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The purpose of this study was to analyze the development of preservice teachers¶

beliefs in regard to diversity concepts and issues. The current study finds a positive
development in preservice teacher FDQGLGDWHV¶SURIHVVLRQDObeliefs about diversity as
shown through observations, interviews, and document analysis at the beginning and end
of upper division coursework in an elementary education degree program that infuses
diversity throughout the program. Reflection is at the core of the goals of the college of
education in which this program resides. Findings from this study revealed that through
reflection and discourse a majority of the senior students did show development in their
professional beliefs about diversity concepts and issues. These findings may add to
literature on program evaluation in the study of diversity concepts and infusion
throughout upper division coursework. This study was limited due to an extremely low
response rate and other spurious factors.
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Chapter One: I ntroduction
Preservice teachers enter colleges of education with their own sets of personal and
professional beliefs about diversity. Beliefs about diversity are sometimes neglected in
education programs that typically pay minor attention to issues of diversity or reflective
discourse in their coursework (Sleeter, 2008; Webb, 2001; Zeichner & Liston, 1996).
3UHVHUYLFHWHDFKHUFDQGLGDWHV¶ 37&V SHUVRQDODQGSURIessional beliefs will play a role in
their ability to value diverse groups of students. Understanding what those beliefs are will
be paramount in addressing the needs of their future students. The term, PTC, as
presented in this research refers to teacher education students who have not served or are
not currently serving as teachers in kindergarten through 12th-grade classrooms. They are
not certified as teachers but are taking teacher preparation courses leading to certification.
Teacher educators in colleges of education can guide PTCs through this process by
infusing diversity issues across their coursework.
According to Darling-Hammond (2006), because PTCs in the field receive very
superficial training on multicultural and diversity issues, it is important that they are
JLYHQVHYHUDORSSRUWXQLWLHVRI³VXVWDLQHGPXOWLFXOWXUDOUHIOHFWLRQ´ S 7KLVVWDWHPHQW
was validated by Lynn and Smith-Maddox (2006) in their study of PTCs. They used
³FULWLFDOUHIOHFWLRQDQGGLDORJ´DVD³IUDPHZRUNIRULQTXLU\-oriented teacher development
DQGOHDUQLQJ´ S 7KHLUVWXG\UHYHDOHGWKDWDSURJUDPVWHHSHGLQUHIOHFWLRQDQG
dialogue on issues of equity and social justice helped PTCs to critically examine their
own beliefs about these issues and become more sensitive to them. They also found that
1

this critical reflection and discourse enabled PTCs to think beyond their own learning of
diversity issues. Essentially, they were reflecting on what they learned. Additionally,
these practices enhanced the practical application of teaching approaches and their ability
to understand their own prejudices regarding diversity issues.
7KHSUDFWLFHRIUHIOHFWLRQPXVWEHXQGHUWDNHQZLWKWKHXQGHUVWDQGLQJWKDWRQH¶V
EHOLHIVPD\LQIOXHQFHRQH¶VUHIOHFWLRQV:HEE  ZDUQHGWKDWLW is important to
realize that reflection alone is not enough to teach PTCs to address diversity issues. Webb
DUJXHGWKDWWKHLQGLYLGXDOV¶ELDVHVPXVWEHLGHQWLILHGILUVWEHIRUHWUXHUHIOHFWLRQFDQ
occur. Research by Zeichner and Liston (1996) identified a major problem in the
supervision of PTCs. Too often the role of supervisor is not much more than that of an
overseer, and often these supervisors move on to larger roles within a few years. This
problem is in conflict with the fact that it takes that much time for these supervisors to
UHDOL]HWKHLPSRUWDQFHRIVFDIIROGLQJ37&V¶XQGHUVWDQGLQJVRIKRZWKHLUEHOLHIVZRUNLQ
the context of any practical in-field situation. Cooperating teachers are constrained for
time by their day-to-day duties that are more pressing. This means that PTCs rarely see
their supervisors during their time in the field or have much mentorship in reflecting.
It is equally as important that PTCs be encouraged to examine their beliefs in both
a personal and professional context. They may learn that these beliefs can change through
a process of self-H[DPLQDWLRQDQGUHIOHFWLRQ)HUQDQGH]  LQDGLVVHUWDWLRQRQ37&V¶
EHOLHIVSURSRVHGWKDW³DVWHDFKHUHGXFDWRUVZHVKRXOGDVNIXWXUHWHDFKHUVWRXVHWKHLU
beliefs as a filter in order tRFULWLFDOO\ORRNDWWKRVHEHOLHIVDQGSRVVLEO\DGGWRWKHP´
S 6DOLQDV  ZURWHLQDGLVVHUWDWLRQRQ37&V¶SHUVSHFWLYHVRIUHIOHFWLRQLQ
PXOWLFXOWXUDOHGXFDWLRQWKDW³VHOI-reflection is a key step in developing multicultural
2

SHUVSHFWLYHV´ S267). Essentially, PTCs must learn to examine and reflect on their own
personal and professional beliefs about diversity and multicultural concepts because they
will be important in their future profession as teachers.
Too often issues of diversity are not fully addressed in teacher education courses.
6DOLQDV  IRXQGWKDW³WKRXJKDFRQVHQVXVRIHGXFDWRUVSRLQWWRLQIXVLRQ>RI
multicultural education concepts] across programs; it is more often the case that they are
relegated to single, stand-alone cRXUVHV´ S +ROOLQVDQG*X]PDQ  DIILUPHG
this finding in their comprehensive literature review on diversity research in teacher
education. They reported that diversity concepts have often been marginalized and
separated from foundations and methods courses. Issues of diversity, Hollins and
Guzman reported, were instead designated to a stand-alone multicultural education or
diversity course. This marginalization could be lessened in colleges of education with an
infusion of diversity concepts into teacher education programs. Relegating concepts like
addressing diverse populations to just one course and not continuously throughout an
education program makes it seem as though it is only important some of the time.
Teacher educators and colleges of education need to make diversity concepts
pervasive by giving PTCs multiple opportunities to reflect upon diversity issues and help
them learn to recognize these concepts. Ladson-%LOOLQJV  VWDWHG³WKHRU\DQG
practice operate in a symbiotic-like relDWLRQVKLS´ S 7KH\PXVWEHPXWXDOO\
beneficial to the PTCs with knowledge of the theory for their future practice as teachers.
Colleges of education play a pivotal role in guiding PTCs in reflecting on their
own beliefs and understandings about diversity concepts so they may apply what they
learn to their future professions as educators. Therefore, the role of their course
3

instructors is equally important. Course instructors are mentors with the experience who
can guide PTCs and help them learn to reflect on their beliefs about teaching students
from various backgrounds who have differing needs. It takes a well-organized program of
teacher education to ensure that these roles are taken seriously and performed diligently
(Lynn & Smith-Maddox, 2006; Webb, 2001).
Statement of the Problem
Many teacher education programs pay minor attention to the subjective role
SOD\HGE\37&V¶EHOLHIVUHODWHGWRFRQFHSWVLQKHUHQWLQWHDFKLQJGLYHUVHSRSXODWLRQVRI
students in their pedagogical practices, such as through reflective discussions and
assignments across all pedagogy in their elementary education programs (Hollins &
Guzman, 2005). This may leave PTCs with little understanding of how their beliefs may
shape their teaching when it comes to diverse populations of students and when teaching
about the diverse nature of the world. As they begin teaching, their personal and
professional beliefs about diversity may not be realized if these beliefs have not been
addressed throughout their college of education coursework and experiences. PTCs must
know and understand their own biases by engaging in reflective practices. They should
objectively find out how their beliefs and opinions may affect their students (Fernandez,
2001).
Purpose
The purpose of this study was to anaO\]HDQGGHVFULEH37&V¶GHYHORSPHQWRI
personal and professional beliefs about diversity concepts in an elementary education
degree program at a university that espoused reflection as the foundation of its college of
education¶VPLVVLRQVWDWHPHQW. In this context, the intent was to determine the
4

HIIHFWLYHQHVVRIXVLQJUHIOHFWLRQDQGGLVFRXUVHWRGHYHORS37&V¶EHOLHIVDERXWGLYHUVLW\
concepts in a program designed to infuse diversity concepts throughout its coursework.
Significance of the Study
There is little emphasis in the literature on infusion of diversity concepts across
education programs rather than through one stand-alone multicultural education course
(Hollins & Guzman, 2005). Teacher preparation through infusion of diversity concepts
across all education curricula may add to existing research on teacher education
programs. Effects of teacher education courses geared toward addressing diversity across
their university-wide programs and teaching PTCs to reflect on beliefs about diversity
through coursework may help foster new educators who are more knowledgeable about
the implementation of these practices in their classrooms (Howard, 2003; LadsonBillings, 2001).
The only exposure to diversity that many PTCs receive is through one or two
multicultural education courses in their colleges of education. In several states, there are
no multicultural education course requirements for teachers to become certified (Miller,
Strosneider, & Dooley, 2000). The review of literature from this study brings reflection,
GLYHUVLW\FRQFHSWVDQG37&V¶EHOLHIVWRWKHLQWHUVHFWLRQRIWKHRU\DQGSUDFWLFHZLWKLQWKH
context of an elementary education degree program. The significance of this study relates
to the need for teacher educators to understand how the PTCs have incorporated their
experiences and beliefs with new knowledge about diverse populations of students.
Additionally, it is significant to determine how these experiences through coursework
infused with diversity, culturally relevant pedagogy, reflection, and discourse have
affected their development of beliefs about diversity.
5

