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The recognition of intercultural and global competency as essential twenty-first century skills for students’ competency to make effective social change, reduce conflict and misunderstanding, and effectively enter the global workforce continues to grow (Cushner, 2009; Mansilla and Jackson, 2011; National Education Association, 2010; OECD, n.d.; Punteney, 2016).  A key question is in the “how” – how to inculcate the knowledge, skills, and attitudes of intercultural and global competency (IGC) into students’ hearts and minds.  So far, efforts have been insufficient in the United States.  For example, the Organization of Economic Development (OECD) sponsored exam, the Programme of International Student Assessment (PISA) given every three years to 15-year old students in currently 95 countries, tests knowledge and the application of that knowledge.  A specific section in PISA assesses “students’ ability to examine issues of local, global and cultural significance; understand and appreciate the perspectives and worldviews of others; engage in open, appropriate and effective interactions across cultures; and take action for collective well-being and sustainable development” (www.oecd.org/pisa/, n.d.).  No U.S. school tested in this section of the PISA in 2018.  In addition, a close examination of the 2009 Common Core Standards notes their development was intended to provide all secondary school graduates with the “skills and knowledge necessary to succeed in college, career, and life, regardless of where they live” (www.corestandards.org, n.d), but no mention of global and intercultural competency is made.  To change this trajectory and build intercultural and global competency among students requires, I argue, intentional training and teaching of teachers in intercultural and global competency.  Simply put, teachers cannot teach what they don’t know (Sadruddin & Wahab, 2013; Santoro, 2014).  The following two articles discuss the rationale of this approach to increase intercultural and global competencies, and an exploration of a qualitative study seeking to illustrate the gap of these competencies among teachers.
Cushner and Mahon are clear in their article, “Intercultural competence in teacher education”: teachers need intercultural competency skills, knowledge, and attitudes to transmit this competency to students – and the teachers are not equipped to do so (2009).  The authors note that when looking at integrating IGC in pre-service teacher curriculum, the National Council for Accreditation of Teacher Education (NCATE) includes twenty-first century skills as a priority, but only two states, Alaska and North Dakota, include multicultural education as standard in their teacher pre-licensure curriculum (Cushner and Mahon, 2009).  Only in 2008 did the NCATE include language that pre-service teachers should be accountable to understanding discrimination and bias (Cushner and Mahon, 2009).  The 2005 AERA report on Research and Teacher Education, edited by Cochran-Smith and Zeichner, considers how teachers might engage more productively with diverse students, and yet nowhere is “intercultural competency” or intercultural education is mentioned (Cushner and Mahon, 2009).   Further problematic is that intercultural education has no identifiable “home” in standard curriculum despite the topic’s four-hundred year history; in addition, the regularly updated Handbook of Research on Multicultural Education, while helpful, unfortunately conveys a static nature of the topic and so does not well capture the dynamic and fluid evolution of intercultural and global competency (Cushner and Mahon, 2009).  Therefore, despite the rhetoric to build 21st century skills, global knowledge, and cultural understanding – particularly around diversity and multiculturalism – current efforts are shallow to non-existent.
Compounding the challenge, teachers are typically white females (approximately 75%) and monolingual (95%); although Cushner and Mahon admit diversity “does not guarantee intercultural sensitivity or competence,” the homogeneity of the instructors verses the increasing cultural and ethnic diversity of students does not bode well for bridging the worlds in the classroom (2009, p. 309).  The teacher-student dynamic is complicated in that students are typically more interculturally competent than their instructors (Cushner and Mahon, 2009).  The factors leading to higher student IGC is linked to their relationships with those from other cultures; an interest in talking with others; urban or suburban location of the student; the sexual identity of students, specifically identifying as androgynous; authoritarian governments, which negatively affect curiosity and empathy; and participation in an international school (Cushner and Mahon, 2009).  This dichotomy of a typically homogenous teacher workforce, generally unfamiliar with or not steeped in intercultural and global competencies, and the students, who generally hold interest in and build relationships with a more broadly diverse cadre of peers – online or in person – means that teachers are handicapped to help their students recognize and improve their intercultural and skills, attitudes and knowledge.  If we want our students to be equipped as effective and productive citizens and workers, our teachers must have the knowledge to teach these skills.
