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UNIVERSITY OF SAN FRANCISCO

Dissertation Abstract

Preparation in Multicultural Teacher Education:
Perceptions of Pre-service Teachers and their §sofén a Teacher
Credentialing Program
The purpose of the study was to research and zaglg) the similarities and
differences in pre-service teachers’ perceptiorteather preparedness for multicultural
education following the completion of a course ireacher credentialing program, and
(b) the identification of major factors from theiwersity professor’s perceptions which
contribute to the preparedness of multiculturaloadion with pre-service teachers. This
study adopted a qualitative design to investigategptions of pre-service teachers using
open ended-questions during one-on-one intervienvstive pre-service teacher
participants and the professor of the course. fillokngs revealed that the perceptions of
the pre-service teachers demonstrated similariigse importance of and need for the
learning and teaching of multicultural educatidrheir responses were alike in their
emphasis on building and maintaining a strong i@iahip between multicultural
education and the teaching profession. They asosimilar perceptions involving the
instruction of multicultural education through tinéegrated component of family
involvement, or the home/school connection. Theegarvice teachers also

recommended the incorporation of additional timedoduct more classroom

observations for the multicultural education cour$ais then led the



pre-service teachers to believe that the multicalteducation course needed an
increased weight in units for them to have morestfor instruction. The findings from
the professor’s perceptions revealed the orgaoizatnd implementation of the course.
Her interviews gave a different outlook on thetinstion of a multicultural education
course, concluding with the urgent need for couosesulticulturalism in teacher
education programs so that newer generations ofitega can meet the needs of an
increasingly diverse student body. In this wagcters can teach every child, in every

classroom, at every school district across theddngtates.
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CHAPTER |
INTRODUCTION

The story of Margarita Zamora provides some insigtat what the U.S.
educational system was like before multiculturalesmad multicultural education was
formally established in the mid-1970s. Margari@swhe daughter of Mexican migrant
farm-workers who lived in California. Every yeahe and her family would travel up
and down the state, picking in the agriculturdid$eof the Californian valleys. Her
parents told her when she was older she woulddteimool. Margarita loved the idea of
going to school and dreamed about it often. Fmnall the fall of 1954, Margarita’s
parents told her it was time. She would begin &ngdrten at the local elementary
school. Margarita was extremely excited and wakearly, anxious with anticipation.
She put on her dress and her shoes, both brandmaapecifically picked out for the
occasion. Her father drove her to the school,vanite he drove, he felt the happiness
radiating from his beaming daughter. Margaritgppkd out of the car and into the
classroom - much larger than she had imagined samwtthe teacher standing behind a
desk. Margarita wondered what amazing things sliddMearn that day.

But when the teacher spoke, Margarita could noetstdnd a single word she
said nor did the teacher resemble her in any palysianner. Margarita was dark-
skinned with dark brown eyes and possessed herfagphysical characteristics. The
Anglo teacher had light hair and pale skin, feauhat Margarita had never seen. Her
teacher had no resemblance whatsoever to Margemitavould she be able to identify
culturally with the teacher. Margarita’s mood ddycturned into sadness and confusion.

For most of the day, the teacher lectured the @asswhole. But a few times, the
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teacher spoke directly to Margarita. Margaritdtediuncomfortably in her seat, not
knowing what to do or say. She dared not spealchwiiould certainly only make things
worse. Perhaps there was a mix-up and this wasritieg school? Her dad never
stopped to ask for directions if he was ever I&3t.perhaps she was supposed to be in
another classroom? Strangest of all, the teadikdcher “Margie,” and so did the other
children. Yes, there had definitely been a big-opxtoday, Margarita thought to herself.
At the end of the day, her father picked her upe &ied the entire way home, not
knowing why, on such a happy day, she felt so $adrgarita was anxious to go home
so that she could see, feel, and experience thivagsvere comfortable to her.

Every day during that first year of kindergarterangarita would come home and
weep. Her idea of school as a fun place turnedmbé completely wrong. She didn’t
want to go, but her parents made her, explainiagdhe day she would understand. She
trusted her parents, but that didn’t make the egpee any better. Margarita was not
allowed to speak Spanish, and whenever she “slipgbd was punished. The only safe
thing to do was to keep her mouth shut. Withiewa flays, she was completely silent.
She didn’t say a word the entire year. Margarmtapded the same practice for the
following year, and the year after that as welheTirst time “Margie” spoke in class was
in third grade and the language that came out ofroeith was not her own.

This is my mother’s story as a Spanish-speakingsidd@-American migrant
farm-worker in California’s school system in thelgd 950s. Once while taking a
Teacher Education course through a credentialingrpm at my university, one of my
professors assigned a project: ask your paremtsdaribe their first day of school. My

first reaction to my mother’s story was one of sythy, only because this had been a
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situation that could resonate within me. At a wayng age, my mother knew the
negative effects of only speaking Spanish. Theegfmy parents decided their daughters
would be bilingual by the time they attended tliegt day of school. During the
interview, one of the comments my mother made wasdhe did not feel her culture had
ever been validated throughout elementary, miditléjgh school. In fact, she had
received quite the opposite message about heréd atiltiure day after day, which could
be summed up in one word: dismissal. The majofitye teachers she had were White
and there was simply no place for students of dhgracolor or culture. However, my
mother did recall a few high school teachers whoeviatino and those teachers did
acknowledge the students of color and the reprasentof their cultures.

The terms “multiculturalism” or “multicultural edation” did not exist during
those years. The connection between culture as$idom was not a concept that had
been thought of, much less developed or implemeantedr school systems. After this
conversation with my mother, the realization ag/ky she chose the profession of
bilingual educator — which she has been for the payears — finally hit me. Her
intention all those years of teacher was to cradidingual learning environment where
students were not afraid to speak their languagfe same type of repercussion, as my
mother had experienced as a child. Margarita naes to teach to this very day. And
where has she spent these two and a half decatdsrtg? In the same school district
that she once attended as a child in the earlysl950e ends the interview with this
quote:

| strive every day with every student to ensurey tthen’t feel the isolation,

hardship and inferior education that | had expegel not ever wanting students

to look back and know they disliked going to schioetause of the incompetent
and inadequate teacher they might have receivégénacular school year. |
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want my students to walk away with the confidendellnot get to experience

when | was their age in elementary school and taldbe to believe in themselves

regardless of the negativity they may face becatiiee color of their skin or the

language they speak (M. Zamora-Estupifian, persmmaimunication, February 2,

1999).

After this interview with my mother, | realized thetual experiences she had as a
child in the U.S. educational system. My thougifisut education and its impact on
children had substantially changed by the end @iriterview. At that point, | was
curious how far our educational system and thehieradn those classrooms had come,
from the time my mother began school until our prégime. | then began to wonder if
the experiences that my mother once had as aweile not far from what some students
experience today in classrooms, and if teachdtdatie similar attitudes and beliefs.

My mother’s interview shifted my educational pagadj motivating me to begin my
process as a researcher, investigating the awarehesulticultural education in future
educators entering the profession. However, tla¢ giomulticultural education is to
benefit students and teachers who are in the aclagsdrooms.

J. A. Banks and C. A. Banks (2005) categorized iocultural education as a
three-part definition: the first is a theory; theesnd is taking action to reform an existing
educational structure; and the third involves stegsllow to implement multicultural
education. Multicultural education creates a leayrenvironment for all students to gain
access to educational equity despite their cultaee, gender, ethnicity, or socio-
economic level. An assumption of multicultural edtion is that a select group of

students will receive a better quality of learnwithin their particular school in

comparison to students who do not have a partieniitement or position of privilege.
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The reason for this educational inequality is naceénd prejudice with different ethnic
groups (Banks & Banks, 2005).

Multiculturalism is defined as a “nonhierarchicppaoach that respects and
celebrates a variety of cultural perspectives ondyohenomena” (Asante, 1991, p. 172).
Over the past three decades, the phrase “multiali®aucation” is derived from the
concept of multiculturalism, which there have beauitiple definitions offered by
researchers from the educational literature. TagdNal Association for Multicultural
Education (NAME) offers support to a wide spectmwithin the educational community
for the integration of a comprehensive, multicidtprogram. Many different ideas were
extracted from multiple documents such as the dotish of the United States, the
United States Declaration of Independence and theetl Nations’ Universal
Declaration of Human Rights. These documents oetefthe necessity to prepare
students regarding their duties and responsitslitighin a pluralistic world for the
benefit of social justice.

Also, the National Association for Multiculturatiication distinguishes the
leadership position schools will ultimately occupythe establishment of beliefs and
attitudes that are crucial for democracy. Thedation of different cultures will also
support pluralism among students, educators, angmemity members to combat all
types of prejudice in our school systems and spdietorder to uphold social justice
through our democratic laws. As opposed to théipal and economic interests that
deplete our global society on a daily basis, suplualistic society will establish a

global view and international community that witipact the world through positive
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contributions geared toward productive and commao#aiomes
(http://www.nameorg.org/resolutions/definition.hymi
Statement of the Problem

According to Pettus and Allain (1999), due to thpid increase of births along
with the rise of the immigrant population, the diment in U.S. public schools has had a
constant incline through the early 2000s, with aticgpated height of fifty million by the
year 2014. In the year 2020, the projected peagmstfor minority groups within the
U.S. public schools will total roughly half of tlseudent population. However, teachers
of color only make up a small percentage of théon& educators, with only 5%
currently in our school systems compared to 13%0ii/.

The U.S. Department of Education (2005) reported 42% of enrolled students
came from a racial or ethnic minority group in 2@@8npared to 22% of the student
enrollment in 1972, demonstrating a 20% increagkarpopulation. One contributing
reason to the increased enrollment was the inaddaseno student population, soaring
from 6% in 1972 to 19% in 2003, establishing theyJfest moment in educational
history when the Latino student population surpaskse African American student
population in the United States
(http://www.ed.gov/news/pressreleases/2005/06/0803.Atml).

Due to these changes in demographics and the stibstgrowth increase of
cultural and ethnic groups, teachers and schoolrastimators were faced with the
obstacle to offer the highest quality of educat@ong with services to support the rapid
growth of these diverse student populations. Theals began addressing the needs of

these highly saturated areas with increased paposaof student diversity. For instance,
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they initiated the integration of multicultural ciaula, the utilization of assessment tools
that are sensitive to cultural diversity, staff di@pment trainings for faculty and staff
benefiting pluralistic schools, the hiring of adaglital external consultants specializing in
multiculturalism, and an authentic incorporatiorpafent and community involvement
for the empowerment of school culture (Sanchez5199

The simple act of acknowledging diversity is just beginning; it must also be
validated within our society. All educators mustdomprehensiveness aware and
respectful of various ethnicities and cultural eeiystems, brought forth from their
students, for the actual validation of these valogbke classrooms. Ideally with
education as the vehicle, the true role of a teaishe provide their students with the
tools needed for an increased caliber of living pasitive contributors of society.
However, shifting the paradigm is vital yet diffltuwhen addressing teachers’ attitudes
and beliefs towards multicultural education anditfs¢ruction of students of color. From
educational studies, data has shown a relatiormstipeen the attitudes and beliefs of
teachers for the school success of student achmvenith diverse student populations
(Larke, 1990; Pettus & Allain, 1999). The probldmt all too often occurs at schools is
the lack of validation regarding what students dptim the academic table, creating a
negative impact towards the fulfillment of schoohs and objectives, which leads to
low performing academic environment (Lucas, HedzBonato, 1990).

Groulx (2001) states that pre-service teachersmoape aware of their attitudes
or beliefs involving multicultural education or tea their level of differentiated
preparedness for instruction of diverse studentfaions: “[They] tend to have naive,

idealistic beliefs and have not explored their it&s as members of a privileged White
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race, which leads them to adopt a colorblind petspe ignoring or denying the fact that
ethnic or racial differences can have pedagogioplications” (p. 61). The importance
of acknowledging other cultures and ethnicitiegitial for the success of students, when
a teacher comes into the classroom with negatieee@ypical assumptions it will only
hinder the outcome of their success.

Due to the increase in diverse student populaiiotise United States, issues of
multicultural education awareness are being adddesdth future teachers who are
entering the educational field. It is evident thdaeacher is one of the main impacts on a
child’s life and can set an environment for sucagdsilure. It can be counter-
productive when a teacher has developed certaief®elr attitudes about particular
ethnic or racial groups and demonstrates thoseatigres to their students in the
classroom. This point leads to the importance witioultural education preparedness for
pre-service teachers and how imperative it iserduccess of all students, especially
students of color. Teacher education programseapaired to implement cultural
diversity training for pre-service teachers, so/tirey examine their perceptions about
multicultural education and different ethnic grodipat may be represented in their own
classrooms one day. This study conducted anabfgbe perceptions of a professor
identifying the contributing factors for the teacipeeparedness of pre-service teachers
within a teacher education program. Then, addnigdsie perceptions of pre-service
teachers involving multicultural education courséha university level, the research
findings reported the similarities and differenaeghe perceptions of the pre-service
teachers after the completion of the course. Hregptions of the pre-service teachers

were collected after the course and not beforaidnd the academic quarter.
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Background of the Study

In 2006, it was reported that the rapidly incregsiate of student diversity has
begun to establish a very diverse ethnic make-uthiBodemographics of the United
States (Meyer & Rhoades, 2006). As a result, there highly saturated areas with
populations mainly consisting of European-Ameriganaking it difficult to convey an
authentic example of multiculturalism. The praetof multicultural education is often
times interpreted by the educator allowing thermbtude a variety of activities for the
students in the classroom. Many activities foauspecific times of the year, such as
Black History Month during the month of Februaryspanic Heritage month during the
months of September and October, or how variousi@d have different celebrations
during the month of December. Teachers may alsateran international day at their
school, allowing the activity to center on differ@thnic foods from around the world.

One of the forefathers of multicultural educatidames Banks (1988) has
developed multicultural approaches towards the avwgment of curricula and instruction
of children. He describes the initial stage ascthretributions approach, also known as
the “Heroes and Holidays” approach (Lee, MenkarQKazawa-Rey, 2002), only
allowing for the integration of specific mainstre&mroes and holidays through the
implemented curriculum. It is a teaching stratdmt is used by teachers known as the
Heroes and Holidays method for teaching multicalteducation. The curriculum
implements a yearlong multicultural lesson planthar students, displaying month by
month activities that center on a certain holidaiiero, and a particular cultural event.
Activities may include Chinese New Year and Malttuther King, Jr. Day in January,

St. Valentine’s in February, St. Patrick’s Day imidh, or Cinco de Mayo in May, all of
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which contribute to an unauthentic or superficidmple of multicultural education.
This method of instruction limits the exposure shiedents receive in regards to other
cultural groups who have contributed to the evehtsur historical context.

Usually the heroes and holidays do not change frean to year; they are
continuously introduced over and over to the sttglefihe students only gain one
perspective from the contributions approach, legtlem to believe that one person or
one event in history was the contributing factoamoentire time period. Involving the
instruction of multicultural education, Banks (198&tes that curriculum improvement
must move past the contributions approach for tbenption of critical thinking along
with the inclusion of multiple perspectives fronffeient ethnic and cultural groups for it
to be most effective in the classrooms.

In an age of consistent transformation of our dgraphical population, the
instruction and implementation of multicultural edtion are not only vital but should be
mandatory. It has been reported that the U.S.lpapa for public schools is at 40%
with students that are not classified as Europear@i#can, but are identified as a diverse
cultural group. According to statistical data fr@®01, for every five students one has a
parent born in a county other than the United Stated for every twenty students one
child born in a country other than the United Stqi¢ail, 2001). However, in 2003 the
numbers increased in the public school populatith atotal of 42% of non-European
Americans (National Center for Education Statist®&05). In one hundred of the
biggest school districts in our nation, 54% repbaenigh percentage of diverse student
populations (Schroeder, 1996). Cultural diverbggame an increased factor among the

school districts for mandating multicultural educat The initial step for this
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implemented curriculum would be to first establisé definition of multiculturalism for
the intended program.

The increase of diversity in student populatiotsngwith the surprising
decrease of teachers of color, created a dispiiopate ratio of teachers of color to
students of color in classrooms throughout theonatiQuestions and concerns have risen
that if the majority of pre-service teachers areitéd/lthen how well prepared are they to
service the increasingly diverse student popula®oithe National Center for Education
Information (2005) reported that the percentag@/bite teachers in the United States
was 91% in 1986, increased one percent to 92%90,18nd then decreased one percent
to 89% in 1996. Between 1996 and 2005, it hadedsad four percent to report a
percentage of 85% White teachers for the natid0bb. Currently, the largest
percentage of pre-service teachers is White in esis@n with the largest percentage of
the student population reportedly being studenttr.
(http://lwww.ncei.com/POTO5PRESSRELS3.htm). Addiagtte statistics, the percentage
of European American board members increased twtatanding 85% along with a
96% percentage of European American superinten@€ats 2001).

All too many times, teachers are under the impoesgiat multicultural education
is only for schools with highly diverse student ptations; it is not intended for the
school where the majority of the students are EemopAmerican. However, teachers
from around the country are witnessing dramatic atgaphical changes in their student
enrollment and attendance rosters that consisffefent ethnicities and cultures. Also,
teachers and students must have awareness ofa glispective through exposure to

various cultures and ethnic groups in order to fimncas global citizens. The unforeseen
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shift in demographics now facilitates a new schietdrm of traditional teacher values
from previous decades. The Eurocentric approakdngsstruction are no longer
applicable or effective for the demands of our grmgapopulation for our diverse student
populations that are represented in our classrqBausks, 1991). The diversity of
student populations has increased and multicultesales need to be addressed with all
students and not just students of color. Alsa $isime concept goes for all teachers, not
just teachers who work in a school with an incneglyi diverse student population.
Purpose of the Study

The purpose of the study was to research and anglgythe similarities and
differences in pre-service teachers’ perceptiorte@ther preparedness for multicultural
education, following the completion of a coursaiteacher credentialing program, and
(b) the identification of major factors from theiwersity professor’s perceptions which
contribute to the preparedness of multiculturaloadion with pre-service teachers. The
findings from the qualitative data from the coneéutctesearch established the importance
of a multicultural education course for pre-sentiegchers enrolled in a teacher
credentialing program.

Despite the fact that multicultural education hasrbaddressed and largely noted
for the required necessity of multicultural competetrainings among different
professions, numerous organizations are still uttteeimpression of a concept-based
thinking approach utilizing a supplemental progifamhe established trainings. This
usually has a one or two course requirement fdrgpecific professional area that
directly addresses areas of concern for thosengsr(Nuttall, Sanchez, & Webber,

1996). This study was specifically directed atpeevice teachers and involved the
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multicultural education requirements in a teacltercation program. The educational
literature on multicultural education then led he guestioning of its implementation
with pre-service teachers and analysis of theicggations, after the completion of a
multicultural education course, as well as the ggsbr’'s perceptions on contributing
factors for teacher preparedness in the course.
Research Questions
The study examined the following research questions
1. What are the similarities and differences in pnedse teachers’ perceptions of
teacher preparedness for multicultural educatioiigwing the completion of a
course in a teacher credentialing program?
2. Which major factors are identified through the w@msity professor’s perceptions
that contribute to pre-service teacher preparedioessulticultural education?
Theoretical Framework
Critical theory is the theoretical framework thapports this study of pre-service
teachers’ perceptions of their attitudes and belie@fvards multicultural education.
Critical theory focuses on the importance of theaadlor and the significant role s/he
plays in a classroom. Once the research was cosdpdé the end of each designated
quarter, it allowed pre-service teachers to ctiffoaxamine their perceptions of
multicultural education and how they will instrube increasingly diverse student
populations within their classrooms. Through caltitheory, teachers can be the cultural
tools that motivate their students to look at tleeld/with a critical eye. This is why
critical theory is so imperative for our pre-seevieachers entering the educational field

today.
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Maxine Greene (1986) poses critical theory as ardiral resource for
guestioning education, the representation of &duacation, and how educators might
interpret its actual meaning. She suggests thahtrs need to implement and extend
their collective imaginations, and she goes orugggsst,

We might try to make audible again the recurrefis ¢ar justice and equality.

We might try to reactivate the resistance to malism and conformity. We

might even try to inform with meaning the desiresttucate ‘all the children’ in a

legitimately ‘common school’ (p. 440).

This quote demonstrates a clear understandingwfdnitical pedagogy is
theoretically woven into the educational fabricof communities. The examination of
critical pedagogy and its relationship to educatsane of great importance for teachers,
who continue to educate students within the schgstiems.

A key theorist in the historical, social, and pold development of critical theory
was the Brazilian educator, Paulo Freire. Freiff¥8) develops his examination of
critical theory by describing how human beings wilierently connect to the world that
surrounds them with the application of a criticgd e “Transcending a single dimension,
they reach back to yesterday, recognize todaycang upon tomorrow” (p. 3). Freire
discusses the unfolding of critical theory with lambeings as active in the process,
containing the capacity to individually self-reflegven the situation, circumstance, or
activity in which they are engaged. Through thiecdseparation from the physical
world, active human beings can begin to establisir place by examining their world
critically and applying their critical eye to thegality. “To enter into” reality means to
look at it objectively, and apprehend it as on&fdfof action and reflection (p. 105).

Freire (1973) proposes that human beings are aldetically relate to their

world by objectively positioning themselves awaynrit, for the purpose of gaining a
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different perspective. “Without this objectificati, whereby people also objectify
themselves, people would be limited to being inwoeld, lacking both self-knowledge
and knowledge of the world” (Freire, 1975, p. 28)itical theory allows a more in-depth
examination of how relationships are ultimately mected with the observations of
factual events. He (Freire, 1973) adds that pergeth an understanding of their reality,
and a trust in their own potential, begin to depedchopeful outlook. “This new, critical
optimism requires a strong sense of social respoitgiand of engagement in the task of
transforming society; it cannot mean simply lettthopngs run on” (p. 13). Critical theory
helps develop a critical consciousness, allowirgpfeeto engage in acts of
transformation. Once the world begins to transftmom the work in which people
engage as a society, then a political, cultural, l@storical consciousness begins to
evolve through the “inversion of praxis” (Freir&®7b, p. 32). The practice in which the
way society does things would be turned upside domnsocial norms that are so to
familiar with would be changed and representedthgromeanings in the world.
Continuing on Giroux supplements the concept diceti theory through his
interpretation of it.

Giroux (1988) supports the extension of criticadty through an educational
scope, identifying and labeling it as critical edtional theory. He asserts that schools
are becoming lesser and lesser instruments foalsmability and democracy, creating
smaller entities of educational inequities withie school systems. Ideologically and
politically, it is the major task of a critical eclator to uncover how schools mandate the
laws of capitalism through the act of privilegee Elaims that privilege is embedded in

the school structure in two ways: it is either mteven ideologically or through a
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materialistic form that can be visible both in schand society. However, both forms
can be used for structural dominance and margetadiz of students’ ethnic, gender,
social class, or cultural formations.

Giroux (1988) agrees with Freire in support oficalt theory by establishing a
theoretical foundation for people, especially teashso that all may witness and
participate in the efforts of teacher practice ltomately integrate a critical view for the
transformational process. Giroux elaborates kyngta“Two elements of such a
discourse that | think are important are the deéiniof schools as democratic public
spheres and the definition of teachers as transfivenintellectuals” (p. xxxii). In the
effort to reconfigure the part of the educator,tdechers must begin by answering the
more extensive questions pertaining to educatkor. example, what is the purpose of
schooling and how do they view it as an educator?

In regards to critical theory in education, theresentation of schools as
democratic arenas should be devoted to social eemoant leading to student self-
empowerment. Due to our capitalistic society, sthbave become an extension of
product marketing or institutions used for the caigp of international and national
markets. Instead, schools must center on constguspheres of public democracy,
creating critical analysis with the integrationneéaningful conversations and societal
organizations. The transformative process devedopsng the students by establishing
the concept of social responsibilities, a sociasoiousness, and a discourse to social
justice. This discourse seeks to regain the cdrafegiemocracy, seen through a critical
lens, for the movement towards the supports oléqastice (Giroux, 1988). Itis also

imperative for schools to allow the investigatidrthee political discourse that dominates
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the society, which all collective citizens liveas a whole, knowing all too often the
potential dominate discourse which may lead tanfextion of knowledge,
epistemologies, teacher pedagogies, home/schonkctians, and school leadership.

Giroux (1988) furthers his explanation by expregdhmat teachers are the
educational workers needed to form the studentsimvihe existence of the schools,
stating that teachers must establish more pregiseat pedagogies and structural
frameworks which are vital for creating studentssiscal individuals. So, by
establishing these teachers as cultural tools, rieywork together with one another
through research and writing to produce curriculd eollaborate through empowerment.
Teachers must require a high level of expectatiomftheir students, if they expect them
to become transformative, critical thinkers. Asical educators, teachers are to be
committed to the empowering of students for theaal purpose of examining the world.
However, teachers must realize that they are atitntellectuals that are there for the
empowerment of their students in an effort to atéia transformative change.

McLaren (1995) contributes to critical theory bynctuding that there are still
active critical theorists amongst the educatioreddif who band together to fight with the
marginalized groups for the transformation towadsial justice. The ultimate goal for
critical educators is to instill in their studetit® power of critical thought, establishing
and producing critical thinkers for the bettermehbur society.

A main principle of critical theory through the usfecritical pedagogy, explained
by McLaren (1995), has been to ultimately confribiet school systems that support the
ideologies behind the economic, political, andumalk privilege that creates educational

inequities amongst students. In the past decalleational theorists started taking more
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and more notice from the transition as to how sthfumctioned in the past to the current
replacement with enterprises for the favor of aaltand political agendas. In this day
and age within the educational context, schoolegperiencing the classification of
students, distinguishing between the students wbeive privilege based on their
gender, social class, economic level, and thee eaxd those who do not. The political
and cultural enterprises are establishing meatigigollection of human capitalism, and
lessening the social agencies for the developmehempowering of the self and society.

bell hooks (1996) shares how this goal of @iltibeory is also demonstrated in
Freire’s (1973) theory, where the classroom remtssa learning community for students
to contribute as a whole group, by establishingllesense of responsibility in the
participation of their learning. The model is reget to as the “banking system of
education” (hooks, 1996, p. 40), referring to studenot as active participants in the
learning process, but passive receptacles forane¥e teachers to dispose of their
educational waste. With the majority of teachesisgi this method, it is not the least bit
conducive for establishing a positive learning emwment that focuses on a true
understanding of multiculturalism. Often timesidsnts are more inclined to disengage
in the banking system for education, whereas thehters are the ones who buy into this
generic style of teaching. Students are the resahe introduction of multicultural
education; they are the ones who are more inclioeal with the obstacles of it.

hooks (1994) describes a correlation between afiticeory and education,
centering on a transformative impact through tleeiporation of multicultural
education. Although a modern emphasis has beeeglan multiculturalism, especially

in the educational setting, the social interactierded to create classroom learning
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environments is still lacking. In order for théleetion of a pedagogical process to exist
for the non-white societal groups, a pluralistieatpt to convey a respectful and
honorable attitude toward these groups is requitéalwever, teachers from every
educational level, starting with preschool and egduvith the university, must realize that
the previous teaching strategies do not applyitodirrent population and will continue
to be modified for that purpose alone. In refegria that exact idea, hooks makes a
statement: “Let's face it: most of us were taughtlassrooms where styles of teachings
reflected the notion of a single norm of thoughd arperience which we were
encouraged to believe was universal” (hooks, 1p935).

hooks (1994) continues by proclaiming that teaglsitnategies not only need to
change for White teachers, but also for the nont®\igiachers who are in classrooms.
Causing a negative outcome, teachers are conceittethe political innuendo
associated with multicultural education. They féregry will not maintain their autonomy
needed to teach in their classroom. With the ipo@ation of multicultural education,
there are multiple perspectives on different teghes that will expose not only the
students but the teachers to more than a singl®agip or specific perspective.

hooks (1994) realized quickly the impression Fréad left on her as she started
her journey as an author. The powerful stancaétebk on the point that education was
the pathway to exhibit freedom inspired her tol@&h strategies for the concept of
“conscientization” (hooks, 1994, p.14). hooks sfanmed this concept into terms that
focused on critical awareness and thinking, aloith the purpose to specifically engage
students’ prior knowledge and the development eifrthcademic growth as active

learners in the classroom. She fostered the irttegestudents are actively participating
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in the learning environment and not just inactieeipients of the teacher’s educational
instruction. Through the utilization of educatitime ability to attain academic freedom
was constantly weakened by teachers because ttheytsupport the act of students’
participation in their own learning. Freire’s ctato freedom and liberation can only be
obtained when all contributing parties are actigdipipants in the efforts of the
educational settings (hooks, 1994).

In order to establish a fair and equitable stkgstem, the thought of actually
using a democratic approach to implement in ouoaslshto create educational equity for
students is one proposed idea. hooks (1994) steydned creating the classroom setting
with a democratic environment allows teachers tpadse responsibility on their students
as contributing participants toward an objectivining the pedagogical transformation
of critical theory. As her experience as an educdtooks can recall White educators
expressing their concern about students of colar el not seem to have a voice that is
heard in the classroom setting. All too often, Wmale students continue to project
their student voices. Creating these democrattc@mments will allow students of color
and White women to express themselves withoutvatien, no longer criticized as
being intellectually inept by White students anakcteers. hooks states that her students
disclosed their personal experiences of many edtgatho are not interested in their
voices. The implementation of multiculturalism ahd disassociation of the dominant
discourse will allow educators to center their g§@n the education of all students,
regardless of gender, culture, ethnicity, or ecasatatus.

hooks (1989) describes the importance of criticabty: “...if we cannot engage

dialectically in a committed, rigorous, humanizimgnner, we cannot hope to change the
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world” (p. 25). Critical theory is crucial for thexistence of the study; metaphorically, it
is the small seed of knowledge, and from that ssesl, roots will grow to keep it
deeply rooted in the ground, so as not to withezak, or die. Allowing the seed to grow
into a huge plant filled with knowledge in turn ates other small seeds from that
original plant to grow into their own plants of kmiedge. This then creates a cyclical
system for knowledge to continue to be transfefir@ah one person (plant) to another
person (plant). This metaphor is the simplest fasrdescribe the purpose for this
theoretical framework regarding the study. Crltib@ory was the small seedling planted
to create a strong framework for the study to dgveind grow into a bountiful wealth of
knowledge.
Significanof the Study

Through its specific investigation of the perspeassiof pre-service teachers and
their professor on the teacher preparedness meg@itom a multicultural education
course, the study provided evidence of demonstateiarities and differences in
attitudes towards multicultural education. Thasdihgs allow the development of
appropriate curriculum, instructional practices atrdtegies, and cultural responsive
teaching methods for all students within a classrgetting. The study also identified
main factors that contribute to teacher preparesiferamulticultural education in the pre-
service teachers, as contrasted with the perceptibthe course professor.

This examination allowed two separate analyselarpteparation of pre-service
teachers in a multicultural teacher education aaypsoviding not only the why from the
pre-service teachers’ perceptions but the how tirdhe professor’s perception. From

analyzed findings involving the perceptions of pefessor, the study examined the
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contributing factors in the preparedness of thesemeice teachers for the multicultural
education course taken in the teacher educaticgrgumo

This study provided findings from the analysis o#-gervice teachers’
perceptions towards teacher preparedness invodvinglticultural education course. It
also provided the university with data regarding pineparedness of their pre-service
teachers in the teacher credentialing programallyirthe director and professors can use
the findings: (a) for the benefit of curriculum @epment, (b) to provide instructional
strategies for diverse student needs within tleicther credentialing program, (c) for the
instruction of their pre-service teachers, ands@cifically for the instruction and
curriculum development of the teacher credentiatiogrse titled “Culture, Family and
Schooling.”

Limitations of the Study

The first limitation of the study was that interwig® were conducted only with pre-
service teachers enrolled in a specific coursetammd through a designated university
teacher credentialing program. The qualitativeifigs were only collected through the
multicultural education course titled “Culture, Faymand Schooling” in this particular
teacher credentialing program. There was not anatburse in the teacher education
program that involved the collection of data throwgnducted interviews with pre-
service teachers regarding their perceptions ofrttiéicultural education course.

