for Global Citizenship. Spherical 
globes overcome the distortion problem associated with two-dimensional 
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INTRODUCTION  3

Figure I.2. Gall-Peters projection.

Figure I.1. Mercator projection.
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4  INTRODUCTION

maps. Globes spin on an axis, just the way the Earth does, so they portray a 
world that can be viewed from multiple points of view. Three-dimensional 
globes provide exact representations of Earth’s land masses, but like two-
dimensional maps, they’re limited in their capacity to display all there is 
to know about the world. There simply isn’t enough room to show every 
city, town, and neighborhood or every road, river, and mountain. Globes 
and two-dimensional maps are also snapshots in time; they can’t depict how 
human and geological dynamics infl uence political borders and physical 
topography (National Research Council, 2010). Furthermore, as symbols, 
globes are steeped in a long, complicated history. In Ancient Rome, a celes-
tial globe, which depicts the sky’s constellations, was associated with Caesar’s 
claim to divinity. Medieval Christian leaders used a terrestrial globe to sig-
nify their divinely inspired imperial command over the Earth. Globes often 
adorn private homes and public libraries as symbols of scholarship, but in 
Baroque-era vanitas artworks they were used to indicate the worthless pursuit 
of worldly goods and enjoyment (Mokre, 2000).

On December 7, 1972, globes acquired a new layer of meaning with the 
arrival of the fi rst full-view photo of the planet, the Blue Marble image, cap-
tured by the Apollo 17 crew as their spaceship left Earth’s orbit for the moon. 
Cosgrove (2001) observed that prior to this image, globes were associated 
with geometry, shape, and volume; they were “graphic rather than experien-
tial or textual” representations of the planet (p. 8). The photographic image 
of the whole Earth evoked an emotional, metaphorical response. It stressed 
“the globe’s organic unity and matters of life, dwelling, and rootedness” 
(pp. 262–263). Divinity, power, vanity, erudition, geometry, unity: To what 
extent do some or all of these elements comport with how we wish to portray 
the meaning of global learning?

The truth is, we do think maps and globes represent our defi nition of 
global learning, but only under particular circumstances. Let us explain by 
showing rather than just telling you what we mean.

Take a moment to look at the cover of this book. Notice that maps aren’t 
used as an embellishment or decorative element; they’re the subject of a dis-
cussion involving a group of FIU undergraduates. The students are partici-
pating in a global learning strategy developed by one of our colleagues, Linda 
Bliss, a retired instructor of qualitative research in FIU’s School of Education 
and Human Development. Bliss prompts participants to compare and con-
trast diverse maps of the world, interpret the information the maps present, 
and interrogate their symbolic meaning. Bliss begins by asking students to 
simply observe the maps she’s placed around the room. Some maps were 
gathered during Bliss’s travels; others were given to her by friends and for-
mer students. The maps were created for different purposes and use different 
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INTRODUCTION  5

projection systems. One places North America at the center, whereas others 
focus on different continents, and the United States appears at the periphery. 
There are physical maps, political maps, maps that use different color and 
symbol schemes, and maps written in different languages. Bliss asks students 
to circulate around the room and decipher what they see. She doesn’t lecture 
about the maps or their design, but she answers basic questions about how or 
where they were acquired. For those unfamiliar with projection systems, she 
provides a brief explanation, if asked. When students are given ample time 
to discuss their interpretations, they develop a high level of curiosity. What 
accounts for the diverse ways our common planet is portrayed? At the height 
of interest, Bliss poses a critical question: What are the implications of differ-
ent portrayals of maps for different people around the world? In the ensuing 
conversation, global learning begins.

Students quickly grasp that there is more to a map than meets the 
eye, and there is more to the world than any single map can help us see. 
Being used to visualizing the world in terms of the Mercator projection, 
students are shocked to discover that they’ve been operating under some 
signifi cant misconceptions concerning Earth’s geography. They often ask 
why the Northern Hemisphere is usually presented at the top of maps and 
the Southern Hemisphere at the bottom; does this create an unconscious 
perception that the north is better? A study by Meier, Moller, Chen, and 
Riemer-Peltz (2011) suggests that it does. Students question the existential 
implications of Mercator’s perspective; residents of countries and continents 
placed at the center are conferred higher levels of power and infl uence, and 
those shown at the periphery vie for attention and resources. Some students 
notice their hometown or city does not appear on any of the maps, causing 
them to ponder whether they exist in the eyes of the rest of the world. This 
prompts them to inquire about people who don’t have access to any maps or 
who are only exposed to one kind of map. How can people develop a sense 
of identity or seek equitable treatment if they don’t understand their relation-
ship to others or are presented with a distorted view of themselves? These 
questions cause students to see maps less as objective depictions and more as 
artifacts showing different mapmakers’ perspectives on what’s important to 
know about the world and how best to communicate that information. This 
explains why there is such a wide variety of maps. Students induce that there’s 
no limit to the ways our Earth can be portrayed; there are as many projec-
tions and perspectives as there are mapmakers.