Diversity Context of Study Site
The elementary education degree program at the site for this study was one where
PTCs engaged in multiple courses that were created with objectives that addressed
concepts of teaching diverse populations. The study took place in an education program
that espoused the concept of reflection as its foundation. This foundation helped ground
the study in a solid context that might contribute to the literature about development of
PTCs beliefs in regard to diversity through reflection and reflective discourse.
The state-approved program of study for elementary education majors in this
college of education included a multicultural education course taken as a requirement as
elementary education majors, preferably in the first semester of upper division courses.
The college program stipulated that the multicultural education course must be taken in
the first semester of core coursework in the junior year along with two other core courses
infused with modifications for diverse learners and woven throughout the content of all
upper division methods courses as well as the final four courses of the program prior to
student teaching.
The approved coursework in this program included the three required core
courses infused with diversity issues that addressed concepts necessary for learning to
teach English Language Learners (ELLs). The importance of these requirements was to
give PTCs a cultural understanding about diverse populations of students during their
initial coursework so that during their methods courses and electives required to be taken
before the final four courses they would have the necessary knowledge and understanding
of these concepts of teaching students with diverse backgrounds. This makes the setting
an appropriate one for this study.
6

Research Questions
1. ,VWKHUHDVLJQLILFDQWGLIIHUHQFHLQWKHOHYHORI37&V¶SHUVRQDORUSURIHVVLRQDO
beliefs about diversity between the early stages and later stages in pedagogical
coursework designed to infuse diversity concepts grounded in reflection?
2. Are there inferences that may be made about the possible effects of the
XQLYHUVLW\¶VHOHPHQWDU\HGXFDWLRQGHJUHHSURJUDPRQVSHFLILFJURXSVRI37&V¶
developing beliefs about diversity as seen through a lens of reflection and discourse
during classroom observations, interviews of course instructors, and document analysis?
Hypothesis
3UHVHUYLFHWHDFKHUFDQGLGDWHV¶SHUVRQDODQGSURIHVVLRQDOEHOLHIVDERXWGLversity
will vary after pedagogy infused with diversity concepts administered through application
of pedagogy utilizing reflection and discourse.
Research M odel
$SUDJPDWLFFRUUHODWLRQGHVLJQXVLQJ³PXOWLOHYHOUHVHDUFK´ 7DVKDNNRUL 
Teddlie, 1998, p. 48) was used for this mixed methods study. According to Creswell and
3ODQR&ODUN  WKLVLVWKHW\SHRIUHVHDUFKPRGHOWRXVHZKHQ³GLIIHUHQWPHWKRGV
TXDQWLWDWLYHDQGTXDOLWDWLYH DUHXVHGWRDGGUHVVGLIIHUHQWOHYHOVZLWKLQDV\VWHP´ S 
QuantitaWLYHGDWDZHUHXVHGWRPHDVXUH37&V¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\LQWKLV
study, and qualitative data were utilized during the collection and analysis phases. This
was accomplished through classroom observations, course instructor interviews, and
document analysis. According to Creswell and Plano Clark (2007), triangulating
methods in this way ³ILQGLQJVIURPHDFKOHYHODUHPHUJHGWRJHWKHULQWRRQHRYHUDOO
LQWHUSUHWDWLRQ´ S).
7

Theoretical Framework
The setting for the research is an institution that has identified consistent and
FRQVFLHQWLRXVUHIOHFWLRQDVWKHIRXQGDWLRQRIWKHFROOHJHRIHGXFDWLRQ¶VPLVVLRQstatement
in order to prepare SURIHVVLRQDOVLQWKHILHOGRIHGXFDWLRQ37&V¶GHYHORSPHQWRIEHOLHIV
about diversity is at the heart of the upper-level undergraduate elementary education
degree program with state certification and teaching English as a second language
(ESOL) endorsement. A set of theories by Banks (1995), Schön (1983, 1991), and
Ladson-Billings (1995) has assisted the researcher in understanding the nature of
engagement with essential concepts related to the study in this elementary education
GHJUHHSURJUDP7KHWKUHHWKHRULVWV¶ODQGPDUNZRUNVDUHRXWOLQHGLQFKDSWHUWZR.
+RZHYHULWVKRXOGEHDGGUHVVHGKHUHWKDW%DQNV¶WKHRU\RI multicultural education is a
framework that addresses how teachers should ensure that students are taught equitably in
schools. Ladson-%LOOLQJV¶WKHRU\RIFXOWXUDOO\UHVSRQVLYHWHDFKLQJDGGUHVVHVKRZWR
HQVXUHWKDWVWXGHQWV¶IHHOWKHLUFXOWXUHVDUHYDOXHG, a concept that is important for them to
be open to learning from that teacher. %RWKRIWKHVHVFKRODUV¶WKHRULHVDUHXVHGDVDSDUW
RIWKHIUDPHZRUNRIWKLVVWXG\WRKHOSDQDO\]HERWK5HVHDUFK4XHVWLRQVDQG6FK|Q¶V
theories of reflection, as outlined in chapter two, were also used to help analyze the data
findings from Research Questions 1 and 2 in the area of reflection in terms of the topics
of the above researchers: Banks and Ladson-Billings.
Researcher Role
It has been through my own experience as a high school teacher and college of
education adjunct faculty that this inquiry has evolved and grown into the current thread
of scholarship presented here. Teaching at low-income public high schools in South
8

Florida has influenced my determination to pursue this research. After many professional
development seminars at affluent schools with new buildings, furniture, and
technological equipment, I have lamented the conditions I watched my students endure.
These included old desks with tops peeling, chairs that wobbled, numerous classrooms in
trailers, outdated technology, and fewer resources than I have seen in more affluent
schools. My students rarely complained about the state of their learning environment.
They did not expect better than the raggedy textbooks or lack of adequate resources.
7KH\ZRXOGVKUXJDQGVD\WKLQJVVXFKDV³:KDWGLG\RXH[SHFWKHUH"´
At the start of my teaching career, the violent deaths of students Charles, Craig,
and Corddero impacted me a great deal. It was due to the circumstances of their passing
from this life and from the confines of a world in which their future was never promised,
nor expected, that my purpose in the field of education would be dedicated. The memory
of attending their funerals and paying respects to their families and friends are events on
which I often reflect. I think about how the deaths of these boys, who had so much talent
and promise, could have been prevented.
The conditions of the inner city schools were circumstances I could not change.
However, adding to the literature on preparing preservice teachers may foster hope for
students of future teachers. This study can contribute by furthering the collective
understanding of 37&V¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\FRQFHSWVDVWKH\HQWHUWKHILHOG
of education. Some new teacher beliefs, if developed, may help alleviate apathetic
attitudes of children who feel they have no hope for an education or a fulfilling life. This
may be addressed, in part, by directing this research toward the next generation of
teachers: PTCs preparing to enter the field of education.
9

My experiences, beliefs, and perceptual lens all influenced the qualitative aspects
of this research. According to Maxwell (2005), qualitative research retains a certain bias,
but rather than omit assumptions of its influence, the qualitative researcher should
embrace the connection such biases may hold in connecting data parts to differing
realities of participants, observations, analyses, and also the researcher. Maxwell (2005)
stated that:
It LVLPSRVVLEOHWRGHDOZLWKWKHVHLVVXHVE\HOLPLQDWLQJWKHUHVHDUFKHU¶VWKHRULHV
EHOLHIVDQGSHUFHSWXDOµOHQV¶4XDOLWDWLYHUHVHDUFKLVQRWSULPDULO\FRQFHUQHGZLWK
eliminating variance between researchers in the values and expectations they
bring to thHVWXG\EXWZLWKXQGHUVWDQGLQJKRZDSDUWLFXODUUHVHDUFKHU¶VYDOXHV
and expectations influence the conduct and conclusions of the study (which may
be either positive or negative) and avoiding the negative consequences. (p. 108)
Maxwell also stated that it is not about being indifferent to the subjective temptation, but
to own up to it and have the integrity to report it honestly. Although this study is not only
TXDOLWDWLYHLQQDWXUHEXWTXDQWLWDWLYHDVZHOO0D[ZHOO¶VOHQVRILQWHUSUHWDWLRQIRU
subjectivity in qualitative research still applies to this research, as a portion of the
research is qualitative and I, as a researcher, am informed by my passion for social
justice. Collaboration with several course instructors on the coursework under
examination in this study and ensuing peer review through member verification of their
interviews regarding their own thoughts on diversity infused in the coursework may also
have strengthened the validity of the study.
My role as a researcher is to acknowledge my own personal and professional
beliefs about diversity issues, as well as my pedagogical beliefs that students deserve
10

teachers who were given the opportunity to reflect and discuss these issues throughout
their educational coursework. In doing so, this study may contribute to the literature on
37&V¶SUHSDUDWLRQSURJUDPVLQJHQHUDODQGDOVRIRUFROOHJHVRIHGXFDWLRQZLWKUHVSHFW
WR37&V¶GHYHORSLQJSHUVRQDODQGSURIHVVLRQDOEHOLHIVDERXWGLYHUVLW\FRQFHSWV
Definition of Terms
1.

Culture: For the present study, FXOWXUHLVGHILQHGDV³XQLTXHYDOXHVV\PEROV

lifestyles, institutions, and other human-made components that distinguish one group
IURPDQRWKHU´ %DQNVS 
2.

Culturally Relevant Pedagogy: For the purposes of this study, this generally refers

WRWKHFRQFHSWWKDW³UDWKHUWKDQGHILFLWVVWXGHQWV¶EDFNJURXQGVDUHDVVHWVWKDWVWXGHQWVFDQ
and should use in the service of their learning and that teachers of all backgrounds should
GHYHORSWKHVNLOOVWRWHDFKGLYHUVHVWXGHQWVHIIHFWLYHO\´ 1LHWo, 2003, p. 7).
3.

Culturally Responsive Pedagogy: For this study, it is defined as a framework of

pedagogy that guides PTCs and practicing teachers in understanding the diverse cultures
of students as well as their own (Ladson-Billings, 1995).
4.

Culturally Responsive Teaching: For this study, it refers to ³WHDFKLQJWRDQG

WKURXJKVWXGHQWV¶SHUVRQDODQGFXOWXUDOVWUHQJWKVWKHLULQWHOOHFWXDOFDSDELOLWLHVDQGWKHLU
SULRUDFFRPSOLVKPHQWV´ *D\S 
5.