The next limitation was that this research onlyuded the pre-service teachers
who were enrolled in the academic school year @822009 in the multicultural
education course titled “Culture, Family, and Sdhmgp” This allowed the findings to be

collected only with this specific cohort of pre-gee teachers for this particular
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academic school year. The data collection prodissot allow the collection of
interviews during any other academic year othen tha 2008-2009 academic school
year, the data collection process only occurrethduhese two quarters during that
specific school year. The questionnaire was notiaidtered during any other academic
school year with other pre-service teachers otiean the Winter 2009 quarter and the
Spring 2009 quarter, which limited the number ad-pervice teachers.

Lastly, the total number of pre-service teachetsrviewed consisted of seven:
six females and one male. This allowed only the imale to be interviewed during the
data collection, with the majority of the percepsdeing collected from females. Also,
the ethnic make-up was unevenly distributed, withrhajority of the interviewed
participants identified as Latinas. Out of the sepee-service teachers, four of them

were identified as Latinas.
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CHAPTER I
REVIEW OF THE LITERATURE

The vast knowledge and information on multicull@@ducation can become
endless at times for an educator. However, inrdadecipher and distinguish between
what was applicable to this study, particular therioe the existing research literature
were established based upon their relevance anariamze.

The first major theme that emerged was criticaltiowilturalism and its
relationship with multicultural education, followdy the definition of multicultural
education within our schools, including minor thenmevolving the historical
background of teacher education. The next magm#hinvolved the origination and
establishment of multicultural education in teack@ucation programs. Included under
this major theme were minor themes, such as therizief multicultural teacher
education, NCATE (National Council for the Accredibn of Teacher Education)
standards for multicultural education, the incogtimn of multicultural education within
the educational context, and the goals/guidelinesnulticultural teacher education.

The third major theme included research findimgsnfempirical studies on the
implementation of multicultural education in teackducation programs. This theme
centered on the educational literature and theigagbns for educational equity through
multicultural education, narrowed down to two mitleemes involving the importance
and progress of multicultural education. The thihegnes emerged from the educational
literature and provided support and background kedge, creating specific interrelated
connections between each theme regarding the edpnulticultural education and the

teacher preparedness with pre-service teachers.



33

Critical Multiculturalism

Critical multiculturalism theory was created thrbugdirect lineage from critical
pedagogy by incorporating its theoretical framewaldng with the methodological
foundation. This allowed critical pedagogy to ¢eea cohesive connection with
multicultural education involving the developmeftadtical multiculturalism theory.
Critical pedagogy has been very influential andruraental in current developments
related to multicultural education through the lieraspectrum of issues involving
political and socio-economic inequities. Educatdfrsritical multiculturalism have
begun, and further continue, to object and deVw& supportive efforts to the ongoing
social injustices among the economically disadvgedaespecially with marginalized
groups that have been negatively affected by opitalestic society (Giroux, 1997;
Kincheloe & Steinberg, 1997; Kozol, 1991; McLar&895; McLaren and Torres, 1999).

According to May (1999), there are main factoredes for the effective
implementation of critical multicultural educatienthin a classroom setting. The initial
action is to critically examine ‘civism’ (p. 30) wur society, not focusing on the
behaviors of an ethnic or cultural group, but bgkiog at the attitudes and beliefs of a
good citizen. The main objective behind this catdg in regards to the notion that
civism is not impartial and fair to all culturaléethnic groups, subtracting the attention
away from particular cultural groups and placingmindividuals to be held accountable
for their own actions towards being a productivd egsponsible citizen. May goes to
state, “civism as constructed within the so calfgdralist dilemma,” which is not

neutral, and never has been. Rather, the pulilierspf the nation-state represents and
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is reflective of the particular cultural and lingtic habitus of the dominant (ethnic)
group” (p. 30).

May (1999) continues with the second importantdademonstrated in critical
multiculturalism involves the recognition of difart cultures. Often times, the
underrepresentation of minority groups within tokal context are configured by the
dominant discourse to obtain and maintain the siratdynamics of power for the
intended implementation of particular belief systshforth by the majority groups.
May describes it as followed, “It is one thing,eafall, to recognize and describe cultural
differences as they affect the educational perfagaaf minority groups. It is quite
another to unmask the reproductive processes wimdbrlie these and which lead the
school to prefer certain cultural values and pcasti(those of the dominant group) over
others” (p. 32). Therefore, the minority groupsruatrpossibly feel empowered, due to
the fact that they are not allowed to create astemce involving a relationship of power
through the part to whole concept.

The final factor for critical multiculturalism adessed by May (1999) is the
reflective process to occur through the questiomimg critiquing of the values and
practicing beliefs of the dominant group. Thei@ptlo continue with this reflective
process will allow for the transformative processake over for the betterment of
change with all cultural and ethnic groups throughaur society. Bhabha (1994)
supports this concept by addressing it in a qudtas involves a dynamic conception of
culture— one that recognizes and incorporatestigging fluidity and constant change
that attends its articulation in the modern wonal”33). Through these systems, cultural

groups are developed and cultivated to exist irdtirainant, mainstream culture. This
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allows the different cultural groups to continuebteathe instead of becoming suffocated
and ultimately non-existent in society.

Definition of Multicultural Education within Our $ools
The Definition of Multicultural Education

La Belle and Ward (1994) described how, throughloatpast thirty years, the
definition of “multicultural education” has contied to evolve through the diverse
perspectives between the relationships of mul8plgal and ethnic groups, which have
modeled their concept of it in various ways. Fatance, the individuals who focus on
equity for these relationships will distinguish tieelves by just one definition in a
particular sense, but there may be others who el¢ffiemselves through the validation
and implementation, using that as the main objedatitheir definition. When
multicultural education inundated the school systémthe 1980s and 1990s, the
definitions were open to such generalizations ¢fagt lesbian, transgender, and bisexual
individuals, women, people categorized with specesdds, and those who have
experienced ageism were all included.

The definition of multicultural education begartihen encompass a vast
spectrum which seemed to focus on more of a coleedefinition. However, one that is
out there for the defining multicultural educatizas been dominant among particular
populations, such as cultural and ethnic groupsnkB (1979) expressed a concerned
interest about ethnic groups in our school systanasthe connection between
multicultural education and ethnic intergroup relaships. For example, he describes
two completely different opposing views: the ideplaf cultural pluralism and the

ideology of assimilation. In regards to the idegl@f cultural pluralism, the capacity of
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the participants to initiate assistance with a greyolitical and social struggle within
the dominant discourse is important. Through fleenof the pluralist, cultures are
represented individually within the educational teoa, emphasizing dedication to
provide expertise to uphold and continue the steiggterms of acknowledgement and
resources for the benefit of the group.

On the opposing side of the spectrum and the iggadd assimilation, the role of
the school system is to implement and enforcedhitsire for these young adolescents,
which will inevitably prepare them with the needsiilities and attributes to obtain
success in our society. Banks (1979) suggestethatators of multicultural education
must transition with a resolution to portray thelgl culture as including subgroups of
ethnicities and cultures. In a society that waitltl be considered culturally divided, the
objective is to focus mainly on ideology and brdakvn the stereotypical attitudes that
separate our different cultures. The goal wouldobereate a society that does not
emphasize keeping our ethnicities disconnected troenanother.

According to Gay (1995), the term “multiculturalusdtion” has developed
numerous definitions over time, depending on tHaual attributes for different groups
of diversity. However, other definitions direcethfocus on the groups’ social problems,
usually groups that have been placed in an oppeestate by a dominant group through
politically motivated power and the redistributiohfinancial resources. There are some
definitions that limit their emphasis to groupscofor; however, others will be relevant
to all main groups that are not the norm of maéeitn American society. Often times,
the definition of multicultural education is limdeo the characteristics of the school

setting, despite subgroups at the school site gwdilier schools take initiative in the
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direction of multiculturalism reform for all divezssettings, regardless of the local
schools’ characteristics. These diverse typesfofm of multicultural education all
have objectives that may range from filtering knesge regarding people of color by
using textbooks, to bringing awareness to the gteugf people of color, to revamping an
entire school’s design for implementing multicubeducation, to — most importantly —
reforming societal norms by making schools moré¢ucally responsive to all diverse
groups.

Gay (1995) explains that all of these differentimieibns of multicultural
education do have multiple objectives that arelaimvhen compared with one another.
It has been agreed that multicultural educatiog@nms must contain various objectives,
such as the identification of cultural and ethmoups, cultural pluralism, the
redistribution of opportunities and resources fquity for all diverse groups, and
addressing political and social issues that arplgesanbedded in our historical context
of oppression of particular cultural subgroups.edists identify multicultural education
as a viewpoint, an educational methodology of raftrrough the use of multicultural
principles within certain subject areas of the stlsanstructional programs.
Multicultural education will prepare, introduce da@nhance knowledge toward the
celebration of cultural and diverse groups, paldidy centering on being bi-cultural in
our society. However, the school’s policies anocpdures must be reviewed and revised
for the school’s improvement to implement multicuétl education programs.

Various multiculturalists have agreed that theafieness of multiculturalism is
important and crucial for the existence of the sty¢s structure. Therefore, it is

important for educators to construct and develejr ihdividualized definitions of
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multicultural education under the broader defimtaf the multicultural umbrella.

Within the context of their own classroom settinggy need to accommodate the needs
of their diverse student population, instead ofilimey multicultural education through a
collectively outlined program that only addressesticultural education through a
generic format, not taking into account the stusigmgrsonal experiences.

Gay (1995) continues on by stating that many rowiliiralists have agreed upon
the complex implementation of multicultural eduoati They believe that multicultural
education will affect the dynamics of all educataireach structural level, including
curriculum and instruction, school administratianademic performance and
achievement, counseling programs, and lastly bt maportantly, the climate of the
school. The promotion of diversity allows the dembe swung open for the opportunity
to incorporate diversity throughout all educatioleaels. In turn, it will simultaneously
create a culturally pluralistic sense of pride glibgr with an authentic understanding that
diversity is a positive element of education.

Gay (1995) stipulates that the procedural stepsltpt for multicultural
education in the school setting must be a reflaatiomultiple aspects, such as
biligualism, racial representation, and traditiamsl norms of the cultural and ethnic
groups within our international community. To dditgh a sincere comprehension of the
diverse cultural groups, numerous approaches neustilized along with a culmination
of multiple content areas: sciences, social scgnustory, political science, humanities,
and the arts.

For multicultural education to be fully implemedteequires a paradigm shift in

development and implementation within the educafipmocess. The reason for the
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required adaptations to occur within a school c¢alis the current existence of a mono-
cultural, mono-lingual system derived from a Eurdde, middle-class environment.
Therefore, among several multiculturalists, theae been a general consensus toward the
definition of multicultural education: “Multicult@lism requires simultaneous changes on
multiple levels of schooling; these changes mudddiierate, long range, ongoing, and,
most important, comprehensive” (Gay, 1995, p. 34).

Historical Background of Teacher Education

The research of La Belle and Ward (1994) examinegktensive transition in
the past two centuries regarding the aspects Withidlationships of multiple social and
ethnic in regards education. The influence ofgoaiitical and economic forces in the
United States contributed to the formation of thedationships. It has been generally
agreed upon that once World War | ended, multicalteducation began its
developmental process. However, minimal considerdtas been given to the prior
history of multicultural education before the hrstal timeframe of World War 1.

The U.S. educational system was crucial duringgpecific time period in
shaping this system through a contemporary lenstwily focused its vision on
multicultural education. During the early twentieentury, a dominant discourse was
formulated on the relationship of groups and hovinsteeam education should address
the needs of these relationships through suppartigthods. For instance, accounts
dating as far back as the nineteenth century detmated the turmoil between minority
groups, dependent on ethnicity, race, socio-econtewuel, and religious background,
regarding the curriculum-based instruction that agisg imposed on their children in

school systems by the dominant Northern Europeanestant discourse. This became
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an educational emphasis for minority groups, maitiggthem over the past century to
organize and protest this social and educatiosakigLa Belle & Ward, 1994).

The concept of multicultural education is not datreely new as we think it to
be; the ideas of multicultural education have bgigan different labels over the past
decades within educational research. One mairctageof multicultural education is
the deconstruction of negative stereotypes foedbffit ethnic and cultural groups and
encouraging the dominant group to respect new imantg arriving to the United States
(Montalto, 1978).

According to La Belle and Ward (1994), throughth# 1950s and into the 1960s,
multicultural educators specified that the contmeis of the social sciences granted
young adults from different cultural backgrounds tpportunity to create an academic
foundation in hopes that they would mirror the deamt group. The initial reply to this
issue concerned the perception of deficiency frioengolicies and procedures established
by policymakers through attempts to provide thearity groups with implemented
programs that would demonstrate their culturalaiefiThe programs established a new
set of principles, a sense of regulations, andrdtteoretical frameworks describing the
deficiencies of their cultural values.

Sleeter and Grant (1988) reported the 1960s wdeeade of imposed
desegregation within our schools across the natitmwever, during that particular
timeframe, students of color were identified ashmting acquired the culture needed to
identify with the schools. However, there was dacational foundation set to reflect the
cultural content that was filtered down to the stut$ from the dominant discourse of the

society. The policymakers then created prograrok ag Head Start, special education,
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and compensatory education, which were implemesaézly to counteract the
limitations and inadequacies of students of colbw.the surprise of no one, the majority
of those classes were saturated with studentslof, students whose socio-economic
status was at the poverty level, and students ldth physical and learning disabilities.

La Belle and Ward (1994) shed some light on theds®f African American and
Latino parents expressed during the 1960s, whiale weblicly announced in a New
York City legal case. One major concern of theepts was the discrepancy between the
expectations they desired for their own childred amat was actually occurring in the
schools that their children attended. In thisipatar case, the African American and
Latino parents protested for a school with a mommunity-based approach for the
benefit of their children. They wanted to see lagsit from the school administration
and more from parents of the community regardiag<instruction.

In association with the Civil Rights Movement, ath&nority subgroups who
were exposed to the discrimination of institutioradism voiced their struggles publicly.
The minority subgroups that allied with other mityogroups during the Civil Rights
Movement consisted of women, the disabled, therlgldde economically
disadvantaged, and people whose first languageespoks not English. Due to the
outpouring of various minority subgroups, educateescted through the expansion and
extension of multiethnic education. The paradidpift om multiethnic education to
multicultural education was developed to accomnmtia changes that were occurring
during that particular timeframe. In retrospelsg thovement encompassed a larger scale
spectrum of different mini-cultures and the peapl® were classified in those groups.

Also, an emphasis was placed on the interrelatiprsgtween the micro-cultures, with
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specific focus on gender along with racial, ethaiwg cultural issues (Gollnick & Chinn,
1994).

The research discussed the Civil Rights Movemedttla involvement with
multicultural education, bringing a transformed esveess of racism through the
utilization of ethnic studies of the relationshigtlveen multiple social and ethnic groups
(Gollnick & Chinn, 1994). One result was the akibf oppressed groups to redeem a
sense of pride for their culture, ethnicity, anderaln turn, this created a need for ethnic
studies programs, specifically emphasizing Afriéamerican studies at universities and
colleges across the nation. Once programs weablested within these institutions, a
domino effect led to implementation of these proggan secondary schools. Now,
although these ethnic studies programs centeretiffenent cultures and histories
involving many ethnicities, the ultimate goal wasritroduce a sense of awareness,
cultural self-esteem, and pride for historical tegge. At times, the initial purpose was to
include comprehension of the association betweemynamics of the “ethnic group”
and the “dominant or majority population” (Gollni€ékChinn, 1994, p. 69).

J. A. Banks and C. A. Banks (2005) have also sugdesulticultural education
originated as a result of the 1960s Civil Rightsvielment. One major task during this
era was to eradicate levels of discrimination argjuaice demonstrated by public
education, housing, and employment systems. Roicgroups, such as African
Americans and others, the Civil Rights Movemenatzd opportunities that set forth a
consequential momentum within educational systeArsinfluential impact required
these institutions to recognize the historical eghttraditions, viewpoints, and personal

knowledge of these ethnic groups, which in turn Ma@lidate their ethnic existence.
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These ethnic groups were mandating more teachdrscool administrators of color be
hired and employed within the school systems, ysitg more role models with whom
their children could identify within an ethnic aultural perspective. These same ethnic
groups did not cease with just this one demand¢ctwitinued to push for other areas of
concern to be addressed for the improvement anttmentation of the curricula in
school systems. In particular, they believed thatdeveloped communities in the
neighborhoods around the schools should be alldaedovide input and feedback for
textbook revisions. The revised textbooks woulchdestrate an authentic reflection of
the diverse populations of the United States awd their contributions impacted the
fabric of today’s society.

Due to the changes brought on by the Civil Riglhtsement in the 1960s,
educators and schools preliminarily respondedésdtsocial and political movements in
a hasty manner with regard to the considerabledhekhnic background knowledge
required to develop insightful programs with effeetcourses. The organization and
planning of unsound educational programs wouldafiotv the institutionalized
components to become fully incorporated into thecatlonal school systems.
Throughout the 1960s and 1970s, courses pertaioioge particular ethnicity, focused
only on its holidays and other observed celebradams, became the central theme for
the topic of diversity in guidelines of school refo(Banks & Banks, 2005).

At the beginning of the 1960s, multicultural vockeyy started to emerge from
the educational literature, words like diversityltaral pluralism, and other phrases that
pertained to cultural awareness within our sociédpwever, the definitions gave limited

autonomy towards the path of implementation wittiage strategies and/or theories for
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the practicum of education (Baker, 1979). As alted the newly introduced terms in
the 1960s, the next decade took another directiothé description of the diverse ethnic
groups. In the 1970s, these groups were labelediag culturally “different,” but not
“deficient” (Sleeter & Grant, 1988, p. 37). Theimabjective of this concept was for the
beneficial instruction of different ethnic groujpgginning with the developmental
process for the cultural outline of the dominascdurse within the society, ultimately,
imposing this dominant, social outline by creating transformation of the ethnic groups
by shaping and molding them into mainstream Ame(&taeter & Grant, 1988).

However, one marginalized group in particular mateed as the leading
organization during the most substantial time efgbcio-political reform movements
toward the latter part of the twentieth centurjhewomen'’s rights movement generated
awareness for not only their group but for othergimaalized groups that were
demanding equality and equity within our societgh(®itz, Butler, Rosenfelt, & Guy-
Sheftal, 2004). Just as ethnic groups had beenmisated against for countless
decades, so too were women by the dominant culture.

During the 1960s and 1970s, career opportunitiesme salaries, and
educational equity were not on a level playingditdr women in America. Women,
during this particular time in history, often exjgerced deliberate discrimination, which
continues to be prevalent for all women of coldhe women'’s rights movement
articulated the impact of gender discriminationd &mough the use of public forums,
revealed how it created a glass ceiling, placisgrictions on opportunities in a negative
and counterproductive manner. This movement fatoseprecise objectives for the

advancement of women in the workforce by estabigincome equity, the placement of
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women in administrative positions, the eradicabdpolicies and procedures that treated
women and other ethnic groups as second clasertstiand lastly, the deletion involving
the stereotype of women as the main caregivermgef bring up children (Steinem,
1995).

During this movement, feminists began to inveséighe correlation between
women’s rights and the rights of ethnic groupsludmng findings on how both groups
faced similar inequities within educational indtibuns. Inequalities centering on the
economically, socially, and politically inclined mnges involving discrimination for these
indirectly conjoined groups who were directly uprgstogether. Just as people of color
were under-represented in the textbooks, womeihéocame overlooked in these same
published curricula. Feminists began to addresssgue of the male dominant
standpoint of our historical context. The viewgsjiwhich not only expressed the
political but militant aspect, were addressing¢bacept that men had been the primary
contributors to the sections of history that weubljshed in textbooks (Trecker, 1973).
The women'’s rights movement continued to demantitéxsbook publishing companies
produce revised versions including the major cbntions of women to our nation’s
history, along with the crucial positions assumgavomen from national and
international perspectives. Similar to the requéshe ethnic groups, feminists were
also requiring that women be employed and placédeiidership roles within the school
systems where the overwhelming percentages of astnaitors were males, while
women continued to remain in the positions of eletawg/ school teachers.

For the past sixty years, huge gains have been madking educational issues

of human and civil rights through the Civil Right®vement, but teachers and
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administrators still must provide a strong effoithithe increased degree of diverse
student populations for the support of educatieagaiity. One aspect of the Civil Rights
Movement was the continued support with the intigmeof students in schools,
allowing any student to attend any school; howeebool district boundaries may still
indirectly maintain a level of segregation depenidenthe location of where a student
lives. The extra-curricular activities, resourc@sademic enrichment classes, athletic
programs and booster clubs are run differentlytdute parents of a school, the money
donated by private donors according to the locadiathe school, and grants that schools
may receive that are federally funded by the gavemt. The concern is that many
students whose schools are designated as low socimmical income areas are not
receiving the same resources as the students iastesthools with a high socio-
economic income status. The students from disadgan areas are negatively affected
because they are not receiving the same educatiothar students might be
experiencing when attending other schools. Thesepg “have less power to shape the
terms of classroom interaction [which] means thatrtlikelihood of school success is
reduced and the prospects of alienation and lowaspttations are increased”
(O’Connor, 1988, p. 2).

This nation is one that has fought for equality &els very strongly for equal
rights of each and every citizen, but more impdhyathe ability to enhance our quality
of life for the betterment of ourselves. The mfaicus for our schools should be to
produce students who will obtain the social, poditi and academic abilities to function
productively and positively within our society. quote was taken from a study that was

conducted from a high school in the U.S., the quas from the president of the
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Carnegie Foundation. He stated, “Opportunity remainequal. And this failure to
educate every young person to his or her full gekthreatens the nation’s social and
economic health” (Boyer, 1983, p. 5).

The notion that every child is the same and evezysno receive the exact same
instruction in each classroom across the natimisomething that is productive for the
teachers, administrators, parents, or the stud&itglents must receive differentiated
instruction and different instructional stratediesn the classroom teacher to allow them
an equal opportunity to reach their cognitive acaldemic potential. In some areas of
the country the demographics of a classroom caowldive different ethnicities,
languages, genders, and cognitive/social abilittéswever, each and every student,
regardless of their cultural, social, emotionahdemic, or socio-economical level, is
entitled to educational equity. All students ageipped to learn when given a fair and
just education even though their teachers may aw¢ the same ethnic or cultural
background as their students (Gollnick & Chinn, 409

Implementation of Multicultural Education in TeacH&lucation Programs
History of Multicultural Teacher Education

An immediate effect when schools began to intrediesegregation during the
1960s was that they established an incorporatetalum within teacher education that
centered on multiculturalism. They also createdtifutions that provided professional
development for educators who dealt with studesutas resulting from a desegregated
environment. The in-service teacher trainings veesequence of workshops that
included one-day trainings to weekly and monthbtitntes. The professional institutes

spanned various concepts centered on building cantynand school connections,
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conflict resolution, relationships between varicuiural groups, and addressing students
from culturally and linguistically diverse backgrals. However, one limitation for the
professional development workshops was the tendengsovide a cohesive
understanding of the entire components for the @mginted focus with multicultural
education (Ramsey et al., 1989).

Ramsey, Vold, and Williams (1989) stipulate theith the utilization of Teacher
Corps and other federally funded programs, thesseathe opportunity to incorporate an
internship with a required field-based approachaniuniversities initiated a teacher-
credentialing program within their college of ediima for pre-service teachers, centering
on community involvement and targeting highly cartcated areas of diverse student
populations. The only setback for the implementabf these programs was the number
of participants who were receiving this curriculuihe only participants within these
workshops were the students enrolled in the programa mass educational reform for
multicultural education did not result.

It became very evident during the 1970s that temctieveloped a multicultural
model for their classrooms. In 1977, the Natiddalincil for the Accreditation of
Teacher Education (NCATE) revamped teacher educatiograms, creating revisions
within their mandated standards to include a muiltical component. After NCATE
began the reform process in 1977, numerous puldicatvere written specifically to
provide goals and guidelines for the purpose opstpve reform. The published
guidelines created various models for teacher aaucpreparation programs that were
funded and included for the implementation of tt@ANE standards (Ramsey, Vold, &

Williams, 1989). Since the early 1980s, the m&jaof the citations involving
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multicultural teacher education have critiquedhb#-baked and shallow attempts to
accommodate numerous teacher education prograegganed into their curricula to
meet the NCATE standards and requirements. Résaara@uthors, and professors have
all taken the same international position regardiregincreased demand for
multiculturalism in all elements of the educatiofiald; however, the wheels still need to
be put in motion for a substantial change to shéttheoretical framework. They
promote a more productive reform so teacher edutg@tiograms can be implemented
through an authentic multicultural perspective (Rayet al., 1989).
NCATE Standards for Multicultural Education

Multicultural education is an adopted, mandatediireqnent for the instruction of
teacher education preparation programs as stigltat¢he National Council for the
Accreditation for Teacher Education standards (NEAT977). It specifically refers to
the policies and procedures within a universitated to the faculty and staff, students
enrolled in the program, resources and materiak$ carricula and instruction for the
integration of multicultural education. The refece citation (NCATE, 1977) reads as
follows:

2.1.1 Multicultural Education: Multicultural education jgeparation for the
social, political, and economic realities that induals experience in
culturally diverse and complex human encounteiisesg realities have
both national and international dimensions. Theppration provides a
process by which an individual develops competeniceperceiving,
believing, evaluating, and behaving in differentaltural settings. Thus,
multicultural education is viewed as an interventamd an ongoing
assessment process to help institutions and indilsdoecome more
responsive to the human condition, individual aatintegrity, and
cultural pluralism in society (p. 24).

The adopted standards of the National CouncillHerAccreditation of Teacher

Education (NCATE, 1997), placed into effect on Jagul, 1979, created a huge growth
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spurt for multicultural education in teacher cretildimg programs. A national standard,
distributed in 1997, demonstrated one multiculteddcation objective from the revised
document: “Teaching reflects knowledge about thgedarnces with cultural diversity
and exceptionalities” (p. 19).

Ramsey, Vold, and Williams (1989) state that thecept of stipulated terms is a
key factor for the implementation of curricula andtruction for the topic of
multicultural education within these teaching ediocaprograms. In order to spread
awareness of multicultural education, it must ksritiuted through all avenues of
education, such as workshops, seminars, publictmourses, professional development,
classroom practicum, and other areas of field ezpees. Multicultural education
concepts may involve, but are not obligated toudel examples of the following
abilities: (1) to encourage the skills that willedytically and formatively address sexism,
racism, social justice, and gate keeping amongsonty groups in the United States; (2)
to create a system for the explanation of beliatsideals; (3) to investigate the
systematical structure of different ethnic cultui@sthe purpose of developing
instructional strategies for teachers; and (4)ganize a uniformed foundation for
establishing effective and appropriate teachinghoad. Through these standards a
foundation can begin to develop that demonstratemplementation of multicultural
education.
The Incorporation of Multicultural Education withthe Educational Context

According to Bennett (1990), multicultural educatie known as a model for
learning and teaching transformation that is setherfoundational principles of

democracy, with the intention to nurture cultursdedsity through an international
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perspective. Bennett describes multicultural etlanas “the movement, the curriculum
approach, the process of becoming, and the commitr{g 98). He also establishes
four specific pillars of multicultural educationcstates that cultural pluralism is the
perfect atmosphere for a society defined througlakty and respect for contemporary
ethnic groups. These expected requirements diffiesiderably from the concept of
“cultural assimilation,” formally known as “the ntielg pot,” where culturally and
ethically diverse groups are demanded to strip a¥vay customs and values to
inevitably assimilate themselves into the existiogninant culture (p. 98). A broader
view would allow a pluralistic society to maintainltural beliefs and values, but with the
intention of continuing a balanced and respecifdhabitation amongst all cultural
groups.

Also, multicultural education has moved in theedtron of becoming more
inclusive within our school systems, through thHer$ of many educators who promote
this social reform by empowering their studentdemand change within the school
systems for the benefit of a better society. brthid-1980s, Sleeter and Grant (1987)
introduced a four-component typology for the distion of different multicultural
programs, which include a full spectrum of diffeiiated concepts and instructional
strategies for students. Their four categoriekige:

1. Teaching the Culturally DifferentTransitions students from various groups
into the mainstream.

2. Human RelationsHelps students from various groups get alongehdiut
avoids dealing with social stratification and fdislink the practical with
the theoretical.

3. Single Group StudiesTeaches about specific groups to promote plumalis
but doesn’t emphasize social stratification andsddgay enough attention
to multiple forms of human diversity.

4. Multicultural Education. Reforms the school through appropriate curricula
and materials, affirmation of all student’s langesgstaff changes, and so
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forth, to promote cultural diversity and to chatierstructural inequality (p.
422).

La Belle and Ward (1994) also stipulate that dythire mid-1980s in the United
States, the field of multicultural education was supported directly by the federal
government nor did it have a journal to create atfebfor communication on this topic.
The result of this lack of support and distributigas a vast quantity of literature for the
implementation of multicultural education but liett quality research for it. Many
countries, such as Australia, England, and NortreAcan continent, began to make a
shift on the subject of multicultural education argst educators and within schools.
These multicultural teachers described their edoicak goals as providing equality for
all students, especially students of color. Multeral education survived the non-
supportive efforts from the federal governmentia 1980s, but when it entered the
1990s, advocates for the multicultural movementiooed to fight for their educational
survival in the United States. Now they were ndiydaced with theoretical
development, but more importantly the financialus#g needed to sustain themselves in
the field of multicultural education. Although stanandates were invoked on the school
systems, they could not financially maintain thguieements in the classrooms.
Eventually district budgets began allocating fufatsprioritized items, materials, and
resources for their teachers.

Over the past couple of decades, many advocatestfiticultural education have
had to place tremendous efforts on receiving gawent funds for the implementation of
their programs. Unfortunately, multicultural edtica has been reduced to competing
with other school programs, e.g., programs foregifstudents and other scholarly

programs at a school site. One other existingashsfrom the conservative side of the
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political platform was the substantial decreastedéral funding for minority groups
along with the lack of economic advantage and igaliinfluence for these groups. The
school systems in the 1980s were inundated withr@ifor educating students with
vocational skills and embedding family morals, @ast of utilizing these academic arenas
for the teaching and learning of social changeauitliral diversity (La Belle & Ward,
1994).
Goals and Guidelines for Multicultural Teacher Edtion

In the educational literature, numerous bookscledi and journals have
developed specific multicultural objectives fordkar education programs, extending the
research with instructional goals and guideline®iving differentiated stages explicit
for that sole purpose. Many identified with a a@rttype of method and had chosen the
Sleeter and Grant (1988) process: multiculturacatan stressing the importance of
human relationships through a social reconstruajmproach. However, Ramsey, Vold,
and Williams (1989) address different guidelinest lre dependent on certain levels of
implementation and a multicultural scope and segeilewhereas Banks (1977)
accentuates the importance of teacher educatiargrs to develop students’
background knowledge of multiple ethnicities alavith their responsibility to gain a
perspective on multiculturalism. Banks descritves major types of knowledge to help
students understand different multicultural persiges: “a) personal and cultural
knowledge, b) popular knowledge, c) mainstream @cacd knowledge, d) transformative
academic knowledge, and e) school knowledge” (jp. 39

Preceded by Gay (1977), who describes and categaaititude, ability, and

meaning as the main components in teacher edugatignams, Baptiste and Baptiste
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(1980) identify eleven competencies that direchgét multiculturalism, related to the
concepts of rational, engaging activities, instral goals, and assessments. The final
multicultural approach by Grant (1977) expressexem as to whether a multicultural
view is well suited to a teacher education progvéth a competency-based approach
focused on accountability and produced resultsceReiterature has included multiple
chapters or sections to address requirementstiarigsnd preparedness for teachers in
teacher education programs (e.g., Baker, 1983; 8dr#87; Ramsey et al., 1989;
Williams & De Gaetano, 1985).