Together students slowly realize that the process of developing a more 
authentic, nuanced understanding of the world is a complex problem that 
needs to be solved. It’s a problem that cannot be solved by one person or per-
spective alone. Because there are so many ways to interpret and portray our 
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6  INTRODUCTION

world, people need to exchange as many maps as possible to piece together 
an accurate, holistic conception of reality. This process of knowledge and 
perspective exchange involves a negotiation of differences and commonalities 
in meaning-making, not a simple transfer of facts from one mind to another. 
This is what global learning is all about—experiencing how complex prob-
lems transcend many kinds of borders of difference. Regardless of geographic 
location, citizenship, race, religion, gender, sexuality, socio economic status, 
or any other factor, everyone who wants to understand and address a complex 
problem must fi nd a way to counterbalance his or her own limited, distorted 
knowledge and perspective, one’s internal map of the world, with those of 
others. This process involves adapting one’s worldview and generating new 
knowledge based on interconnections among diverse perspectives. “Maps 
are representations and no representation is identical to reality,” Bliss said. 
“New maps can give us a different sense of ourselves in the world” (Tejedor, 
2017, para. 8). Bliss’s maps strategy usually ends with students reaching the 
following conclusion: Global learning involves a process of collectively ana-
lyzing information from diverse sources and perspectives and synthesizing 
that information into more comprehensive understandings, evaluations, and 
solutions.

In this sense, we think maps are terrifi c symbols of global learning 
because global learning, as we defi ne it, is the process of diverse people collab-
oratively analyzing and addressing complex problems that transcend borders. 
Global learning strategies enable groups to determine relationships among 
diverse perspectives on problems and to develop more equitable, sustain-
able solutions for the world’s interconnected human and natural communi-
ties. Whether the problem involves a group of students trying to develop a 
holistic worldview by viewing diverse maps or pertains to addressing a local 
public health crisis, the challenge of international refugee resettlement, or the 
effects of sea level rise, the way toward valid, equitable, sustainable solutions 
involves the process of global learning. No individual student or educator 
can accomplish global learning alone. To effectively decipher the complex 
problems facing our interconnected local and global communities, global 
learning must marshal the collective knowledge, perspectives, and experi-
ences of as many as possible. We need all these stakeholders’ individual maps 
to create new knowledge—new maps—that will lead toward new solutions. 
The opening epigraphs from Beryl Markham and Phillipa Soo are meant to 
illustrate this point. Global learning is a process that brings together indi-
vidual maps to help piece together an understanding of a complex problem, 
but when it comes to charting a course toward a solution, there is no map 
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INTRODUCTION  7

that can help us fi nd the way. This is when we ourselves must become map-
makers. The process of global learning involves map reading and mapmaking 
alike.

We feel a strong sense of urgency to make the process of global learning 
part of every student’s higher education. Global learning enables students to 
understand and make connections between local and global concerns and 
analyze pressing issues from multiple perspectives. It involves collaborative 
efforts to grapple with real-world problems infl uencing local and global 
communities.

Whether you believe that the purposes of higher education encom-
pass career development, knowledge creation, personal fulfi llment, or civic 
responsibility, global learning is essential. This book presents a model for 
enabling global learning for all. It addresses our research-based defi nition of 
global learning, which serves as the foundation for organizational change and 
curricular and cocurricular transformation. Susan Albertine, senior scholar 
in the Offi ce of Integrative Liberal Learning and the Global Commons 
at the Association of American Colleges & Universities (AAC&U), has 
tied the need for a defi nition of global learning to the pressing need to 
solve today’s complex local and global problems. In her opening address 
to the 2014 AAC&U Global Learning in College Conference, Albertine 
(2014) entreated attendees to employ global learning to help students start 
to address challenges while they are still in college and not wait until after 
they graduate:

We have raised the theme of global learning and devoted resources to this 
series of conferences not because we think we know so well what global 
learning in college means. We genuinely don’t. . . . We are here out of com-
passion and heartfelt tough-minded concern because there is urgency, a 
critical need to understand what global learning is, what our global moment 
and condition mean, and what to do as educators with that knowledge for 
our students—right now, and into the future. (p. 1)

We share Albertine’s compassion and heartfelt, tough-minded concern 
for global learning. If you’re reading this book, you probably share these 
feelings too.