Deep culture: For the purposes of this study, WKLVUHIHUVWR³WKHXQGHUO\LQJYDOXH

and belief system of a society and may not be recognized until values are seriously
FKDOOHQJHG´ =DLQXGGLQ<DK\D0RUDOHV-Jones, & Ariza, 2007, p. 18).
6.

Diverse populations of students: As presented in this study, this concept refers to

students from varied ethnic and racial heritages, such as Black/African American,
11

Hispanic/Latino, Native American Indian/Alaskan Native, non-Hispanic
White/Caucasians, people from varied and/or mixed religions, gender, people with varied
disabilities, speakers of English as a second language or non-vernacular dialects of
English, and people from different socioeconomic classes, and/or sexual orientation
(Baxley, personal communication, 2013).
7.

Diversity: For the purpose of this stXG\GLYHUVLW\LVGHILQHGDVD³VWDWHRUIDFWRI

EHLQJGLYHUVHGLIIHUHQWFKDUDFWHULVWLFVDQGH[SHULHQFHVWKDWGHILQHLQGLYLGXDOV´
(Association of College and Research Libraries, 2012, p. 551).
8.

Multicultural education: For this study, this refers to ³Drestructuring and

transformation of the total school environment so that it reflects the racial and cultural
diversity within U.S. society and helps children from diverse groups to experience
HGXFDWLRQDOHTXDOLW\´ %DQNVS 
9.

Reflection-in-action: This has been defined as the act of reflecting in the moment,

using former experience, knowledge, and perceptions to create new solutions to teaching
situations (Schön, 1991).
10.

Reflection-on-action: This has been defined as the art of reflecting after the

teaching moments have occurred for the purpose of analysis and revision for future
purposes (Schön, 1983).
11.

Surface culture: For the purpose of this study, this refers to the visible cultural