All of the objectives and requirements have pressba broad band of issues,
which are placed into a wide range of goals andeajines. First of all, authors have
deeply emphasized the need for future and presanhérs to examine their own
prejudices and stereotypes, to display a true dédicthat addresses a practical sense of
a social portrait, and to demonstrate a genuinenstahding that all children can learn.
Next, writers have also stressed necessary impleti@m of a multicultural perspective
within the course content of a liberal arts prog(@&aker, 1983; Gay, 1977; Ramsey,
1989). Various goals provide ideas for teacheectyuire certain abilities to introduce
and achieve a productive view of multiculturalismowever, Banks (1987) disagrees
that course requirements must be tailored to atigdents a significant framework for a
comprehensive understanding of the existence atutaupresence of different groups
of ethnicity. Gay (1983) argues that it is val@atd convey to children a multicultural
point of view within our pluralistic society. Hower, in order to develop these
prospective future teachers, resources, mateaatsteaching methods must be adjusted

for teacher efficacy.
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Various writers (e.g., Hayes, 1980) provide detamiertain strategies for
communicating directly with the communities and ile@s. Kohut (1980) brings up a
concerned topic involving the best, creative wayddepen the level of field experience
with pre-service teachers in teacher educationrprog. One targeted objective in the
development of multicultural education is to hagadhers focus on the awareness of
different cultural norms for various ethnic groupditchell and Watson (1980) have
identified numerous factors to bridge and sustagnrelationship between the
home/school connection. However, when teachersggaunderstanding of a family’s
cultural background, traditions, values, and tlhelsit’'s learning style, it will create
awareness for the teacher when the student steptheir classrooms. Banks and
Benavidez (1980) explain an approach involving gsefonal training on interpersonal
skills, which is known to prepare educators whaleia schools with diverse student
populations.

Teacher education programs established criteriagartttlines when
multicultural education began its entrance intdhkigeducation. Klassen, Gollnick,
Osayande, and Levy (1980) developed an inclusseuree titled “Guidelines for
Multicultural Teacher Education,” which promotee tstructure and implementation of
community involvement in university courses andgpamns. In turn, establishing a
community involvement component requirement fromuhiversity administration
which representing a commitment to diversity thitoag aspect of multiculturalism.
Rodriguez (1983) describes an educational desigeloleed for a teacher education
program, through the facilitation of faculty, stedhd administrators, to integrate a

multicultural teacher education program that isdfieral for the student and the
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institution. Also, the program has a mandatorynegnent to enroll and maintain
students from different cultural and ethnic backgas, so all students of color feel they
are represented at the university, as express@daint, Sabol, and Sleeter’s (1980)
article. The steps for accomplishing these muliical goals are recruitment,
enrolliment, maintenance, and modifications to th&tqgraduate level’'s policies and
procedures for the students. The objectives ®iriplementation of a multicultural
teacher education program must incorporate theXfeeriences, modifications, and
positive attributes of the pre-service teachergHerachievement of a specifically
designed program (Ramsey et al., 1989).

Teacher education programs are an essential compfanehe preparation of
pre-service teachers within our profession and rnestalued and validated by a society.
Paulo Freire (1998) addressed the importance oarpedagogy in teacher training
programs in a book titlefieachers as Cultural Workers: Letters to Those Ware
Teach He writes:

| am absolutely convinced that the educationaltprad have been speaking

about and whose beauty and importance | have frelyusluded to must not be

prepared for on the basis of such motivations eseh It is even possible that
some teacher training programs may have been ansggly seen as “slot

machines” of sorts, but that does not mean thatatchnal practice should be
viewed as some kind of awning under which peopli fwathe rain to let up....

(p. 33).

At times, more often than not, a teacher credengglrogram may steer its
academic agenda for the benefit of high-stakestestith the teachers they are
preparing for the educational and professional Yavde. Pre-service teachers who
pursue such programs enter the field of educatheving the primary goal is to foster

learning, creativity, and imagination, and teachdstts to become critical thinkers.
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Future educators are shocked to find that thessctbgs have become modified in
teacher education programs due to political anahional gain from the invested groups
for the capitalistic sectors.
Empirical Studies on the Implementation of
Multicultural Education in Teacher Education Progsa

Tran, Young, and Di Lella (1994) studied studewichers who were enrolled in
the teacher credentialing program at San Diege &tatversity. Their study focused on
the dismantling of stereotypes with diverse stughemulations through a teacher
education program in a multicultural education seuitled “Introduction to
Multicultural Education.” The data collection pess occurred over one academic
school year to include the fall and spring semesteSDSU. For the student teachers
who were enrolled at the university, the multictdfleducation course had been a
prerequisite for the program.

For the collection of data, a total number of Gfflent teachers participated in a
pre-training and post-training survey. The papteits were then categorized into age
groups, with 77% of them in the 20-29 range, fokoMby 15% in the 30-39 age range,
and lastly, 8% in the 40-49 age range. The stigtyiacluded the gender and ethnicity
of the student teachers; it determined 31% of thufation was men, basically stating
that out of the 55 student teachers, there wera&@s with the remainder identified as
females. As for the ethnic make-up of the paréinig, 81.5% were identified as White,
7.7% Latino, 6.2% as Asian-Americans, and 1.5%sdiasl as African-Americans.
There were no reported percentages for the Natimerfican or Pacific Islanders

populations in the study (p. 185).
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Tran, Young, and Di Lella (1994) used a seven4pstale that focused on certain
stereotypical attributes for three specific ethgnicups. The rationale behind the study
rated African-Americans, Mexican-Americans, anddpaans, using a 26 paired item
survey that was administered to the student teadbegain their perceptions of these
groups. The student teachers were given questibith, when answered, rated the
different ethnic groups listed above. For instaticere would be an example of a
Mexican-American in connection to the stereotypeitifer seeing them as sober and not
abusing alcohol or as alcoholics and drug usehe student teachers rated the question
on a scale; the scale consisted of a range fraim 03o +3. If the student teacher did not
rate a specific ethnic group with a stereotype dshkehe question, then they marked a O
on the scale. The survey was administered tottlteat teachers at the beginning of the
course, which was during the first week. Thenrafie multicultural education course
was completed, the student teachers were givestsspovey during the last week of the
semester. The students were asked to write tthemtification numbers on the pre-survey
and the post survey.

During the course, the student teachers receistdbkshed goals for student
learning, such as critical thinking and problenvsdl for the reduction of racist attitudes
and beliefs toward different ethnicities. The @auobjectives centered on introducing
stereotypical views to the student teachers irs@dasl creating communities with
different ethnic groups when student teachers arteoed these situations. Another
objective consisted of drawing on the student teextbackgrounds, opinions, and
beliefs towards their perception of other racebe mext established goal fostered long-

term student learning promoting social justiceriadgpabout social change. The final
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goal involved the transformation of the studenthess into a resource to create social
change in those communities. The course used ¢émias, tools, and materials to
introduce and teach the content subject mattdrastudent teachers. The activities for
the course included guest speakers, class disagssind lectures from the professor on
topics such as bilingualism, multiculturalism, reaeism, cultural identity, and
stereotypical traits of different cultural groupBhe student teachers also focused on
demographical shifts within the different ethniogps in their state. The assignments
for the course included lesson planning for multimal education, a cultural
autobiography, group presentations, and multipigew assignments on effective
teaching strategies for the instruction of divesselent populations (Tran, Young, & Di
Lella, 1994).

The findings concluded that there had been siganiti change in the attitudes and
beliefs of student teachers in relation to all ¢he¢hnic groups. There was change with
the Mexican-American group, the European group,thadAfrican-American group,
involving their stereotypical traits from the pgptiens of the student teachers. The study
used two-tailed, t-tests with a significance lemel05 for the pre and post survey, with
results that demonstrated four out of the 26 paiats had a significant change with the
European group, but the Mexican-American groupaAtgd the most change —five out of
the 26 paired traits in the shift of the attitudesl beliefs with the student teachers’
stereotypical perceptions. “Overall, the studyalacovered fifteen of the seventy-eight
attitudes (26 for the three ethnic groups). The oé change with 19.2% in all fifteen
categories, creating a much higher expectation ¢imerwould expect due to random

change” (p. 188).
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Another research study by Vaughan (2004) examipeaspective teachers’
attitudes and awareness toward culturally respertei@ching and learning” (p. 115).
The research design was a quantitative approaaly assurvey and the integration of
statistics as the established strategies of inquitye main point of the study was to
measure pre-service teachers’ attitudes and awssémeolving student learning and
multiculturalism in a teacher education progranie Pparticipants were a total of 71
students who were enrolled in a teacher educatiogram through a school of education
at a university. The student population for thdipgant sample size consisted of 92%
Caucasian, 7% African American, and 1% Asian. tRerstudent population according
to gender, the female population was 92% with am&te population for the study.
Also, the participants’ level of enrollment spantfiedn sophomore to senior years in
college. The majors the students had declaredigltine research ranged from
Elementary Education, Special Education, Early @tabd, Middle Childhood and
Montessori Education, with all pre-service teachmeegoring in a specialized area of
education.

The instrument used for data collection was desidram the research of Barry
and Lechner (1995). This instrument measured tbea@rvice teachers’ awareness of
and attitudes towards teaching multicultural ediocat The survey consisted of a 43-
item, 5-point Likert-type scale that measured vasistages of agreement for the survey
guestions. The participants responded from styodighgree, disagree, undecided,
agree, and strongly agree on the survey. Aftectimepletion of the course, the students

were asked to voluntarily complete two open-endsgstions for the research.
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For the results of the study, Vaughan (2004) reub88.7% of pre-service
teachers expressed that their teacher educatioseohad established teacher
preparedness for the instruction of multicultudlieation and methods to use with the
increased populations of student diversity. Prgise teachers were led to incorporate a
variety of instructional strategies for students'edse needs found in classrooms across
the United States. Also, the percentages for teesgrvice teachers regarding the
developed techniques needed to create that homelsoimnection with families from
cultural backgrounds were as follow: the reportectentage of 47.9% of pre-service
teachers were in agreement with the developmeathaime/school connection, while
35.2% of the pre-service teachers felt they weeamed on the subject. To conclude
the study, the pre-service teachers demonstratederast in developing as a
professional educator of multicultural educati@suiting in a 78.9% of pre-service
teachers who wanted to attend additional professidevelopment trainings for the
instruction of students from different ethnic andtaral backgrounds (Vaughan, 2004).

Vaughan's (2004) findings resulted in awarenest@increasingly diverse
student populations in our schools and the imperdtir implementation of culturally
responsive teaching. Smith (1998) confirmed theartance of multicultural education
for the validation of student identity through fw®motion of self-directed, reflective
learning for all students in regards to their owitural experiences in the classroom.
This method allows students to be part of the legrand teaching process and feel like

active participants in the classroom.
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Implications for Educational Equity through Multlawral Education
The Importance of Multicultural Education

Overall, much of the educational literature hasrbeonsistent with the reform
movement in multicultural education for the purpo$eeorganizing the nation’s
institutes of higher education, allowing all stutiencluding middle-class, White males
into the equation, to acquire the abilities, attds, beliefs, and knowledge base to live
and co-exist with diverse groups from differenttatdl and ethnic backgrounds. Over
the past couple of decades, the definition of roultural education has been assessed by
various theorists on the social movement so thatadlents are empowered in becoming
culturally aware and active participants in a gladuiety (Banks, 2001; Banks & Banks,
1995; Gay, 1995; Grant & Sleeter, 2001). The mmseption of multicultural education
is that its implementation is only for diverse gsedrom ethnic and cultural
backgrounds. However, it is intended for everymnihe classroom, even in schools
with mainly white student populations.

Regardless of the positive publications and supgostatements on multicultural
education and its implementation with every studerihe classroom, the
misunderstanding that it is only to be used witldstts of color or students from diverse
backgrounds is an image that does not seem tcalseceasily from the minds of many
educators and school administrators. Oftentimesyynteachers have implied there is not
a mandatory need for multicultural education airteehool, due to the fact that their
student population consists mainly of White studemith substantially low percentages
of students of color. The curriculum and instrotof a multicultural education program

is not a priority for their school because the @mnly few Latino, Asian, or African
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American students who are enrolled in their predamily White school district (Glazer,
1997).

According to Bennett (1990), the dire need foefam movement in the schools
across this nation has been a constant work inrgssdor political leaders, educators,
theorists, and researchers over the past cougleaafdes. During the mid-1980s under
the Reagan administration, a national reform farcation began in response to the
findings of a national report titled “A Nation atdR.” After this initial report, close to 12
other reports were published in support of natieefdrm for the betterment of the
nation’s commitment to academic achievement anddatxcellence.

However, what the reports did not include was thonal mandate of educational
equality for each individual student in every ctassn throughout all school districts of
our nation.

Educational equality will create equity for teaahio each student’s academic
potential, regardless of his or her gender, racepoio-economic level. This concept of
equality will demand that every student receiveapr and excellent level of
educational instruction, and equity will be consetkwhen school administrators and
policy makers design policies and procedures. Heweducational equity is not to be
confused with educational equivalency, teachingtaidlents with the same instructional
strategies or expecting them to have had the saimelackground knowledge
throughout their learning, leading to the concludieat the level of excellence for
educational equity must exhibit an unbiased andstaictural system for the schooling

of children (Bennett, 1990).
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The research on multicultural education descritresl of the main objectives to
foster the growth of students’ intelligence, theterpersonal and intrapersonal skills, and
the empowerment of their self. However, the susoéshese goals is dependent on the
teacher’s knowledge base, beliefs, feelings, amcepéions for the direct and explicit
instruction of their students to offer educatioeqlality as a whole. Therefore, it is
imperative to address the multicultural issues@urding the cultural and ethnic groups
that have been denied access to educational eguhtg schools systems across the
United States (Bennett, 1990).

Progress in Multicultural Education

Banks (2002) states that multicultural educatios lbeen a prime factor in the
development of contemporary curricula; in fact witthe past 30 years, it has made its
way into the public schools and institutions ofttegeducation. Although it is still not
the priority topic of instruction, it still is a atributing factor to curriculum and
instruction for classrooms. Over the years, adoussaand assumptions of multicultural
education from critics have claimed there has eenba progression for the educational
movement in the school and university settinghiendevelopment and implementation
of the curricula. However, critics argue that dtdbwards multicultural education
would rapidly diminish the classics of American &hatopean literature. The good news
is that there has been more and more curriculuraldpment in the content areas of
Social Studies and Language Arts in elementaryhégid schools for the representation
of students of more cultural and ethnic groupssoAmany high schools have
implemented not only the required American classias they have begun to include

literature from various authors of color for thé@signated curriculum.
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Multicultural literature began to interject its@ito the core curriculum of student
anthologies for elementary and high schools arabad 990s (Garcia, 1993), which
seems appropriate with a population of 35% studeintslor reported in 1995, for both
primary and secondary schools in the United Si@estt & Rittenhouse, 1998). Pallas,
Natriello, and McDill (1989) estimated around 45.6%he public schools will be
students of color by the time we reach the yeaf202

The need for curricula to represent students isshaomponent for instruction in
classrooms, especially with the increased diverdityur student populations. It is so
important for students to see themselves repred@mthe texts used. The connection
between home and school is becoming more crucitll, parents wanting their children
to be portrayed in the state-adopted curriculat@nitor the textbooks. It is uplifting to
know publishing companies are producing more ancemuulticultural textbooks for the
classrooms. Curricula generally replicate theafadls, aspirations, and desires of the
dominant culture. As subdominant groups contrilontee, textbooks will progressively
convey their desires and aspirations as well asitinggths and struggles. Textbooks will
have to continue to exist in the market of a mahaieally diverse country. Because
textbooks still reflect the curriculum in publichemls, they will continue to be the main
emphasis for developers of multicultural curric(Banks, 2002).

From the existing research, this study establishecholarly foundation for
multiculturalism and multicultural education, exqiliy within a teacher education
program. At times, the vast amount of literatinat thas been produced over the years
provided more than enough supported material fdticoltural education, its

origination, and how it has embedded itself into @ducational systems. However,
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through the countless articles, journals, bookd,educational literature, themes emerged
to develop and eventually corroborate the purpdsei®study. Empirical studies on the
implementation of multicultural education in teachducation programs along with
educational equity through multicultural educatére vital areas to build upon that
provide support for the rationale of the study.

Multiculturalism has evolved over time, both indhg and practice. The
realization that inequities based on race and eties in society are reflected in schools
has called for a deeper understanding of how tigkrdifferences within the school
context. The need for teachers to be aware aérdifices and to know how to utilize
differences in creating curricula and pedagogy ithaticlusive has called for explicit
training and preparation for teaching in increalyirtfiverse settings. As a result, we
have seen arise in programs that deal with isstesilticulturalism within teacher
education programs. Multicultural education wanporated into the literature for
teacher education programs, and a mandate wadiglstalbto set precedence for the
urgent need of multicultural education in teachdraation programs.

Although the mandate has been in extcgtdor the past several decades, few
studies have explored the effectiveness of thesgrams in preparing teachers for
increasingly diverse educational settings. Thewdso a gap between the theory and
practice of multiculturalism. While much has bewitten about the significance of, the
need for, and the value of multicultural educatiem programs effectively train teachers
to critically examine their classrooms and to regpbappropriately to differences. This
literature review points to the need for us to these theories and studies in the actual

training of teachers and to take this a step fulyeexamining the effectiveness of
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existing teacher education programs that clainme¢orporate multicultural education in
their teacher training curricula. By focusing otising programs and documenting the
experiences of pre-service teachers in these pregnae may be able to revise and
create curricula for teachers that effectively prepghem for teaching students from

diverse backgrounds.
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CHAPTER 11l
METHODOLOGY

The purpose of this study was: (a) to investiglagesimilarities and differences in
pre-service teachers’ perceptions of teacher peejpass for multicultural education,
following the completion of a course in a teachedentialing program, and (b) to
identify, through the university professor’s perteps, major factors that contribute to
pre-service teacher preparedness for multiculeotatation.

Qualitative Research Design

The study used a qualitative research design &pthpose of data collection and
analysis, which allowed for careful documentatiéthe perceptions of all participants
involved. In general, qualitative research alldhs researcher to collect open-ended,
emerging data with the prime intention of consingthemes from the analyzed data
(Creswell, 2003). Creswell (2003) described thatttvo principal components of
gualitative research “are the constant comparisaata with emerging categories and
theoretical sampling of different groups to maxienthe similarities and differences of
information” (p. 14).

This study adopted a qualitative design to inveséigoerceptions of pre-service
teachers using open ended-questions during onayemterviews with the pre-service
teacher participants and the professor of the eoulrs order to analyze their perceptions
of multicultural education in a teacher educatiomgpam, the interview data were
transcribed and carefully evaluated for emergirggtés and findings as presented in
Chapter IV. The themes were labeled for the caiegon involving the perceptions of

the pre-service teachers and the professor of thecultural education course.
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Research Setting

The study was conducted at one of the 23 campughe €alifornia State
University system. California State Universityn3ernardino, located in southern
California in the City of San Bernardino, is pasited on the outskirts of the city and
located near the foothills of the San Bernardinaultains. Student demographics for
the fall semester of 2008 indicate that the stugepulation was led by Latinos with
36.4%, followed by White, Non-Latino close behindha81.1%, African-Americans at
11.8%, Asian/Pacific Islanders at 7.9%, Native Aigaars at 0.7%, and Other at 8.7%.
The campus also has an international student pogulaf 3.3% of the student body. In
terms of gender, the female population was arowaethirds with 65% and the male
population was just over one-third with 35% for tb&al population
(http://lwww.csusb.edu/aboutCSUSB/FactsStats.aspalifornia State University, San
Bernardino is accredited by the National Counciho€reditation for Teacher Education
(NCATE).

The teacher education department offers 24 tearbdentialing programs to
include a multiple-subject track, a single-subjeatk, credentials in specialized areas, or
a services field credential for students majormghie field of education at CSUSB
(http://www.csusb.edu/majorsdegrees/credentialffie School of Education has a 95%
rate of graduates who have received their teaatriegential degree and who will obtain
a full-time teaching position within a year afteaduating from CSUSB
(http://www.calstate.edu/teacherEd/docs/0506anapalt.pdf).

The above information was a major factor as to @8y, San Bernardino’s

School of Education teacher credentialing prograam shosen as the research setting for
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this study. A professor at CSU, San Bernardinatgdhpermission for the research to be
conducted in one of her teaching credentialing ®esiat the university. The research
began in a course titled “Culture, Family, and Sxdimg,” which is a required course for
the multiple-subject teacher credentialing progrdrhis university is on a quarter track
system, thus incorporating fall, winter, and spriqugrters for the 2008-2009 academic
school year.
Research Participants
A total of eight individuals participated in tretudy. Seven of the eight
participants were pre-service teachers who weralledrin a multicultural education,
teacher credentialing course titled “Culture, Fgmaind Schooling,” within the School of
Education at California State University, San Bedir. The eighth participant was a
tenured faculty member who was the professor otthese where the pre-service
teachers received their instruction in the teaeldeication program. The seven pre-
service teachers who participated in the study wera@ved for one complete academic
guarter, either winter or spring, within the acadesthool year of 2008-2009. The
winter quarter extended from January to late Manath the spring quarter was from April
to mid-June. At any time during the data collectia participant had the option to
terminate further participation in the researchugtu
Data Collection Procedures
Interviews
The research procedure consisted of interviews thig pre-service teachers who

were enrolled in the multicultural education cour3ée eight interview questions
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addressed the first research question, which guluegre-service teachers during the
conducted interviews.

Research Question # 1: What are the similardresdifferences in pre-service
teachers’ perceptions of teacher preparednessttticoitural education, following the
completion of a course in a teacher credentialiogam?

The primary source of data for this study wasviatlial interviews with the seven
pre-service teachers from the multicultural edwsatourse, enrolled in the winter or
spring quarters. Of these seven interviews, sibewenducted face-to-face and one over
the telephone because of physical distance. #feecompletion of the course, each pre-
service teacher was interviewed once during tha daitection process. Eight questions
were used to direct the interviews in order to dgaair perceptions of multicultural
education. Four participants were enrolled invirger quarter and three in the spring
quarter of 2009. The questions in the dialoguesvepen-ended and asked after the
completion of the course (See Appendix A).

Finally, the researcher continued with conductedrviews with the professor of
the multicultural education course. The questiwaee asked in a general sense but
became more specific as the interviews progres$id.interview questions with the
professor differed from those asked the pre-seeaehers’ questions to address the
second research question.

Research Question # 2: Which major factors aretiiiesh through the university
professor’s perceptions that contribute to preiserieacher preparedness for

multicultural education?
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Four one-on-one interviews were conducted withpitedessor of the course, two
during the winter quarter and two during the spaugrter. The interviews were used to
gain her perception of the pre-service teacheratdsvmulticultural education. The
professor was asked open-ended questions thatredme the syllabus and content of
the course, the organizational structure of thesmuthe ideology supportive of the
course outline, and the activities/ assignmenti@icourse.

Data Collection

Upon attaining official permission from CSU, SaerBardino, the director, and
the professor of the teacher education progrartehded the first class session in Winter
2008. At this class session, | introduced andarpd the logistics of the research and
distributed the consent letter to the participamtthe “Culture, Family, and Schooling”
course. On a voluntary basis, the research prataded with the collection of interested
participants for the winter quarter and then thengpquarter of the 2009 academic
school year. Data were only collected from pagpaaits who voluntarily participated in
the research. After identifying students who weiléng to participate in the study, |
conducted one interview with each of the partictpaturing one academic quarter
period, either winter or spring.

The instructor for the course was also interviededng both the winter and
spring quarters, pertaining to multicultural edimatand its implementation within the
course. A total of four interviews were condudteaughout the duration of the
research: two interviews in the winter quarter amal interviews in the spring. The
professor addressed various topics during theviews, such as the definition of

multicultural education, her experiences as a geafeteaching the course, and the
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university's policies and procedures. On questibaspertained directly to the course,
“Culture, Family, and Schooling,” the professordeed specifically on the content of the
course, the curriculum and instruction, and thégasor's ideology introduced and
implemented for the course framework (See AppeBJix

At the end of each academic quarter, the particgpamiuntarily participated in
either a face-to-face interview or a phone intemeith the researcher. Six out of the
seven interviews with the participants were coneldi¢ace-to-face, and the one
remaining participant participated in a phone wigar due to fact that her commute was
too long in distance to attend the CSU, San Bemarchmpus. The conducted
interviews took place only after the completiorttug multicultural education course with
the pre-service teachers. Each participant wasdaakotal of eight questions during the
interview (See Appendix A). However, the particifsawere given the option at any time
to decline a question during the interview. Thennew questions were designed to gain
the perceptions of the pre-service teachers towardscultural education involving

teacher preparedness through the teacher edupatigram.

Figure 1. Data Collection Timeline
m The first column explains the university quartere frame for the data collection.
m The second column describes the procedural stefggwent to the first column.

m The last column explains a monthly and yearly wesy for the data collection.
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University Quarter:

Procedural Steps:

Timanke:

Fall Quarter 2008

Step 1: Obtained permisgi@ecember 2008

from the Director of the
Teacher Credentialing
program along with
permission from the
professor of the course in
the credentialing program
through the School of
Education at CSUSB.

Winter Quarter 2009

First Class Session

Step 2: Attended the first
class session and presented
the pre-service teachers
with a consent letter
explaining the study.

January 2009

Winter Quarter 2009

Two separate interviews took
place with professor of the
course over duration of the
Winter 2009 quatrter.

Winter Quarter 2009

Last Class Session
Following the completion of
the teacher credentialing

course titled “Culture, Family|
and Schooling.”

Step 3: Conducted two
separate face-to-face
interviews with the
professor from course titleg
“Culture, Family, and
Schooling.”

Step 4: Interviews were
conducted one-on-one with
each individual pre-service
teacher, a total of four from
the Winter Quarter 20009.

February-March 2009

April-June 2009

Spring Quarter 2009

First Class Session

Step 5: Attended the first
class session and presented
the pre-service teachers
with a consent letter
explaining the study.

April 2009
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Spring Quarter 2009

Two separate interviews took
place with professor of the
course over duration of the
Spring 2009 quarter.

Step 6: Conducted two
separate face-to-face
interviews with the
professor from the course
titled “Culture, Family, and
Schooling.”

April-May 2009

Spring Quarter 2009
Last Class Session

Following the completion of
the teacher credentialing
course titled “Culture, Family|
and Schooling.”

Step 7: Interviews were
conducted one-on-one with
each individual pre-service
teacher, a total of three fro
the Spring Quarter 2009.

July-September 2009

m

Data Analysis

Recorded and transcribed interviews were careéuiplyzed, and the

transcriptions were coded based on continuous engetigemes. Coding is a procedure

of organization and identification of the writteatd into “chunks” prior to analyzing the

significance of those “chunks” (Rossman & Ralli89&, p. 171). The coding process

proceeded with consistent, considerable thoughthi®data analyses of the interviews

with the preservice teacher participants and the professdreotourse.

The collection of data included audio-taped trapsions from the interviews and

course materials from the professor. The codiogess began by carefully analyzing the

findings from the interviews with all participantmd the themes that emerged from the

transcribed interviews were identified and plaged iwo different categories: the

perceptions of the pre-service teachers and thioe @rofessor.

The second step involved the organization of thergent themes. The initial

phase in the organizational process was arrangmgigjor themes according to the
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interview questions (See Appendix A). Each numthepgestion was coded according to
pre-service teachers’ responses with a designaled cFor example, the pre-service
teachers’ responses were all highlighted in yellorquestion number one on the
guestionnaire, green for question number two, pankjuestion number three, and so on
until all seven of the pre-service teachers’ trabgd interviews were highlighted for all
eight questions on the questionnaire. The codinlgeodata continued with transcribed
interviews from the professor.

According to Creswell (2003), “the themes shoubplhy multiple perspectives
from individuals and be supported by diverse quotstand specific evidence” (p. 194).
The coding process continued with the classificatronor themes to minor sub-themes
within the major themes of the study. Once theomijemes were analyzed and coded,
the data analysis extended itself with minor sudtls, adding further in-depth
interpretation from the transcribed interviewslué seven pre-service teacher
participants. The professor’s interviews led taaaalysis of the qualitative data findings
for the study by coding transcribed interviewstfog organization and identification of
major themes and minor sub-themes. The analydigeqgierceptions of pre-service
teachers and the professor are presented in Chdptand the conclusions in Chapter V.

Protection of Human Subjects

The role and responsibility of the researcher weflfill her complete
obligation to protect the rights of human subjecIbe initial step was to complete an
IRBPHS (Institutional Review Board for the Proteatiof Human Subjects) application
at the University of San Francisco, which is conedrwith the protection of volunteers

in research projects. The application requireéxensive explanation of the protection
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of the human subjects who participated in the mebeaOnce the application was
approved, the department granted permission toumthta collection. A consent letter
(See Appendix C) to the participants informed tredrthe project and their volunteered
involvement, prior to conducting the research. Thesent letter notified the professor
and pre-service teachers in the teacher credemgiaburse of the roles and
responsibilities of their participation in the datdlection throughout the university
quarter. The written consent form also verifiedipgpants' permission to conduct the
research study, allowing interviews for the purpoidata collection. The professor and
the pre-service teachers were given a signed cbfheaonsent letter on behalf of the
researcher.

The data and research records (i.e., field natedip tapes, and transcribed
interviews) were secured in a locked filing cabimethe researcher's office, only
accessible to the researcher during the data tiolheprocess, excluding people such as
the instructing professor, the pre-service teacterslled in the course, and the director
of the teacher credentialing program for the ursitgr The Institutional Review Board
for the Protection of Human Subjects (IRBPHS) rexad the application and granted
approval for the study of human subjects (See Agped).

Background of the Researcher

| have been an educator for the past decade pamatien and goal | received from
my mother, who believed education critically opegedr eyes and mind to the world
around you. My mother is a bilingual teacher aad been for the past 30 years. One
aspect of having a mother as an educator was sreathild my mother instilled in me,

along with my three sisters, the importance of atioo and the obligation to serve our
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community. This is why education is so prevalenbur family; my mother and her four
daughters, myself included, have chosen the priofes$ education. As an educator, |
have had many opportunities to contribute to mymaomity. My first teaching position
was as a second grade teacher and | enjoyed exaryrythe classroom with my
students. The elementary school where | was eraglayas named Cesar Chavez
Elementary School, with a student population thas @9% Latino, located in the same
city where both my parents were born, raised, arttis day, still live. Ironically, my
mother and her parents were migrant farm workedshaal protested thirty years prior in
the fields of the Coachella Valley with the activisar Chavez. So, for me to have
worked as a teacher at Cesar Chavez ElementaryBeshs an evident act of progress
made possible directly and indirectly by sociahasin for the obtainment of educational
equity.

However, since then, | have been given other dppdies to participate and
collaborate within other educational avenues, sasctvorking for our local County
Office of Education on a state-awarded grant teiserour migrant students and their
parents so that they would become exposed to egeotampus culture. This particular
project was implemented with the purpose of cregtimllege awareness in the migrant
population. It allowed me to work specifically tvitnigrant student and their parents,
creating a network of resources that pertainedigstijons regarding college preparation
and admissions.

Another professional experience | have gainedyiswork as an adjunct faculty
member at our local community college. Due tolthetransfer rates among our Latino

population from a community college to a four-yaaiversity, | found the position to be



79

very rewarding as an educator. Often times, Lagindents do not have anyone that they
might be able to identify with at the college leualit when they see a Latina professor,
they are more likely to respond without any hegitabr reservation.

Through my experience in a doctoral program, nofgssion as an educator has
been enhanced by a global perspective. As a dddtrdent, you are asked many times
what your research is going to be or the topicafryproject. For the first few years in
the program, | unfortunately still was not ablesgeecifically identify my dissertation
topic once my courses were completed in the progridowever, | did realize | wanted
to investigate multicultural education and its sbdnistorical, and political connections
to our public school system in California.

The first time | was introduced to the topic ofltraultural education was in a
course | had taken while studying for a mastergrée at California State University,
San Bernardino. | remember the professor askiagtindents to choose a topic and then
create a class presentation on the topic. | imatelyi knew | wanted to investigate the
subject of multicultural education. Thereforegbln my research and presented the
topic to my peers. My professor was pleased wittapic and enjoyed the presentation;
however, | remember the presentation became veryaarsial amongst my peers. At
that time, | did not realize why the topic was satrtoversial and why so many of the
students in the class disagreed with the topiderAhe class ended, | forgot the faces of
the students who were in my class, but | neverdotige negative comments they
expressed during my presentation. Years latenytsurprise, | had no idea that one
class presentation would lead me to my path atttieersity of San Francisco’s

department of International and Multicultural Edtima.
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Now as a researcher, | have the opportunity terektmy role as an educator by
conducting and contributing to the world of educatdil research. Through the
University of San Francisco, my responsibility agsearcher allowed my research data
collection at a university campus setting. Thiarnged me the opportunity to return to my
alma mater of California State University, San Bedmo to conduct and collect data for
my research study. | attended CSUSB as an undkrgt@to receive a Bachelor of Arts
degree in Liberal Studies. After graduating with BhA., | went on to receive my
Multiple Subject Teaching Credential as a requinetne teach in the state of California.
Then | received a Master of Arts degree in the igieed area of Reading and Language
Arts and finally completed a second Masi€Arts degree in Curriculum and Instruction.