Purpose and Audience

This book’s premise is that global learning should be central to all students’ 
higher education. We refer to the provision of global learning for all students 
as universal global learning. We believe that universal global learning should 
involve the curriculum and cocurriculum, and it should be integrative; that 

Landorf.indb   7Landorf.indb   7 21-08-2018   19:55:2521-08-2018   19:55:25

Sample Chapter www.Styluspub.com



8  INTRODUCTION

is, it should enable students to make connections among ideas, issues, and 
experiences and synthesize and transfer their learning to new and increas-
ingly complex situations (AAC&U, 2017a). We further assert that universal 
global learning is integral to inclusive excellence, achieved when institutions 
“integrate diversity, equity, and educational quality efforts into their missions 
and institutional operations” (AAC&U, 2017b, para. 1).

Our purpose is to present you with a replicable model for achieving 
universal global learning. Just as our defi nition of global learning demands 
the involvement of diverse people’s knowledge, experiences, and perspec-
tives, our model involves virtually all institutional stakeholders. From senior 
leaders and midlevel administrators to faculty, staff, alumni, and community 
members, anyone interested in the conduct and outcomes of higher educa-
tion will fi nd something in this book that will help them contribute to all 
students’ global learning.

The model emerges from our research and expertise in the fi elds of 
global education, curriculum reform, and organizational leadership; our 
experience developing, designing, and implementing a universal global 
learning initiative in one of the nation’s largest and most diverse urban, 
public research universities; and our knowledge of challenges faced by 
those leading global learning initiatives in other colleges and universities in 
varying institutional contexts. The model consists of seven interconnected 
components:

1. A theory of organizational change that engages a broad spectrum of 
stakeholders

2. Global learning student learning outcomes (SLOs) that apply to all stu-
dents and program goals that facilitate all students’ achievement of those 
SLOs

3. A varied menu of professional development opportunities that enable 
faculty and staff to design and facilitate global learning experiences in the 
curriculum and cocurriculum

4. Human, physical, fi nancial, and technological resources needed to sup-
port the common agenda

5. Strategies for promoting integrative global learning
6. Methods for assessing the extent to which all students are achieving 

global learning SLOs and evaluating the extent to which the institution 
is achieving its program goals

7. Processes for enabling continuous communication of assessment and 
evaluation data and facilitating continuous improvement of the initia-
tive’s activities, goals, and SLOs
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INTRODUCTION  9

Through the presentation of specifi c strategies and examples, we hope to 
transform how you think about global learning and its facilitation through-
out the institution and the student learning experience. You may already be 
struck, however, by the fact that this far into the introduction you’ve yet to 
read the the word internationalization, a term frequently used interchange-
ably with global learning. We think these concepts are related but distinct. 
Here we quickly clarify the relationship among global learning, internation-
alization, and two other frequently interchanged terms, curriculum interna-
tionalization, also known as internationalization of the curriculum (IoC), 
and globalization. If you use these terms to describe your work, there’s some-
thing in this book for you too.

Internationalization is the process of infusing “international and com-
parative perspectives throughout the teaching, research, and service missions 
of higher education” (Hudzik, 2011, p. 6). We agree with Hawawini (2011) 
that internationalization may be inwardly focused, outwardly focused, or 
both. Inwardly focused internationalization integrates “an international 
dimension into the existing institutional setting” (p. 5), whereas an outward 
focus aims to integrate “the institution into the emerging global knowl-
edge and learning network” (p. 5). The Center for Internationalization and 
Global Engagement, a program of the American Council on Education 
(2012), identifi ed six interconnected aspects of an institution that can be 
internationalized:

1. Articulated institutional commitment
2. Administrative leadership, structure, and staffi ng
3. Curriculum, cocurriculum, and learning outcomes
4. Faculty policies and practices
5. Student mobility
6. Collaboration and partnerships

Internationalization is primarily concerned with inputs and outputs 
such as increasing international student recruitment or funding for inter-
national research. Colleges and universities can internationalize to support 
students’ global learning, but global learning doesn’t necessarily result from 
internationalization. Global learning describes a specifi c kind of educational 
process in which students engage with diverse others, and this can happen 
at home, abroad, in person, or online. Olsen, Green, and Hill (2006) have 
said that internationalization refers to what institutions do, whereas global 
learning refers to how students learn.