trends, such as the ³VXSHUILFLDORXWHUOD\HURIDFXlture and is noticed as the way people
GUHVVWDONORRNDQGWKHIRRGVWKH\HDW´ =DLQXGGLQHWDOS 
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Chapter Summary
In his book, The Sociological Imagination, Mills (1959) wrote a chapter on the work
of social scientists. On building a research base, he wrote:
Everyone, I suppose, agrees that scientific advance is cumulative: that it is not the
creation of one man but the work of many men revising and criticizing, adding to
DQGVXEWUDFWLQJIURPRQHDQRWKHU¶VHIIRUWV)RURQH¶VRZQ work to count, one
must relate it to what has been done before and to other work currently in
progress. (p. 127)
&RQVLVWHQWZLWK0LOOV¶ZRUNWKLVVWXG\ZDVDSUDJPDWLFFXPXODWLYHVWXG\
building upon the work of landmark theorists with the input of college of education
instructors as a way of reviewing what works for the benefit of future teachers.
Chapter 1 of this dissertation revealed how %DQNV¶  6FK|Q¶V  
and Ladson-%LOOLQJV¶  ZRUNRQSHGDJRJ\KDYHEHHQXQGHUVFRUHGDVWKHWheoretical
framework for the study (see Tables 1, 2, and 3). Chapter 2, the review of literature,
focused on research regarding beliefs, knowledge, and reflection, as a foundation for
XQGHUVWDQGLQJWKHGHYHORSPHQWRI37&V¶EHOLHIVDERXWGLYHUVLW\$GGLWLRQal issues,
theories, as well as their benefits and barriers were discussed. Chapter 3 outlined the
methodology of the study. The pragmatic multilevel mixed-methods model was
explained, rationalized, and illustrated as to its implementation in the research. The
procedures for the site and selection of participants, data collection, data analysis, and
limitations were discussed. Chapter 4 included the findings of the study. Chapter 5 shared
conclusions, recommendations, and suggestions for future research.
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Chapter Two: Review of Literature
I ntroduction
It is imperative that colleges of education recognize the pivotal role they play in
preparing PTCs who will make conscious efforts to self-reflect on their own personal
biases, inherent prejudices, perceptions of race, identity, and cultural perspectives. This
practice of reflection helps them to develop their personal and professional beliefs about
diversity (Leonard & Leonard, 2006; Mazzei, 2008; Milner, 2008; Sawyer, 2000).
Teacher educators must create opportunities for their PTCs to reflect on their own
culture and the diversity of their students. If not, PTCs run the risk of undermining the
success of their diverse populations of students when they become in-service teachers
(Baker, 2005; Kirkwood-Tucker, 2001; Merryfield, 2000).
Since reflection plays a major role in the process of developing beliefs of PTCs, it
is important to discuss the concepts that should be addressed through reflection on
diversity in colleges of education. These include: (a) the relationship between beliefs,
knowledge, and reflection; (b) the benefits and barriers to the practice of reflection; (c)
landmark research about reflection; (d) diversity issues and concepts; (e) culturally
relevant pedagogy and related issues in this area; (f) multicultural education; (g) the role
that beliefs, knowledge, and reflection play within the context of pedagogy; and (h)
sociological theory on pragmatics.
These concepts, as stated above, may guide future research on the development of
PTCs¶EHOLHIVDERXWGLYHUVLW\WKHLQIXVLRQRIGLYHUVLW\FRQFHSWVWKURXJKRXWFROOHJHRI
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education coursework, reflective practices, and the potential implications for teacher
education program evaluations.
Beliefs, Knowledge, and Reflection
Dewey (1933, 1938) and later, Schön (1983; 1991), both notable education
scholars, have brought the practice of reflection, thought, beliefs, and knowledge solidly
into the educational research of the 20th century. It is important to define the role beliefs
and knowledge play in the process of reflection. Dewey (1933) stated:
In some cases, a belief is accepted with slight or almost no grounds to support it.
In other cases, the ground or basis for a belief is deliberately sought and its
adequacy to support the belief examined. This process is called reflective thought.
(pp. 1-2)
Furthermore, Dewey (1933) noted that beliefs can be changed. He stated that a belief is:
Something beyond itself by which its value is tested; it makes an assertion about
some matter of fact or some principle or law . . . it covers all the matters of which
we have no sure knowledge and yet which we are sufficiently confident of to act
upon and also the matters that we now accept as certainly true as knowledge, but
which nevertheless may be questioned in the future. (p. 6)
There are clarity issues surrounding this point throughout the educational
psychology literature as to the meaning of beliefs. However, the proposed research may
add validity to the fluid nature of beliefs in the ongoing debate. Pajares (1992) stated:
Educational psychology does not always accord its constructs such precision
>FOHDUGHILQLWLRQ@DQGVRGHILQLQJEHOLHIVLVDWEHVWDJDPHRISOD\HU¶VFKRLFH
They travel in disguise and often under alias²attitudes, values, judgments,
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axioms, opinions, ideology, perceptions, conceptions, conceptual systems,
preconceptions, dispositions, implicit theories, explicit theories, personal theories,
internal mental processes, action strategies, rules of practice, practical principles,
perspectives, repertoires of understanding and social strategy, to name but a few
that can be found in the literature. (p. 309)
In light of these constructs, he pointed to further examination by Clandinin and Connelly
(1987), in which they considered the concept, but narrowed the word play down to a
marriage of beliefs and knowledge. This interplay is rather difficult to separate because
personal experience is situated in the middle of the two terms. Experiences change our
beliefs. This is because knowledge is constantly evolving as we add new information to
existing schema. Other theorists, such as Lewis (1990) perceived that upon reflection,
what we believe we come to know, which can be deductively reasoned, becomes stored
as reflective experience. Pintrich (1990) contended that both knowledge and beliefs rely
on several cognitive processes. These processes are also fluidly tied together in
experiences.
3DMDUHV  VWDWHGWKDWWHDFKHUV¶SHUVRQDODQGSURIHVVLRQDOEHOLHIVPD\QRWEH
one and the same. In research on teachers, he purported, this distinction should be made
clear. The term beliefs is too context free. For instance, a better path to follow must
LQFOXGH³DERXW´WKDWLVDFRQWH[W,QWKHFDVHRIWKLVVWXG\WKHFRQWH[WZDVDERXW
diversity concepts in SHUVRQDODQGSURIHVVLRQDOUHDOPV7KHTXDOLILHU³DGGVDMXGJPHQW
that can only be inferred from a collective understanding of what human beings say,
LQWHQGDQGGR´ S )RUH[DPSOHWKHVWXG\LVQRWMXVWRQEHOLHIVDERXWGLYHUVLW\EXW
as they pertain to personal or professional situations as the contexts used for this study.
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7HDFKHUV¶YRLFHVFDQEHXVHGWRLOOXVWUDWHWKHGD\-to-day conditions that form the
context for many educational problems (Boyer, 2004; Howard, 2003; Milner, 2007; Valli,
1997). The reflective thoughts of PTCs can help them to understand and address the
needs of their future diverse populations of students, whose lives and futures could be
positively affected as a result of the active and continuous process of reflection.
Time aQGH[SHULHQFHDOVRDGGWRFRQWH[WXDOIDFWRUVRIWHDFKHUV¶EHOLHIV LQ
general). Markham, a Winnetka, Illinois English teacher, noted:
Truth is produced by a collective effort that is always located in the present. As
the present changes, so must our ability to evaluate what is useful and true for us
QRZ7KLVLVQRWWRVD\WKDWVRPHWKLQJVLQRXUOLYHVZRQ¶WDOZD\VUHPDLQWUXH
rather, our position toward truth must remain lively and open. (Markham, 2005, p.
30)
Similarly, it was hypothesized in the present study that through reflective discussions and
discourse during the elementary education courses of PTCs, developmental changes in
beliefs and knowledge would occur through the context of the elementary education
degree program.
It is important that PTCs also examine their own beliefs in order to reflect upon
their understanding of culture and sensitivity to the diversity of their students (Anyon,
1997; Gay, 2002; Ladson-Billings, 2001). Several theorists have shown that reflection on
diversity issues throughout teacher education courses is a crucial concept to be learned in
colleges of education. It is important that PTCs learn to utilize these practices (Howard,
2003; Lee, 2008; Milner, 2007). Howard (2003) stated:
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In order to provide more meaningful knowledge and skills for teaching in today's
cultural context, teacher educators must be able to help preservice teachers
critically analyze important issues such as race, ethnicity, and culture, and
recognize how these important concepts shape the learning experience for many
students. More specifically, teachers must be able to construct pedagogical
practices that have relevance and meaning to students' social and cultural realities.
(p. 195)
With a growing population of diverse students in United States (U.S.) classrooms
(National Center for Education Statistics, 2007), reflection is an ever-growing need that
may ensure PTCs understand diversity concepts, and they are also able to teach diverse
populations of students in culturally relevant ways.
According to Lee (2008), sometimes teacher education students begin their
studies idealistically, thinking that they know a lot about teaching, which are very
simplistic initial beliefs. Lee stressed that when they are given the opportunities to reflect
on their beliefs and presumed knowledge about teaching practices they will have honed
those beliefs through the practice of continuous reflection in their coursework. Theories
such as those espoused by Howard (2003) and Lee (2008) add to the point made here
about multiple opportunities for reflecting as a foundation to PTC preparation for
addressing the diverse needs of students.
Milner (2007) conducted a study of multicultural certification requirements in the
U.S. The study revealed that there were no requirements for teachers to have any type of
certification or course hours in multicultural education in several states. In some cases,
the state departments of education did not know whether or not there were any such
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requirements. Based on this finding by Milner, how is it that so little attention is paid to
issues of diversity in a nation that is so increasingly becoming more diverse?
Milner (2008) stated that it is important not to lose sight of the ideal approaches
needed to ensure that the goals of ending social injustice in education remain constantly
at the forefront of teacher education. He referred to a speech by Dr. Martin Luther King,
Jr., who spoke of negotiation and the need for dedication to the fight for an end to
discriminative practices. He (Milner) sWDWHGWKDW³WKRVHLQSRZHUVRPHWLPHVµVSHDN¶
theorize, and philosophize about being committed to combating oppression, suppression,
and marginalization, yet sometimes do not follow through with their actions in their
SROLFLHVDQGWKHLUSUDFWLFHV´ S .
Course instructors cannot teach one thing and practice something totally different.
The adherence to pedagogy that is culturally relevant is as important as reflecting on the
practice of diversity. To overlook the nature of diversity in a teacher education classroom
is paramount to teaching them to do one thing without modeling the concept. The nature
of reflection is lost in the exercise at that point. According to Rhone (2001), by ensuring
that pedagogical approaches are varied when it comes to teaching students about
diversity, a teacher educator shows the PTCs how important it is to vary their teaching
styles as the PTCs eventually realize that some of their classmates do better at certain
activities than others. Rhone stated that by teaching her PTCs through the use of varied
activities rather than just one method she was teaching PTCs that varied methods help
different types of learners to be acknowledged in their lessons. Different students have
different learning styles and that must be taught to PTCs. Rather than simply teaching it
pedagogically, letting them experience it in their coursework allows for reflection on it.
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Benefits and Barriers to the Practice of Reflection
Critical reflection may be highly useful when it comes to educating PTCs about
GLYHUVHSRSXODWLRQVRIVWXGHQWV+RZDUG  VWDWHGWKDWWKH³FULWLFDOUHIOHFWLRQSURFHVV
HQDEOHVWHDFKHUVWRUHFRJQL]HWKHYDULHW\RIGLIIHUHQFHVWKDWPD\H[LVWZLWKLQJURXSV´ S
55). Educating PTCs to learn the cultures of their public elementary school students is not
enough for them to truly understand the differences between deep cultures, such as
traditions and beliefs, and surface cultures, such as foods and holidays. Critical reflection
is about understanding the individual students themselves for who they are and realizing
that many of them do not belong to just one cultural group. Students may, for example,
be Hispanic, people with disabilities, and have poor vision. One may have a student with
an invisible disability as well as from a family with one parent. Critical reflection
involves truly getting to know the students and not just their apparent cultures but also
their cultural variances and their deep cultures.
In a college classroom setting, as in a school setting, there are students with
different learning styles. PTCs cannot merely be told to write a reflection or reflect with
their classmates on a discussion forum without some scaffolding (Vygotsky, 1978) or
support in their efforts. Some students may be out of their comfort zone. This may
depend on the method of reflection: whether it is reflective discourse, written discourse,
classroom discussions, or journal reflections.
There are multiple methods for PTCs to utilize when it comes to the practice of
reflection. The barriers exiVWEHFDXVHZKHQWDNLQJLQWRFRQVLGHUDWLRQ37&V¶H[LVWLQJ
beliefs and learning styles many PTCs resist the method of reflection being assigned.
These methods include approaches such as reflective journal writing, reflective
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observations, reflective essays, reflective assignments, and reflective discussions. With
written reflections, some PTCs seem to get lost in the requirements of the assignments,
worrying about numbers of pages, formatting, and other aspects of the actual task rather
than on reflecting without boundaries (Carlson, 2003). Another barrier noted in the
literature is that some PTCs feel that written reflections are less effective than reflective
discussions, and if there is no discourse regarding the written reflection or feedback
offered it is not very effective (Carlson, 2003; Webb, 2001). In that respect, discourse
could help to clarify the reflections made by PTCs through the process of sharing their
thoughts and analyzing them together with their teacher educators and their peers.
Essentially, PTCs need to experience learning styles of others and reflect on how
those experiences affect elementary school students so they may empathize and may be
more willing to scaffold learners who are out of their comfort zones. This teaching
process may EHWDXJKWWKRXJK%DQNV¶  6FK|Q¶V  DQG/DGVRQ%LOOLQJV¶  SHGDJRJLcal theories.
5HIOHFWLRQDQG%DQNV¶Five Dimensions of M ulticultural Education
%DQNV¶  ³Five 'LPHQVLRQVRI0XOWLFXOWXUDO(GXFDWLRQ´LVDIUDPHZRUN
constructed to provide curricular reforms that would embrace the cultures of all students
VHH7DEOH 7KH³GLPHQVLRQVW\SRORJ\FDQKHOSSUDFWLWLRQHUVLGHQWLI\DQGIRUPXODWH
reforms that implement multicultural education in thoughtful, creative, and effective
ways´ S ,WZDVFUXFLDO0F*HH%DQNVDQG%DQNV  EHOLHYHGWRGLVSHOWKH
PLVXQGHUVWDQGLQJKHOGE\HGXFDWRUVWKDW³WKHLQWHJUDWLRQRIFRQWHQWDERXWGLYHUVH
cultural, ethnic, and racial groups into the mainstream curriculum is both its essence and
totality´ (p. 152). It is not the case. Multicultural education was meant to change the false
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notion of equality (everyone being treated alike), as opposed to empowering diverse
students with their own voices and cultures (Banks, 1995).
%DQNV¶  ILYHGLmensions showcased several ways to include all student
populations in educational curriculum in order to help them to reach shared goals.
According to McGee Banks and Banks (2003), the five dimensions overlap. The practice
RI³VHOI-analysis requires teachers to identify, examine, and reflect on their attitudes
WRZDUGGLIIHUHQWHWKQLFUDFLDOJHQGHUDQGVRFLDOFODVVJURXSV´ S 
Content integration (Banks, 2006), which is often confused as the meaning of
multicultural education, is just one of the five dimensions which teachers and schools can
address to ensure all students receive a fully rounded multicultural education. According
to McGee Banks and Banks (2003), the contributions approach of content integration is
the least inclusive of the four different sub-DSSURDFKHVGHVFULEHGLQ%DQNV¶ILUVW
dimension, content integration. It is one of the most widely used sub-approaches to the
dimension of content integration because many teachers do not learn his approaches and
feel that if they are adding some features of different cultures into their curriculum they
are addressing multicultural education. There is a hierarchy of four different subapproaches to content integration.
Content integration (Banks, 2006) is the way in which teachers present content to
their students as it relates to the subject area and how they use various cultures and
groups within the lessons. What follows is the hierarchy of the four approaches to content
integration. Content can be integrated using a contributions approach, where certain
racial or ethnic figures or topics are added to the curriculum from time to time. This
approach, according to Banks, is very trivial. It is not a substantial way to teach students
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to understand diverse aspects that make up the world around them. A bit higher on the
content integration hierarchy is the additive approach, where teachers may construct a
unit on a culturally-based theme by weaving diverse content into content already being
taught. Banks stated that though this may appear a bit more inclusive on the part of the
teacher and the revised curricula, it is still usually constructed from a Eurocentric
viewpoint. In both of these two approaches, it is as if the content was integrated with
different cultures to show the importance of a culture different from non-Hispanic/White
dominant culture, such as an additive holiday or historical month celebrating one culture
or another, like famous women or famous Black actors.
A more inclusive level of content integration, called the transformation approach,
occurs when teachers take the time to ensure that all cultures have been woven into
lessons throughout the school year. This approach differs in the perspectives from which
it is often presented and experienced by students. This approach gives students the tools
they need to see multiple perspectives of the curricula and use their own critical thinking
skills to learn about diversity through their education.
The highest level RI%DQNV¶  ILUVWGLPHQVLRQRIFRQWHQWLQWHJUDWLRQLVWKH
social action approach. This approach is one in which the teacher or the school involves
the students in learning while doing something helpful for the community or society. As
an example of this approach, a teacher could unite students to do a fundraiser that sends
supplies to a war-ravaged country of starving children. This would be an example of a
teacher promoting social change from within the classroom. That is the social action
approach to content integration and an authentic way for teachers to inspire their students.
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Though these different approaches to content integration relate directly to
multicultural education, they are not exclusive to curriculum, teachers, students, or
schools. CRQWHQWLQWHJUDWLRQLVMXVWRQHRI%DQNV¶ILYHGLPHQVLRQVQRWWKHHQWLUH
spectrum. There are four other dimensions that are just as important as content
integration.
Knowledge construction (Banks, 2006) is a dimension that allows for concepts to
be proposed by the different perspectives of students. This is the part of education where
teachers can help students understand that through primary and secondary sources,
students may make informed opinions of their own. They may utilize bibliographies,
autobiographies, question and answer sessions with each other, and varied methods to
construct knowledge together.
3UHMXGLFHUHGXFWLRQ %DQNV HQWDLOVFUHDWLQJZD\V³WRKHOSVWXGHQWVGHYHORS
SRVLWLYHDWWLWXGHVDERXWGLIIHUHQWJURXSV´ S 7KLVGLPHQVLRQLs about teaching and
learning styles. Grouping students of varying races, ethnicities, and social backgrounds in
order to interact together may help to create positive environments where they learn
about cultures other than their own and where relationships have been known to improve
(Banks, 2006).
(PSRZHULQJVFKRRODQGVRFLDOVWUXFWXUH %DQNV ³FRQFHSWXDOL]HVWKHVFKRRO
as a complex social system, whereas the other dimensions deal with particular
GLPHQVLRQVRIDVFKRRORUHGXFDWLRQDOVHWWLQJ´ S4). This dimension is one that ensures
that the functionality of the entire school system is aligned with all of the dimensions:
LQFOXGLQJ³FXUULFXOXPWHDFKLQJPDWHULDOVWHDFKHUDWWLWXGHVDQGSHUFHSWLRQV´ S 
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Equity pedagogy (McGee Banks and Banks, 1995) is the most important
dimension out of the five, in which school contexts are tied to curricula, teaching, and
OHDUQLQJ(TXLW\SHGDJRJ\OHVVHQVWKHUROHRI³WHDFKHUPHUHO\DVDOHFWXUHU´DQGLQVWHDG
³DFWLYHO\LQYROYHVVWXGHQWVLQDSURFHVVRINQRZOHGJHFRQVWUXFWLRQDQGSURGXFWLRQ´
(McGee Banks & Banks, 1995, p. 153). This dimension is crucial to teacher education
because for it to occur teacher education programs must instill this dimension in PTCs as
it is based on self-reflection and cultural understanding, which is a learned concept.
According to McGee Banks and Banks (1995), equity pedagogy has a
connectedness to other dimensions with pedagogical implications important for teaching
students of all backgrounds. Equity pedagogy engages students in a manner of learning
WKDWLVDLPHGDW³KHOSLQJVWXGHQWVEHFRPHUHIOHFWLYHDQGDFWLYHFLWL]HQVRIDGHPRFUDWLF
VRFLHW\´ S $VWKH\VWDWHGLWLV³DWWKHHVVHQFHRIRXUFRQFHSWLRQRIHTXLW\
SHGDJRJ\´ S WKDWLVUHIOHFWLRQ
5HIOHFWLRQLVDWWKHKHDUWRIDOORI%DQNV¶GLPHQVLRQVRIPXOWLFXOWXUDOHGXFDWLRQ
1HYHUEHIRUH0F*HH%DQNVDQG%DQNV  DVVHUWHGKDYHVWXGHQWVKDGWR³DGGUHVV
FRPSOH[LVVXHVWKDWFDQQRWEHDQVZHUHGZLWKGLVFUHWHIDFWV´ S It is important that
teachers learn to reflect on their lessons, reflect on cultural beliefs of their own,
experiences and on those of their students. In this way, they may collectively construct
equity pedagogy together. Students need teachers who understand the importance of
reflection. Teachers must prompt their students to reflect on their own experiences and on
what they learn through their curricula. The same is true for pedagogical practices in
teacher education coursework. McGee Banks &Banks (1995) stated:
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Teachers who successfully implement equity pedagogy draw upon a sophisticated
knowledge base. They can enlist a broad range of pedagogical skills and have a
keen understanding of their cultural experiences, values, and attitudes towards
people who are culturally, racially, and ethnically different from themselves. The
skills, knowledge, and attitudes necessary to successfully implement equity
pedagogy are the result of study, practical experience, and reflective self-analysis.
(p. 156)
McGee Banks and Banks (1995) stressed the continuous utilization of reflective
feedback on student work in which teachers provide students with instructions to go back
and find more information on an assignment, rather than to give a grade for reaching
lower expectations. Acceptance of mediocrity equates to acceptance of low expectations.
Students should be taught to reflect on their own assignments using this framework.
McGee Banks and Banks (2003) purported that equity pedagogy assumes certain
criteria, including the importance of self-reflection. These include the fact that there is a
set of knowledge, skills, and attitudes necessary for equity pedagogy to occur. This set of
concepts: knowledge, skills, and attitude, can also be taught and learned, they can be
³GHYHORSHGWKURXJKIRUPDl instruction, reflection on life experiences, and opportunities to
ZRUNZLWKVWXGHQWVDQGFROOHDJXHVIURPGLYHUVHSRSXODWLRQV´ S 7KH\VWUHVVHGWKH
LPSRUWDQFHWKDWDOOWHDFKHUVPXVWEHWDXJKWWR³LPSOHPHQWHTXLW\SHGDJRJ\´DQGWKH
strategies that can be used to implement these because they have been proven effective to
the benefit of all students. They also must understand that equity pedagogy is not
something that can be attended to in isolation from the other four dimensions of
multicultural education (McGee Banks & Banks, 1995). See Table 1 below.
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Table 1
%DQNV¶(1995) Five Dimensions of Multicultural Education
A. Content Integration (1995, p. 4)
1. Illuminating key points of instruction with content that reflects diversity.
2. Understanding the difference between contributions, additives, integration, and social action.
3. Ensuring that integration occurs daily in classrooms.
B. Knowledge Construction (1995, p. 4)
1. Understanding how perspectives within a group influence conclusions of that group.
2. Promoting that students construct knowledge on their own experiences and values.
3. Viewing events, issues, and concepts from different perspectives and points of view.
C. Prejudice Reduction (1995, p. 5)
1. Promoting positive intergroup attitudes between all students
2. Promoting positive attitudes toward different racial, ethnic, and cultural groups
3. Creating learning situations using lessons, units, and teaching materials with content
about different racial and ethnic, ethnic, and cultural groups.
D. Equitable Pedagogy (1995, pp. 5-6)
1. Modifying teaching situations to facilitate academic achievement among diverse
students.
2. Using cooperative methods of learning to foster interaction rather than competition.
3. Facilitation of collaborative learning strategies to foster teamwork and common goals.
E. Empowering School Culture and Social Structure (1995, p. 6)
1. Enabling students from diverse racial, ethnic, and gender groups to experience equal
status.
2. Total environment of school is on board with above (intergroup attitude and behaviors).
3. Teachers, administrators, curriculum, and assessment in line with all five dimensions.
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Table 2
6FK|Q¶V(1983, 1991) 5HIOHFWLRQ³LQDFWLRQ´DQG³RQDFWLRQ´
A. Reflection on action (1991), p. 357)
³3HUFHLYLQJWKURXJKSULRUNQRZOHGJHELDVDQGLGHDVEXWRSHQWRFKDQJH´
B. Reflection in action (1983, p. 54)
³5HIOHFWLQJDVDFWLYLWLHVRFFXUZKLOHDFWLQJRQRFFXUUHQFHVWKURXJKSULRU
H[SHULHQFH´