To further elucidate the gap in teachers’ intercultural and global knowledge is evidenced in Sapna Thapa’s study of her students at the University of Wisconsin-Stout (UW-Stout) Early Childhood Education (ECE) program in her article, “Assessing intercultural competence in teacher education: a missing link” (2020).  Citing Dai and Ming-Chen, Thapa reiterates that intercultural competency demands a global mindset couched in the knowledge, skills, and attitudes necessary for cultural sensitivity, openness, flexibility, knowledge, and the ability to think critically and holistically (2020, p. 167).  Thapa suggests the acquisition of IGC is possible through the care theory, which focuses on building positive relationships between teachers and students to validate cultural values and beliefs and proactive “engagement and commitment” between them (2020, p. 167).  Care theory is not, Thapa asserts, about “saving or emancipation” of the students, but rather “accepting differences” and improving intercultural communication and sensitivity (2020, p. 168).  
Thapa’s qualitative research study is an effort to understand how to perceive and define culture and diversity based on the personal experiences of her ECE students during a yearlong project at UW-Stout called “Infusing diversity across the curriculum” (2020, p. 168).  As is typical, the majority of her 38 students are white, females, and, in this case, come from a mid-western, semi-rural university.  Students were asked to write weekly reflections using key words; participation in class discussions; and more in-depth discussions with half the group.  Assessing the data, students noted individuality and competition as key influencers in their social upbringing (Thapa, 2020).  This individualism, notes Thapa when citing Triandis, can mean the self is “stable” while the environment is fluid (2020, p. 170).  Additionally, the students assumed goals of “successfully completing their studies and getting a good job” or “getting married and settling down” or living in a “great community” while “winning and getting ahead” were achieved.
The students also held a high sense of pride regarding their familial and ancestral heritage, most of which was made up of white, opposite-sex married parents who attended church; no student discussed ethnicity or race.  The students’ self-identity was based on values and ideals, family, status (often in the surname of the parents), whiteness, faith and religion, and socio-economy” (Thapa, 2020, p. 171), the latter of which was named as an indicator of freedom if the socio-economic status was high.  If students mentioned another racial group, the students conveyed a racial color-blindness, stating “all children are the same” (Thapa, 2020, p. 172).  
Unfortunately, Thapa discovers her students are not convinced intercultural competency is relevant for them or even an issue.  Students were unable to recognize their culture and cultural identity was unique to them; they assumed their cultural identity and values are normative – that is white and American with values around individualism, competition pride, and entitlement – rather than a composite of a complex web of parts distinguishable from others. The implication, Thapa argues, is that students have not sufficiently reflected on their cultural identities, and further, offered no indication that assessing their cultural identities was necessary.  
While only one study, Thapa’s concern is these future teachers lack reflection, an ability to recognize and deconstruct assumptions, and a commitment to challenge one’s own perspectives and beliefs (2020, p. 173), which are twenty-first century skills of intercultural competency.  How will students learn and improve these skills if their teachers do not possess or practice them? Building IGC skills, knowledge, and attitudes demands intentional efforts to raise teachers’ skills in complex relations, adaptation, cross-cultural and political intelligence, deeper engagement, and problem-solving skills grounded on an understanding of global world view (Cushner and Mahon, 2009).  Thapa does not offer a solution to this dilemma; Cushner and Mahon call out “impactful experiences” as key to developing these competencies (p. 316), and more specifically, living in a different society for an extended period of time (also see Cushner, 2009; Mahon, 2006).  Immersion experiences offer a powerful vehicle to catalyze the development of intercultural and global competency, and such experiential education will significantly inform a potential curriculum in building such competencies among teachers in a forthcoming assignment.  What is clear based on these and other studies is the clear need to intentionally address a failing gap in American education: developing teachers who can effectively, empathetically, knowledgably, and productively support their students to navigate the complexities of a globalized society. 
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