Knight (1994) argued that the curriculum is “the backbone of the inter-
nationalization process” (p. 6). Leask (2015) defi nes IoC as “the process of 
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10  INTRODUCTION

incorporating international, intercultural and global dimensions into the 
content of the curriculum as well as the learning outcomes, assessment 
tasks, teaching methods and support services of a program of study” (p. 69). 
Institutions can engage in IoC through multiple approaches such as study 
abroad programs, foreign language courses, interdisciplinary or area stud-
ies programs, or courses with an international, intercultural, or comparative 
focus. But global learning as we defi ne it and curriculum internationalization 
are not the same thing. Institutional stakeholders can choose to internation-
alize curricula by supporting students’ global learning, or they may choose to 
support other approaches. Just because an institution’s stakeholders want to 
internationalize curricula, it doesn’t mean they are interested in facilitating 
global learning. In recent years, however, we’ve noticed a considerable uptick 
in interest in internationalizing curricula and cocurricula through global 
learning, which was a major impetus for this book.

Finally, we often hear people use globalization to describe their IoC 
efforts, for example, “I’m globalizing my course.” We understand that these 
faculty want to communicate that they’re infusing global issues and themes 
into their courses, but globalization is misapplied if it’s used in reference to 
curriculum reform. According to the Levin Institute (2016),

Globalization is a process of interaction and integration among the people, 
companies, and governments of different nations, a process driven by inter-
national trade and investment and aided by information technology. 
This process has effects on the environment, on culture, on political 
systems, on economic development and prosperity, and on human physical 
well-being in societies around the world. (para. 1)

All educational institutions across the world operate in the context of 
globalization, infl uencing what and how faculty teach and students learn. 
The process of global learning is not globalization. Globalization presents 
people and the planet with diverse challenges and opportunities to secure 
well-being; global learning assembles diverse perspectives to understand and 
address these challenges and opportunities. If globalization infl uences your 
life, your fi eld of study, or the content of your course or student engagement 
activities, then this book will help you respond through the process of global 
learning.

When it comes right down to it, the creation of our own institution 
was a response to globalization. FIU was founded to address the issues faced 
by a rapidly growing and globalizing Miami in the mid-to-late 1960s and 
early 1970s. Having introduced you to our unique defi nition of global learn-
ing, we now switch gears and introduce you to the unique story of FIU to 
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INTRODUCTION  11

acquaint you with the context that gave rise to our commitment to uni-
versal global learning. We follow up with a broad outline of FIU’s Global 
Learning for Global Citizenship initiative and conclude with a summary of 
the chapters.

About FIU

FIU opened its doors on September 19, 1972, to 5,667 upper-division jun-
iors or seniors and graduate students, the largest opening enrollment in U.S. 
collegiate history. Charles Perry, at only 32, was the youngest university pres-
ident ever selected in Florida and the youngest public university president in 
the United States. Only three years earlier, Perry gazed at what was then a sea 
of grass and envisioned a new kind of university emerging for new Americans 
living and working in an emergent global city. Although lacking old tradi-
tions, FIU was also be unshackled by them. “At FIU, we intend to make the 
most of newness by seeking out new ways to serve the community, the state, 
the nation, and yes, even the world” (Perry, 1973, pp. 9–10). Perry’s vision 
was for a nontraditional institution that would take bold, experimental steps 
to achieve three founding goals:

1. Education of students—To provide a university education for qualifi ed 
students that (a) prepares them for useful careers in education, social ser-
vice, business, industry, and the professions; (b) furnishes them with the 
opportunity to become effective members of the society; and (c) offers 
them an appreciation of their relation to their cultural, aesthetic, and 
technological environments.

2. Service to the community—To serve the greater community, with a pri-
mary emphasis on serving the Greater Miami and South Florida area, in 
a manner which enhances the metropolitan area’s capability to meet the 
ecological, cultural, social, and urban challenges which it faces.

3. Greater international understanding—To become a major inter national 
education center with a primary emphasis on creating greater mutual 
understanding among the Americas and throughout the world.

Perry insisted that FIU adapt its organizational structures to meet the 
needs of its students who were then, as now, highly diverse and historically 
underserved. He commissioned a sculpture, The Four Races, for the entrance 
of Primera Casa, FIU’s fi rst building, to serve as “a constant—and  dramatic—
reminder that Florida International serves all people—rich or poor, male or 
female, young or old—of all races” (Perry, 1972, p. 2). Perry also recruited 
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12  INTRODUCTION

and hired demographically diverse faculty members who possessed an inter-
disciplinary, student-focused outlook:

Faculty members at Florida International must be willing to and, hopefully, 
have demonstrated their abilities to work across disciplinary boundaries in 
dealing with issues central to the environmental, urban, and international 
missions of the University. Faculty members should also have a strong stu-
dent orientation and an accompanying desire to enter into a composite 
learning-teaching-research experience. In short, the faculty will be chal-
lenged to be experimental, and to respond to the structure and mission of 
the University with an openness and awareness of its innovative nature. 
(FIU, 1970, pp. 47–48)