Schön¶V5HIOHFWLRQLQDQGRQ$FWLRQ
According to Schön (1983, 1991), reflection on action is the act of reflecting after
an act has happened. Reflecting after teaching a lesson would be an example of this
concept. Reflection in action happens right in the moment while the teaching and learning
are occurring (see Table 2). Reflection in action is often missing from the teacher
education curriculum. The reason for this may be that when PTCs go into their field
experiences teacher educators are not there with them. PTCs see reflection in action
happening as they observe their cooperating teachers. This does not mean they realize the
practice occurring as they watch it in the field. They are often too busy caught up in the
moment with so many things happening in the classroom. According to Schön (1991),
reflection in action incorporates past experience, knowledge, and reflection while adding
the next experience to it in the moment. This takes practice.
As PTCs are actually using reflection in action, most do not realize that they and
their cooperating teachers are utilizing this important skill. It must be something they
have been made aware of so that when they are in the field they will realize it when they
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see it or experience it occurring. PTCs must learn to constantly reflect on choices,
decision, actions, and consequences in the moment. It is much more difficult than
practicing reflection on action through case studies and videos in their college of
education courses.
$FFRUGLQJWR=HLFKQHUDQG/LVWRQ  ³GHYHORSLQJDµFULWLFDO¶SHUVSHFWLYHRQ
our own behavior requires the dispositions of open-mindedness, responsibility, and
wholeheartednHVVWKDW'HZH\KLJKOLJKWHGDOPRVWDFHQWXU\DJR´ S :KHQRQH
reflects on paper or behind a computer monitor one has a separation from others.
However, in discussions one is opening oneself up, and that is not easy for some people.
When there is a trusting atmosphere, reflective discourse can be highly valuable
(Zeichner & Liston, 1996).
Schön (1991), in a later compilation of case studies, pondered the importance of
research on reflective practices. He stated:
7KHUHVHDUFKHUZKRZRXOGµJLYHUHDVRQ¶ has an obligation to turn his thought back
on itself, to become aware of his own underlying stories, to search out possible
sources of blindness and bias in his own ways of making sense of the reality he
has observed. And he cannot do this unless he is prepared to entertain and test
other ways of seeing his material. (p. 357)
This concept relates to open-mindedness. Reflections on action and in action
require a great deal of critical thinking. Looking inward objectively is difficult; therefore,
sharing reflective practices through discourse is highly beneficial. This process relates to
the research cited in the previous section. Schön (1991) asserted that to reflect on one
case by combining cases together for the purpose of finding a bigger picture is to be a
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more justifiable researcher (p. 358). To clarify, PTCs reflecting together through open
GLVFRXUVHKDYHDODUJHURSSRUWXQLW\WROHDUQE\WKHH[SHULHQFHRIHDFKRWKHU¶VUHIOHFWLRQV
Howard (2003) stated, in the case of reflecting on personal and professional
EHOLHIVDERXWGLYHUVLW\WKDW³&ULWLFDOUHIOHFWLRQVKRXOGLQIRUPDOOIDFHWVRIWHDFKLQJDQG
EHFRPHFXOWXUDOO\UHOHYDQWIRUWKHVWXGHQWVEHLQJWDXJKW´ S 7KLVPHDQVWKDWDOO
aspects of reflection should be presented to PTCs pedagogically: through both reflection
on action (discussing hypothetical scenarios or reflection after the fact) and reflection in
action (in the moment situations). PTCs must be exposed to reflection and discourse, both
in action and on action. PTCs should be given opportunities to act out scenarios or
discuss vignettes or videos of taped classroom sessions, to be ready to reflect in action.
$FFRUGLQJWRVRFLRORJLVWV+DODV]DQG.DXIPDQ  ³UHIOH[LYLW\LQYROYHVD
continuous process of looking inward and outward . . . as teachers and learners; we
should become more cognizant of how what we study informs how we teach as well as
WKHIRUPVRIOHDUQLQJZHIDFLOLWDWH´ S  7KH\VWDWHGWKDW³$VWHDFKHUVDQGOHDUQHUV
we should strive to become aware of the manifestations of racial, ethnic, gender, class,
DQGRWKHUVWUXFWXUDOG\QDPLFVLQDTXHVWWREHFRPHEHWWHUWHDFKHUVDQGOHDUQHUV´
(p. 314).
Reflexivity is a concept that can be used as a tool during discourse on diversity. It
moves in all directions. When consideULQJGLYHUVLW\LVVXHVLW¶VQRWMXVW37&V¶
understanding of how to meet the needs of diverse populations of students, but to reflect
inward reflexively about their own (the PTCs) thoughts on diverse populations, their own
cultural identities, and decision making on curriculum, teaching, topics such as grouping,
planning, assessing, and ensuring that in all cases PTCs¶ own personal cultural thoughts
30