As a graduate of CSUSB and as a student who aitietheir School of
Education’s teacher credentialing program, | thhakk on what | was taught by my
mother and the concept of “serving the communigét tnce served you.” In my position
as a researcher, | was able to conduct researbhmatinstitution to establish new data
for the university and their teacher credentiajpnggram in the specialized area of
multicultural education. After speaking with thieedtor of the teaching credentialing
program about permission for the research proghet,concluded she was interested in
obtaining the conclusions of my data collectiontfee benefit of her program. In
retrospect, | never would have imagined the inftlate that introduced me to the issue
of multicultural education would be the exact placenducted actual research for my

dissertation, and for that, | am extremely gratefub researcher.
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CHAPTER IV
FINDINGS
This chapter presents an overview of the datarigslthat addressed Research
Question #1 and Research Question #2 of the stAdyualitative analysis was
conducted of the perceptions of pre-service teachied their professor regarding teacher
preparedness for multicultural education in a teachedential program. For each
individualized research question, the findings gatze the data based upon conducted
interviews with the participants for the study.
Overview of the Findings
The study examined teacher preparedness fromaysanof pre-service
teachers’ perceptions towards multicultural edwrain a teacher credentialing program.
Analyses were drawn from interviews with the presse teachers from the course
“Culture, Family, and Schooling.” Interview quests (See Appendix A) were used to
examine pre-service teachers and their perceptiiovesrds multicultural education after
the completion of a teacher credentialing couiBee findings of this data were
organized and identified as themes and sub-theamedlon the similarities and
differences in the pre-service teachers’ perceptidnterviews were also conducted with
the professor from the course to gain her perceptiowards the contributing factors
involving the teacher preparedness of pre-sereaetters.
Research Question #1.:
What Are the Similarities and Differences in Prevase Teachers’ Perceptions of
Teacher Preparedness for Multicultural Educatiaioing the Completion of a

Course in a Teacher Credentialing Program?
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All seven participants, six females and one makrewre-service teachers
enrolled in the course “Culture, Family, and Schapl' Four identified themselves as
Latino, one as Asian, one as European Americanpaads Other (See Figure 2). Of
the seven total participants, four were enrolledrduthe academic quarter of winter
2009, and three were enrolled during the acadeoacter of spring 2009.

Figure 2.Informational Chart of Interviewed Pre-service Tears

Participant’s Ethnicity Age Group Prior Courses Hrs. of
Name: Taken That Instruction
Addressed from Prior
Multicultural Courses That

Education Addressed

Multicultural
Education
Olivia Latina 20-25 Yrs. Old None 0 hrs.
Angela Latina 20-25 Yrs. Olg None 0 hrs.
Myra Latina 35-45 Yrs. Old None 0 hrs.
Monique Latina 35-45 Yrs. Olg None 0 hrs.
Hakim Asian 35-45 Yrs. Old None 0 hrs.
Betty European- | 20-25 Yrs. Old 1 Course 10 hrs.

American
Lynn Other 35-45 Yrs. Old 1 Course 10 hrs.

The “Culture, Family, and Schooling” course useslshme syllabus (See
Appendix D & E) for the winter and the spring qeastand required the same
assignments, texts, materials, and resources fierprofessor. Students were required
to submit two observational reports, a PowerPaiogggt, quizzes, and a final exam.
They were also assigned the same course texteadohg materials, which included
three bookstupita Mafianaby Patricia Beatty (1981Roll of ThunderHear My Cryby
Mildred Taylor (1976), and Jar of Dream$y Yoshiko Uchida (1981). The curriculum
also included a journal article titled “Managem8irategies for Culturally Diverse

Classrooms” by Ken Johns and, lastly, iHendbook for the Multiple Subject Credential



83

Program(see Appendix H).
Preservice Teachers’ Knowledge Base of MulticulturdLEation
Prior to Enrollment in the Course

This section focuses on pre-service teacherggptions of their own knowledge
base and awareness of multicultural education poitetking the teacher credentialing
course. The first interview question addressedtbeservice teachers’ perceptions and
their background knowledge of multicultural edueati The intention of the interviews
was to capture their understanding of the conceptudticultural education without any
prior course instruction from the professor. The-gervice teachers expressed their
multicultural knowledge through their own persoesperiences before attending the
course at the university.
Confidence in Own Ethnic Identity but Less in OtGaitures

The three Latina participants all expressed they there aware of their own
culture or ethnicity, but they were not informedotifier cultures or ethnic groups. These
pre-service teachers all had similar responsdsstgiestionnaire regarding their
knowledge base of multicultural education. Angéyia, and Monique responded that
they were confident about their own culture, buewlit came to other cultures or
ethnicities, they felt they were not as knowleddeand lacked exposure to a variety of
ethnic realities.

Olivia commented on how she was familiar with hature, but did not feel
confident in explaining other cultures or cultueaknts.

I think that | was more knowledgeable on my owrSBlvadorian culture. But |

wasn't really aware of the Native American cultures African American

culture, and I’'m not Mexican. Um, like, um, Cinde Mayo. | don’t celebrate
that holiday. My friends that are not Hispanic \bhe like “Why aren’t you
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celebrating that? Why aren’t you going out?” Atid kind of like, ah, that’s the

Mexican culture. It's Hispanic but it’s not a paftmy culture (Interview with

Olivia, Tuesday, April 28, 2009).

Angela also discussed the fact that she felt cenfidbout her own culture
growing up as a minority in the United States. fieproud of her heritage and had
taken various classes on her Mexican-American eitigniHowever, she did not feel the
same about other cultures.

| felt very confident growing up with my culturecithe life I've had as a

minority being that | am Mexican-American. | knomulticultural education was

important and so | knew the historical facts basegards on my own ethnicity

(Interview with Angela, Wednesday, May 13, 2009).

Monique described her personal experience in tefrher knowledge base of
multicultural education. Monique had similar cal&ince in her own ethnic background
but questioned her ability to teach about otheesamnd backgrounds.

| think | felt pretty confident with myself and tlealture | am from, which is not

so much a minority anymore being from the Mexicalture; there are a lot of

Hispanics from my experiences. Although | am matly sure | would not have

be able to explain neither multicultural educatinam being able to relate to

different cultures (Interview with Monique, Wednagd September 16, 2009).

In all three cases, the participants believedhbaing a multicultural
understanding and orientation meant having a sefnse&areness of other cultures and
ethnic backgrounds represented in a class settidgheat theirs alone would not be
sufficient for teaching with a multicultural oriextion.

Knowledge Base through Exposure to Various CultBedkgrounds

Two of the participants explained their knowledgesd of multicultural

education was dependent on exposure to variousralliackgrounds. Two pre-service

teachers, Myra and Betty, spoke of their levelmderstanding and awareness of other

cultures and backgrounds. As Myra stated,



85

| felt somewhat confident because | grew up in @ea@ounty during a time
where there was a lot of diversity already andjusit with two different cultures,
but several cultures. The church | attended aB® extremely diverse and | got
exposed to a lot more than what most Hispanic #idgrowing up. | interacted
with a lot of kids who were from other cultures @etame friends with them as |
was growing up in the area that I lived in at tineet (Interview with Myra,
Tuesday, June 9, 2009).
In Myra’s case, her church was central to her expo® a variety of cultural
backgrounds. However, one participant, Betty, amed the question through a more
academic approach. She attributed her knowledge tosanother course at the
university.
| didn’t really have another course that dealt gprdly with multicultural
education and the teaching of students. | did sakeurse called “Race and
Racism” and | took it about two years ago and wed more about the
psychology behind race and racism, so that wasanidyound in the subject
before the class. Besides that class, | had kRehtany other multicultural class
(Interview with Betty, Thursday, September 24, 2009
Prior to the course, these two participants fadirtlevel of knowledge was
affiliated with their own experiences within theilture. In both cases, external
influences, such as a church or academic courge, gixen as the source of awareness.
Knowledge Base through Prior Educational Experience
The two remaining participants, Hakim and Lynn, @agsponses that reflected their
knowledge base of multicultural education due tordife experiences. One participant
commented on the 13 countries he had traveleddotbe years as a martial arts
instructor. Hakim stated that without that oppaoity, he would not have been able to
experience other cultures, visit other countriekrow different languages from all over
the world.
Living in Southern California you deal with all théferent backgrounds. I've

also traveled to about 13 countries and forty stteoughout the U.S. so I've had
a lot of exposure to different cultures. Also,ddh martial arts and I've taught in
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Germany, France, Japan and Mexico dealing witledifft languages. I'm aware
that there’s a difference in the way cultures respio individuals so | felt pretty
comfortable going into the class (Interview withkia, Wednesday, September

30, 2009).

Lynn commented on knowing other cultures and laggedhrough her
experiences while working in corporate Americappto switching her profession to
teaching. She had worked in this type of enviromini@r numerous years, interacting
and engaging with people from different countried athnicities. She was thankful for
her prior job experiences because she felt thgyapeel her for the students she would
one day serve. Her awareness to validate thergsidriltures and ethnicities would be a
huge part of her teaching with the children in tlass. As a future teacher, her exposure
to other cultures was an asset because she thibugig unfair for a teacher who will one
day work with diverse student populations to ndxeeexposed to different cultures or
ethnicities. She commented on the question byribésg her knowledge base:

| felt I have acquired a knowledge base of multimal education, prior to the

course. | was give the chance to work in corpofaterica for many years and |

felt | have gained a lot from working all those hwdifferent people from different
countries. | was constantly aware of all the vasiethnicities and always paid
attention my cultural surroundings in that envir@mta | am glad | got to have
that exposure, not like some people who never expes that type of difference
in society. Many teachers begin to only experiesnoather culture when they
start teaching. | think that is unfair for thedsuts they will one day teach

(Interview with Lynn, Monday, June 1, 2009).

In regards to this particular question, the predserteachers commented that
they had some level of knowledge base concerniagagbic of multicultural
education prior to the course. The pre-servicehteis may not have been
familiar with the correct terminology or the contemvolving multicultural

education but no pre-service teacher expressedtiatvere not aware of different

ethnic or cultural groups in our society before ¢heoliment of the course.
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Pre-service Teachers’ Knowledge Base of Multicalti&ducation
Following the Completion of the Course

After completion of the course “Culture, Familydaichooling,” the participants
that were interviewed discussed their new knowldzigge of multicultural education.
Once the course was completed by the pre-senéohées, the responses reflected the
level of change about their knowledge base of rulltiral education. They described
their experiences in the course and how they haadated their knowledge of
multiculturalism.
Gaining Confidence in Multiculturalism through a &eer Understanding of Self and
Others

One of the seven pre-service teachers, Lynn, desther experience with the
course and how her knowledge base involving muttical education had shifted
immensely since the completion of the course. &fpeessed how much more confident
she felt after she took the “Culture, Family, amth&ling” course.

Much, much more confident due to the class disonsshe lectures, the class

activities and assignments all contributed to miyucal awareness. Not one

hundred percent yet but | definitely have a begtasp and understanding of the

different needs and the different values, the effieé beliefs and the different

structure systems within each culture and what tequire, what their traditions

might be that | wasn’t aware of yet. More so, héag that | really need to

understand each culture, so therefore when | hal@sa of students, whenever

that may be, maybe take from their home languageegwhat their background

and culture is and then do research into eachosktleultures so that | understand

those students and their need. | think furthengdo the parents and talking to

them and saying, okay, what are your beliefs faryaulture and what do you

want your students to learn or not learn. Soegfinitely has given me a greater

understanding (Interview with Lynn, Monday, JunQ009).

Lynn’s perception of her knowledge base of multixal education had increased

tremendously after the completion of the course;tsdd increased her knowledge of
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other cultures, different beliefs systems, andedéht structural systems within the
educational system. She became familiar with gareindifferent cultures through a
home/school connection strategy, teaching her loobuild and sustain relationships
with the parents of her students through familylmement, regardless of their culture or
ethnicity. Lynn felt all the class sessions cdnited to developing her knowledge base
of multicultural education. All the class discus®, class lectures from the professor,
and course assignments contributed to the shifeirbackground knowledge of different
cultures and ethnicities, bringing about a multietdl awareness that she had not had
prior to enrollment in this course.

Angela conveyed a similar response to Lynn in mréga investigating the
students’ language from the school’s home langsageey:

| feel that | know a lot more knowledge on multicwél education because not

only was | able to learn about my ethnicity butestbultures as well, such as

Asians and African Americans through the books @alrin class, for example,

Roll of ThunderHear My Cry andA Jar of Dreamdrom the syllabus (See

Appendices D & E). These would be books you coedédl with your students to

teach about other cultures. Also, having a homguage survey for each student

that will be in my class, to be filled out by tharpnt to gain an understanding of
what the home language is spoken at home by tlestand the parents. The
survey gives information on the student that isg@thin their cum file that will
help me as a teacher to understand my studentsamtb better service them

(Interview with Angela, Wednesday, May 13, 2009).

Both Lynn and Angela realized how they would beedblutilize the home
language survey for the benefit of the studentbeir classes. They felt the survey
would give them an idea of the demographics ofr tsteident population, which in turn
would provide them the opportunity to address thituces and ethnicities represented.

This way, as new teachers, they could look at tmaeéhlanguage survey and

automatically know what languages were spokenerntbme. Angela felt more
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equipped at setting up her classroom with her siisdend also addressing parents from
different cultural and ethnic backgrounds from dtioultural perspective introduced in
the course.

The two pre-service teachers felt they had gaingeeper understanding of
multiculturalism through the learning and teachaigther cultural groups but also from
their own cultures as well. They were able to ustdad the context involving the
existence of other cultures within our educati@ystem and how their formulated
cultural stereotypes can impact the instructiothefr own students in the classroom.
Also, they understood that coming from a differemture may develop a barrier with
parents of the students in their classrooms artdhileyg must make a conscious effort to
break down that invisible, cultural barrier.

Hakim expressed his perception on how his knovddaigse of multicultural
education had increased as a result of the costeség how the course supported his
perceptions on the beliefs and attitudes aboutesitisdn his class.

After taking the course, | felt that it supporteg beliefs and also made me better

aware of the little details. For example, if some¥pis Vietnamese, they might

not have the same beliefs that a Japanese/Asiald Wwaue, even though they're
from the same part of the world. Also, the waythe grown up and their life
experiences, one has to have compassion for wagtthexperienced and
dealing with as an individual so you don’t hurtrther just being sensitive to
certain topics or discussions. So, relating tamlévidual and it's very important
to see how they respond, the body language andahngitions by watching the

whole class (Interview with Hakim, September 30020
Hakim said in his interview that the course hadpsufed his beliefs and he would now
pay more attention to differences between cultutés.demonstrated an increased

awareness by identifying ways of being culturadipstive that may not be obvious at

first, such as avoiding topics and discussionswatld offend someone from another
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country or the importance of paying attention s&iwdent’s body language and facial
expressions to see how she or he might react taigesituations in the classroom.
Recognition of Stereotypes and Cultural Difference

Myra responded to the question, “How competentalofeel with your
knowledge base of multicultural education followihg completion of this course?”
She began by acknowledging her perceptions ofdtgres regarding different cultures
but not being able to identify the difference bedwea stereotype and the authenticity of a
culture. She also conveyed that she needed tdagekier knowledge of multicultural
education not only inside, but also outside thestlgom. Through this awareness, she
would then be able to become more sensitive tstildents and their cultures when they
enter her classroom. Myra did say she tried tasdisciate from the negative stereotypes
from the media concerning different cultural groups

Marina: How competent do you feel with your knoede base of multicultural
education following the completion of this course?

Myra: | think it's changed in the sense that Il fleeeed to grow and learn more,
not only in the classroom but outside of the classr. | need to pay more
attention to things that you kind of take for gethtvith students in the
classroom. For example, when we were talking attmiHmong and how such a
difference there is within cultures and how youlyelaave to pay attention. | try
and pay attention and learn more so that way magbe | get into the classroom
I’'m a little more sensitive to the students andrtheeds.

Marina: So, before you would just clump them igémeral categories or you just
did not realize that there was a distinction betwie different ethnicities or
cultures?

Myra: | don’t know so much about clumping but #és just such a variance of
so many different cultures, not just cultures, cultures within the cultures. And

if you’re not in tune with a lot of that or you’'ret keeping up and you're not
educating yourself, then you're out of sync withuyability to be in sync with
them. | have always been one to kind of wantag asivay from the news, but it's
an important part of being a teacher. Personktign't like to listen to the news
because | don’t want to listen to all of the negastereotypes because there is so
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much of it, but at the same time | do try and pufNd®R (National Public Radio).

| really try and stay away from the negative maaliaithere, but with NPR, you

can get a really good sense of what’s going on wafitier cultures (Interview with

Myra, Tuesday June 9, 2009).

Myra realized there had been some change in heepigons of her knowledge
base of multicultural education. She felt it wobklimportant to be sensitive to the
needs of the students from other cultures, whearite time for her to teach in a
classroom. She recognized the importance of pagftitegition to the cultures in the
classroom, not to just teach every child with thme teaching strategies she was taught
as a child but to validate and incorporate theucalt of the classroom all year long with
her students. In addition, she felt it importaot to allow negative attitudes and
stereotypes about represented cultures to be braugher classroom.

Enhanced Awareness of Multicultural Education baedlifor Classroom Practicum

Monique and Betty communicated their perceptiogaming their knowledge
base and how it had shifted after they had comgléte multicultural education course.
For example, Monique expressed:

| have gained some knowledge of multicultural edioca The same knowledge

is probably in my knowledge base but won't be usetil | am actually in a

situation that will require a multicultural backgrad. When | am in a classroom,

I will most likely remember what | learned to beedswith the students for that

purpose (Interview with Monique, Wednesday, Sep&miie, 2009).

Monique’s perception was that she had increaseérmrledge base of multicultural
education but would probably not access that in&tiom until she taught in a classroom
setting. She stated she would most likely recolidtat was learned from the course and
apply it to her classroom.

Betty’s perception of the course was that she loigé@to her knowledge base

of multicultural education, but not nearly as méidm another course she had taken at



92

another university.
| took this course from Cal State San Bernardintulfil a prerequisite
requirement for Cal State San Marcos and whennglto other students in the
teaching credential program, | am actually in thegpam right now, and my
classmates told me among the assignments theyhaalvie their multicultural
classes they had to take at Cal State San Manedst seems to me that I did not
have that much instruction in comparison to mysiaetes. | wish in some
respects that | would have taken it at Cal StateNdarcos because | feel | am
lacking in the content that my fellow students reed in other multicultural
courses, but 1 do feel there is a bit of changé wiy background knowledge of
multicultural education (Interview with Betty, Thaday, September 24, 2009).
Betty's response indicated she lacked a lot otth@ent that other students at another
university had learned throughout their semesténeir teacher education program. But
she did comment that she had changed a bit onaoéglound knowledge towards

multicultural education.
Importance of a Multicultural Education Course witte-Service Teachers

During the interviews, the pre-service teachersevesked the question, “As a
future educator, do you feel it is important foe{service teachers to receive instruction
that focuses on multicultural education?” Whenedsthis particular question, all
participants responded with their personal vievgarding the importance of
multicultural education. The participants all eththat it was important for future pre-
service teachers to receive instruction on multical education. The participants’
responses varied in the level of importance giveir perceptions after they had
completed the course; however, there was consémsiis responses for the importance
of multicultural education with pre-service teachefhey all had a strong opinion for

the need of it involving the teaching and learnigtudents.



93

Importance of Cultural Awareness within the ClassnoSetting

Olivia’s and Angela’s responses focused on the mapoe of pre-service teacher
instruction on multicultural education. The firesponse began with Olivia and her
explanation of the importance of multicultural edtion with pre-service teachers, such
as herself.

Marina: As a future educator, do you feel it's omn@ant for pre-service teachers
to receive instruction that focuses on multiculk@@ucation and why?

Olivia: Because our schools now have so many iffecultures, and it's
important to have a perspective on how they thimk lsow they are and what
they believe in and incorporate that into the c¢lass. | think | would connect
with them better and they can connect with me bettd therefore want to learn.
And, | think that if | have a background where Vaaxperienced other cultures,
their belief systems, their cultural customs ana itowill benefit in the
classroom, including myself. The whole purposbafing being a teacher is
getting to know your students and the cultures tteeyie with when they walk
into the classroom (Interview with Olivia, Tuesdayril 28, 2009).

Angela agreed with Olivia regarding the importafarethe implementation of
multicultural education involving pre-service teachin a teacher education program for
the instruction of diverse student populations.

Angela: Yes, | do think it is important becausealléhave our prejudices as

people in society and | feel that with having thisgees of courses allows others

to see the backgrounds of different cultures. Eigig when you are in a

classroom and your students are from differenucett and ethnicities.

Establishing you, as a teacher, that will be awsétéeir students’ cultural

background and making it a positive asset in thestbom (Interview with

Angela, Wednesday, May 13, 2009).

Angela felt that some of the prejudices in socthgt are reflected in the education
system can be challenged if teachers have an uaddisg of how to deal with situations
involving bias or discrimination. She expresseat tbachers will treat students in their

classroom depending on the perception they may biatreem, whether negative or

positive.
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Gaining a Multicultural Perspective through Clasem Observations
Betty completed her response by stating her feglamgthe importance of
instructing pre-service teachers on multicultuddeation. She wanted more required
field observations to be completed in the classicong with an additional case study
in the course curriculum to enhance a better utalgigg of the content. She felt that
through the course, teachers were exposed to eiffeultures, so they would not come
to the classroom with prejudgments or negativeestgpes they might have developed
through their prior life experiences. Betty fédat the main constraint of the course was
that it was only a two unit course, which hindetteel content.
Betty: Yes. |feel that it is extremely importaritwish that | received more
instruction for that class. | know that it wasyaltwo-unit class but | wish there
was more depth going into each of the culturesjastdnaking it relevant to what
actually is going on in the diverse schools thateveeeing in our school systems,
and having the expectation that a teacher mudtexesay student equally
regardless of their race or gender (Interview \Bigty, Thursday, September 24,

2009).

Marina: What do you think they could have addeth&course to incorporate a
better understanding of multicultural education?

Betty: | don’t know if that would have meant adglimore data or adding a case

study to be done. | believe it's very importantldrieel that being in the program

I’'m in now I'm seeing more insights to what we lead in the course with how

teachers might stereotype or have bias for a pdaticultural group in their

classroom (Interview with Betty, Thursday, Septentse 2009).

Myra, Monique, and Hakim all expressed a deep m@echulticultural education
and had specific ideas for gaining more knowledgeexperience from the course.
Myra felt also felt that more classroom observaiondiverse school settings were
needed for future preervice teachers.

Myra: Yes, | do think it's really necessary. As &s the actual lecture given in

the classroom, I think a lot of the reading | del fean be done outside of the
classroom, through more observations in real aassrsettings. | think that one



95

element that | missed in the classroom and in taktie course that | really
wished | would have experienced was more required in to a classroom for
observations in certain areas that are more etihybigerse.

Marina: Why do you feel that way?

Myra: Because | know when | go out and do my olest@yns for my other
courses, I'm not specifically trying to target atee ethnic group during my
observation work. You don’t get exposed to it, depeg on the area you teach.
You're only getting exposed to whatever the ar@ad yiou're currently observing
for that given course. | think when you're actyafi the classroom you have
more of an appreciation. When you go, you cangsbbget a better
understanding. You're actually in a classroomirsgtivhere you will be exposed
to different cultures and have these varied typexpieriences.

Marina: Do you still think that pre-service teachshould actually experience
the multicultural education course?

Myra: | think they should experience it but | wdiday to just add to the course.
Because | did feel like a lot of what | learned andt of the reading could have
actually been done outside of the classroom omtapaybe adding more
classroom observations to the course. 1 just thim&uld have gotten more out of
it. Anyways, you really want to be able to takevasch as possible with you, so
that when you're in the classroom, you can be teb#&tacher.

Marina: Why would you have wanted more time fos@ivations?

Myra: Well, you can reference things and materiatswell as the experiences

you observed in the classrooms. It seems as sgovece teacher, which is the

thing you're struggling to understand even befara pecome a teacher. It’s like,
okay, I'm learning all this stuff, but | really démave the background knowledge

to connect it to as a classroom teacher (Intervigw Myra, Tuesday June 9,

2009).

Myra felt that the course further helped pre-serteachers who were struggling
to understand the diverse dynamics of a classrd®hne stressed the fact that future
teachers should experience diverse classroomeiintthining. If they did not see these
different cultures and ethnic groups, then how wdhe teachers effectively instruct the

students using a multicultural perspective? Thiwidled them with a connection to the

reality of schools and students that are repredentthe classrooms at those schools.
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Monique and Hakim agreed with Myra on the needh$truct pre-service teachers
with multicultural education, all expressing théaVimportance for the instruction
specifically of pre-service teachers. They bo#poeded to the question by stating:

Absolutely, there are some things you could brirtg the classroom to make
them feel comfortable allowing the child to connedh the teacher. However,

in order to grasp a true sense of understandirtgdkas place in a classroom is to
actually spend a lot of time observing in a classro This course is very
important for pre-service teachers but they aregto really know the
multicultural issues in a classroom with studentsnf different cultures. Then
they have to spend a good amount of time in thizssimoms to get that
perspective and knowledge. The professor did aelkent job of connecting the
classroom observations with the observation assgisrand the rubrics for those
assignments (See Appendices E, F & G) (Intervieth Wionique, Wednesday,
September 16, 2009).

Monique described the importance of the courseeatig a classroom environment that
was comfortable and considerate of the studentalbatstressed the need to understand
the issues that surround multicultural educatich thie importance for pre-service
teacher training with multiple classroom observadias a course requirement. Monique
remarked on how the professor required these oaiseng but she also set up guidelines
for the observations.

Hakim went on to comment on the importance of raultural education with
pre-service teachers as well, offering a similaaregle with the observations that were to
be conducted in a classroom outside the university.

| think it's really necessary, especially for indivals who don’t have a

background in traveling and seeing different plandte world and only seeing

one culture. It's good for them to be aware tl@hg to Florida and seeing the

Haitian culture is very different than going to N@sleans and seeing the Creole

culture, in regards to understanding the differesfdeoth cultures. Someone who

is isolated and just stays in California might okihow Hispanic and Caucasian
groups and maybe something else but they neecktthaethere are other
examples, such as Turks, Thai, or different placése world that they might not

deal with as a teacher. They will not have thategience in the classroom and
they won't know what to do. That's why this clasxl dealing with different
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cultures through the observations required alort thie assignments for the
observations was very important for the instructdpre-service teachers while
they are enrolled in a teacher credential coufde teacher education program
may be the only setting where futures teachershaie the opportunity to read
and discuss different cultures (Interview with HakiSeptember 30, 2009).
Hakim indicated multicultural education was impaottéor pre-service teachers who have
not had an opportunity to travel to another cowntyo experience various cultures in this
country. He believed that it is crucial to knove tlemographics of your classroom. It is
also important to develop the students’ culturakigaound knowledge. He felt it was
imperative to validate students’ cultures and glsavide the chance to bring in other
cultures that may not necessarily be representéteiclassroom.
Reducing Biases and Stereotypes within Classrodtm@e
Lynn conveyed how valuable the implementation oftitwitural education is for
all students in a classroom setting.
One hundred and fifty percent. The reason | thindy should receive instruction
is due to the fact that it reduces a lot of bidkas we might have had and again,
growing up, I'm not from California originally sodidn’t have all these diverse
backgrounds that | have learned to live and adeey# in this state. Especially
students, whether they’re from here or not, | thirdefinitely reduces biases; it
promotes more understanding and the desire to stasher the different cultures
they bring to our society (Interview with Lynn, Maay, June 1, 2009).
Lynn stated how a course has the potential to redaist stereotypes teachers might
have prior to coming into the classroom. The roultural education course was
important because it introduced the pre-servicehes to different cultures, but also
made them begin to deconstruct stereotypes thaintight have before entering the
classroom environment with diverse student popurati

The pre-service teachers expressed a need tcaldditeonal time for conducting

observations in a classroom setting. But they stlated that the observations alone were
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not enough and should be complemented by instructioteaching in diverse
classrooms.
Instructional Preparation for Diverse Student Papaohs

The content of this section is in the responséeoquestion, “How do you feel
this course has helped you prepare for instrugtianclassroom with a diverse student
population?” The purpose of this question waspecsically target diverse student
populations with the pre-service teachers and ohéterif they felt adequately prepared
for the instruction of this particular student ptgtion in their future classrooms. The
participants indicated that the course had helpethtprepare for the instruction of
diverse student populations and the type of cuurmouand instruction they would
implement with their students in their own classnso
Prior Knowledge of Instructional Methods for TeaufpiDiverse Student Populations

Betty experienced a diverse student demographaa iactual classroom during
one of her observations, but she believed sheatideteive adequate instruction from
the professor on how to teach in such a classrddine went on to remark that the course
did not explicitly teach differentiated instructifor diverse student populations but only
introduced her to different cultures. She stateslgas not prepared for creating lesson
plans for the instruction in her classroom.

Yes. That class let me see that from going outadosgrving a classroom, but

specifically how to instruct and deliver differeatton for culturally diverse

students, my answer would be no. | don't think that class helped me in

regards for that particular instruction. It justvg me a glimpse into different

cultures but not the involvement of the creatingessons for differentiated

instruction. 1 only can rely on other courses Véngaken at university or other

educational experiences | had over the years {liet@rwith Betty, Thursday,
September 24, 2009).
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Multicultural Instructional Strategies with Diver&tudent Populations

Angela talked about how she would instruct a ctamsrwith lessons and
activities on multicultural education. She desedldifferent books or lessons that could
be incorporated in her daily lesson plans. Multimal books were a great resource
when connecting students with other cultures. Aadescussed course reading material
that taught her about prevention and interventtostesgies for her classroom. The
content of the reading material pertained to mamage strategies for culturally diverse
classrooms.

It has helped me prepare by giving me differentsttioat | can use for the

different cultures that my students might make Epr example, it showed me

different books that | can use or different stregeghat | can incorporate into my
everyday teachings. Strategies that are spedyfifaal diverse student
populations, such as the required reading mateoal the course titled

“Management Strategies for Culturally Diverse Claems” (See Appendix H).

This course reading defined prevention strategiesiatervention strategies for

the preparation of instruction with my studentddtaiew with Angela,

Wednesday, May 13, 2009).

In agreement with Angela, Hakim was energized tegrate instructional
strategies through a multicultural perspectiveigndlassroom geared towards educating
all students. He gave examples of specific infimnal strategies he would use to
introduce different cultures and how to integréen within his classroom environment.
His focus was on negative stereotypes within aucgltfor example, the questions
students might have about a certain culture. &usté simply discussing a particular
culture, he would go into detail about it and cotiterms used to identify or label their
customs or traditions.

In the classroom, we were breaking stereotypes dsolating topics so you can

be aware of what to expect, that these things.eXise African American culture,

it exists and some people just want to brush deaand say no, it's not there, but
they need to be compassionate too. Explaininglétails and labeling things, not
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that there is just this culture but there’s thifume and how to cope with it in the
classroom (Interview with Hakim, September 30, 2009

Incorporation of Multiple Perspectives for Instrigt of Diverse Students

Lynn articulated her response to how the coursepngplared her for instruction
with diverse student populations. She spoke ointgga multicultural awareness by
addressing prejudices and discriminations of daffiéicultures with her future students.
Lynn focused not only on the curriculum but alsamstruction, in achieving
preparedness for instructing diverse student pdpuak She felt it important to
introduce the historical context of multiculturalueation. In her opinion, it was vital to
show different cultures throughout history withiretcurriculum but also to validate the
cultures within a class setting, especially to malstrong home/school connection with
the parents. The parents of the students woulitked to help with the instruction by
introducing their traditions, customs, and cultieaénts to all the students in her class.

Marina: How do you feel this course has helpedtpoorepare for instruction in
a classroom with a diverse student population?