The term global was not fashionable during the late 1960s and early 
1970s, but Perry’s leadership perspective was distinctly so. He sought fac-
ulty who demonstrated “an attitude, a tone, a feeling, an understanding 
and a willingness to look at education beyond the traditional borders of 
the United States or Western Europe” and a personal “desire to be truly 
concerned about the problems of the world—not just the problems of this 
region, of this State, of this nation” (Perry, 1972, p. 7). Perry wanted to 
imbue the same perspective in students without making them leave home to 
acquire it. Prior to FIU’s opening, Dade County high school graduates had 
to either leave South Florida or pay private school tuition at the University 
of Miami to receive a bachelor’s degree. This challenge was overcome the 
day FIU opened its doors. As an urban public institution, FIU was charged 
with preparing students for life and work in the local community, so the 
university’s master plan stipulated that every undergraduate must have work 
experience as part of his or her major program of study. Because interna-
tional was FIU’s middle name, the plan also called for every student “to have 
a formal international educational experience during [his or her] university 
career, if not by study involvement in another country, then in curriculum 
offerings, courses, or seminars on international affairs and understanding” 
(FIU, 1970, p. 51).

Although the work experience requirement was later dropped, FIU 
remained committed to preparing students for their personal and profes-
sional lives beyond graduation through student internships. The insti-
tution also maintained its commitment to provide internationalized 
learning experiences to all students, but there were roadblocks to fulfi ll-
ing this pledge from the very start. The biggest problem concerned feasi-
bility; internationalized learning wasn’t built into programs of study, and 
students were simply encouraged to fi nd and pursue opportunities that 
appealed to them. Also, faculty were not required to infuse international, 
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intercultural, or global perspectives into their courses. FIU’s early oppor-
tunistic approach to internationalize learning for all resulted in participa-
tion of the very few. According to Thomas Breslin (1984), former associate 
dean of FIU’s International Affairs Center (IAC), “An initial survey in fall 
1977 showed that only thirteen of the university’s 120 degree programs had 
an international or comparative requirement” (p. 145). The fact that the 
university’s main sources of students, Miami-Dade Community College 
and Dade County Public Schools, had few if any programs with an inter-
national component was also a problem for FIU. Breslin bemoaned that 
international offerings were frequently canceled due to lack of interest. He 
also attributed anemic enrollment to FIU’s demographic profi le: The aver-
age student at the time was 28 and female and found it hard to travel or 
take courses that didn’t lead directly to a degree or certifi cate. By the early 
1980s the IAC stopped addressing curricula and focused on other interna-
tionalization efforts, such as supporting faculty research and instruction 
abroad.

The IAC continued to encourage degree programs that offered inter-
nationalized learning opportunities, but these withered on the vine because 
“a clientele had to be developed” (Breslin, 1984, p. 145). To address the 
problem, the IAC began a long-term collaboration in 1979 with the late Jan 
Tucker in the School of Education to support global education in the K–12 
pipeline through the Global Awareness Program (GAP). The hope was that 
the GAP would encourage future FIU students to pursue international learn-
ing when they matriculated. In a remark foreshadowing the development 
of universal global learning at FIU, Breslin (1984) refl ected that if the uni-
versity could fi nd a way to permeate the curriculum with internationalized 
learning experiences at home, it would “indeed have become Florida’s center 
for international education” (p. 146).

Fast Forward: Global Learning for Global Citizenship

Global learning and global citizenship are in FIU’s DNA. Our stakehold-
ers have always been acutely aware of the connection between the local and 
the global and our institution’s responsibility to bridge that connection. 
Administrators, faculty, staff, students, alumni, and community members 
alike agree that for students and citizens to understand and address local 
issues, they must grasp that our locality is part of the wider world and that 
our community is infl uenced by international, intercultural, and global 
dynamics. Likewise, students and citizens become curious about the rest of 
the world when they recognize that events elsewhere affect their local qual-
ity of life. It’s part of our job as researchers and educators to help others 
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14  INTRODUCTION

understand that their work and well-being are positioned at the intersection 
of the local and global; global learning is the process that enables this realiza-
tion and prepares students to fulfi ll their roles and responsibilities as local 
and global citizens.

Because FIU is situated in South Florida, a global crossroads, we’re par-
ticularly sensitive to our responsibility to facilitate global learning. The evi-
dence of our local–global interconnectedness surrounds us daily. It’s evident 
in our accents, architecture, and art, as well as our news, social networks, 
and neighborhoods. But neither our name nor our geography nor our demo-
graphics make us special in terms of our responsibility to provide universal 
global learning. All institutions of higher education in all communities oper-
ate at the intersection of local and global; although those in other types of 
institutions in other localities may fi nd it more challenging to detect and 
analyze relationships with far-fl ung communities, these relationships exist 
nonetheless, and we bear a collective responsibility to understand them and 
to share this understanding with others. This is why we advocate for univer-
sal global learning and why we’ve worked to develop a replicable model for 
making this vision a reality.