are included in the process of being reflective once they become teachers. They must be
reflexive and use that process to ensure equity in all areas of teaching and learning as
future teachers. PTCs must learn that understanding how their thoughts reflect on what
they do or how they act and that their own culture, for instance, their gender, abilities, or
age, may also play a part and any cultural identity must be reflected inward and outward
(Halasz & Kaufman, 2008).
Culturally Responsive Pedagogy
According to Ladson-Billings (1994), teachers should be engaged in critical
reflection that will challenge students to see themselves and where they fit into the world
and its influences: both negatively and positively. In that respect, reflection and
perceptions of identity play a large role in the pedagogy of culturally responsive practices
when training PTCs. They should be aware of their own conception of themselves and of
others. They should see all students as capable of success, and like Freire (1970), who
believed in teaching students to educate themselves. Ladson-Billings believes that
pedagogy is an art and a fluid process that pulls learning from the students better than by
prodding them to pick up a pencil and write what the teacher says. To train teachers who
are culturally responsive, PTCs should be taught to make connections with their students
and learn to develop learning communities that will forge collaborative relationships
where students want to help each other and work with each other (Ladson-Billings,
1995). Culturally responsive teaching means understanding that knowledge is socially
constructed. It is shaped and reshaped as students work together by questioning what they
learn, that is, discussing and reflecting on the concepts. Teachers must be passionate
about new knowledge and about learning but facilitate the learning process by scaffolding
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students and finding multiple ways to assess, while at the same time, nurturing their
talents, so as not to stifle their motivation and engagement in their own learning
processes (Ladson-Billings, 1995, pp. 478-481).
Ladson-Billings (2006) stated that beliefs and reflections play a large role in the
pedagogy of culturally relevant pedagogy when educating new teachers. Many PTCs
PHQWLRQFXOWXUHWRH[SODLQDZD\SUREOHPVZLWKHGXFDWLRQEXWFDQ¶WHYHQGHILQHFXOWXUH
³)DUWRRPDQ\SURVSHFWLYHWHDFKHUVEHOLHYHWKat they are without culture. They assume
WKHLUSDUWLFLSDWLRQLQWKHGRPLQDQWFXOWXUHPDNHVWKHPLPPXQHWRFXOWXUH´ S 
Culturally responsive pedagogy (CRP) (Ladson-Billings, 1995) is a framework of
pedagogy that guides PTCs and practicing teachers in understanding the diverse cultures
of students as well as themselves (see Table 3). Taking courses that focus on CRP may
lead more PTCs to develop new beliefs and reflect on teaching practices that take into
consideration student differences and ways to address student learning outcomes.
Concepts from CRP include: ³&RQFHSWLRQVRI6HOIDQG2WKHUV´PHDQVWKDWWHDFKHUV
XQGHUVWDQGWKH\DUHPHPEHUVRIDODUJHUFRPPXQLW\RIOHDUQHUVDQGWKDW³DOOVWXGHQWV
ZHUHFDSDEOHRIDFDGHPLFVXFFHVV´WKH\³VDZWKHLUSHGDgogy as art²unpredictable,
DOZD\VLQWKHSURFHVVRIEHFRPLQJ´ZKLFKJRHVWRVD\WKH\DUHDOZD\VOHDUQLQJDQG
³JLYLQJEDFNWRWKHFRPPXQLW\´³6RFLDO5HODWLRQV´ZKLFKIROORZDFHUWDLQVWUXFWXUHLQ
WKDWWKH\³PDLQWDLQIOXLGVWXGHQW-WHDFKHUUHODWLRQVKLSV´VKRZD³FRQQHFWHGQHVVZLWKDOO
RIWKHVWXGHQWV´³GHYHORSDFRPPXQLW\RIOHDUQHUV´WKH\IRVWHUFROODERUDWLRQDQGVKDUHG
VWXGHQWUHVSRQVLELOLW\³&RQFHSWLRQVRI.QRZOHGJH´UHODWHVWREHOLHIVDQGDVVHVVLQJ
RXWFRPHVVKRXOGEH³PXOWLIDFHWHGLQFRUSRUDWLQJPXOWLSOHIRUPVRIH[FHOOHQFH´ /DGVRQBillings, 1995, pp. 478-481).
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Table 3
Ladson-%LOOLQJV¶  &XOWXUDOO\5HVSRQVLYH3HGDJRJ\
A. Conception of Self and Others (1995, pp. 478-479)
1. All students capable of academic success
2. Pedagogy as an art; unpredictable and always in the process of becoming
3. See self as a member of the community
4. Teaching as a way of giving back to the community
5. Freirean QRWLRQRIµWHDFKLQJDVPLQLQJ¶
B. Social Relations (1995, p. 480)
1. Maintain fluid student-teacher relations
2. Demonstrate connectedness with all of the students
3. Develop a community of learners
4. Encourage students to learn collaboratively and be responsible for each
other
C. Conceptions of Knowledge (1995, p. 481)
1. Knowledge is not static; it is shared, recycled, and constructed
2. Knowledge must be viewed critically
3. Teachers must be passionate about knowledge and learning
7HDFKHUVPXVWµVFDIIROG¶ or build bridges, to facilitate learning
5. Assessment must be multifaceted, incorporating multiple forms of
excellence
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PTCs can be taught to teach in culturally responsive ways. In her book, LadsonBillings (2001) explained the way, as demonstrated in her second ethnographic study, in
which PTCs can receive pedagogy built upon the premises outlined above. One of the
PRVWLPSRUWDQWLQLWLDWLYHVWHDFKHUHGXFDWRUVFDQWDNHLVWRJLYH37&VWKH³RSSRUWXQLW\WR
GRVHULRXVLQWHOOHFWXDOZRUN´ S /DGVRQ-Billings stated that serious intellectual
work was comprised of challenging, testing, and thinking:
We challenged them to use theory (test it, challenge it, reinvent it) as they
improved their practice. Although we were concerned about how they felt about
aspects of their work, we perhaps were more concerned about how they thought
about their work. (p. 137)
Ladson-Billings (2001) emphasized that this study indicated it was just as
LPSRUWDQWWRSURGWKH37&V¶PLQGVE\HQJDJLQJWKHPLQUHIOHFWLRQVHFRQGODQguage
acquisition, and action research as methods of research as well as writing research about
teaching diverse populations, as it was to engage in the practice of teaching diverse
populations (p. 140). This only adds to the proposition that PTCs need to engage with all
styles of learning about diversity and be reflective in order to be immersed within
diversity concepts and utilizing CRP (p. 140).
In Ladson-%LOOLQJV¶  VWXG\WKHSDUWLFLSDQWVZHUHUHTXLUHGWRNHHSMRXUQDOV
to reflect on their practices and to do action research papers in order to become immersed
in their field experiences. The results of that longitudinal ethnographic study showed a
lack in the level of professional development (or scaffolding) of these researching
processes by the facilitators in the program (p. 140). That was reflective of the fact that
programs can teach or require students to reflect, act, research, and discuss, among other
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activities. However, Ladson-Billings¶ findings showed that though the participants were
selected based on their wishes to be involved in a program espousing social justice, these
practices were not as effective without continual checks for understanding of the
professional development portion in the teacher preparation program (pp. 140-141).
The differences between what is indicated by current literature, what is taught in
colleges of education, and what is experienced in the field must be addressed and
discussed in multicultural education courses, as well as across other pedagogical
coursework (McGee Banks & Banks, 1995). Students from diverse backgrounds may be
much more successful with teachers who understand their own cultures reflexively as
well as the cultures of their students, and who understand how to use culturally
responsive teaching practices (Leonard & Leonard, 2006; Marbley, et al., 2007; Nieto,
2006). As stated above, this must be done with continuous checks for understanding.
I ssues Related to Culturally Responsive Pedagogy
The U.S. is a nation made up of many cultural groups. The nation is at a time in
history when more than one-third of the public school population consists of students
who are not Non-Hispanic/White Caucasians (McGee Banks & Banks, 2003; Howard,
2003; National Center for Education Statistics, 2007). One of the reasons this is so
important is that colleges of education and teacher preparation programs are not
preparing their PTCs well enough to be ready to educate diverse populations of students
(Darling-Hammond, 2006). Universities from around the U.S. have come under scrutiny
by both government agencies and non-governmental education research foundations in
reference to not preparing PTCs to address equitable pedagogy.
According to Darling-Hammond (2006):
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As education becomes more important to life success and schools both expand the
UDQJHRIVWXGHQWVWKH\HGXFDWHDQGLQFOXGHPRUHRIWKHPLQµUHJXODU¶FODVVURRPV
teachers encounter more students with learning differences and disabilities; with
language learning needs; and with difficult family circumstances, from acute
poverty, homelessness, unemployment, and lack of medical care, to violence,
abuse, and abandonment. Teachers in many communities need to work as
professors of disciplinary content, facilitators of individual learning, assessors and
diagnosticians, counselors, social workers, and community resource managers.
(pp. 4-5)
Universities have a difficult job in preparing PTCs for their future teaching
positions when taking into account the different sub-divisions of diversity listed above by
Darling-Hammond. New teachers must get to know their students and each of their
cultural identities. They must learn how to plan for an array of different learning
methods, approaches, and strategies than ever before to accommodate the needs of a
growing population of diverse students, as shown by Darling-Hammond. PTCs must be
prepared for culturally responsive teaching to reach the deep cultures of their students.
Darling-Hammond (2006) stated further that the programs over the past twenty
years, reaching back to earlier political administrations, were advocating an idea to
advance professional workers who had content knowledge, but were not teachers,
skipping teacher education and putting them right into the classroom as teachers. In 1990,
40 states had such programs that led to great scrutiny among scholars (DarlingHammond, 2006). This practice may lessen the chance that new teachers will enter the
field with beliefs that reflect culturally responsive teaching. Additionally, Darling36