Lynn: Again, understanding the differences in eafctine cultures and the
important part that they play for our society agrwle. What | think | learned for
the most part was that all these different cultwaas actually impact the other
students in the classroom, cultures that they nighhave been exposed to in the
past.

Marina: Is that all you would like to say regamlithat question?

Lynn: Well at a young age, | think the kids argsleliscriminatory and
judgmental at the younger level. | think when tigey to the older ages and
grades they already start forming a stereotypel tBiak, especially for me being
an early elementary school teacher, if | bringhiese diverse populations and
expose the rest of the kids to them and show hew tbntribute to society,
which they do. | mean different periods duringdng, what America’s been
based on, and how many cultures have contributéd past. Without all these
diversities, we’d be boring as a country! We’ddmdy eating this, only dressing
this way. | think it's amazing, especially in theung minds, you can bring all
this into the classroom and | think make histotgtanore fun, everything.
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Marina: How do you see yourself doing this witthe context of your
classroom?

Lynn: 1 just visualize my class with these studesntd having them bring in their
traditions, their customs, and their styles. Alsaye their parents come in and
educate the all the kids in the class. | thinkould be great to organize all of
that for my class (Interview with Lynn, Monday, &uh, 2009).

Implementation of Multicultural Education in a Cdasom Setting

Another question asked during the interviews wiih pre-service teachers was,

“How will you incorporate and integrate multiculaireducation in your classroom?”

The pre-service teachers were asked to refledh@rodurse and answer how they would

actually implement multicultural education in asdeoom. The participants were asked

to describe their ideas as to how their classroonrenment and instruction would look

with their students in terms of activities, matksjanstructional strategies, or lesson

planning for multiculturalism.

Introduction of Multicultural Literature into the @riculum

Monique and Olivia both stated how they would ipayate and integrate

multicultural education in their classrooms throtlyé use of multicultural literature:

Marina: How do you feel this course has preparadfgr the implementation of
multicultural education?

Monique: In my classroom, | will implement differtemulticultural books. |
know once the kids get to high school, there afg certain books they're
required to read. In the elementary classroom,kyod of have a say of as to the
type of books that are introduced to the studeNtsu could maybe start with one
perspective of an introduced story but then maybe gnother example of the
side to depict a different type of culture. Be@uknow growing up when | read
stories that were written by European authors nitdeally think it was difficult

to read but | do think it was difficult to relate the story. | kind of lost interest
and the story did not capture my attention for ieng. Also, making sure that
they have access to those types of multicultureakb@nd the books that | do read
or the stories that | do integrate as part of &ssdn plan connect with the
students in my classroom. For my students, the ad@lso making sure to get
other examples to help supplement a multicultudalcation curriculum
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(Interviewed with Monique, Tuesday June 9, 2009).

Monique suggested the use of different multicultbeoks in her classroom and
the introduction of multiple perspectives in a gttwr her students. The main reason for
the use of multicultural literature was to allowcass to those different perspectives that
the students may not have realized on their owtivigGexpressed how she would
incorporate multicultural education in her claShe stated:

I would incorporate different multicultural booksthe class, just as the professor

brought in during our class session. They mighto@othe same ones but they

will be age appropriate for the grade level. The activity | enjoyed in class
was when the professor would bring in different tiosultural books and have us
form groups to discuss the books and then prekent to the rest of the class.

This activity was great because we were introducedimerous multicultural

books (Interview with Olivia, Tuesday, April 28, 29).

Olivia focused on the strategies she learned fiwrcourse. She also commented that
she would use different perspectives when teadhistgry or social studies to her class.
For her, the importance of teaching multicultudleation would involve exposing her
students to other cultures from around the world.

Thematic Multicultural Lesson Planning

Angela described a multicultural education cudouthat would be
implemented through a weekly lesson plan, incofpugaa different cultural group a
week. This would give the students in her clagsereeral view of the different subgroups
in our society, but then narrow the lens to a dpmecultural group as time progressed
during the year. It would also allow the introdantof the Latino subgroups to the
students and the explanation of the different gsabat are identified under that

subgroup’s umbrella. For example, if the subgrdwgiino” were discussed, the lesson

plan would then introduce the cultural groups theate classified in the Latino group,



103

such as Mexican, Puerto Rican, El Salvadorian, &nalan, Peruvian, etc.
You want to take what you know from the differenttares and you want to
organize a weekly lesson plan by incorporating thethe students. So, for
example, you focus on African Americans one weekinos the next week, Asian
culture the week after, and then you teach theestischll year long, so that way
they may get background knowledge of many diffecentures. If you have the
students in your classroom, then they get to Iparts of their culture that they
didn’t know already (Interview with Angela, WednagdMay 13, 2009).
Angela felt it was important to introduce many diffnt cultures into her classroom for
the integration of multicultural education. Sheught it important to teach students not
only about their culture but to introduce studeantether cultures throughout the world.
Special Focus on the Needs of English Languagenieesiin the Classroom
Betty also would integrate a curriculum for multicwal education through
different types of literature in her class. Shsadibed how she would connect it to
specific subject content areas with her students as science and history. Her
objective was to create lesson plans for sciengiiticorporated multiculturalism using
different materials. To add to this theme, Bettgressed how she would use different
teaching strategies for the instruction of Englisimnguage Learners.
Betty: In general I'm going to try to have diffatdevels of books. I'm going to
try to bring in literature that focuses on investénom different races that maybe
not a lot of people have even realized things ltlaatbeen invent by them.
Within different people from different culturespi’going to try to get to know
my students first and find out their cultural baakgnds and pretty much just
connect literature to what they are interestedsia eeader. | don’t know if
you've heard of . . . we've been learning a lotw@#®E| (Sheltered English
Immersion).

Marina: Yes.

Betty: Which is a Sheltered English Immersion amdve been trying to a lot
with that in collaboration to multicultural eduaati

Marina: Right. It's a model for the instruction Bhglish Language Learners.
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Betty: We have so many acronyms! Pretty much, ax&Iso many resources and
materials as teachers, so I’'m going to try my hstrteincorporate
multiculturalism into my science lessons. It's ari¢he harder contact areas to
integrate multiculturalism but you can always imtgg things that work. And

also finding websites that are in dual English 8pdnish is also another thing

that I'm going to try to emphasize. All student®sld not be afraid to know and

speak their first language, even if the teachehtiges not know the language,
especially if there are students who know the lagguand can help clarifying
new concepts for the other students in the clasteacher should use all the

resources available (Interview with Betty, Thursdagptember 24, 2009).

Betty conveyed how she would integrate multiculteducation into the subjects
of science and history. The integration of multietal education into a historical context
is a simpler task then the subject of science. él@n Betty stated she would try to
implement multicultural education into science biyaducing inventors from different
cultural and ethnic backgrounds.

Engaging Student Learning and Family Involvemeonuad Multicultural Issues

Myra focused on activities and materials she wasle for the implementation of
a multicultural education curriculum with the statke such as a “Share Day” that
incorporated the students’ cultural customs. Thdents in the class would be given the
opportunity to describe what their families do avidy, when it comes to certain customs,
celebrations, and holidays. This would validat gtudents’ cultures, creating a positive
cultural identity and a supportive learning envir@nt. Myra also realized how
important and useful were multicultural books aratenials that can be integrated and
incorporated on a daily basis with the studentdisouss different cultures. She learned
that by implementing multicultural literature ituld complement the stories the students
would bring into the classroom which expressingrtbeltures. Lesson plans can reflect

multicultural education using different books that only were interesting but the

students could also relate to as learners. Thevasyto make multicultural education
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interesting and eye opening for the class.

Marina: How will you incorporate and integrate traultural education in your
classroom?

Myra: Definitely, | would allow students to shdife experiences. Have a
“Share Day” so kids can share what takes placlkdint homes, what type of
customs that they have going on in their home#hisgs aren’t so foreign to the
other kids. They can see that we're all differant] even though we all have
different culture and even though they're differemé can still consider them as
valuable and of worth (Interview with Myra, Tuesdhyne 9, 2009).

All the participants expressed how they had gapradtice to incorporate and
integrate multicultural education with their stutkem their classrooms. After the
completion of the course, the pre-service teadhadsall gained ideas on how they would
organize their curricula and instruction involvimgilticulturalism. The examples
conveyed from their responses included lesson plgnactivities, instructional
strategies, materials, and resources for the imcatjpn into their teaching. The goal of
all of these examples was not only for the teacbingulticultural education but also
enhancing the current state-adopted curriculureflect the students’ own cultures and
ethnicities in the classroom. Now that the presdserteachers were aware of the
concepts for multicultural education, they woutddble to validate the students’ cultural
and ethnic backgrounds.

The pre-service teachers expressed the importrfaenily involvement
through the use of multicultural education. Thescdssed the vital integration of it and
how it can bridge the home/school connection wétepts and teachers. In order to
bring multicultural education into the classroohere must be a strong family

involvement component. The pre-service teachamgeyed the need to validate

students’ cultures and the values, traditions, leeif systems they will bring into the
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classrooms. The pre-service teachers connectadtdggation of multicultural
education, not as a curriculum, but as a critigalv on the instruction of all
students. Then those teachers can demonstrataldtiinking in the classroom to
develop students as future critical thinkers ad.wel

Multicultural Education as an Essential Factortfer Teaching Profession

This question focuses on the pre-services tedobierss of the connection
between multicultural education and the professioieaching, in general. The pre-
service teachers were asked the question, “How ritapodo you feel multicultural
education is in relation to the profession of téag®” This question was asked to the
pre-service teachers due to the development oflatda for teacher credentialing
programs throughout colleges and universities byAINE (National Council of
Accreditation for Teacher Education). It estal®dta precedent requiring programs to
support multicultural education as a vital compdrienteachers entering the profession,
especially with the rapid growth of diverse studempulations in the nation over the past
decade. The pre-service teachers in this studg asted to convey their overall
interpretation of the importance of multiculturalueation within the teaching profession.
Increased Immigrant Populations in the United State

Olivia and Angela connected multicultural educatiagth growing immigrant
populations in the United States today, and es|hgtie large numbers of immigrant
students. Through multicultural education, thadad immigration could be explained
to the class, in an effort to not perpetuate tbeestypes against immigrant populations
who enter our school systems. Olivia expressed:

I think it's really important. Because not onlyegreople emigrating from
Mexico, but they’re immigrating from all over theovid and just being able to
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help someone learn is important (Interview withvlj Tuesday, April 28, 2009).
Angela went on to express that we are in a sogwtymany cultures and, in
order to function, we need to relate to one anatisdruman beings by finding the
similarities we share. She knew it was importanpdrtray this to pre-service teachers
entering the field of education.
| feel it's very important. As people, we needktmw the different cultures so
that way we can function in society. That's what country’s made of when we
look at the big picture. It's important to be atdeunderstand how a person
you're working with in the future was raised andawthey went through versus
what you went through in regards to the culturaliirities and differences
(Interview with Angela, Wednesday, May 13, 2009).
Myra also felt it highly important due to the digéy in the U.S. school systems.
Our society is becoming more and more diverse agieve it through a world
perspective. The idea that our world is changimdjthe fact that we need to change with
it is an important message to tackle in schools.
Absolutely. First | used to think yeah, definitehyCalifornia because it just has
so much diversity. But now, even when you go duhis state, things are just
changing with all of the demographics of this coyntAnd then the world
becomes more and more populated and as the waddigeller with the Internet,
it's a must for teachers to have the understandingw to reach students that are
from different cultures. It's not like before wh#re classrooms were separate
and different ethnic groups were segregated inashdNe have to recognize all
the cultures and make sure we represent them inlassrooms. This way
students will feel they are heard (Interview witlydsl, Tuesday June 9, 2009).
Bilingualism and Bilingual Education
Two participants felt multicultural education wasieportant to the teaching
profession. Their statements addressed why thegtit it was so tremendously
necessary, especially addressing bilingualism dimgbal education. Lynn stated that

by describing the strategies she acquired froncthese, she would then be able to

incorporate them in her classroom with her studeBtse expressed how she would teach
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multicultural education with her students in redatto bilingual education. The
strategies that were introduced from the multicalteducation course were for all
students.

Lynn: Just the strategies | learned, the resourcan use with the students.
Honestly, | would have never thought to use thdssegyies with my students. |
think 1 would have done the traditional textbookl dypical American History,
and now there are so many other ways to teach ndticoitural strategies with
the kids. Especially with the children’s bookg&gliour professor’s books in her
multicultural collection. This just shows themrsany different avenues of
teaching and it’s not that straight textbooks @uldam. | really, really enjoyed
the class. |thought it was great. And I thinklgo, in the end, the reflective
process was really huge for me because it madesafly re-think my culture and
how | was brought up and made me actually reahiaeltwas an English
Language Learner and | never considered myseligttwating up.

Marina: What made you come to that conclusion?
Lynn: Because my family is Portuguese, and bytithe | entered school, I did
know English, but that's because | had Aunties @ndles that were older than
me. But my parents had to learn the English lagguand it never dawned on me
because it was like if somebody would say, whab'sryprimary language? I'd
say English.
Lynn: But now it really made me reassess and git! w was a second language
learner, oh my God! Wait, English is really my@ed language. | never thought
about that and | told our professor when | papeEonglish Language Learners, it
was like this whole revelation to me. Maybe beedlus just so much older, |
never thought about it, but it really made me thablout my culture, my primary
language, and my family heritage (Interview witmby Monday, June 1, 2009).
During the interview, Lynn reflected on growing apan English Language Learner in
the school system and how she functioned in ardass Her own realization of her
upbringing as an English Language Learner had oheglications for how she would
teach her own students. Lynn stated that it wgenative for the current teaching
profession, not only for pre-service teachers kad #or veteran teachers who had been

teaching in the classrooms for years and yeateata more about serving ELL students.

The learning environment set up for all studesidapendent on the teacher and
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how they organize their classroom for instructiduynn was especially able to connect
with students who were English language learnering how she herself was an English
language learner growing up in the public schosteay. She realized how important it
was to preserve the culture and language of stademiur school systems. The impact
that teachers make is so incredibly important exdbvelopment of the students and their
cultures in the classroom setting. The positiat teachers have to validate the cultures
of students and to allow them a student voice igadoable for the teacher and students.
Betty's thoughts were in tune with Lynn’s as shared her response to the
guestion.
I think it is very important because of the dynasni¢ the American school
system. Every culture integrates hundreds of laggs in our society. | think it's
very important to promote different cultures andrpote cultures other than your
own in the classroom and be open to people’s diffeperspectives and
backgrounds. Also, incorporate their experiensed,think it's very important to
keep that in education. | think it is also impottempromote bilingualism and bi-
lingual educational programs. Students shouldibe ta represent who they are
including their language (Interview with Betty, Tisday, September 24, 2009).
Necessity for Understanding Each Individual Student
Hakim commented on the need for teachers, dedpétibeages, to get to know
each individual student and the importance of coting with the student on a personal
basis so they do not get lost in the system. Hledtthat when teachers connect with
their students, they are more likely to get therddwelop a love of learning. This is the
reason why people enter the teaching professiamevelop life-long learners who will
one day become contributors to our global society.
It's really crucial for the teachers to, not jusat¢h but have a more in-depth
understanding of different cultures. You wouldahée bring in all cultures from
around the world. You need to bring in EuropeamgfldsSaxon, Vikings, the

culture of Spain, China, Japan, Brazil or whateaer can to increase the desire
to learn for the students is really importantydti don’t make that connection
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with students, then they’re going to get lost ia system and there will be a
higher drop-out rate for the schools and we neathémge that as teachers. We
need to really develop from a young age and coatonuthrough the years to

keep them excited about learning (Interview wittkidg September 30, 2009).

Pre-Service Teachers’ Conceptualization of the i@uiurm and Instruction

This question examined more in depth the concegtdlearning the participants
developed during the course and what experienoes thhe course they attributed to the
learning of multicultural education as a pre-se\tieacher. A few of the participants
shared how the course not only taught them theaidiefn of multicultural education, but
more importantly, the conceptualization of the seuturriculum and instruction for their
implementation of multicultural teaching. The mervice teachers believed that
multicultural education was a vital component fdueating their students; however, the
more crucial aspect was the perspective that fatadltheir thinking to support
multicultural education.

In response to this question, pre-service teadaessribed experiences from the
course content regarding multicultural educati@iivia communicated how she would
implement multicultural education in her class.e®@management strategy she learned in
particular was the behaviors of certain ethnicudtucal groups and how they respond to
the environment of the classroom.

Olivia: 1 know like, this article that the profegsgave us is just one of the things

that | remember ‘cause | noticed that in our geti@maabout the Chinese,

Japanese culture that students tend not to taktioguarents or teachers when

they’re asked a question. They're, you know, ghexause it’'s like a form of

respect and you don't talk to your elders evetigfa question.

Olivia: So, | noticed that in the fourth gradesddhat | observed, my teacher said

that she’s Asian, her parents are from China betvgs born here, but she

doesn't talk at all. Like in order to communicatgh her, she writes her notes.

The student writes the teacher notes, or if shembanderstand something, she
won't raise her hand and say it in class. She @ewlte the note to give to the
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teacher. And | connected that with the paper,lamals just, wow, | thought it
was just like the article but it actually happemed it was kind of like, how am |
going to deal with that when | become a teacher?

Marina: Ok, right.

Olivia: And then there in the course reading,dhe titled “Management
Strategies for Culturally Diverse Classrooms,alked about Native Americans
and African Americans and how they tend to not labigou straight in the eye
because they feel like that's disrespecting yoliough the article said that a lot
of teachers tend to yell at these students bedhag&e not looking at them eye-
to-eye, so they assume that they're being lied/tthb student.The little things
like that I'm kind of like, okay, you know, | need think out of the box and just
like, remember what the professor explained iratttieles and the books that we
read and just know that it's part of their cult(irterview with Olivia, Tuesday,
April 28, 2009).

Angela conceptualized how important multicultunadig/as for her classroom
through the activities introduced in the coursengéla developed her multiculturalism
learning by connecting with the course assignme8tee felt the course created a
multicultural awareness for her, transforming fenking toward the cultures that would
attend and contribute to her classroom.

Again, going back to the tools that the profes$mweed me in the course was a
great help for me as a teacher. | felt that thesmprepared me by the activities
that she the teacher presented throughout oure&sessions. For example, one
assignment was the reading of a book from a difftecalture each week, the first
book centered on the Latino culture. We had tthéosame thing with American
Indians and African Americans for the course. \ige &ad to do a PowerPoint
presentation where we had to research these diffeudtures of the Native
Americans and present their cultural lifestylelofAof the assignments from the
syllabus helped me to understand multicultural atlan (See Appendix D & E).
So, just those many activities helped me to haveremess for multiculturalism,
giving me a sense of how other cultures are prasesiassrooms and should
never be invisible (Interview with Angela, Wednegdslay 13, 2009).

Lynn explained her conceptualized learning fromégrerience as a pre-service
teacher after the completion of the course. Sheweay strong in her own belief system

that all cultures needed to be introduced and rated into the classroom, especially if
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students were representative of a particular celti®he aimed to create an environment
in her classroom that established cultural awaref@sall her students and also exposed
the students in her class to other cultures imtbidd. Lynn felt very passionate about
multicultural education and had gained a perspediivthe importance of the students’
cultural backgrounds and validating their cultudantity so they would not feel
inadequate compared to their peers in the classroom

Lynn: The course did prepare me on implementingioultural education but
what the focus of it should be through the studentisures. You can’t deny
someone their culture or their background. Youehavallow them to live for
who they are as a person. For example, if you bawdents that speak different
languages. If I have an English learner, | caattythat student their primary
language is because that’s culture and that’s @tiireind that's heritage and it's
going to carry on for traditions. | would nevengieany student in my classroom
that right.

Marina: Is there anything else you want to adthad in regards to your
experience from the course?

Lynn: Yes. Everyone has a belief system madef peisonal, religious, or
cultural beliefs. You can’t deny someone of sornmgthhey feel or believe is
valuable in their life. | just think exposing tkigls to many cultural backgrounds
is amazing. I'm already brainstorming in my hei&d the Mexican holiday, Day
of the Dead. Well, it's really important and Inkithey should know about that,
regardless of what culture they are from. Therlarpvhat other cultures do to
celebrate around that time of year. So, | thifkkptepared me because | am
definitely, without a doubt, first going to learhaut every cultural background of
my students. | see how important that is anddryring a little bit of their culture
and background into the class, so the other stadimt benefit but also so that
they feel comfortable and not alienated in thestlasm. Telling them, “Oh, I'm
different because | do this and the other kids do®h, my teacher accepts this;
that is great and | feel part of the group.” Itjusnt them to feel at comfortable
in my classroom.

Marina: Can you remember, maybe try to pinpoimething that you received
from the class that would help you in your instioictas a teacher?

Lynn: Well, one of them was a video...

Marina: Which video are you speaking of from thess?



113

Lynn: Ok, it was one of the first videos, the Fardeo.
Marina: Right,The Shadow of Hate

Lynn: Yes! It had a huge impact on me. | carb®ieve, even to this day, why
people kill and hurt just because somebody’s diffieand they look different;
that stuck with me forever. It still does andinthabout that video all the time.

Marina: Had you see it before in another course?

Lynn: No, | had never seen that before. | wouléwer introduce that to an
elementary level, but a junior high to a high sdhboertainly would try to
implement that and see if it touches people, ankkenttzem realize they're people
too; just because they're different should not mibay should be discriminated
against. The Shadow of Hatddeo had a huge impact on me and the other one
that | can't stop thinking about was calledisible Mexicans of Deer Canyorit
was the men that lived in the canyons of San Didye lived in California now
for how many years and | didn’t know that - whagtsng on? | told my husband
| want to drive out there this weekend. | wangéobring them blankets and |
want to bring them food. No, that one tugged mythektold Professor week
after week | can’t stop thinking about that moviehad a huge impact on me. It
makes me sad how people are treated because ofhelyadre, so those videos
were huge. | mean there was a lot more in thes dasthose two - | will never
forget those two videos, ever. They were prettganyg (Interview with Lynn,
Monday, June 1, 2009).

The participants described their perceptions efaburse and how it prepared
them for the implementation of multicultural eduoatthrough the lectures and activities
introduced by the professor. What seemed to fdtgrfrom the class sessions was the
understanding of multicultural education and itspmse in a classroom. The responses
from the participants stated how the content frbendourse impacted their thinking
about different ethnic and cultural groups and tomould play a major role in their
teaching as educators. In their statements, #léit fvas crucial to acknowledge the
students’ cultural backgrounds and their langudgethe implementation of
multicultural education: the perspective that estcident is an individual and that all

students need to be not only culturally represehtadilso exposed to other cultures for
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the importance of creating a positive environmenttudent identity.
Summary

The results indicated the similarities and diffexes in pre-service teachers’
perceptions of teacher preparedness following ¢imeptetion of a multicultural education
course titled “Culture, Family, and Schooling.” vBe themes emerged from the
participants’ responses during the conducted irdars. The first was pre-service
teachers’ knowledge base of multicultural educagioar to the enroliment of the course.
The emerging sub-themes were: (a) confidence inettwnic identity but less in others’,
and (b) knowledge base through exposure to vadaolisral backgrounds and prior
educational experience. The second theme emeirgimgthe data was pre-service
teachers’ knowledge base of multicultural educatatlowing the completion of the
course. The sub-themes were: (a) gaining confel@nmulticulturalism through a
deeper understanding of self and others, (b) ratogrof stereotypes and cultural
differences, and (c) enhanced knowledge base dfcultiiral education but need for
practical experiences.

The third theme that materialized was the impagawt a multicultural education
course with pre-service teachers, demonstratingtsees which were identified as: (a)
importance of cultural awareness within the classrgetting, (b) gaining a multicultural
perspective through classroom observations, ane¢cicing bias and stereotypes within
classroom settings. The fourth theme was inswnatipreparation for diverse student
populations, with added sub-themes of: (a) priakedge of instructional methods for

teaching diverse student populations, (b) multicaltinstructional strategies with
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diverse student populations, and (c) incorporatiomultiple perspectives for instruction
of diverse students.

The findings continued with theme five labeledraplementation of
multicultural education in a classroom setting. daidnal sub-themes were classified as:
(a) introduction of multicultural literature intbe curriculum, (b) thematic multicultural
lesson planning, (c) special focus on the needngfish language learners in the
classroom, and (d) engaging student learning inlyanvolvement around multicultural
issues. The sixth theme was identified as mutiical education as an essential factor
for the teaching profession, with contributed shirtes as: (a) increased immigrant
populations in the United States, (b) bilingualiand bilingual education, and (c) the
necessity for understanding each individual stud@iie seventh and final theme was
preservice teachers’ conceptualization of the curdoublnd instruction.

The findings revealed that the pre-service teaparceptions demonstrated
similarities in the importance of and need forlgmning and teaching of multicultural
education. They had similar responses that wéke @l their perceptions of building
and maintaining a strong relationship between rwittiral education and the teaching
profession. These similar perceptions also inviblye instruction of multicultural
education through the integrated component of famitolvement, otherwise known as
the home/school connection. The pre-service teadiso expressed perceptions about
the incorporation of additional time to conduct motassroom observations, as an added
requirement for the multicultural education cour3éey felt it necessary to allow more
time to observe the implementation of multicultuiedlication in a classroom. This then

led the pre-service teachers to believe that th&culiural education course needed an
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increased weight in units to have more time fotringion. However, the pre-service
teachers differed in their knowledge of multicudteducation before and after the
completion of the course. Their perceptions alfferéd in terms of classroom

implementation of multicultural education.



117

Research Question #2:
Which Major Factors Are Identified through the Usisity Professor’s Perceptions That
Contribute to Pre-service Teacher Preparedmoedddlticultural Education?

The professor from the course “Culturanfg and Schooling” was interviewed
a total of four times over the duration of a twader period to gain her perceptions on
which factors from the multicultural education ceeicontributed to the preparedness of
pre-service teachers in a teacher education progiiamo interviews were conducted
during Winter Quarter 2009, and two interviews wesaducted during Spring Quarter
2009. Two interviews per quarter helped to idgrttie professor’s perceptions of which
factors contributed to the course and how thosefaevere implemented in the
curriculum. The interview questions pertainedhe teaching of the course and how the
professor structured the course for her studeht interview questions (See Appendix
B) centered on the syllabus and content of thessyuhe organizational structure of the
course for the pre-service teachers, the ideolagpartive of the course outline, and the
course activities/assignments for the course.

One-on-one interviews with the professartdbuted to the findings for Research
Question #2. From these interviews emerged fathatswere introduced and
implemented from the professor’s perspective, faotontributing to the multicultural
education course and the instruction of the preiseteachers throughout the quarter.
She was able to identify specific factors in transformation process of her pre-service
teachers in preparing them to teach diverse stysgmilations when they enter their own

future classrooms.
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Background of the Professor

In 1993, the professor of the multicultural edumattourse began as a lecturer at
CSU, San Bernardino. In 1996, she was hired onettngre track through the College of
Education department with the university. Her pssfonal background began with an
undergraduate degree from UC, Berkeley. She theart an to complete a Master of Arts
degree in Bilingual/Multicultural Education from OSDominguez Hills. The professor
obtained a Juris Doctorate from California Westechool of Law and continued her
education with a Ph.D. from Claremont Graduate ®rsity. Her Ph.D. work focused on
the areas of bilingualism/biliteracy and multicuétlism.

When hired by CSU, San Bernardino in 1993, shethasnitial creator of the
multicultural education course and is currentlcteag the course. She has had various
roles at CSU; she is a supervisor for the B-CLADIfBual Crosscultural Language in
Academic Development) student teachers in the sigoen office as well as the
statewide and campus coordinator for the MexicolxQ program in Oaxaca, Mexico.
Her duties continue as coordinator of the bilingdakter’s program in the Language,
Literacy, and Culture program. She has also taagbther universities, such as San
Diego State University and Claremont Graduate Usite

The professor has published numerous articlesn@dsirand books. Her book
publications include® allejo: Using History to Teach Early Californi@003) and
Helping ESL Learners SucceéD02). Her most recent project consisted of ditireg a
book with James Dulgeroff titlelssays of John Elliott on the Next Econd2(05). Up

until this quarter, the professor had taught thétioultural education course for 17 years
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and will continue to teach this course in the tea@dducation program until she retires

from the university.

Multicultural Education in a Teacher Education Rerg

Colleges and universities began the implementatfonulticultural education

because it had been determined that institutiomsgbfer learning were to provide this

area of study for the instruction of diversity @ather credentialing programs. Diversity

was to be the focal point in the courses at thearsity. The professor described when

this requirement was first implemented within hreadher education program, its

introduction at the university, and how the cowses modified over the years due to

policy reform and changes in national requiremeisise also discussed the university’s

role in upholding national standards for culturialedsity and how the standards had been

adjusted, altered, and amended within the ingbituti

Marina: Good afternoon. We’'ll start with the qties pertaining to the number
of years you have been a professor for CSUSB.

Professor: Well, it has been from the early ‘90’s.

Marina: How many years have you been teachingGaoéure, Family, and
Schooling” course?

Professor: Well, actually it used to be called tGre and Schooling,” without
“Family.” | was hired in the spring of '93 or '94can’t really recall. But
originally, it was piloted by me and two other ms$ors. And the three of us co-
taught, | guess, the course to like 120 student®n we refined the materials and
the ideas in what we were doing, but decided thabuld be more effective to
have small seminars. So, instead of having 12fesitis with three faculty
members, we reduced it to have it with 30 studento with one professor.

Marina: So, three professors were all team-tegchirthe same time with 120
students?

Professor: Yes, we were co-teaching for this $pemburse. However, in the fall
of that following year, it was offered, but in sinsgégments because we had
decided there wasn’t enough time for the studenteave dialogue or that the
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environment was stifling by so many students indbarse. Also, it allowed the

opportunity for each individual professor to organand instruct their specific

curriculum content for the course.
The professor recalled the inception and changd®icourse over the time she has been
teaching the course. The course did not initia#gin in a traditional classroom setting
with one professor and a given number of studenésdlass. It was held in a large
lecture hall and around 120 students enrolledencthss with three professors co-
teaching the course. However, not long after these was implemented as a required
course in the teacher credentialing program, ttgelaeminar was changed to a smaller
class with one professor for the quarter.

The professor continued to explain hoangnweeks and hours students were
required to take the course. She also commentedhen the unit requirement changed

at the university, going from a four-unit courseattwo-unit course.

Marina: So, the students would meet for the tenkaeiring the quarter, just as
they do now?

Professor: Yes, but it was actually a four-untirse at that time, in comparison
to it currently only being a two-unit course.

Marina: What year did the required units changetfe college?
Professor: Oh, I'm going to say that was in 200@ toe college has not changed
it back to four units for the “Culture, Family, aBdhooling” course. It still
remains a two-unit course in the teacher educatiogram.
According to the professor, the reduction in unigs due to the Teacher Performance
Assessment courses at the university, which dieesjuired today for students who
attend the School of Education. She realized tiis hhad been lessened when she was

on a sabbatical leave for a year, and upon henretite course had been modified to two

units, which meant she would only have two houngeek for her instruction.
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Marina: And now what are the required units fa tourse?

Professor: Well, when the TPAs came out — you kribes Teacher Performance

Assessment, which is what the college wanted fitogrstudents — and it actually

happened when | was on sabbatical. | went awag f@ar. When | came back

from my yearlong sabbatical, the culture courselbattwo units. It had gone
from a four hour a week seminar to a two hour akvgseminar, because they
needed to take units from the program and give tleetine TPA seminars. The
two reading courses each lost one unit. But tht@i@icourse lost two units; that
was, of course, a major loss.

The professor stressed her concern with the remtuofi units and not having
those added hours of instruction over the ten-wgekter for the students to converse,
engage, and collaborate together in addressingsssith multicultural education. The
professor went on to explain the short and longseeffects involving the reduction of
units for the course, describing the lessened wiitise course and its comparison to the
other credentialing course that took a loss ofaunithe “Culture, Family, and Schooling”
course was the only one that took the loss of yrgtscourse and the number of hours in
attendance for the quarter.

Required University Units for the Multicultural Ecltion Course

During the interview with the instructor for thewse “Culture, Family, and
Schooling,” she explained the discrepancy in ingthal changes around teaching and
learning issues of multiculturalism in relationth@ national standards created through
the National Council for Accreditation of Teacheatug€ation (NCATE). She also
discussed how these changes impact diversity opesieimong students, staff and
faculty.