Today FIU is still Miami’s fi rst and only public research university. Our 
colleges and schools offer nearly 200 bachelor’s, master’s, and doctoral pro-
grams in fi elds ranging from anthropology and accounting to hospitality, 
landscape architecture, law, medicine, social work, and theater. We currently 
serve more than 41,000 undergraduate; 8,700 graduate; and 6,000 non-
degree-seeking students, making us one of the 10 largest higher education 
institutions in the country. As of fall 2017, our undergraduate demographics 
mirror those of our locality: About 64% of students are Hispanic, 13% Black 
or African American, 10% White, non-Hispanic, 7% international, 3% 
Asian, and 3% two or more races. The typical FIU undergraduate is a fi rst- 
or second-generation American citizen and a fi rst-generation college student 
living at home and juggling a full course load and a full-time job. About 
58% of undergraduates fund their education through Pell Grants. Regardless 
of race, ethnicity, or socioeconomic status, every one of our undergradu-
ates participates in multiple global learning experiences throughout his or 
her educational career through our Global Learning for Global Citizenship 
intiative.

From the student’s point of view, the heart of Global Learning for Global 
Citizenship is a requirement to take at least two global learning courses and 
participate in integrative global learning cocurricular activities prior to gradu-
ation. Global learning courses and activities engage students in collaborative 
analysis and problem-solving and are aimed at developing three graduation-
level SLOs:
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1. Global awareness, knowledge of the interrelatedness of local, global, 
international, and intercultural issues, trends, and systems

2. Global perspective, the ability to construct a multiperspective analysis of 
local, global, international, and intercultural problems

3. Global engagement, the willingness to engage in local, global, interna-
tional, and intercultural problem-solving

Students currently choose from about 200 global learning courses located 
in every undergraduate-serving academic department and embedded in every 
degree program of study. Global learning courses are offered in multiple 
modalities—on campus, online, hybrid or blended learning, and abroad—
and come in two types, foundations and discipline specifi c. Foundations 
courses are fi rst- or second-year courses open to all majors, and most of them 
also count toward general education requirements. Discipline-specifi c courses 
are upper-division courses that may or may not have prerequisites or be open 
to any major. Some departments housing multiple global learning courses, 
such as African and African diaspora studies and communication arts, group 
them into certifi cates and minors designated as global learning.

Global learning cocurricular activities serve all students, whether they live 
on campus, commute, or pursue a campus-based or completely online degree. 
Students can drop in for weekly face-to-face or online discussion series, vol-
unteering opportunities, and international coffee hours; immerse themselves 
in internships or in the Global Living Learning Community; or join student-
led clubs and organizations such as GlobeMed, which pairs college chapters 
with grassroots community organizations in developing countries to design 
and implement health improvement projects, and Alternative Breaks, which 
enables students to explore a social justice issue through hands-on service-
learning trips supplemented by education and refl ection. Students can also 
elect to go beyond minimum graduation requirements by pursuing FIU’s 
Global Learning Medallion or the nationally recognized Peace Corps Prep 
certifi cate. Students in all majors can earn these graduation honors by taking 
additional global learning courses, accruing a certain number of cocurricular 
activity points, and completing capstone projects, eportfolios, and refl ections.

From an administrative perspective, Global Learning for Global 
Citizenship began as our university’s Quality Enhancement Plan (QEP), 
which is required by the Southern Association of Colleges and Schools 
Commission on Colleges (SACSCOC, 2012) as a condition of reaffi rmation 
of reaccreditation. Although FIU administrators had made attempts over the 
years to internationalize the university’s curricula, the QEP provided a high-
stakes opportunity to realize that commitment. As a condition of approval, 
FIU (2010) had to demonstrate that its QEP had emerged from institutional 
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16  INTRODUCTION

assessment and a broad-based process of identifying a key issue that was 
aligned with the institution’s mission and that addressed student learning. 
The institution also had to demonstrate that it had “suffi cient resources to 
initiate, implement, sustain, and complete the QEP” (SACSCOC, 2012, 
p. 1), that the plan’s development and implementation would involve a wide 
range of stakeholders, and that it included program goals and strategies to 
evaluate their achievement. The QEP’s requirements, coupled with the over-
sight of our accrediting agency, provided the structure and pressure FIU 
needed to achieve its bold vision of universal global learning. The QEP’s 
development was initiated in 2007 by a university-wide steering commit-
tee and was taken up in 2008 by the Offi ce of Global Learning Initiatives 
(OGLI), founded and led by Hilary Landorf and Stephanie Doscher. The 
OGLI is charged with leading and coordinating the administration of the 
many moving parts of Global Learning for Global Citizenship.