+DPPRQG¶VVWXG\RIVHYHQKLJKO\HIIective teacher education programs showed why that
practice is ineffective. According to the study, the most effective ways to ensure new
teachers are prepared for diverse populations of students were to prepare PTCs to be
ready to solve problems and to find ways to modify for various behavioral or academic
needs of diverse students. She stated that they must have excellent knowledge of their
content but also excellent knowledge of student learning styles for the PTCs to modify
their lessons. Most of these new hires from outside the field would not have the skills
taught in traditional colleges of education to meet the needs of diverse populations of
students (Darling-Hammond, 2006).
Sleeter (2008) indicated criticism of teacher education, due to the over-emphasis
RQ³SURJUHVVLYHDSSURDFKHVWRWHDFKLQJDQGIHGHUDOLQWHUYHQWLRQVWRSURWHFWPLQRULWLHV´
(p. 1948). This article was written in an effort to protect equity and democracy in
education for the students in the U.S. This meant that for equity and democracy to be
consistent in teacher education, students needed excellent teachers who have been trained
to teach linguistics and academic content with full preparation. Additionally, they must
be preparing PTCs for diverse populations so they may also examine their own thoughts
on each child to advocate for them (Sleeter, 2008). This is not something that any
professional can do with little or no pedagogical training. Diversity includes more than
gender, race, or ethnicity. There are more cultural groups subjected to discrimination
through the education system. These cultural groups include those students who may be
one or more of the following: biracial, multiracial, gay, lesbian, bisexual, having
physical, emotional, and behavioral disabilities, various religious affiliations, ELLs, and
DQ\RWKHURSSUHVVHGJURXSV7KHUHIRUHLWLVLPSRUWDQWWKDW37&V¶SULRUEHOLHIVEH
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challenged through reflective practices in order to develop more openness to all different
variations of cultures.
$FFRUGLQJWR1LHWR  ³5Dther than rely on bureaucratic responses for
complex problems, we should instead transform teacher education programs to be more
UHVSRQVLYHWRRXUQDWLRQV¶HGXFDWLRQDOQHHGV´ S 6KHPHQWLRQHGWKDW37&VVKRXOG
be given the tools they need through their courses, experiences in the field, and other
activities that will show them different cultures and how to meet their needs by holding
discussions and attending conferences in diversity as well as giving them academic
literature to study that is current. She reiterates what Darling-Hammond and Sleeter have
FRQWHQGHGWKDW³WHDFKLQJLVPRUHWKDQDMRE´ SS-471).
In order to reflect on biases prevalent in field experiences, PTCs must have a solid
understanding of their own beliefs in relation to cultural diversity, as they could equate to
stereotyping, gender bias, racism, and ethnocentricity. Ladson-Billings (2006) stated that
there is a lack of attention to culture in education. To make the point, she stated that
many White students do not even know they have a culture. They equate culture to a
conception of people who are anything but Non-Hispanic/White people of European
descent. One of the best concepts to educate PTCs is Ladson-%LOOLQJV¶  FRQFHSWRI
culturally responsive pedagogy; or as Gay (2013) proposed, culturally relevant practice.
*D\  VWDWHGWKHVHWKUHHFRQFHSWVPXVWEHWDXJKW³  UHVWUXFWXULQJWHDFKHU
attitudes and beliefs about cultural, ethnic, and racial diversity . . . (2) resisting resistance
to cultural diversity in teacher education and classroom instruction . . . and (3)
establishing pedagogical connections between culturally responsive teaching and subjects
and skilOVURXWLQHO\WDXJKWLQVFKRROV´ (p. 48). Resistance to culturally relevant practice
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occurs for several reasons, which include WHDFKHUVZKR³GRQ¶WEHOLHYHLWFDQEHGRQHLW¶V
LPSRVVLEOHWRGRRUHYHQWKDWLW¶VUDFLVW´ (p. 56). Gay (2013) eased the misunderstandings
of several educators when approached by resistance to culturally relevant practice by
explaiQLQJWRWKHP³'LYHUVLW\LQWHDFKLQJWHFKQLTXHVDQGUHVRXUFHVLVQHFHVVDU\WR
DFKLHYHHGXFDWLRQDOHTXLW\DQGH[FHOOHQFH´ S /HVVRQVZLOOQHHGWREHEURNHQGRZQ
E\WKH³FKDUDFWHULVWLFVRIWKHVHWWLQJLQZKLFKWKH\RFFXUDQGWKHSRSXODWLRQVIRUZKRm
WKH\DUHGHVLJQHG´ S $FFRUGLQJWR*D\  ³FXOWXUDOO\UHVSRQVLYHWHDFKLQJLVD
technique for improving the performance of underachieving ethnically and racially
diverse students . . . it teaches to and through cultural diversity (p. 67)
The points made by Gay (2013) mirror similar points by Irvine (2009) and Sleeter
(2012) regarding the beliefs of many schools that they are practicing culturally relevant
pedagogy, when in reality, they are only being culturally responsive to the students in
some cases and the content in others, but not to the full measure of culturally relevant
SHGDJRJ\DVIDUDVOHDUQLQJWRWHDFKFRQWHQWWKURXJKWKHVWXGHQWV¶RZQFXOWXUHV
$FFRUGLQJWR,UYLQH  FXOWXUDOO\UHOHYDQWSHGDJRJ\³PHDQVVLPSO\
acknowledging ethnic holidays, including popular culture in the curriculum, or adopting
colloquial speech´ (p. 58). (YHQWKRXJK,UYLQHFRQWHQGHGWKDWWKLVPD\KHOSWKHVWXGHQWV¶
self-esteem, there needs to be a social component and a learning component to the
curriculum or LWLVMXVWDPDWWHURIDWHDFKHUOHDUQLQJPRUHDERXWDVWXGHQWV¶FXOWXUHDQG
DSSO\LQJLWWRWKHOHVVRQVRUWKHZD\WKH\UHODWHWRWKHVWXGHQW,W¶VPRUHWKDQWKDW,UYLQH
VWDWHG³,IQHZLQIRUPDWLRQLVQRWUHOHYDQWWRWKRVHIUDPHZRUNVRIFXOWXUHDQGFRJQLtion,
SHRSOHZLOOQHYHUUHPHPEHULW´ S ,UYLQHSURPRWHGVRFLDODFWLRQDVDQDSSURDFKWR
FXOWXUDOO\UHVSRQVLYHSHGDJRJ\,W¶VJUHDWWRNQRZWKHVWXGHQWV¶FXOWXUHDQGWRUHDFKWKHP
39