Marina: So at the time when you first started l@ag the course, 16 years ago,

how have you seen it transition, in regards tondwgonal standards or the

National Council for Accreditation of Teacher Edtiea — how have you seen it
transition from the time you began to the presiem¢ tat the university?
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Professor: Well...

Marina: Has there been added things or deletdal/ioosly, they've subtracted
the course units, but in regard to the requirementhe standards?

Professor: No. In fact, the interesting thingnishe 1990s, we were not an
NCATE (National Council for Accreditation of TeacHeducation) institution.
And then we became an NCATE institution at the timeewere compressing the
class itself. But we just went through our NCAExiew, our first five-year
review. So, we must have become NCATE in, | gu@s8003 or 2004 — because
we just had our first five-year — last spring waighed our first five-year NCATE
review. But you know, from the research, it hasdoee apparent that NCATE
itself has been diminishing in the requirementthefr standards.

Marina: So, what was an area of concern?
Professor: Diversity.

The professor expressed her concern with thedaekcountability from NCATE

involving diversity awareness at the universityCATE has lessened the requirements

for diversity for universities, such as diversityareness trainings, cultural sensitivity

training for staff and faculty, and required urfdgs multicultural education courses. The

position of the university often correlated to ttaminant discourse around issues of

diversity and was reflected in its policies andgadures. However, the role of the

teacher is to create a positive learning envirortmehile at the same time navigating

through all the bureaucracy of the establishedopaitof the university. The professor

continued to work with the NCATE requirements oftunal diversity, specifically for

the teacher credentialing program.

Marina: The area of concern was &uhiversity itself?
Professor: In general,phegram but also the faculty.

Marina: Oh, would that be the teadredentialing program and the
requirements for cultural diversity?
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Professor: Yes. And yet when they came backyears later, we had been
backsliding as it was with that area of concermit Be passed with flying colors.
And the first time it was like that was one of Hreas of weakness. This time we
were fine. But in reality we weren’t exceeding tbeel of implementation that
we should have been at the university. NCATE filsat stepped back from its
diversity requirements for the institution. | dokhow if it's a response of the
political climate, but we as a college were worngten they came that they
might not be happy with us. They said, “Oh, noyur institution is
progressing in that area.” And of course, we haJysen making progress for a
year; we're actually moving backwards. And it dicseem to bother them.

The value placed on multiculturalism and leveingplementation is dependent on
each individual institution of higher educationhéefe are different key players when it
comes to the teaching of pre-service teachers, aa®NCATE, university administration,
university professors, and students. All vary deldeg on the perceived value of the
teaching and implementation of multicultural edigrat This is why it is recommended
and also imperative for university administratiom grofessors to work together to
create a consensus for required standards.

Marina: Within the institution here, do you sekeel of commitment for
multiculturalism and diversity?

Professor: Well, | would say that if you look BetUniversity web page. You
know we have the University Community and we hayeuknow, it's one of the
main components of the President’s mission andhtiie for the University. But
| think if you look at the actualization of thathetre are some problems. All staff,
but not instructional staff and not non part-tinmepdoyees, are within the first so
many weeks or months of becoming an employee, guattdatory diversity
awareness training. But all teaching faculty arengpt and all administrators are
exempt. So, | guess we only want the groundskeepwet the kitchen staff to be
sensitive to other people’s needs. And it's belngstanding problem.

Marina: So, it is optional to faculty and adminggors?

Professor: Yes, it's optional for them. It's arHan Resources requirement for
all new employees.

Professor: Well, and the training comes out of ldarResources. And one of the
things that happen is when you do these mass #1 dant say mass — but
periodical trainings, when everybody reports on wtheir name is and what
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division they work, it rapidly becomes apparent thare are no faculty in the
room and no administrators in the room. Then thestjon comes up, “Do they
have to go to this training or some version?” Theveer is, “No. They can come
if they would like, but if they don’t want to comiaey don’t go.”

Marina: Okay. And how does that affect the commeitt level at the university
and the institution as a whole?

Professor: So, there is definitely not the unigsecommitment that we need to
see at this institution.

A certain level of commitment seems necessary fthroontributing parties. If
you have teachers whose commitment is strongerttieaadministration, this may cause
internal conflict within the institution. Teachersed to feel support from the university
administration in order to create a multiculturettsg that focuses on the students in the
program, who will soon be future teachers of clagsrs with diverse student
populations.

The following question that was asked of the pgebe pertained to the
reduction of course units and how this impactedrnbkguction for her students at the
university. The professor described a comparisom the initial four units, to what is
now required from the university as a two unit ceur She explained how the “Culture,
Family, and Schooling” course has changed, in @sytr curriculum content and course
requirements for the students.

Marina: How else has the reduction from four utotsnvo units contributed to

your level of instruction in the course? How dayeel that has impacted the

students in the program and why?

Professor: Well...

Marina: Because before you had four hours of iresion and now you only have

two hours of instruction a week. Now, are you sfile to implement the same

materials or reading materials?

Professor: No, not at all.
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Marina: Did you just have to slice the curriculimhalf?
Professor: Once the course was sliced, the mistéiaal to be sliced.
Marina: What about any assignments or the disonssh the course?

Professor: Assignments and the discussions. Aflitis - the discussion is
crucial. They really need to have the time to ghares or small groups and then
opening it back up to the whole class because soegtyou know, they grow
when they are in that little personal — “Did thapipen to you? Do you know
about this?”

Through her perspective, the professor furthernudised the negative impact of the
course unit reduction on pre-service teachers lear@l the course and addressed the
specifics of what is now lacking in the course.elao fewer hours of instruction per
week, there were major changes, like an eliminatificsome course materials and the
modification of class assignments.

Marina: Is it a positive or negative impact on fire-service teachers?

Professor: No. Ithink it's a negative impact.itfthe enrolled pre-service
teachers — well, two units, you have to figure goty know, if you go from four
units to two units, then you have to diminish teguirements, you have to
diminish the contact time, you have to diminish tWau do with students just
because you don’t have them enough to give therfotireunit curriculum. Even
now, they complain that there is too much workhihk that in terms of things
like diversity, you know, you can’t watch one vidaad your whole life change. |
mean, if you could, | would buy that video. | dbkhow where that one is yet.
It's like, you know how they talk about grievingdahow grieving has the stages.
If you look at some of the models and some of theroresearchers out in the
field, they will say — because of the certain nwuiliural education model —
“What happened?” And of course you have to redha¢we’re a Hispanic-
serving institution; 32% of our students are lablele Hispanic. By the time they
get to the teacher credentialing, we’re more liR&o8 80-83% Anglo. So, we
have really diminished our diversity in the teackéucation program.

The professor ended the comment bingtétat when it was a required four-unit
course, it allowed the opportunity for more houirglass discussion. The professor felt

it was not possible for the students to grasp peleenderstanding of the course when
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half of the course’s reading materials were remdveah the syllabi. Also, she discussed
how, especially given the high number of white stud at the university, the course
seemed very important. From the perception optiséessor, it was thought to be
imperative to remain with a four-unit course fodanal hours of instruction in
multicultural education. The extended class sessalowed the opportunity for the
professor to engage in extensive discussions \eitlpte-service teachers, not to mention
added time for pre-service teachers to converde avie another.
Contributing Factors Pertaining to Teacher Prepsessl
of Pre-Service Teachers in a Multicultural Educat@ourse

The findings point to the fact that the most infitial aspects of this class with
pre-service teachers were the course ideologysheof critical theorists, the definition
of multicultural education, and the course curuenland instruction from the descriptive
explanation of the professor. Based upon thevigess with the professor, this section
focuses on the professor’s perceptions of factasdontributed to the preparedness of
pre-service teachers in a teacher education progfidns section goes into depth on
what major factors contributed to pre-service teashpreparedness for teaching
multicultural education from the professor’s pectpe.
Professor’s Implemented Ideology in the MulticldiuUeducation Course

In the conducted interviews, the professor comweated her rationale for the
content of the course and explained her knowledge bf multicultural education for the
instruction. The professor organized the contasel on her ideology, theories,

definition, and typology for the implementationrofilticultural education. She also
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stressed why it was imperative for students to fzavacademic foundation in issues
around multiculturalism.

Marina: What is your multicultural ideology forstturing of the course outline,
which is integrated into your syllabus for the dae2

Professor: Well, because of the type of studehts/e, | sort of come at it
initially from the idea of what has been populadizg/ authors like Peggy
Mclintosh, examining white privilege or unearned/peige. And starting there
and then looking at how that impacts people’s ghib be in the world and then
looking at how school limits your ability — openg ar limits your ability to
maximize yourself. Because we look at the ideatefrnalized self-hatred and so
how do we, as a teaching community, work to ungaxcke of the baggage and
then look at how we can teach children and changeacabulary that you
change the mindsets of the people that are panecéducational community. So,
that those disparaging remarks that are made a@eotatin children, that limit the
children and limit everybody else’s interactioniwihat child don’t occur
anymore. It's hard. You know, sometimes whenWith graduate students as
opposed to credentialed students, and then thegt@dtudents will say, “Oh, my
gosh, that happened at school today?” And | thqu@his is what the professor
meant during our class session.” Well, they canssenething within the context
of their school environment and nail it...

The professor stressed how this theopacted the ability of students of color
and their achievement performance within our sclsgstems. The pre-service teachers
were introduced to the racial and cultural dynanoica classroom and how they would
use these to instruct in their own classroom sgttifhe professor’s hope for future
educators was that they were exposed to this thedheir course, teaching them to have
higher achievements standards for all studentsaim tlassrooms. They should
maximize all their students’ abilities to the figlgootential, regardless of their race,
culture, or ethnicity for the success of the sclayal the betterment of the community.
The professor expressed how important a teactierhisr students and what an impact

she can create in a classroom.
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She also laid out in detail the theoretical fraroek for her students and how they
are active participants in their classrooms, whetthey know it or not. She begins by
introducing her pre-service teachers to multicalt@ducation and how they need to see
it as an ideology and not a curriculum-based conckpother words, multicultural
education needs to be looked at through a lenswépand oppression. The professor
not only teaches about multiculturalism but encgasastudents to position themselves in
it.

Professor: Have their eyes opened enough ancatitee enough on concepts

and ideas, power and positionality because whertalwabout multicultural

education, you know, if you don’t look at powerydu don’t look at
underprivileged, if you don’t look at what you knewt’s like that whole thing
about “Can racism exist, can there be reverseidigation?” That kind of idea
should arise when questioning racism. Can that @xithe United States because
of differential power? So, those are conceptsttiay need to be able to look at
and disengage themselves from where they are tiedlg their personal
position, and say, “Is this true? How would | fédlwas in this position?” To
move through it from various perspectives, so thay can kind of find that

social justice position, that place where they 88p, no more! | won't listen

one more time and | won’t hear one more time argbkay mouth closed about

the injustices that take place with the studentsuinschool systems.” And, the

ability to call people on it and to question thetsyn and the systems that occur
for the benefit of the dominant group in our scheystems.
The interview continued with the professor goingenim depth about the
theoretical ideology related to the course. Slgabéhe conversation with Kohlberg's
six stages of moral development; they include Staggbedience and Punishment
Orientation, Stage 2: Individualism and Exchandag®& 3: Good Interpersonal
Relationships, Stage 4: Maintaining the Social @Qr8é&ge 5: Social Contract and
Individual Rights, and Stage 6: Universal Principle
(http://faculty.plts.edu/gpence/html/kohlberg.htnhese six stages were utilized for the

professor’s ideology for the multicultural educaticourse, and she explained how one
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stage in particular, stage four, is integrated ateas session. She believed that it was the
responsibility of teachers to teach their studabisut critical thinking in the classroom.
Oftentimes, teachers are not given the opportunitgicorporate this type of learning
with the required mandates from the state adoptedealum and all the state
assessments, which do not allow a critical basedoagh for the instruction of students.
They stifle the initiative to question laws and mates that are constantly being placed
on the school systems.
Professor: Yes, itis a big part as to what ladtrce into my course. |
incorporate it because it gives the students sangetb latch onto in the course.
For example, in the course someone said, wellghh€& law and I'm kind of fine
with that. And | said, “Oh my gosh. Don't tell igeu agree with that theory.”
You're stuck in one of Kohlberg's stages, whiclaiaw and order stage - if it's
the law, then I'm fine with it. And it was a madeudent, so | said, “Oh my gosh!
There are people in this room that wouldn’t be ableote or people in this room
that would still be slaves if we took that také's the law and that’s fine with me,
rather than saying wait a minute, we need to Iddkia and change or need to
challenge it for the bettering of our society.
The professor described stage four from KohlbesiKstages regarding maintaining
social order in our society. She introduces tlsdsstages for her ideological foundation
of her instruction for the multicultural educatioourse. The intent is based on creating a
background knowledge for her students and how thay perceive society through a
culturally diverse lens.
Professor’s Utilization of Critical Theory for ti@ourse Syllabi
The professor used the work of Paulo Freire, whimftributed to her multicultural
ideology as well as creating a learning environm8he elaborated on how she
implements his theory into her course frameworknenehe development and

organization of class assignments. She expressdadtbnt to encourage critical thinking

in her course, so that those teachers would indnoourage critical thinking in their
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students. The explanation of the professor rewbareund the teaching of critical
theory, yet extending the lecture with a courségassent and additional required
reading materials. The purpose of the assignnveagsto connect critical theory to
classroom management strategies for culturallyrdesetudent populations. The
multicultural objective is for pre-service studetdsnake the connection between
diversity and discipline. The professor stated ti@en her pre-service teachers become
teachers in their own classrooms, she would waamhtto critically evaluate their
classroom management strategies, not ever alloguitigre or ethnicity to become a
factor with their students. Also, the pre-senteacher can develop the ability to
understand that once they are in a classroom gettiay will not only become a critical
thinker, but also a critical teacher in the questig of educational policies and
procedures.
Marina: What critical theorists do you incorporat® your course framework?
Professor: Paulo Freire and the idea of readiagvrld and finding their own
place in it via literacy activities. Also, allowgrthem to critically view their lives
and role as educators in schools primarily forfthencially disadvantaged. A
few assignments, which are centralized arounccatithinking, are their
classroom observations, the student reports, antigld work they do in
classrooms with teachers, all required specificatiyn the course syllabus (See
Appendices D & E) to think critically about multituralism and address diverse
student populations’ expectations will be of thesteachers and how some of
them have already swallowed deficit thinking witho@his is where they must
examine what they were raised to be and what sddoziking at the idea of
being social re-constructionists in their own ataess.
The professor focuses on critical theory by reggithe students to critically examine
their own backgrounds and what contributed to wisy tare as individuals today. They

are then encouraged to think of what will be expeédf them as teachers who will be

instructing diverse student populations and how thi go about serving all students in
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their classrooms. Students are also encouragduhtodritically about policies affecting
underrepresented populations.

The professor continued to describe course assigtsmelated to critical thinking
and how they are a main focus in the instructioprefservice teachers.

Marina: Do you feel that your pre-service teachetso are in your course, will
eventually become the cultural tools allowing thienempower their students in
their future classrooms?

Professor: Yes, definitely because it gives usag @f saying, where are you as a
future educator? Not so much where are you, Inargvare the other people
around you? Where do you see them? Especialihées when they are required
to complete “The Multicultural and Special Needsdeint Report” and the
following of guidelines through the “Scoring Rubfar Multicultural Special
Needs”; that is a required assignment from theabyl$ for the winter and the
spring quarters (Appendices D, E, & F). It allotwe pre-service teachers to
observe in a teacher’s classroom; they have tizcalti question: what did you
see, what did you hear, what books did you sekeartiassroom, how would you
have felt if you were the only black child in tlidéssroom? Would you have felt
like the teacher was including you and would youehizlt fine like school was a
good thing to be involved within that classroons?thle teacher creating an
environment for the students to reach their acad@aiiential and do the teachers
respond to the students in a positive teachingeanthing environment? The
objective is to teach to pre-service to criticalink about what their
surroundings will look to the students in theirsseooms and how it is not only
their responsibility to empower their students.adieers need to become those
cultural tools for the advocacy of their students.

According to the professor’s perception, tbsponsibility for teachers to become
cultural mediators for the benefit of the studemithin their classroom, the school
district, and the community points to the impor&nt education around these issues.
The professor went on to explain another form gflementation of critical theory from
the course syllabi: to establish a consistencyitital theory for the pre-service teachers.
She continued to develop critical theory through ¢burse framework along with the
assignments that were required of the pre-sere@ehers from the quarter.

Marina: From the course syllabi, are there assignewhere you feel you are
integrating critical theory or another critical tnist?
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Professor: Well, Peter McLaren is another critihaorist that supports the
critical theory introduced in my class discussioMy intent is always to
implement critical theory as much as possiblepifin my lectures, in my course
assignments from the course syllabus (See Appdh@>E). From the required
reading materials, the students are exposed toattibheory by critically
examining cultural biases and stereotypes. Fampla the pre-service teachers
are assigned to read “Management Strategies fdu@ily Diverse Classrooms”
(See Appendix H) during the quarter. However,Jeéhthe students critically
analyze the text by completing “The Discipline Repand also allowing the pre-
service teachers to follow a guideline throughuke of a scoring rubric for the
Discipline Plan (See Appendix G). The central ®ofithis activity is to provide
a critical theory basis between the relationshidieérse student populations and
classroom management, specifically involving dibogin the classroom. So
when they become teachers, they will not allowwelto be a factor amongst
their students.

Defining Multicultural Education for the Course
Multicultural education has become a large entitt,only within our educational
system, but within the context of our society. éwling to her perceptions, the professor
defined multicultural education and how it was ierpented with her
pre-service teachers in the course. This defmivas crucial in her development of the
course syllabus, including the objectives for tharse and the assignments.
Marina: Well, to begin, how would you defimulticultural education?
Professor: It is essential that they begin to ustded how the ideas of social
reproduction from theorists such as Bowles, Gimtig] Freire have played out in
public education in the U.S. To become part ofatiecation solution as future
teachers, they need the tools that this field afyasis of education will allow
them to use to restructure how and what studesttaaght and perhaps more
importantly how to think about the world.
The initial question for the defining of multicutal education by the professor was to
gain an indication of the meaning of multicultuealucation at the surface level.
However, the next question was to obtain a deepeenstanding for the context of the

course.

Marina: Now, how would you define multiculturalwezhtion in the context of
your course?
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Professor: Multicultural education is a way ofdieiag that includes everybody at
the most global level and creates in the learndturally, a respect for and
curiosity to learn about peoples that they encaurs®, | mean that definition to
be at the really global level, so if we're talkiagout my pre-service teachers in
the course, then you would be busting stereotytpgag to make them see that
most stereotypes actually come from generalizatmsthe generalizations come
from the dominant discourse. But with the instiartiof elementary students, the
idea is to open their frame of reference and intocedthem along with making
them happy and | hate to use the word “celebrageabse it sounds like so
overworked, but the idea that they would be “OHie3e new things are great and
interesting to me.” Having taught pre-school aleinentary school, it's amazing
how small children often haven't internalized adbtheir parents’ stereotypes or
biases. | don’'t want to say its anti-bias educatipanti-discriminatory education
or that we teach for tolerance, but rather thaistogents have this transformation
within themselves, so that they would want to tectwldren in the fashion that
children would be open to learning about everybaxly anybody and not come
hopefully with prejudgments. Or if they had pregutents they would be open to
having a frame that would allow them to de-condgtthhem.

Her response to the question was a bit medepth in comparison to the initial
question, regarding her definition of multicultuealucation. When asked about the
guestion of multicultural education and the conteithin the course, the professor was
able to extensively describe her definition andnean it to the “Culture, Family, and
Schooling” course. Her objectives for the coursgenspecifically geared toward
knocking down stereotypes that have been set Wobynant classes. The pre-service
teachers focus on generalizations through a glodapective but also extend them to the
classroom with their future students. The professade it clear that she wanted her pre-
service teachers to become advocates for soctatgueven if just for a child in their
classroom, or a teacher at their school site,pEraon they might know personally in
their lives. Deconstructing stereotypes and piegglwas a key objective of the class.

Professor: Like if another little girl would sa¥ph, you know, Rosa steals and

Rosa is Mexican.” Then they would be able to S&¥ell, I'm not sure if Rosa

steals, but that certainly has nothing to do wihlieing Mexican.” Rather than

glomming on to these cases, transferring this médion out and internalizing it

in: all of “x” people do “y” or are “y” because Iehone person once. But at a
certain level for my pre-service, | would like theéanbe advocates for social
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justice and look at the idea that the world coiddchanged — one child, one
teacher, one person at a time, if people wouldgpsh up and not be closed to
the idea of social change. And the idea that \ayr@eed to look out and yet, at
the same time, understand the range within ourselv&vithin our own groups so
that they don’t become solidified with the ideariiMexican, | do ‘x’; all other
Mexican’s do ‘X’.” I don’t know. A lot of timesgople build from their own
lived experience, and if their experience has heey insular, then that’s the way
their mind is made up.

Defining multicultural education from the professgoerspective describes the context of
how multicultural education is implemented in ti@ufture, Family, and Schooling”
course by using examples of different ethnic arltlial groups and how they are
portrayed in society.
Use of Banks’ Typology

The next question the professor was asked to asldreke interviews was the
typology in her course for the instruction of hee{service teachers. She began by
identifying the typology she implemented in herisauand how it impacted the pre-
service teachers with the multicultural educatiouarse.

Marina: What type of typology do you find thatuseful in teaching this
course and why? How do you feel it impacts yoerservice teachers — for the
“Culture, Family, and Schooling” course?

Professor: Multicultural education is a framewtwkanalyzing all aspects of
education, from the curriculum to the delivery africulum. Initially, James
Banks’ typology is used to assist students in logkit the classrooms in which
they are doing observations. They are taught éonéxe the environment,
materials, lesson content, and interactions. e fikimplement and use the Banks’
typology (See Appendix I) to look at how they, @adhers, may choose to or be
able to bring a different sense of the world toc¢hédren they work with in their
classrooms. But the problem is, according to taekB’ typology, most of them
have experienced the lowest level themselves deists. So when you talk about
things, teachers can be a way to add to the clunguto try to modify the
curriculum. The idea of getting on curriculum s#len can mean the idea of
really looking at the ancillary support materidiattare aligned with your core
curriculum so you can bring them in to the classro® lot of times those
concepts seem like a lot of work and like, “Ohphd really know if | want to do
that.” Then when you get to the social justiceslethey dismiss it as like this,
“Well that's not appropriate for like K-6.” And'& a way of just like saying,
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“Yeah, that’s important but for older students,tsas the high school level or like
maybe that is more appropriate for the collegelléve

The professor discussed Banks’ typology and howtheservice teachers
were taught to examine the world around them aadttiriculum they would integrate in
their classrooms one day as educators. The poofesatinued by briefly describing the
levels of Banks’ typology and how they were introed to her pre-service teachers in the
context of the multicultural education course. Du¢he brief description of Banks’
typology, the professor was then asked to elabaratach level. The professor
continued with a description of each level andetation to the implementation of the
course. She introduced the levels and that tisltgy could be incorporated at any
level of education, not just at a high school dtege level where many educators feel it
iS most appropriate.

The professor described the first secbnd approaches to Banks’ typology that
were implemented in her multicultural educationrseu She elaborated as well on the
next two approaches and commented on the factien introduced to new or pre-
service teachers, they sometimes claimed thatstreatheir responsibility to introduce
these approaches to their students in the classregpecially if they did not have tenure.
They tended to focus on the state-adopted curme@iong with minutes of instruction
mandated by the state, due to the testing andsassass for their designated grade
levels.

Marina: So, what are the different approachesafk®’ typology?

Professor: Well, there are the four approach&atwks’ typology. The first level
is the Contributions approach, where you just $égs, some Mexican did that in
history and what’s wrong with that level?” Welbtreven that, but the next level

is the Additive model, where you might pull outleapter for a book to add or
enhance the curriculum. You might say, “Oh, tkia iLatino chapter; let's use
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this one.” And you might like talk about four fan®Mexicans in history. The
second level is termed the Additive approach wlyetetake the curriculum and
look at like every time you talk — | mean, | dowéant to say every time we talk
about a white person, we talk about a Mexican per&ut when you are talking
about inventors, when you are talking about histewents, that you are using
multiple perspectives. Like, “What was the womguesspective or | think these
people felt...” Even just throwing out the ideasyymow that level of trying to
make sure that the students really have both petigsps as opposed to this
tokenism or just to know, “We have Martin LuthemigiDay, oh yeah, and he’s
the one like | Have a Dream.” You play the spemoth that's the end of it. And
you don't talk about why he had a dream?

The professor continued to explain the third letred, Transformative approach, and how
pre-service teachers must develop the curriculurnthi® benefit of their students in their
classrooms, examining the curriculum criticallyidentify negative instructional
strategies.

Professor: So the third level is the Transformeatipproach, where teachers are
trying to change a curriculum. Most of my studdmdse had very little contact
with even a level 3 transformative classroom thdweseas students prior to their
college experiences and perhaps not there eithd. of course, teachers will say
that — especially student teachers and new tegdhatsThat’s not their job.”
They use what they are given regarding the cumrioul When you get to the
social action approach, which is the fourth leyely are looking at “Wait a
minute, what are the problems in our community?oWb they impact and how
can we help solve them?” Actually, if you tie thath service learning, you find
that lots of small children with the right teachbeve really done good things to
get to the root causes of problems. But that'shérel part because a lot of the
university students that we serve are unawareeoptbblem and then when they
become aware of the problem, it's not their proble®o you know they say,
“Okay, okay, we know about Martin Luther King Day.

The professor described in detail the fourth apphao Banks’ typology and how
it was the highest level to attain. She intergteélgough a contextual example,
pertaining to Rosa Parks and the Civil Rights Mogatm She commented on the fact
that Rosa Parks might not have just been tireddlaiand wanted to sit down on the bus,
but that she was part of a strategically organimmegiement to create the events that

occurred there after that significant day in owtdry. She explained that there was
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children’s literature published that may at timesate a superficial level of
understanding for the children in classrooms, tivéase level of multiculturalism that
might obscure the actual true events of the RosesRtory.

Professor: The last and final level is the foletrel, known as the Social Action
approach. That's the idea that Rosa Parks didvet gp her bus seat because she
was tired. Rather than talking about all of theoasations she belonged to, all the
organizational meetings she had been to, all théimgs that she had been
involved in, this wasn't like “Like Uh-uh, I'm najetting up.” And yet when you
talk to children, depending upon how the teaches@nts the information and the
little books they use. Or like, “Was she the dBlsick lady in the world that

didn’t want to get up?” Or what made her diffeferivhy did she decide that
action? None of that happens. You just read ali@it, random Black woman
didn’t get up and then they started having a biilsest So when you talk to

small children who have been involved in thosereay experiences, in some of
those classrooms they have really bizarre ideastdbe whole thing. Because
there are those little books that the teacher regtisthem in their classroom.

You know where they are like real superficial andsemetimes the people who
use them, who might be good-intentioned but | dandw when it comes down

to it.

The next question during the interview addressedtbfessor’s ability to
instruct, teach, implement, and integrate the culum and instruction without the use of
Bank’s typology for the multicultural education ¢se. She describes the use of the
different approaches with the pre-service teachedshow they were demonstrated in the
course context.

Marina: Right, ok, next question. Do you thinkiigbe able to instruct, teach,
implement, and integrate the things that you waripose to your pre-service,
without the incorporation and utilization of Bankgpology?

Professor: Banks’ typology gives us an easy wasatg well, where are you?
Where was the teacher you observed, in regardeetdifferent approaches?
What do you think? Because if you ask me and | *€aly, yeah, you know, I'm
this and I'm that as a pre-service teacher.” Btislsay you go in and watch
somebody teach and you look at the curriculum andlgok at the environment,
you listen to what they say and you look at thevais they involve the pre-
service teachers in - where’s the multiculturalis@R, that’s the International
Fair we have on the last day of the year, aftémgs Then you have to ask
yourself, what is the point of that at the endhef day?
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The professor commented on the implementationetitfierent levels of the Banks’
typology that she would ideally want her pre-seswieachers to take with them as they
leave her course at the end of the quarter. Homyelie expressed the fact that a two-
unit course, due to the lessened hours of contidlettiae pre-service teachers, would not
transition all of them to the fourth level of Bahkgology. Also, the introduction and
implementation would establish a foundation foiirthestruction with their students. It
would build a multicultural context they could dimnto when they step foot into their
classrooms on that first day of school. They wdiddeaching their students what the
professor modeled in their multicultural educatooirse.
Professor: | could say idealistically | would hdpat one little two-unit course,
twenty hours of contact, some reading, some thowghtd allow them all to
eventually grow to Level 4. Realistically, | dotitink so. | know it sounds
really bad, like I'm being negative about my prevese teachers. | think when
they have something to glom onto, like multicultieducation, Banks’ typology,
then they can say, “Oh, that seems like a LevalVk all want to be at Level 3!”
They don’t want to be a Level 4, most of them! fldaocial justice getting out

there and rabble-rousing is like a little too méichsome of them.

Marina: As a professor, realistically what leveBanks’ typology do you think
your pre-service teachers leave with from your sefr

Professor: I've taught here a long time and | diat ®f stuff out in the schools
and so | see some teachers that have taken myecanus feel very proud when |
hear so-and-so is doing this. But others understdrat they have to do to get by
for the school system. Some of them, | don’t kndaybe they will never move
out of Banks’ Level 2.
At the end the interview, the professor conveyedugh her own perception, the level of
Banks’ typology that her pre-service teachers waake from the multicultural course.
She spoke of the experiences she had seen intimwoaity from teachers she once
instructed in her multicultural education coursd aow proud she was to see the impact

they were making as positive educators. But, sth@dd that at times realistically, the

transition out of the second level of Banks’ tymptavould never occur with some pre-
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service teachers as future educators.
Course Curriculum and Instruction

The professor explained the course curriculumiasiuction within the context
of the class sessions with her pre-service teact#ine addressed the implementation of
multicultural education for her course and examplesurricula that were introduced to
her students.

Marina: Is multicultural education a part of yaunrriculum and instruction when
you teach the “Culture, Family, and Schooling” cmuand why?

Professor: Yes, multicultural education is verycma part of my curriculum and
instruction. | try to introduce as may resourcepassible to the course. We do
several things. One of the things | expose mysgmice teachers to immediately
is The Shadow of Hatelt's a videotape that shows how we have discrated
against everybody across time in the United Statelsthat every generation or
every decade, who we hate changes. But the wagesaibe those people
remain the same. So is it the people or is itWeheed a scapegoat?

She introduces a video to her pre-service teadmenan asThe Shadow of Hatey
Charles Guggenheim. The video demonstrates haxcthintry has dealt with
discrimination, claiming that the hate factor woblelconstant but the group being
discriminated against would change throughout hysto

Professor: So, that particular video shows thatatezes or shows that

other people have demonized specific groups; tbsnaf times the students
sitting there, who don’t consider themselves dembatng to one of those
particular groups and they all go like this, “WhbaVhere they, because of
their age or experience or lack of communicatiothwider people of their
same group, hadn't realized, or perhaps the imjgnress oppression and the
idea of the crabs and the bucket and how weremegsdors treated? Or life is
fine for us now, but was it always, and lots ofrthespecially English students,
are mystified, | guess, or stupefied by the ided & one time their particular
group might have been considered criminals, wellacgients, perverts,
derelicts, whatever. Because that’s a languagésttarrently used in our
society to describe different groups of people,thetr group, so it makes it
easier for them to see, “No, we’re not like thakhd it's like, “Well, we're not
like that and people used to think we were likaé!thdlaybe nobody’s like that,
but there’s other forces at work that kind of ceethis national abuse, national
discrimination, or this mindset that it's ok tha¢ wan be good to everybody
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except them. And that the group “them” changes twee.
She continued to describe the connection of theostd the course curriculum and how
she used the video for her instruction with hergeerice teachers. The video was one of
the instructional resources she used to capturatteetion of her students to they may
physically see how hate was represented and traedfgEom one cultural group to
another.

Marina: What other forms of curriculum or instriect do you use with your
students throughout the quarter?