As we explore our model for making global learning universal, we pro-
vide many tangible examples of how we’ve achieved it at FIU. We’ve worked 
hard to design and describe the model to make it replicable through cus-
tomization. The model is meant to help you translate, not transfer, our ini-
tiative to your unique context. Although some of our examples may indeed 
work well at your institution, we encourage you to resist direct reproduction. 
Jack Ma, founder of the Chinese e-commerce conglomerate Alibaba, once 
cautioned that to innovate “you should learn from your competitor, but 
never copy. Copy and you die” (Kolesnikov-Jessop, 2007, para. 8). We aren’t 
competitors, we’re colleagues, but the same holds true in this case. Make this 
model your own. Use it to map your own journey toward universal global 
learning.

Organization of Chapters

The book’s chapters are divided into three parts: Setting the Stage for Making 
Global Learning Universal; What Global Learning Looks Like: Mutually 
Reinforcing Activities; and Sustaining and Expanding Global Learning. Our 
model’s elements are woven throughout the chapters, and many of the chap-
ters also address essential questions we’ve grappled with during the develop-
ment, design, and implementation stages of our initiative. You can use these 
questions to engage your stakeholders in the process of customization.

Part One: Setting the Stage for Making Global Learning Universal

This part’s fi rst two chapters defi ne foundational terms, concepts, and theo-
ries. Chapter 1, “Defi ning Global Learning,” takes you through the early 
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days of the development of our QEP. It recounts how our stakeholders 
moved from wanting to internationalize the curriculum to committing to 
educating all students for global citizenship. We tell the origin story of the 
term global learning and examine the three central attributes of our defi -
nition: engagement with diversity, collaboration, and problems that tran-
scend borders. Finally, we delve into the research and meaning behind FIU’s 
three  graduation-level global learning outcomes: global awareness, global 
perspective, and global engagement.

In chapter 2, “Universal Global Learning, Diversity, and the Practice of 
Inclusive Excellence,” we argue that universal global learning makes student 
diversity essential to achieving higher education’s mission of transmitting and 
producing new knowledge. What’s more, universal global learning promotes 
a pattern of inclusion that supports all students’ success as learners and citi-
zens. In this chapter we lay out three conditions that characterize inclusive 
excellence and take a deep dive into three different ways of thinking about 
diversity in higher education: demographics, curriculum, and cognition. All 
three conceptualizations interconnect and pertain to the process of global 
learning, but they have differential impacts on the extent to which leaders 
can guide their institutions toward inclusive excellence.

Organizational leadership is the focus of chapter 3, “Making Global 
Learning Universal Through Collective Impact.” Here we address the fi rst 
component of our model, a theory of organizational change. Originally 
developed to enable a diverse set of community stakeholders to coordinate 
distinct yet interconnected efforts to solve complex social problems, collec-
tive impact (Kania & Kramer, 2011) can also be used to lead complex ini-
tiatives in multifaceted organizations such as colleges and universities. We 
chose collective impact because it involves the same attributes as those of 
global learning: diversity, collaboration, and complex problem-solving. We 
continue to use it because its fi ve conditions address virtually all aspects of 
program leadership and administration, from planning and implementation 
to evaluation and improvement:

1. Common agenda, a shared vision for change
2. Backbone organization, a coordinating infrastructure with dedicated 

staff who plan, manage, and sustain the initiative
3. Mutually reinforcing activities, coordinated, differentiated activities as 

part of an overarching strategic plan
4. Shared measurement systems, a short list of common measurements of 

success and methods to analyze and report data
5. Continuous communication, methods to review formative and summa-

tive data and make incremental changes to increase success
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18  INTRODUCTION

In addition to providing a more detailed discussion of this theory of 
change, chapter 3 describes how we used the process of setting a common 
agenda for collective impact to fulfi ll the second component of our model: 
the development of universal global learning SLOs and program goals.

Chapter 4, titled “Resourcing Universal Global Learning,” asks, What 
human, physical, information technology, and fi nancial resources does 
your institution need to provide global learning for all, given your common 
agenda? We suggest methods for determining whether needed resources are 
already available and, if not, how you can acquire them. We take an in-
depth look at human resources, providing some specifi c examples from FIU’s 
OGLI, our initiative’s backbone organization. With customization in mind, 
we offer different approaches to situating and structuring your backbone in 
the institution’s broader organizational map. We also present the administra-
tive and leadership functions your backbone will likely undertake and make 
specifi c recommendations regarding the knowledge, skills, and traits to look 
for when staffi ng a backbone organization for universal global learning.