Professor: The curriculum that is chosen for thérse involves multicultural
literature required for the reading materials. Téwds that | use for my class are
three children’s multicultural literature bookded Lupita Mananaby Patricia
Beatty,Roll of Thunder, Hear My Crgy Mildred Taylor, andh Jar of Dreamdy
Yoshiko Uchida. These books are used to bringcatithinking through a
cultural lens. The multicultural literature begtosread stories about other
cultures through a child’s perspective. Hearirsgaaty about a child from another
culture hopefully incorporates a sense of cultavedreness for the pre-service
teachers.

She also spoke of other multicultural curriculadus® the instruction of multicultural
education in her course.

Marina: And how do you get them throughout therseuo be able to one day
implement multicultural education within their ckasom settings?

Professor: | attempt to direct their thinking,tkat they become aware of
themselves as cultural beings. And that they latake positionality that they

currently own in our society and one of the protddrare is always students own
a positionality that isn’t fun.

She ended the interview by stating that she hopegie-service teachers would become
aware that they were cultural beings within thebglacontext and learned to teach their

students in their classrooms in the same way.
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Summary

Through the interviews with the professor, conttiibg factors emerged from the
professor’s perspective of the teacher preparedr@ssthe multicultural education
course taught to the pre-service teachers in teh& credentialing program. From the
professor’s perception, the contributing factorsevéa) required university units for the
multicultural education course, (b) implementedidgy in the multicultural education
course, (c) utilization of critical theory for tieeurse syllabus, (d) defining multicultural
education for the course, and (e) the course eduarne and instruction. The qualitative
research provided data for the identification aftabuting factors from the professor’s
perception of the multicultural education coursepining the instruction of the pre-
service teachers.

The professor’s perceptions revealed the orgadoizaff the course and the
breakdown of how it was implemented for the purpafsteacher preparedness with her
pre-service teachers. The analysis from the psofésinterviews of the multicultural
education course established and demonstratedimatimyg factors for teaching the
course. The professor was able to communicatpdrspective on the how and why
components of the course. The analysis of heniees gave a different outlook on the
instruction of a multicultural education coursewds developed from a viewpoint from
the instructor instead of students receiving tts¢ruction.

As a reflective educator, the professor sharegbagareptions on how she engaged
the pre-service teachers during the multicultudalcation course through the use of
resources, reading materials, and technologiesgpast student learning. Examples

included the books that were chosen for the preiseteachers to read, the videos and
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movies they watched, the organization of the cotirsmugh her syllabus, and the course
assignments the pre-service teachers were giveonplete for the multicultural
education course. The professor identified couatily factors that fostered short and
long term learning goals for critical thinking whehe implemented critical theory
through the work of Peter McLaren and Paulo Freiree analysis continues with the
models she used in her course, such as Banks'agpaind Kohlberg's stages, to relate
ideas and knowledge, which contributed to the preise teachers’ understanding of the
content area.

The interviews with the professor also lent a défe perspective for
understanding the policies and procedures at thersity level for the multicultural
education course and the role the university takesulticultural teacher preparedness.
She was adamant that the university needed to elthegwo-unit “Culture, Family, and
Schooling” course back to the initial four unitsarder to fully prepare teachers for

working in diverse classrooms.
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CHAPTER V
SUMMARY, DISCUSSION, RECOMMENDATIONS, AND CONCLUSI®

This section presents a summary, discussion, re@ndations, and conclusion
for this study. The study investigated two reskeaygestions involving the perceptions of
pre-service teachers and a professor in a teachéemtialing program. The analyses
showed: (a) the similarities and differences ofggevice teachers’ perceptions of
multicultural education following the completion @fcourse in a teacher credential
program, and (b) identified major factors, from geeception of the professor, that
contributed to the instruction of pre-service teashn multicultural education. A
discussion is provided in connection to the redeblrerature, as well as
recommendations and a final conclusion.

Key recommendations included supporting both teelmical need for
instruction and curriculum incorporated in a multiaral education course and the need
to involve the university, including administratidaculty and staff, and students in the
training process. This study suggested findinghabeducators everywhere will realize
the practicality of multicultural education awaresén a teacher education program,
indicating how vital this is for teachers in ouags$rooms to create an environment that
not only teaches but validates the students im godiools.

Discussion
Similarities and Differences from the Perceptioh®e-service Teachers Towards
Multicultural Education
Multicultural education expresses the urgent rfeedchool reform in order to

accommodate the increasingly diverse student ptpoaentering our classrooms
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(Banks, 2001; Banks & Banks, 1995; Gay, 1995; GéaSteeter, 2001).
Multiculturalists have agreed that there must beoaement towards reform and
reconstruction within the educational institution®rder to meet the needs of our
students. This must be a reform movement thaicisisive of all students, including
White, middle-class males, who identify with ther&zentric mainstream discourse.
Every student will have to acquire the knowledgsehahe abilities, and the attitudes
needed to effectively function in a culturally dige environment (Banks, 2001; Banks &
Banks, 1995; Gay, 1995; Grant & Sleeter, 2001).

In this study, the researcher examined the sirtidggrand differences of pre-
service teachers’ perceptions of multicultural edion. The pre-service teacher
participants all came to the course with differewitural experiences, which
demonstrated differences in their knowledge baseuficultural education prior to
attending the course. However, once the partitgoaere asked to reflect on their
knowledge base, they did express similar belietsadtitudes towards their awareness of
multicultural education due to their enrollment goadticipation after completion of the
course. Similar perceptions were expressed halpre-service teachers concerning
how competent they were after instruction frompghafessor; they felt their level of
competence in relation to their knowledge base wfioultural education had improved
during the course.

When the pre-service teachers were interviewedagkdd if the perceptions of
their attitudes and beliefs had changed in any twwasards multicultural education, their
perceptions all differed after the completion & ttourse. However, the pre-service

teachers all had similar perceptions of the imparésfor pre-service teachers to receive
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instruction that focused on multicultural educatidrhe pre-service teachers shared the
same perspective on why it was so important foulicultural education course to be
required in a teacher education program.

The pre-service teachers all responded that thesedelped to prepare them for
instruction in a classroom with a diverse studeypation. All of the pre-service
teachers had similar perspectives on the implertientaf multicultural education in
their future classrooms, knowing they would becdeaehers for diverse student
populations. They did mention similar instructibstrategies used to incorporate
multicultural education with their students. The-gervice teachers identified strategies
they learned from the course content, assignedngsdand required texts from the
course. Similar responses were also reporteceipti-service teachers’ attitudes
towards the importance of a multicultural educatonrse in a teacher education
program and as an essential factor within the ieggbrofession.

However, the pre-service teachers’ responses ddfergarding their
preparedness for instruction of diverse studentifaions, depending on their
experience in the multicultural education coursbey expressed differences in their
perceptions of teacher preparedness from the cewgeiculum design and instruction
of multicultural education. The pre-service teasharied as to which instructional
strategies they would use in a classroom setting)) as the utilization of different
multicultural books for daily lesson plans, preventand intervention strategies for
classroom management with culturally diverse ctamsis, the study of one particular
cultural group and their specific customs and trads, or the introduction of different

cultures throughout history to validate studentsdtures and build and strengthen the
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home/school connection. The similarities and déifees of the pre-service teachers’
perceptions were dependent on the specific intergigestion and their response to that
guestion involving their perspective of multicudlieducation and the teacher
preparedness of the course.
Identified Factors from University Professor’s Peptions Involving Teacher
Preparedness in a Multicultural Education Course

This next section discusses the perceptions gbtbkessor and the contributing
factors she identified for multicultural educati@acher preparedness at CSU, San
Bernardino. From the instructor’s perspective,dbetributing factors of the course
relied on: (a) required university units for theltrmultural education course,
(b) the implemented ideology in the multiculturdueation course, (c) the utilization of
critical theory for the course syllabus, (d) defmimulticultural education for the course,
and (e) course curriculum and instruction. Thalitative research provided data for
identifying contributing factors, according to thefessor, to the teacher preparedness of
the pre-service teachers enrolled in a multicultedaication course in the teacher
credentialing program. This analysis was cruceaause it investigated the perspective
of the professor and how she saw the multicultedaication course being taught, more
specifically explaining the components of the ceurs

The interviews with the professor captured a défeérviewpoint as to which
factors contributed to the teaching of the pre-iserteachers, factors she felt were
inclusive to the teaching of the course. The Eade expressed the impact she directly
had with the pre-service teachers and how the imng@iheation of the course content

directly affected preparedness of the pre-serdaetiers. The factors she identified
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contributed to their learning, and hopefully, thegk with them what they had been
exposed to during the course. The professor engidatihe educational foundation of the
course through her position as the course instrudezipher the factors for the
instruction of the course as well as those thatéwetly affected teacher preparedness.
The professor’s perceptions included factors ssdie university’s policies and
procedures and the university unit requirementsals® contributed to the teaching and
learning of the multicultural education course.
Recommendations for Future Research

Future Research with Pre-Service Teachers

To extend the study further in future research \pirservice teachers would
involve examination of the pre-service teacherther future classrooms. After the
completion of the multicultural education coursetia teacher credentialing program, the
study could then examine the actual classroomipesctiemonstrated by the former pre-
service teachers, which were gained from the multtical education course presented by
the professor. A future study could involve thétsig from pre-service teachers to their
roles as actual classroom teachers, utilizing wi@at taught in the multicultural
education course for the benefit of their own alass environment. The purpose for
this future research would be to gain the perceptabout what they had learned about
multiculturalism in that course through the teaatredentialing program in contrast to its
actual practicum within a physical classroom sgttiin their interviews, they discussed
the course assignments/activities, reading maseigddss lectures, and observations
conducted in a classroom setting, which had beggrasd by the course professor. The

pre-service teachers expressed strategies andiamtbey would use in their future
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classrooms that had been introduced and integnatiethe multicultural education
course by the professor. The future research dougbtigate the pre-service teachers
and examine if what they learned in the courseacasally being implemented with the
students in the classroom.

Other future research that could be conducted prighservice teachersin a
multicultural education course is the number ofris@pent outside the university
classroom participating in observations with clessrs that have diverse student
populations. The pre-service teachers conveyeddgltheir interviews that there was a
need for more actual classroom observations, adwould have liked to have spent
more time observing the teaching practicum of tisructional strategies used to instruct
diverse student populations. Future research aewlolve around more classroom
observations outside of the university setting arwde time in the classroom setting at a
school site.

Lastly, the future research to be implemented ywrdiservice teachers would be
a family involvement component for the class. pheservice teachers expressed in
their interviews a strong desire to build and dasieconnection from the classroom to
the home with the parents of the students they dvbave in their classrooms. Future
research could involve the pre-service teachersddvelop a home/school connection
component as a final project in the multiculturdieation course, using the instructional
strategies and knowledge they had gained fromdhese itself. The family involvement
model would be developed by the pre-service teadloeslemonstrate how they would

make that initial home/school connection with tlaegmts of the students from their
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classrooms and to create lesson plans, activitresyents to maintain the relationship
with the parents.
Future Policy and Procedures

Oftentimes, institutions do not design policies @nocedures that are beneficial
to students’ learning and professors’ teachings the responsibility of the university to
create these guidelines to ensure a positive, cdspesquitable, and productive
atmosphere, not only for the students, but alsafolerstanding and confidence in the
university’s willingness to create policies andgedures for academic excellence. The
administration of the university is a key comporfentfuture policies and procedures
that contribute to the research conducted withgereice teachers through a teacher
education program. For example, the universityamstitute a forum to address issues
pre-service teachers may have in the teacher edngabgram, allowing the university
to gain the perspective of the students enrolleteit university and the ability to take
their viewpoints into consideration, setting a proiive change in motion that centers on
issues such as diversity.

Policies and procedures must be continuously readefor the betterment of the
pre-service teachers enrolled in the teacher educptogram through the school of
education. The professor discussed the needdauritversity to re-establish the four-
unit course requirement it once was in the teaetacation program. The professor
stated in a response regarding the unit requirear@hthe negative impact it has on the
course.

No. Ithink it's a negative impact. With the eled pre-service teachers — well,

two units, you have to figure out, you know, if ygo from four units to two

units, then you have to diminish the requiremeyas, have to diminish the
contact time, you have to diminish what you do veitixdents just because you
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don’t have them enough to give them the four umiticulum. Even now, they

complain that there is too much work. | think thmaterms of things like

diversity, you know, you can’t watch one video aodrr whole life change. |

mean, if you could, | would buy that video. | dbkhow where that one is yet.

Banks (1999) states that “an effective pre-sengeeher education program is
essential for the successful implementation of icwiliural education in schools” (p. 53).
Through the professor’s perspective, the contnitgutactors were identified for the
purpose of teacher preparedness in the pre-sdeacters, and the willingness to create
an effective teacher education program for the @mgantation of multiculturalism within
the schools these pre-service teachers will onesdagce. However, one must not only
look at it from the perspective of the pre-serteEachers and the professor of the course,
but also the perspective of the administratorb@tmniversity level to gain their
perceptions on the effectiveness of multicultuchl@ation within their teacher education
program.

Also, the major objective of the university admirasion must be to always
create opportunities to develop authentic instai protocol for the purpose of
academic achievement through the efforts of thelfacstudents, staff, and
administrators. The university protocol will adéé¢o the administration of the school of
education for the multicultural education coursgareing the content, course framework,
and the required units taught within the teachedentialing program with pre-service
teachers. In retrospect, the professor is thendreewill directly impact the level of
instruction with the students of the course. Hosvethe administration will indirectly

involve itself with the classroom instruction ariddent learning that will occur

throughout the university quarter.
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According to Schoem, Frankel, Zuniga, and LewiD8)9the classroom
environment is a direct result of the level of commment towards multiculturalism and
the importance of diversity that is fostered angregsed by the administration of the
university. This commitment highly impacts howdsuats might receive instruction and
how extremely important this topic is for pre-seevteachers. All too often, universities
bypass the needs of the students and their levamamitment to student success due to
political agendas for the benefit of increased stii@nrollment. Colleges and
universities must exist to foster higher learnialjcontributing partnerships must work
collaboratively to create an environment that exaelthe awareness of issues for cultural
diversity and political awareness that is benefimastudents, staff, faculty, and
administrators. The ultimate benefit is the examde of a university that not only teaches
multiculturalism to their students, but createmmpus setting that practices
multiculturalism through university protocol.
Increased Units for the University Course

The factors that cannot be overlooked are the respitity and support the
administration projects for a high degree of multigralism incorporated into the
classroom setting. The faculty and students abtam@ot be the driving force behind the
level of commitment for multicultural educationhd& administration is responsible for
the resources, allocated funds, and requirementbdcestablishment of the course at the
university. “A discrepancy between the valueshefteacher and the values of
administration on the need for multicultural teaghmay have serious implications for
teaching, the students’ attitudes towards the ctassthe faculty members’ career”

(Schoem, Frankel, Zuniga, & Lewis, 1995, p. 71).
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During the interviews with pre-service teacherse cacommendation that became
clear was their desire to have more hours of ioitin from the professor of the course.
Many of the pre-service teachers felt the teacacation program should be given the
same unit weight as the other credentialing courséee program. Due to the
importance of the course content and the needdiditianal instructional hours to
engage, observe, and discuss issues surrounditiguttutal education, they expressed
the need for an increase in units and recommeragdrte two-unit course be converted
to a four-unit course requirement.

Recommendations for Practice
Curriculum Development for Multicultural Educatiamthe Teacher Credentialing
Course

Various types of curriculum models have been dgpeH for the implementation
of multicultural education. In past decades, teeetopment of curricula has produced
thousands of resources and materials for the imgaation of multicultural education
programs. While, on the one hand, there is greatiegration of developed models,
lesson plans, and countless materials for the ézaahho are committed to social justice,
on the other hand, there are some inconsistencié® iway that multiculturalism is
being implemented in classrooms. The differenhétational frameworks for the
curriculum development of these implemented prograre a huge factor in the various
definitions of multiculturalism. Different modefsay produce different results when it
comes to the implementation of multicultural edigrat One teacher may incorporate a
surface type of multicultural education with thedsnts, only establishing a Heroes and

Holidays type model, while another may implementae in-depth type of program for
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their students, involving a deeper understandingpofal justice and the importance of
every student receiving an equitable form of edooat

Teachers need to be very specific on the curricdhay introduce to their
students, not just for students of color but albdsints, implementing lessons that are
authentic and provide multiple perspectives ofttiséorical context of our society. A
recommendation from the course titled “Culture, Fgnand Schooling” is the
integration of a multicultural education curriculumith a family involvement component
that seeks to address diverse student populatingiple perspectives within a historical
context for different cultures, a globalized viefslze world and, more importantly, uses
multicultural literature to diminish cultural stetgpes.
Curriculum for Pre-service Teachers Informed BytiCal Theory

Critical theory is also recommended as the foundatiframework for the
curriculum and instruction of a multicultural edtioa course. Freire (1998) has
emphasized the value and utilization of criticadty within teacher education programs.
The ideological framework for the development anglementation of a teacher
credentialing course that promotes multiculturalismmst incorporate a vital component
of critical theory in the curriculum, providing pservice teachers with a critical lens for
teaching students of color and granting their righteceive educational equality in our
school system. It would demonstrate to futurelteesshow they could navigate within
the dominant system for the benefit and betterrogtiteir students. It forms a
guestioning mechanism for the policies and procesipertaining to all students,
especially students of color, second language éesyand special education students in

our schools.
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Schoem, Frankel, Zuniga, and Lewis (1995) reinforte importance of critical
theory as an educational instrument for the ingtage of instruction in a multicultural
education course. They describe the main goal®bjedtives of critical theory,
including the analysis of history through multiplerspectives, structural methodologies,
and understanding racism through the interrelakigpssof dominant and subordinate
groups. A critical lens uncovers deeply engraipegjudice, discrimination, exclusion,
and disregard of certain populations. The dynamid¢hese relationships demonstrate to
students how this dominant discourse contributésgmppression of other groups.

The professor of the “Culture, Family, and Schaglicourse spoke of the
integration of critical theory in her course. Tbel of critical theory was a vital
component for student learning and the transfolngtrocess. In an excerpt from her
interview, she spoke of the act of being an opjreasd the need to critically examine
your practicum in the classroom in order to asi@sgositioning of power among
students and the teacher’s own positioning of thanclassroom. She expressed how
important it was for teachers to not oppress thieidents in a classroom.

With the idea that once you know who you are andlgok at your past

experience and you look at what your future witikdike, you presume your

future will look like, then how will you not be l&one of those silent people that
just kind of like continues the oppression of othwithout thinking about it. |
mean if you choose to be an oppressor, | guess §@ir business but | hope
you're not in my class.
Teachers as Cultural Tools
One of the main findings of this study ie tlealization that pre-service teachers
have the potential to become multicultural advos&be diverse student populations. As

Freire states (1998), teachers are cultural taslprotesting against educational

inequities and injustices in our school systemsafbstudents. The responsibility of the
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teacher is to adhere to a social justice conscasswhen determining what is most
needed in creating a positive and effective legreinvironment for all students. The
professor of the course was in agreement with €seideas, in terms of teachers needing
to be social agents in their classrooms and om sichiool campuses. The importance of
their position begins when they enter the professicteacher and they need to place
themselves in connection with social justice ingidd outside the classroom.
I would like to recommend that multicultussducation courses in teacher
credentialing programs take on this ideology otkess as cultural agents on behalf of
students. The professor expressed her feeling@warthe multicultural education course
is the arena for incorporating this ideology witlr pre-service teachers throughout the
quarter.
Well, I would hope pre-service teachers would beodstructing these
stereotypes they might have accumulated over thesyeTl he students that they
will serve will be taught with the equality theys#gve, regardless of their culture
or race. | want them to be the kind of people tia¢n they're someplace and
somebody makes one of those ignorant remarks hemdthey say, “No, that’s not
true.” You know that they could be positive agesftshange in the world, not
just in their classrooms. That they could becoikeepluralistic themselves and
become activists for social justice. The kind ebple that would be able to think
and say, “Wait a minute! Who benefits by that? di8turt by that? Why are
we making that change?” Whether it's them tha&€mb hurt, because a lot of
times, there is that saying that goes “hear nq sg# no evil, speak no evil”
motto, except if it affects me, rather that thegdraee social justice advocates.
The kind of people who say, “Wait a minute. Whasyiwho loses? What's the
balance here? Is it fair?” And not fair to me itifair, which is a very different
thing than “Is it fair for me?”
The recommendations offered a focus on the cutmowdnd instruction

of pre-service teachers, practitioners, and edugaitovolving the learning and teaching

of multicultural education. An ideological frameskaentered on critical theory with the

teachers acting as cultural tools for the instarctf multiculturalism seems to be an
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effective way of preparing teachers for diverssstaoms. The teachers can thus be
agents of change and advocates for underrepressnigdehts.
Conclusion

The study analyzed the perceptions of pre-sereaehters of multicultural
education and the professor’s perception of teagfegraredness for the course. Finally,
the professor’s perspective helped close the lgopraviding historic information on the
multiculturalism courses at the university and¢hallenges involved at this specific
institution.

This study may assist with all functrmpcomponents of a university to include
administration, faculty, staff and the pre-sentizédring about the awareness for the
imperative need to maintain the existence of mulltical education within a teacher
education program. Through the perceptions optkeservice teachers and the
professor, the importance of the instruction aredattual instructional minutes pre-
service teachers receive in a multicultural edocatiourse were demonstrated. Ideally,
administrators will critically examine their progna and collaboratively work together to
define a level of commitment within a teacher ediocaprogram. All these partnerships
through the school of education could provide teeded and desired initiative to create a
mission and vision statement to create a suppoctimeate of multiculturalism. This
may allow a conscious awareness of the value ofiecnlturalism with all existing facets
within institutions of higher education, and esisiiba mission and vision statement to be
incorporated in the classrooms with the studemtialoorative department meetings with

professors, and the administration throughout theeusity.
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The study also demonstrated the value of a knowlé&dge for the curriculum
and instruction of multicultural education with ggervice teachers for future
implementation in their own classroom settingse Thurse intended to instill an
understanding of the importance of multiculturaliglong with critical thinking. In
conclusion, this study makes a case for the ungeed for courses on multiculturalism in
teacher education programs so that newer genesaticieachers can meet the needs of
an increasingly diverse student body, so we atheracan teach every child, in every

classroom, at every school district across theddn@tates.
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APPENDIX A
Interview questions used during the interviews witb-service teachers

Question #1
How competent did you feel with your knowledge basmulticultural education prior
to the enrollment of this course? Explain?

Question #2
How competent do you feel with your knowledge bafsmulticultural education
following the completion of this course? Explain?

Question #3
Do you feel your attitudes and beliefs have changeshy way towards multicultural
education since the completion of this course? |d&xp

Question #4
As a future educator, do you feel it is importantre-service teachers to receive
instruction that focuses on multicultural educadiowhy?

Question #5
How do you feel this course has helped you prefoarthe instruction in a classroom
with a student diverse population? Explain?

Question #6
How do you feel this course has prepared you feiriplementation of multicultural
education?

Question #7
How will you incorporate and integrate multicultlealucation in your classroom?
Explain?

Question #8
How important do you feel multicultural educatienin relation to the profession of
teaching?
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APPENDIX B

Interview questions used during the interview viith professor

A.

How many years have you been teaching the Culiamily and Schooling
course?

In regards to the national standards or the NaltiGoancil for Accreditation
of Teacher Education — how have you seen it tramsitom the time you
began to the present time at the university?

What is your multicultural ideology for structurimg the course outline which
is integrated into your syllabus for the quarter?

. What critical theorist (s) do you incorporate igtmur course framework?

How would you define multicultural education?

How would you define multicultural education in tbentext of your course?

. What type of typology do you find that are usefuteaching this course and

why? How do you feel is impacts your studentsr-ttie Culture, Family, and
Schooling course?

Is multicultural education a part of your curricoiand instruction when you
teach the Culture, Family, and Schooling courseveimgl?
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APPENDIX C

CONSENT COVER LETTER

California State University, San Bernardino
5500 University Parkway
San Bernardino, CA 92404

Dear Survey Participant,

My name is Marina Estupifian and | am currently etai@l student in the School of Education
at the University of San Francisco. | am condgrtrstudy on the investigation regarding the
topic of multicultural education within a Teachetu€ation Credentialing program.

The reason you are being asked to participatesiréisearch study is because you are an
enrolled student in the Teacher Education progtawugh the School of Education at
California State University, San Bernardino. | @apoken with the director of the program
and your professor for the course titled Familylt@e, and Schooling and | have received
permission to conduct my research for the acadsatiool year of 2008-2009, academic
school year being defined as fall, winter, andfoirg quarter. If you agree to be in this study,
you will be asked at the end of the university ¢grato participate in an interview with the
researcher. Itis possible that some of the questyou may not agree with as a participant,
but you are free to decline to answer any questyonsdo not wish to answer, or to stop
participation at any time. Although you will na lasked to identify yourself, your name will
be confidential throughout the interview. | withéw that you were asked to participate in the
research because | have personally handed yolettes along with your verbal permission to
conduct an interview to you.

There will also be conducted interviews by the aesieer throughout the duration of the
university quarter with the professor of the muiltiaral education course in this teacher
credentialing program.

Participation in research may mean a loss of centidlity and study records will be kept as
confidential as possible. No individual identitigdl be used in any reports or publications
resulting from the study. Study information wi# boded and kept in locked files at all times.
Individual results will not be shared with faculttdff in the School of Education at California
State University, San Bernardino. While there Wwélno direct benefit to you from
participating in this study, the anticipated behefithis study will be to investigate the
perceptions towards multicultural education. Theileébe no costs to you as a result of taking
part in this study, nor will you be reimbursed yaur participation in this study.

If you have any questions about the research, yayaantact me 4 I pH40. f you
have further questions about the study, you mayacothe IRBPHS (Institutional Review
Board for the Protection of Human Subjects) atUherersity of San Francisco, which is
concerned with the protection of volunteers in aesle projects. You may reach the IRBPHS
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office by calling (415) 422-6091 and leaving a il message, by e-mailing

IRBPHS @usfca.edu, or by writing to the IRBPHS, Dépant of Psychology, University of
San Francisco, 2130 Fulton Street, San Francise®4217-1080.

PARTICIPATION IN RESEARCH IS VOLUNTARY. You arede to decline to be in this
study, or to withdraw from it at any point. Theh®8ol of Education at CSUSB is aware of this
study but does not require that you participatnis research and your decision as to whether
or not to participate will have no influence on ystatus as an enrolled student at CSUSB.

Thank you for your attention and your participatisgreatly appreciated for the purpose of
the study. If you agree to participate, pleasepeta the attached survey and return it to me.

Thankfully yours,

Ms. Marina Estupifian
Graduate Student

School of Education
University of San Francisco
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APPENDIX D

California State University San Bernardino
College of Education

Course Number: EELB 312

Title: Family, Culture, and Schooling
Year/Quarter: 2009 Winter

Time/Day/Location: 12-2 pm, Tuesday, CE 115

The College of Education of California State Unsmyr, San Bernardino (CSUSB) is
dedicated to the development and support of wedkeative professional educators who
will work toward a just and diverse society thatbeates democratic principles. The wise
educator:

Catalog Description:

Basic understanding of the nature of culture, iifestations, and the dynamics of
cross-cultural contact. Key issues of group andviddal enculturation, acculturation,
assimilation, multiculturalism, culture shock, i, and gender, and their impact on
educational practice. Interaction and communicatdh diverse families and
communities. Requires a minimum six-hour field comgnt in an approved setting.
Formerly EELB 321. Must be taken in the first qeadf enroliment in the credential
program and may be taken concurrently with EELB, 315 or 316, 317 and 519.
Prerequisite: admission to the Multiple Subjectdergial Program. (2 units)

Course Overview: This course is designed to devalbasic understanding of the nature
of culture, its manifestations, the dynamics ofssroultural contact and student diversity
in California. In particular, students in this dasill focus on how dominant and

minority group values and beliefs influence behgw@nder and social roles, family
socialization, learning styles and language usexpjoring how cultural diversity
expresses itself in communities, schools, classsoamd instructional practices.
Specifically, the key issues of group and individaeculturation, assimilation,
multiculturalism, culture shock and racism will @eamined and clarified as will their
impact on educational practice. For the purposanafysis and discussion four minority
target cultures (Native Americans, African Americhinspanics, and Asians) will be
addressed. Thus the changing demographics anditédtpatterns of culturally diverse
groups will be analyzed in order to understandgmeand future trends in California. In
addition, students will explore strategies to preévaudent conflict or violence that may
occur as a result of cultural miscommunication aitladdress strategies for
accommodating children with special needs who amstreamed in standard
classrooms. Also, students will begin to examirertbwn pedagogical practices.

Field experiences will be required so credentialdidates have a first-hand experience
with members of cultural, linguistic and/or raa@bup different from their own.
Credential candidates will also become aware afiég methodologies that will assist
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them to learn about the different cultural and leage backgrounds of their future
students.

Course Rationale:

The growing number of culturally- and linguistigatliverse student populations in our
public schools requires all educators to have peleenderstanding of the concept of
culture and its relationships to educational pcasti Candidates and teachers must
examine and reexamine through reflective pracissymptions, beliefs, and skills about
how ALL students learn.

Relevant Professional Standards

Course Goals/Objectives:

These objectives are developed and organized tplgam The National Council for
Accreditation of Teacher Education (NCATE) Standaadd to the California Standards
of Quality and Effectiveness for Professional TeadPreparation Programs.

NCATE Standard 1. Candidate Knowledge, Skills amgpbsitions

Candidates preparing to work in schools as teadvesther professional school
personnel know and demonstrate the content, ped=agognd professional knowledge,
skills, and dispositions necessary to help all estsl learn. (Adopted March 2000.)

Course Objectives: (Standards of Quality and Eiffeaess for Professional Teacher
Preparation Programs are listed after each obgegtStudents in this class will be able
to:

“Knowledge”
1. Demonstrate knowledge and understanding ofntip@itance of students’ family and
cultural backgrounds and experiences. Standartt)l3PE 6A/6B, CSTP 1.1

2. Demonstrate knowledge of the historical anducalttraditions of the major cultural
and ethnic groups in California Society, and exadffective ways to include cultural
traditions and community values and resourcesarnrtstructional program of a
classroom. Standards 5 (b) (c), TPE 1A, CSTP 3.2

3. Demonstrate knowledge of major concepts anctiplies regarding the historical and
contemporary purposes, roles and functions of gducan American Society by
exploring the social and cultural conditions of X<gchools. Standard 11 (c), TPE 1A,
CSTP 3.1

4. Learn to anticipate, recognize and defuse silasithat may lead to student conflict or
violence that may occur as a result of culturalommsmunication and to develop
effective strategies and techniques for crisis @néen and conflict management and
resolution in ways that contribute to respectfifeeive learning environments. Standard
10 (d), TPE 11, CSTP 2.3, 2.4
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5. Learn to address the issues of social integrdtiostudents with special needs by
anticipating, recognizing and defusing situatidreg imay lead to student conflict or
violence that may occur as a result of miscommuigicanvolving special needs students
and to develop effective strategies and technifpresrisis prevention and conflict
management and resolution in ways that contritutegpectful, effective learning
environments. Standards 10 (d), 14 (f), TPE 11,31, 2.2*Skills”

6. Learn and apply concepts and strategies thatilbote to respectful and productive
teacher relationships with families and local comities with an emphasis on:

(a) the effects of family involvement on teachilegrning and academic achievement
(Standard 10 (a) ii.); (b) knowledge and respectfeerse family structures, community
cultures and child rearing practices (Standarda)@ij, TPE 6 A/6 B, CSTP 1.1; and

(c) the variety and support and resource rolesfémtlies may assume within and
outside the school (Standard 10 (a) v), TPE 4, CE2P

7. Demonstrate the ability to manage records anthoanicate through the use of email
and the internet as both learning and teachingt¢8tandard 9 (d)), TPE 10, CSTP 2.5,
2.6 “Dispositions”

8. Develop a cultural awareness of self and annstaleding and sensitivity to members
of ethno-linguistic/cultural groups that are dié#at from the credential candidate by
examining their own pedagogical practices. Stargldr(t), 11 (c), TPE 13, CSTP 6.1

9. Examine their own pedagogical practices by eanshg a philosophy of education,
which reflects the student's present thinking achéng and learning with an emphasis
on consideration for students’ family and cultdsatkgrounds and experiences.
Standards 4 (c), 13 (h), TPE 12, 6.4

Course Requirements - Experiences, Activities, Asglgnments (Dratft)
Assignment # 1. Field Experience.

This course requires a minimum of 6 hours of felgerience and two, short (5 page,
@1250 word) reports based on this experience. AB3rThe focus of these field
experiences must relate directly to the issuegdais the course objectives listed above.
Report "B" must be delivered to the instructor Einail and hard copy and all
appropriate correspondence with respect to thisrtepll be accomplished through this
media. Both reports must include:

* an introductory statement or rationale,

* a brief description of what was observed,

* an interpretation and analysis of what was observ

* and the student's reaction to the experience.

1A "The Discipline Report" (Objectives #4, #5)
Steps to complete Assignment 1A:
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1. Make arrangements with a local public elemensahool to observe in a classroom
that is culturally diverse. This means that tworare of the target cultures outlined in
the Course Overview as well as students with speeids* must be represented. The
Handbook for the Multiple Subject Credential Pragsahas a letter of introduction form
to present to the principal.

2. Using the six teaching skills as outlined in Mgement Strategies for Culturally
Diverse Classrooms by Johns and Espinoza as a,guldeess each skill area by
observing and recording teacher-student interaetitim respect to the four target
cultures. A good way to organize your notes isolews:

Native American*/African American/Hispanic*/Asian*
*be as specific as possible as to unique groups

Cultural Differences, Interpersonal Relations, Rlag,
Growth and Development, Materials, Subject Matter

3. Identify the rules, expectations, and consegeensed by the observed teacher and

record the relationship between them and the temchieforcement practices on majority
students, students from the target cultures, ardests with special needs. A good way
to organize your notes is as follows:

How Rules, Expectations, and Consequences arecedfarith respect to cultural
considerations:

Majority Culture, Native American*, African AmerioaHispanic*, Asian*, Special
Needs*

Rules, Expectations, Consequences

4. Write a 5 page @1250 word, 12 font, double spaeport that includes the following
four sections:

* an introductory statement or rationale,

* a brief description of what was observed,

* an interpretation and analysis of what was obseérv

* and the candidate’s reaction to the experience.

Note: The interpretation and analysis section rmgtide at least 5 specific page
references to Johns and Espinoza.

1B "The Multicultural and Special Needs Student &€ Objectives #6, #7, and #8)
Steps to complete Assignment 1B:

1. Make arrangements with a local public elemensahool to observe in a classroom
that is culturally diverse. This means that tworare of the target cultures outlined in
the Course Overview as well as students with speeids* must be represented. The
Handbook for the Multiple Subject Credential Pragsahas a letter of introduction form
to present to the principal.
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2. Interview the teacher observed to ascertairidt@ving:

a. the ethnic and cultural make-up of the classa&her

b. policies for mainstreaming special needs childned what special needs students are
assigned to the class.

3. Observe a student from one of the target cudtarsl a student with special needs by
“shadowing” each for two hours. Make notes from iwW@u observed that emphasize
teacher-student interaction, peer interaction,iatetaction between the student and the
curriculum and/or class activities. A good way tgamize your notes is as follows:

Teacher-Student Interaction/Peer Interaction/lctéya Between Student and Activities
Target Culture Student
Special Needs Student

4. Write a 5 page @ 1250 word, 12 font, double spaeport that includes the following
four sections:

* an introductory statement or rationale,

* a brief description of what was observed,

* an interpretation and analysis of what was observ

* and the your reaction to the experience, i.e awhd you learn.

There will be a 10 page paper comparing and cdimigagour personal operating culture
with those covered in class: Mainstream, HispaBlack, Japanese, and Native
American. Please cite to the course readings aridde a bibliography if outside
readings are cited.

Comprehensive Essay Final Exam :
A written in class 2 hour final will cover all bosklectures, and videos.

Course Evaluation Plan
Grades will be earned based upon the following tpaatues:

Points (1000 points possible)

350 Attendance and Participation

50 Report 1A discipline

50 Report 1B observation=SE & MC

100 Assignment group project/ powerpoint
150 Assignment # 4 final paper 1C

150 3 mid tests (50 pts each)

150 Final Exam

Required Texts and Materials:

Beatty, Patricia, Lupita Manana

Johns, K. (1996) Management Strategies for CuluRiverse Classrooms. Phi Delta
Kappa Press.

Taylor, Mildred, Roll of Thunder, Hear My Cry.
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Uchida, Yoshiko. (1981) A Jar of Dreams.
**Handbook for the Multiple Subject Credential Prams

Course Policies

Late Assignment Policy

No late assignments, papers or exams will be aedepithout prior consent of the
instructor. "Prior" means at least one week befloeedue date, not an email message or
casual conversation on the day of the class. Givemabove, it would behoove the
student to complete work early to accommodate @sken circumstances. If a student
anticipates time constraint problems (over enroitecdasses, vacation time, "off track,”
personal obligations, etc.), it might be a gooaitietake this class some other quarter.
Sice the instructor has posted office hours fodett advisement, before and after class
are not appropriate times to discuss individuawinstances, problems, or situations as
other students may inadvertently overhear privataraunications and this breaches the
individual student's right to privacy. If clarifitan on any given assignment is needed,
students should ask questions during the classshgm or attend office hours. Above
all, do not call up or email a message like, "Wihdtwe do in class last Tuesday?" It is
unreasonable for students to expect instructocemolense four hours of class time into a
brief phone conversation or email message. If abgsake arrangements to get notes
and handouts from other students.

Electronic Devices

There will be no electronic devices allowed in thess without prior permission of the
instructor. This includes, but is not limited teJlgphones, pagers, and tape recorders.
These devices are annoying to other students ars# amnecessary disruptions during
class. Please do not text message, IM, or uselgptop except as directed for group
assignments during class.

Commitment to Diversity

In our commitment to the furthering of knowledgel dulfilling our educational mission,
California State University, San Bernardino seekamapus climate that welcomes,
celebrates, and promotes respect for the entiretyasf human experience. In our
commitment to diversity, we welcome people frombatkgrounds and we seek to
include knowledge and values from many culturehéncurriculum and extra-curricular
life of the campus community. Dimensions of divirshall include, but are not limited
to, the following: race, ethnicity, religious bdjisexual orientation, sex/gender,
disability, socioeconomic status, cultural orieitat national origin, and age. (from the
CSU San Bernardino University Diversity Committeéat&ment of Commitment to
Diversity, 1995)

In keeping with the university's Commitment to Dsigy, the faculty of the College of
Education fully support the Americans with Disatms Act (ADA). Faculty will provide
reasonable accommodation to any student with ditliyavho is registered with the
Office of Services to Students with Disabilitieslamho need and requests
accommodation.

"If you are in need of an accommodation for a diggbn order to
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participate in this class, please let me know ASAR also contact
Services to Students with Disabilities at UH-188)9)537-5238."

Course Calendar

Date Topic(s) Reading(s) Assignments Due

1/13/09 Course Introduction, Philosophy of Eduaatio
Expectations, and Requirements

Native American Values

The American Culture

Shadow of Hate Video

1/20/09 Hispanic Culture QUIZ

Immigrant Populations

Lupita Manana

1/27/09 Native American Group Project/ Classrooistpline and Diversity
Hispanic Children’s Literature

2/3/09 African American Culture Literature 1A-Rofl Thunder, Hear My Cry Quiz
2/10/09 African American Children’s Literature

2/17/09 Asian-Pacific Culture A Jar of Dreams Quiz

2/24/09 Asian-Pacific Children’s Literature 1B

3/3/09 Review & Native American Project

3/10/09 The Native American Culture & Children’sdriature 1C

3/17/09 Class Group Presentations

3/24/09 Final Exam

Calculation

A = 960-1000
A- = 920-959
B+ = 880-919
B = 840-879
B- = 800-839
C+ =760-799

C =720-759
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APPENDIX E

College of Education
Multiple Subject Credential Program
EELB 312 Family, Culture, and Schooling

Year/Quarter: 2009 Spring
Class/Day/L ocation
12-2 pm, Tuesday, CE 107

The College of Education of California State Unsmr, San Bernardino (CSUSB) is
dedicated to the development and support of wefkeative professional educators who
will work toward a just and diverse society thatbeates democratic principles.
The wise teacher:

» Possesses rich subject matter knowledge.

» Applies sound pedagogical judgment to professipredtice and conduct.

* Applies a practical knowledge of context.

» Respects multiple viewpoints.

» Reflects on professional practices and follows ith appropriate action.

(College of Educatio@onceptual Framework, 20D1
It is the mission of the Multiple Subject CredehRaogram to educate future

teachers for California's schools. Program coucskvs structured to promote reflective
practice as credential candidates strive to unaledsthe relationship of educational
theory to the development of the individual learmesues of cultural diversity, the needs
of local communities, and the demands of moderresoc
Catalog Description
Basic understanding of the nature of culture, iifiestations, and the dynamics of
crosscultural contact. Key issues of group andviddal enculturation, acculturation,
assimilation, multiculturalism, culture shock, ol and gender, and their impact on
educational practice. Interaction and communicatvdh diverse families and
communities. Requires a minimum six-hour field comgnt in an approved setting.
Formerly EELB 321. Must be taken in the first geadf enroliment in the credential
program and may be taken concurrently with EELB, 315 or 316, 317 and 519.
Prerequisite: admission to the Multiple Subjectdergial Program. (2 units)
Course Overview/Rationale
This course is designed to develop a basic undhelistg of the nature of culture, its
manifestations, the dynamics of cross-cultural acindnd student diversity in California.
In particular, students in this class will focushmw dominant and minority group values
and beliefs influence behavior, gender and sooiakt family socialization, learning
styles and language use by exploring how culturedrdity expresses itself in
communities, schools, classrooms and instructipreadtices. Specifically, the key issues
of group and individual acculturation, assimilatiomulticulturalism, culture shock and
racism will be examined and clarified as will thipact on educational practice. For the
purpose of analysis and discussion four minoritgeacultures (Native Americans,
African American, Hispanics, and Asians) will bedeessed. Thus the changing
demographics and historical patterns of culturdilserse groups will be analyzed in
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order to understand present and future trends lifo@aa. In addition, students will
explore strategies to prevent student conflictiolence that may occur as a result of
cultural miscommunication and will address stragedor accommodating children with
special needs who are mainstreamed in standarstatass. Also, students will begin to
examine their own pedagogical practices.

Field experiences will be required so credentialdidates have a first-hand experience
with members of cultural, linguistic and/or raa@bup different from their own.
Credential candidates will also become aware afiég methodologies that will assist
them to learn about the different cultural and leage backgrounds of their future
students.

The growing number of culturally- and linguistigatliverse student populations in our
public schools requires all educators to have peleenderstanding of the concept of
culture and its relationships to educational pcasti Candidates and teachers must
examine and reexamine through reflective pracissymptions, beliefs, and skills about
how ALL students learn.

Relevant Professional Standards

See attachment |

Course Objectives

The following objectives identify the knowledgejlisk and dispositions that should be
attained by the end of this course. The numbepaiantheses directly link the
objectives to the TPE/CSTP listed in attachmerdditionally, items are linked to CTC
Professional Teacher Preparation Program stantfzatsan be found at
http://lwww.ctc.ca.gov/profserv/progstan.html

Students who successfully complete EELB 312 wKinbwledge”
1. Demonstrate knowledge and understanding ofntip@itance of students’ family and
cultural backgrounds and experiences. CTC 13 (RE §A/6B, CSTP 1.1

2. Demonstrate knowledge of the historical anducalttraditions of the major cultural
and ethnic groups in California Society, and exafiective ways to include cultural
traditions and community values and resourcesanrtstructional program of a
classroom. CTC 5 (b) (c), TPE 1A, CSTP 3.2

3. Demonstrate knowledge of major concepts anctiplies regarding the historical and
contemporary purposes, roles and functions of gducan American Society by
exploring the social and cultural conditions of Rdchools. CTC 11 (c), TPE 1A, CSTP
3.1

4. Learn to anticipate, recognize and defuse silasithat may lead to student conflict or
violence that may occur as a result of culturalommsmunication and to develop
effective strategies and techniques for crisis @néen and conflict management and
resolution in ways that contribute to respectféfecive learning environments. CTC 10
(d), TPE11,CSTP 2.3,2.4
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5. Learn to address the issues of social integrdtiostudents with special needs by
anticipating, recognizing and defusing situatidreg imay lead to student conflict or
violence that may occur as a result of miscommuigicanvolving students with special
needs and to develop effective strategies and igobs for crisis prevention and conflict
management and resolution in ways that contritutegpectful, effective learning
environments. CTC 10 (d), 14 (f), TPE 11, CSTP 2.2/Skills”

6. Learn and apply concepts and strategies thatilbote to respectful and productive
teacher relationships with families and local comities with an emphasis on:

(a) the effects of family involvement on teachilegrning and academic achievement
CTC 10 (a) ii.;(b) knowledge and respect for diegiamily structures, community
cultures and child rearing practices CTC 10 (a)lIRE 6 A/6 B, CSTP 1.1; and

(c) the variety and support and resource rolesfémtlies may assume within and
outside the school CTC 10 (a) v), TPE 4, CSTP 1.2.

7. Demonstrate the ability to manage records anthoanicate through the use of email
and the internet as both learning and teachingt@TC 9 (d), TPE 10, CSTP 2.5,
2.6“Dispositions”

8. Develop a cultural awareness of self and annstaleding and sensitivity to members
of ethno-linguistic/cultural groups that are dié#at from the credential candidate by
examining their own pedagogical practices. CTC)44t (c), TPE 13, CSTP 6.1

9. Examine their own pedagogical practices by eanshg a philosophy of education,
which reflects the student's present thinking achéng and learning with an emphasis
on consideration for students’ family and culturatkgrounds and experiences. CTC 4
(c), 13 (h), TPE 12, 6.4

Cour se Requirements

Fieldwork Requirement: A minimum of six hours dfservation and participation in a
multiple subject setting is required for this cajrisowever more hours may be need to
complete the course requirements. (Travel ismduded within the 6 hours.) The
Participation L og form will serve as documentation of your fieldwaike. The teacher
in whose classroom you conducted your fieldworthatend of the quarter will also
complete a Fieldwork Evaluation. Failure to tumrthe log, or the evaluation form will
result in your receiving an incomplete or a failgrgde for this course. (Both forms are
in your Handbook for the Multiple Subject CredehBReograms)

Experiences, Activities, and Assignments

Assignment # 1. Field Experience.

This course requires a minimum of 6 hours of fetgperience and two, short (5 page,
@1250 word) papers1A & paper 1B based on this éxpez. The focus of these field
experiences must relate directly to the issuegdais the course objectives listed above.
Paper 1A must be delivered to the instructor via&t and hard copy and all appropriate
correspondence with respect to this report wilabeomplished through this media.
Paper 1A "The Discipline Report" (Objectives #4) #5



179

Steps to complete Paper 1A:

1. Make arrangements with a local public elemensahool to observe in a classroom
that is culturally diverse. This means that tworare of the target cultures outlined in
the Course Overview as well as students with speeids* must be represented. The
Handbook for the Multiple Subject Credential Pragsahas a letter of introduction form
to present to the principal.

2. Using the six teaching skills as outlined in Mgement Strategies for Culturally
Diverse Classrooms by Johns and Espinoza as a,guldeess each skill area by
observing and recording teacher-student interaetitim respect to the four target
cultures. A good way to organize your observatiotes is as follows:

Native American/African American/Hispanic/Asian

*be as specific as possible as to unique groups

Cultural Differences, Interpersonal Relations, Rlag,

Growth and Development, Materials, Subject Matter

3. Identify the rules, expectations, and consegeensed by the observed teacher and
record the relationship between them and the temzcheforcement practices on majority
students, students from the target cultures, araksts with special needs. A good way
to organize your observation notes is as follows:

Top Headings

How Rules, Expectations, and Consequences arecedfarith respect to cultural
considerations:

Side Headings

Majority Culture, Native American, African AmericaHispanic, Asian, Special Needs
Rules, Expectations, Consequences

4. After observing and analyzing your observatioraks write a 5 page @1250 word,
12 font, double spaced paper that includes thevatlg four sections:

* an introductory statement or rationale,

* a brief description of what was observed,

* an interpretation and analysis of what was observ

* and the candidate’s reaction to the experieneewhat did you learn?

Note: The interpretation and analysis section rmgtide at least 5 specific page
references to Johns and Espinoza.

PaperlB "The Multicultural and Special Needs Stu@aport”" (Objectives #6, #7, and
#8)

Steps to complete Paper 1B:

1. Make arrangements with a local public elemensahool to observe in a classroom
that is culturally diverse. This means that tworare of the target cultures outlined in
the Course Overview as well as students with speerds must be represented. The
“Handbook for the Multiple Subject Credential Praxgis” has a letter of introduction
form to present to the principal.
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2. Interview the teacher observed to ascertairidt@ving:

a. the ethnic and cultural make-up of the classa&her

b. the school district’s policies for mainstreamstgdents with special needs
c. which students with special needs are assignétetclass.

3. Observe a student from one of the target cudtarsl a student with special needs by
“shadowing” each for two hours. Make notes from iwW@u observed that emphasize
teacher-student interaction, peer interaction,iatetaction between the student and the
curriculum and/or class activities. A good way tgamize your observation notes is as
follows:

Teacher-Student Interaction/Peer Interaction/Iatéva Between Student and Activities
Target Culture Student

Students with Special Needs

4. After observing and analyzing your observatiomaks write a 5 page @ 1250 word,
12 font, double spaced report that includes theviehg four sections:

* an introductory statement or rationale,

* a brief description of what was observed,

* an interpretation and analysis of what was observ

* and the your reaction to the experience, i.e.a¥hd you learn?

1C Final Reflective Paper

After observing and analyzing your observationdes@nd all class notes/reflections,
write a 10 page paper 1C comparing and contragbing personal operating culture with
those covered in class: Mainstream, Hispanic, Bldakanese, and Native American.
Please cite to the course readings and includel@dmaphy if outside readings are cited.

3 midterm quizzes

The quizzes will each focus on the correspondiagirg/lectures, non-comprehensive.
Comprehensive Essay Final Exam:

A written in class 2 hour final will cover all bosklectures, and videos.

Group PowerPoint Project

Students will be divided into cooperative groupsesearch, create and present a
PowerPoint on a California Native Tribe. This gasnent will be presented at the last
class session and posted to the class blackbdardEach student will be responsible for
a unique section that will be coded and for theraguality of the entire project.
Attendance/Participation

This is an interactive seminar and all studentstrooe having competed all assigned
readings and prepared to participate in the classi@n. In order to receive an
incomplete for a course in the College of Educatimu must have attended 80% of the
class sessions and completed 80% of the courggassints Incompletes are only given
if there is a compelling reason as per universitjcy and you have discussed this with
your instructor prior to making a request for acomplete.

Course Evaluation Plan
Grades will be earned based upon the following {paatues:
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Points (1000 points possible)

350 Attendance and Participation

50 Report 1A discipline

50 Report 1B observation=SE & MC

50 group PowerPoint project on a California Nafivibe
150 Final paper 1C

150 3 mid tests (50 pts each)

200 Final Comprehensive Essay Exam

Calculation

A = 960-1000
A- = 920-959
B+ =880-919
B = 840-879
B- = 800-839
C+ =760-799
C =720-759

Required Textsand Materials

Beatty, Patricia, Lupita Manana

Johns, K. (1996) Management Strategies for CuliuRiverse Classrooms. Phi Delta
Kappa Press.

Taylor, Mildred, Roll of Thunder, Hear My Cry.

Uchida, Yoshiko. (1981) A Jar of Dreams.

**Handbook for the Multiple Subject Credential Prams

Course Palicies

Please note that although your final grade is baseal point systenall assignments

must be completed in order to receive a B- or alamgethus use this course toward the
credential program completion. In other words, gannot decide to forego one
assignment just because you have accumulatedisuffigoints in your other
assignments to earn a B-.

Late Assignment Policy

No late assignments, papers or exams will be aedepithout prior consent of the
instructor. "Prior" means at least one week befloeedue date, not an email message or
casual conversation on the day of the class. Givemabove, it would behoove the
student to complete work early to accommodate @sken circumstances. If a student
anticipates time constraint problems (over enroitecdasses, vacation time, "off track,”
personal obligations, etc.), it might be a goodaitietake this class some other quarter.
Since the instructor has posted office hours fedent advisement, before and after class
are not appropriate times to discuss individuauwinstances, problems, or situations as
other students may inadvertently overhear privataraunications and this breaches the
individual student's right to privacy. If clarifitan on any given assignment is needed,
students should ask questions during the classshgm or attend office hours. Above
all, do not call up or email a message like, "Wihidtwe do in class last Tuesday?" It is
unreasonable for students to expect instructoeenaense four hours of class time into a
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brief phone conversation or email message. If abgsake arrangements to get notes
and handouts from other students.

Electronic Devices

There will be no electronic devices allowed in theess without prior permission of the
instructor. This includes, but is not limited te]lphones, pagers, tape recorders, and
laptop computers. These devices are annoying &r stbdents and cause unnecessary
disruptions during class. Please do not text ngesd¥, or use your laptop except as
directed for group assignments during class.

Commitment to Diversity

In our commitment to the furthering of knowledgel dulfilling our educational mission,
California State University, San Bernardino seekampus climate that welcomes,
celebrates, and promotes respect for the entiretyaf human experience. In our
commitment to diversity, we welcome people frombatkgrounds and we seek to
include knowledge and values from many culturehéncurriculum and extra-curricular
life of the campus community. Dimensions of divirshall include, but are not limited
to, the following: race, ethnicity, religious bdjisexual orientation, sex/gender,
disability, socioeconomic status, cultural orieimtat national origin, and age. (from the
CSU San Bernardino University Diversity Committéat&ment of Commitment to
Diversity, 1995)

In keeping with the university's Commitment to Dwsigy, the faculty of the College of
Education fully support the Americans with Disaties Act (ADA). Faculty will provide
reasonable accommodation to any student with ditltiyavho is registered with the
Office of Services to Students with Disabilitieslamho need and requests
accommodation.

"If you are in need of an accommodation for a diggbn order to participate in this
class, please let me know ASAP and also contagicgsrto Students with Disabilities at
UH-183, (909)537-5238."

Course Calendar

Date/ Topic(s)/ Reading(s) /Assignments /Due
4/7/09 Course Introduction, Philosophy of Education
Expectations, and Requirements

Native American Values

The American Culture

Shadow of Hate Video

4/14/09 Hispanic Culture QUIZ
Immigrant Populations
Lupita Manana

4/21/09 Native American Group Project/ Classrooistpline and Diversity
Hispanic Children’s Literature
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4/28/09 African American Culture Literature Papér 1
Roll of Thunder, Hear My Cry Quiz

5/5/09 African American Children’s Literature

5/12/09 Asian-Pacific Culture
A Jar of Dreams Quiz

5/19/09 Asian-Pacific Children’s Literature Pap&r 1

5/26/09 Review & Native American Project

6/2/09 The Native American Culture
& Children’s Literature PaperlC

6/9/09 Group PowerPoint Presentations on Califdiatve Tribes

6/16/09 Final Comprehensive Exam

Attachment |
California Standardsfor the Teaching Profession
[Teacher Performance Expectations|
1 Instructor - Engaging and Supporting All Studentsin Learning

2

1.1 Connecting students’ prior knowledge, life exgece, and interests with
learning goals.

TPE 6A Developmentally Appropriate Practices for K — 3
TPE 6B Developmentally Appropriate Practices for 4 — 8
TPE 7 Teaching English Learners

1.2 Using a variety of instructional strategies eegburces to respond to students’
diverse needs.
TPE 4 Making Content Accessible

1.3 Facilitating learning experiences that pronat®onomy, interaction and choice.

1.4 Engaging students in problem solving, crittbathking and other activities that
make subject matter meaningful.
TPE 5 Student Engagement

1.5 Promoting self-directed, reflective learning & students.

Organizer - Creating and M aintaining Effective Environmentsfor Student Learning

2.1 Creating a physical environment that engadestiadents.
2.2 Establishing a climate of fairness and respect.
TPE 11 Social Environment
2.3 Promoting social development and group respditgi
2.4 Establishing and maintaining standards forestudehavior.
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TPE 11 Social Environment

2.5 Planning and implementing classroom procedamesroutines that support
student learning.

2.5 Using instructional time effectively.
TPE 10 Instructional Time

Curriculum Specialist - Understanding and Organizing Subject Matter for Student

Learning

3.1 Demonstrating knowledge of subject matter aarded student development.
TPE 1A Subject-Specific Pedagogical Skills for Multiplelfect Teaching
Assignments

3.2 Organizing curriculum to support student uniderding of subject matter.
TPE 1A Subject-Specific Pedagogical Skills for Multiplalfect Teaching
Assignments

3.3 Interrelating ideas and information within awioss subject matter areas.

3.4 Developing student understanding through ictitvoal strategies that are
appropriate to the subject matter.
TPE 1A Subject-Specific Pedagogical Skills for Multiplelfect Teaching
Assignments

3.5 Using materials, resources, and technologiesatke subject matter accessible
to students.
TPE 1A Subject-Specific Pedagogical Skills for Multiplelfect Teaching
Assignments

Planner - Planning Instruction and Designing L ear ning Experience for all Students
4.1 Drawing on and valuing students’ backgrounatgrests, and developmental
learning needs.
TPE 8 Learning About Students
4.2 Establishing and articulating goals for studeatning.
TPE 9 Instructional Planning
4.3 Developing and sequencing instructional acéigiand materials for student
learning.
TPE 9 Instructional Planning
4.4 Designing short-term and long-term plans tdefiostudent learning.
4.5 Modifying instructional plans to adjust for dant needs.
TPE 9 Instructional Planning

Assessor - Assessing Student Learning

5.1 Establishing and communicating learning goatsafl students.

5.2 Collecting and using multiple sources of infatimn to assess student learning.
TPE 3 Interpretation and Use of Assessments

5.3 Involving and guiding all students in assessivay own learning.
TPE 3 Interpretation and Use of Assessments

5.4 Using the results of assessments to guideist&in.
TPE 2 Monitoring Student Learning During Instruction
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5.5 Communicating with students, families, and pthediences about student
progress.
TPE 3 Interpretation and Use of Assessments

Professional - Developing as a Professional Educator

6.1 Reflecting on teaching practice and plannirajgesional development.
TPE 13 Professional Growth

6.2 Establishing professional goals and pursuirgpdpnities to grow
professionally.
TPE 12 Professional, Legal, and Ethical Obligations

6.3 Working with communities to improve professibpictice.

6.4 Working with families to improve professionaptice.

6.5 Working with colleagues to improve professigmactice.
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Appendix F
Scoring Rubric 1B Multicultural and Special Needs
Format Objective TPE IntegratignProcess Writing
The paper The 312 Itis clear that | Itis clear that | The paper is
follows student met the student: the student has 1)Grammatically,
assignment objective of the| 1)Learned to | 1)Observed a | accurate
guidelines: assignment by:| address the MC & a SN 2)Appropriate
1)1250 words | 1)Interviewing | issues of social| student for 2 | spelling
2)Computer the teacher | integration for | hrs. both insidel 3)Written at a
generated- a.Teacher students with | and outside the post BA level
Includes the ethnicity & | special needs | classroom 4)Includes
required 5 experience | 2)Explored the | 2)Analyzed a.an
elements: b.Students’ | social and teacher-student introductory
a. Student Ethnicity & | cultural interaction statement or
name Gender conditions of k-| 3)Analyzed rationale,
b. Teacher o] c.Mainstream- 12 schools student-student b. a brief
record ing 3)Demonstrated interaction description of
c. Grade guidelines | knowledge and| 4)Analyzed what was
level d.Different- | understanding | student observed,
d. School ation for of the instructional C. an interpret-
e. District students importance of | material ation and
students’ family| interaction analysis of what
and cultural was observed
backgrounds/ d. the student’s
experiences reaction to the
4)Developed a experience
cultural
awareness of
self and an
understanding
and sensitivity
to others
10 10 10 10 10
The paperis | The 312 The question | The paper The paper meets
missing 1 student met all | addresses 3 of | process meets 3only 3 of the
element. 3 of the criteria| the above. of the above. | above.
above.
5 5 5 5 5
The paperis | The 312 The question | The lesson The newspaper

missing more

student meet

meets only 1 of

process has 1

meets only 1 of

than 1 element] less than 3 of | the criteria. of the criteria. | the criteria.
the criteria.
0 0 0 0 0
Rubric for: Evaluated by: Point Total:
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Appendix G
Scoring Rubric for Discipline Plan
Format Objective TPE IntegratignProcess Writing
The assignment Address all six | Itis clear that | Discuss the Well written
follows teaching skills | student: differences with no spelling

syllabus outlined in 1)Describes the between rules | or grammatical
guidelines: Johns & classroom and | & expectations | errors and 1250
1)First page- ng Espinoza in its discipline and give word count
title page respect to the | system classroom
a. name target cultures | 2)Lists the examples
b. activity title | in the syllabus | ethnic/gender/
c. teacher’s (at least 2 or Linguistic
name more) background of
d. grade level the teacher and
e. school name students
f. district 3)Details the
interactional
patterns of
teacher with
students
10 10 10 10 10
The paperis | The 312 student The question | The paper The paper
missing 1 met all 3 of the | addresses 3 of | process meets 3meets only 3 of
element. criteria above. | the above. of the above. | the above.
5 5 5 5 5
The paperis | The 312 student The question | The lesson The newspaper
missing more | meet less than Bmeets only 1 of| process has 1 ofmeets only 1 of
than 1 element.| of the criteria. | the criteria. the criteria. the criteria.
0 0 0 0 0
Rubric for: Evaluated by: Point Total:
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Appendix H

Management Strategies
for Culturally Diverse Classrooms

by
Kenneth M. Johns
and
Connie Espinoza

Library of Congress Catalog Card Number 96-67184
ISBN 0-87367-596-7
Copyright © 1996 by the Phi Delta Kappa Educatidf@lindation

Bloomington, Indiana
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Appendix |

Banks’ Approach to Multicultural Education

Level 1:
The Contributions Approach
Focuses on heroes, holidays, angd
discrete cultural elements.

v

Level 2:

The Additive Approach
Content, concepts, themes, and
perspectives are added to the
curriculum without changing its

structure

v

Level 3:
The Transformation Approach
The structure of the curriculum is
changed to enable students to viev
concepts, issues, events, and themes
from the perspectives of diverse,
ethnic, and cultural groups.

~_

Level 4.

The Social Action Approach
Students make decisions on
important social issues and take
actions to help solve them.

v

Sadker/ZittlemanTeachers, Schools, and Society: A Brief IntroductmEducation
©2007 by The McGraw-Hill Companies. All rights ress.
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Appendix J

Approval Letter from the Institutional Review Board
for the Protection of Human Subjects

IRB Modification Application #07-058- Approved

From: irbphs <irbphs@usfca.edu>

To: mlestupinan@usfca.edu <mlestupinan@us
Cc: skoirala@usfca.edu <skoirala@usfca.edu>
Date: Tue, Dec 9, 2008 1:58 pm

December 9, 2008
Dear Ms. Estupinan:

The Institutional Review Board for the ProtectidrHuman Subjects (IRBPHS)
at the University of San Francisco (USF) has reewour request for human
subjects approval regarding your study. We haveived all documents that were
requested.

Your modification application has been approvedh®ycommittee (IRBPHS #07-058).
Please note the following:

1. Approval expires twelve (12) months from theediaboted above. At that
time, if you are still in collecting data from humaubjects, you must file
a renewal application.

2. Any modifications to the research protocol carges in instrumentation
(including wording of items) must be communicatedite IRBPHS.
Re-submission of an application may be requirdtiatttime.

3. Any adverse reactions or complications on thré gdfgparticipants must
be reported (in writing) to the IRBPHS within tekOf working days.

If you have any questions, please contact the IRBBH415) 422-6091.
On behalf of the IRBPHS committee, | wish you mgalkcess in your research.

Sincerely,

Terence Patterson, EdD, ABPP
Chair, Institutional Review Board for the Proteatiof Human Subjects



IRBPHS — University of San Francisco
Counseling Psychology Department
Education Building - 017
2130 Fulton Street
San Francisco, CA 94117-1080
-

8 (Fax)
irbphs@usfca.edu

http://www.usfca.edu/humansubjects/
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