Part Two: What Global Learning Looks Like

Part two addresses components of our model that mutually reinforce each 
other: professional development and integrative global learning in the cur-
riculum and cocurriculum. We also describe how you can construct global 
learning pipeline programs with K–12 schools. Individually, professional 
development and curricular and cocurricular reform have a direct impact on 
universal global learning, and together they enhance their power to affect the 
common agenda.

Chapter 5, “Global Learning Professional Development,” addresses 
three main questions: How do you get people to attend global learning pro-
fessional development? What should global learning professional develop-
ment entail? and How do you get participants to apply what they’ve learned? 
The chapter is grounded in research and enriched with specifi c examples 
from our experience supporting more than 1,500 faculty, staff, and graduate 
teaching assistants through coaching and more than 110 professional devel-
opment events since 2009.

Chapter 6, “Global Learning Courses at Home and Abroad,” presents 
fi ve case studies of how faculty have used their professional development to 
infuse global learning into the curriculum and transform students’ learning 
experiences. The cases cover face-to-face and online modalities and a range of 
disciplines: biology, health sciences, public administration, economics, and 
recreational therapy. Chapter 7, “Global Learning in the Cocurriculum,” 
explores how activities outside the classroom intersect with classroom learning 
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to promote integrative learning. We describe the ingredients that make up 
what we call integrative global learning habitats, or environments that provide 
students with prolonged global learning engagement. These habitats provide 
students with opportunities to make connections among their course work, 
cocurricular activities, personal lives, and the challenges they and others face 
in communities around the world.

Chapter 8, the fi nal chapter in part two, “Global Learning in the K–12 
Pipeline,” addresses an important contribution to inclusive excellence. Begun 
in 1979, the groundbreaking GAP in Dade County Schools involved stu-
dents in global learning before they entered our doors and laid the ground-
work for Global Learning for Global Citizenship. Jan Tucker’s work is carried 
on today through FIU’s K–12 teacher preparation program and undergradu-
ate student-initiated projects with K–12 students. This chapter describes 
these efforts and recommends principles for successful partnerships between 
K–12 schools and institutions of higher education.

Part Three: Sustaining and Expanding Global Learning

Chapters 9 and 10 are concerned with the remaining components of our 
model and of collective impact. We are convinced these components are 
critical to expanding the depth and breadth of your universal global ini-
tiative and to sustaining quality and impact over the short and long term. 
In chapter 9, “Student Learning Assessment and Program Evaluation,” we 
describe how we see these two endeavors, often conducted by separate and 
unrelated institutional entities, as a shared measurement system. By this we 
mean that SLOs, which are statements that designate what students should 
“demonstrate, represent, or produce” as a result of an educational experi-
ence (Maki, 2010, p. 88), and program goals, which “establish criteria and 
standards against which you can determine program performance” (Centers 
for Disease Control, n.d.), should be completely interrelated. Your initiative’s 
SLOs should drive the development of your program’s goals, and your pro-
gram goals should support all students’ global learning and their achievement 
of global learning SLOs. Chapter 9 will help you determine when to collect 
and analyze student learning assessment and program evaluation data and 
how to choose data collection and analysis methods that will lead to effective 
shared measurement.

Chapter 10, the fi nal chapter, “Continuous Communication and 
Improvement,” addresses what to do with the data you collect. This is the 
step leaders often neglect or ignore entirely, rendering assessment and evalu-
ation essentially meaningless and making it very diffi cult, if not impossi-
ble, to move the common agenda forward. We’ve endeavored to make this 
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chapter as specifi c, practical, and feasible as possible, knowing that leaders 
sometimes lack energy or resources for this step. We offer concrete ideas for 
helping stakeholders exchange information across reporting lines in timely 
and engaging ways. You’ll also take away from this chapter methods for ena-
bling individuals and groups to refl ect on results and use them to map more 
effi cient and effective routes for providing high-quality global learning to all 
students.

Onward and Inward

As you proceed through the chapters of this book, please keep in mind that 
global learning is a process rooted in self-refl ection and the acquisition of 
self-knowledge. As Dena Kaye (1981) once observed, “To travel is to take 
a journey into yourself ” (p. 1). Whether travel is understood fi guratively 
as seeing the world through another’s perspective by walking in someone 
else’s shoes or literally to mean walking through someone else’s streets, global 
learning causes people to reinterpret their own lives and points of view in the 
context of others’ perspectives and realities. Self-awareness is a stage in all 
humans’ developmental journey and is also the foundation for global aware-
ness, perspective, and engagement. We invite you to join us in mapping the 
terrain of universal global learning and helping students, faculty, and staff 
navigate their paths toward this destination.
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