through the curriculum they understand, but a larger issue is to help them believe they
matter within the framework of their own culture and their own learning situations.
$FFRUGLQJWR,UYLQH  ³&XOWXUDOO\UHOHYDQWWHDFKHUVDVDFWLRQUHVHDUFKHUVH[WHQGWKH
reflection process. Action research is inquiry conducted by teachers for teachers for the
SXUSRVHRIKLJKHUVWXGHQWDFKLHYHPHQW´ S 7KDWLVWKURXJKUHIOHFWLRQDQG
experience with their diverse populations of students, the best way to ensure they are
reaching them with content as well as culture is to conduct action research and determine
how well their processes are working.
Sleeter (2008) contended that there are many ways that culturally responsive
pedagogy has been misinterpreted as a concept to include in curriculum or as the
importance of getting to know the students in the class. Too often, the concept gets lost in
the political analysis of what teachers do in the classroom:
Attempts to work with culturally responsive pedagogy become increasingly more
difficult. Teachers have less time to research curriculum that students can relate
to, non-tested curriculum disappears under pressure to raise test scores, and
teachers are increasingly patrolled to make sure they are teaching the required
curriculum. (p. 577)
The problem with this, besides the fact that the essential ways to teach diverse
populations of students has become more and more difficult, according to Sleeter (2008),
is that when PTCs go into their field experiences to learn from their cooperating teachers,
it is often the case that they observe very little culturally competent teaching.
Sleeter (2012) stated that the same problem exists in the attention paid to
culturally relevant pedagogy in schools. By a review of current literature, many schools
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equate learning student cultures and using their cultures in the curriculum with culturally
responsive pedagogy and that is not what the term means (Hill, 2009, Milner, 2011;
Mitchell, 2010).
The Sociological I magination and Pragmatics
0LOOV¶  FRQFHSWRIWKHVRFLRORJLFDOLPDJLQDWLRQZDVEased on pragmatism, a
FRQFHSWRIWHQXVHGLQWKHVSLULWRI'HZH\¶VLGHDV. The intent of this study was to pull all
of these components: beliefs, knowledge, reflection, diversity, equity, multiculturalism
and culturally responsive pedagogy into a workable model for future studies. Mills
(1959) also found a way, through what he termed the sociological imagination, for people
experiencing phenomena to use their ideas and bring social issues relevant to society to
the forefront of intellectual study as a voice for change.
0LOOV¶  FRQFHSWLRQRIWKHVRFLRORJLFDOLPDJLQDWLRQhas been used in this
study as a backdrop for understanding why it is important, not only to find the meaning
RIWKH37&V¶SHUFHSWLRQVEXWWRXQGHUVWDQGKRZWKHLUH[SHULHQFHVDUHFRQQHFWed from the
LQGLYLGXDOOHYHOWRWKHODUJHUVRFLDOLQVWLWXWLRQOHYHO,QKLVILUVWFKDSWHU³7KH3URPLVH´
Mills wrote:
Nowadays, men often feel that their private lives are a series of traps. They sense
that within their everyday worlds, they cannot overcome their troubles, and in this
feeling, they are often quite correct: What ordinary men are directly aware of and
what they try to do are bounded by the private orbits in which they live; their
visions and their powers are limited to the close-up scenes of job, family,
neighborhood. (p. 3)
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Even back in 1959, Mills knew that people felt trapped within their own place in
WKHJUHDWHUUHDOPVRIVRFLHW\+HZURWH³7KHIDFWVRIFRQWHPSRUDU\KLVWRU\DUHDOVRIDFWV
about the success and the failure of individual men and women . . . Neither the life of an
LQGLYLGXDOQRUWKHKLVWRU\RIDVRFLHW\FDQEHXQGHUVWRRGZLWKRXWXQGHUVWDQGLQJERWK´
(p. 3). It is in that respect that this study has been conducted. Based on teaching at all
levels from K-12 and experiencing a society in which students have been mistreated by
uncaring teachers with low expectations for different students, often due to their cultures,
this study has evolved from inner thoughts about these experiences to an academic
approach in order to voice these concerns about contemporary education.
Chapter Summary
The teaching profession relies on teacher education programs to prepare teachers
to address the needs of diverse students in U.S. public schools. PTCs should be aware of
culturally responsive pedagogy, equity pedagogy, the benefits of reflection, and the
crucial role that their beliefs may play in shaping the education of their future students.
They need to be aware of what both surface and deep culture mean in order to learn the
cultures of their students. Academic scholars have been writing about equity pedagogy
since Dewey (1933). Through reflection and discourse, the understanding of cultural
diversity, and how beliefs shape reflections, teacher educators may groom an entire new
generation of PTCs. In the words of Gay  ³(GXFDWLRQDORSSRUWXQLWLHVDQG
outcomes are more equalized for ethnically and racially diverse students when their
cultural frames of reference and background experiences are used as scaffolds to teach
DFDGHPLFNQRZOHGJHDQGVNLOOV´ S 7KHVHZRUGVDUHDUHDVRQDEOHV\QWKHVLVLQWKLV
review.
42

Chapter Three: M ethodology
Research Rationale
This study utilized a mixed methods approach to determine the extent of
development in the personal and professional beliefs about diversity of PTCs attending a
college of education program that infuses these concepts throughout the coursework. A
pragmatic mixed-methods multilevel design was used for this study. According to
Creswell and Plano Clark (2007):
The premises of this design are that a single data set is not sufficient, that different
questions need to be answered, and that each type of question requires different
types of data . . . This design is particularly useful when a researcher needs to
embed a qualitative component within a quantitative design. (p. 67)
This mixed methods design conducted quantitative research through Likert-type scales on
two levels of participants: a group of juniors (noted as Level one) and the same scales for
a group of seniors (noted as Level two) from the elementary education degree program at
one college. Qualitative data were embedded within the quantitative phase, as
observations, interviews, and document analysis. Creswell and Plano-Clark (2007) stated
this method is suLWDEOH³WRH[DPLQHWKHSURFHVVRIDQLQWHUYHQWLRQ´ S 7KDWLVWKH
case for this research: an infusion of diversity concepts into coursework taken during
initial courses and during the methods courses between junior and senior-level courses.

43

According to Creswell and Plano Clark (2007), a key rationale for using mixed
methods is that it includes WZR³SHUVXDVLYH´W\SHVRILQIRUPDWLRQ³QXPEHUVDQG
QDUUDWLYH´ S DQGLW³PD\KHOSEULGJHWKHJDSEHWZHHQUHVHDUFKDQGSUDFWLFH´
(p. 175). In addition, Johnson and Ongwuebuzie (2004) contended that a mixed-methods
design enhances qualitative research studies by adding a dimension to the study not
available with strictly empirical data. According to Stevens (2007), more mixed-methods
approaches in the field of social justice research are needed to balance out the literature
and strengthen various findings of researchers in the field of education.
Research Questions
1. Is there a significant difference in the level of 37&V¶ personal or professional
beliefs about diversity between the early stages and later stages in pedagogical
coursework designed to infuse diversity concepts grounded in reflection?
2. Are there inferences that may be made about the possible effects of the
XQLYHUVLW\¶VHOHPHQWDU\ HGXFDWLRQGHJUHHSURJUDPRQVSHFLILFJURXSVRI37&V¶
developing beliefs about diversity as seen through a lens of reflection and discourse
during classroom observations, interviews of course instructors, and document analysis?
Hypothesis
Preservice teaFKHUFDQGLGDWHV¶SHUVRQDODQGSURIHVVLRQDOEHOLHIVDERXWGLYHUVLW\
will vary after pedagogy infused with diversity concepts administered through application
of pedagogy utilizing reflection and discourse.
Research Site
The site for this study was a university in the Southeastern U.S. with total
enrollment of approximately 27,000 undergraduate and graduate students. This
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information and all other research site information were obtained from the university
website. The university had seven branch campuses spread over an area of approximately
100 miles in the Southeastern U.S. at the time of the study. Four college of education
branches were used for this study.
Course I nstructor Participants
Course instructors teaching the upper-division courses for the elementary
education degree program were contacted with an IRB-approved e-mail (see Appendix
A) asking them if they would agree to participate in a doctoral study through one or both
of its phases. It was explained that participation was anonymous and that Phase one
involvement was minor. It consisted of the distribution of a letter (see Appendix B) to
students explaining the study with two uniform resource locator (URL) codes (one for
junior participants and one for senior participants), mentioning the importance of
education research to the students, and posting the URL codes on their website. It was
also mentioned in the e-mail that seven course instructors were needed to volunteer for
Phase two of the study. Phase two included a one-hour observation of their class, a copy
of their syllabus, and a short 15-minute interview.
The instructors were assured that the study would not be a reflection of their
pedagogy, but that their input would be valuable in identifying the effects of the
elementary education degree program on PTCs. The instructors were informed that data
from course syllabi, observations, and interviews would remain anonymous. They were
assured that all data would be secured in a locked location or on a data protected
computer and destroyed two years following analysis.
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Fourteen course instructors responded to the request. Twelve course instructors
responded by return e-mail and two responded after a staff meeting. Of the fourteen
course instructors, all indicated an interest in helping with Phase one and nine of them
indicated they would be willing to participate in Phase two of the study. Seven course
instructors were selected for Phase two based on common schedules and proximity
between campuses. It was proposed in the IRB proposal that there would be one course
instructor chosen from each of the seven courses that students were required to take at the
start and end of their upper division coursework. This included their three initial courses
as juniors (N = 3) and their four terminal courses prior to student teaching as seniors (N =
4). However, as stipulated in the IRB proposal, if course instructors from each course
were not available, two course instructors from the same course would be utilized to
make up the seven course instructors for the research study. In this case, for the junior
courses, there were four course instructors, two from the same course. For the senior
courses, there were three course instructors selected from the four courses. One of the
senior course instructors who originally agreed to participate in Phase two of the study
could not meet at any of the same scheduled times for a course observation. A different
instructor was selected from the replies to the initial request.
The sample population for this group of participants consisted of a purposeful
sample, due to the fact that instructors were selected from volunteers fitting the criteria.
Instructors were chosen from those who were available at times the researcher was
available, and fitting in proximally among the four branches of the college utilized for
this study.
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Table 4
,QVWUXFWRUV¶ Position and Participation in the Research
Course instructors

Position

Observation

Interview*

Syllabus

Junior Course Instructors
Course instructor A
Course instructor B
Course instructor C
Course instructor D

Adjunct
Assistant
Adjunct
Instructor

Yes
Yes
Yes
Yes

Informal
Taped/Phone
Typed/Skype
Taped/Phone

Yes
Yes
Yes
Yes

Instructor
Adjunct
Adjunct

Yes
Yes
Yes

Taped/F2F**
Taped/Phone
Typed/Phone

Yes
Yes
Yes

Senior Course Instructors
Course instructor E
Course instructor F
Course instructor G

Note. Interview* (see data collection for interview method clarification), F2F** = Face to Face (in person)

Preservice Teacher Candidate Participants
Level one participants (juniors) consisted of PTC volunteers who were
elementary education degree-seeking undergraduate students early in their three initial
upper division courses. Level two participants (seniors) consisted of PTC volunteers who
were elementary education degree-seeking undergraduate students near the end of their
terminal four upper division undergraduate courses. The sample population for this group
of participants consisted of a purposeful sample, due to the fact that though all students in
the classes were given letters to participate, there were stipulations denoting which types
of students would not be considered for the study.
Graduate students, senior transfer students, and those not majoring in elementary
education with certification and ESOL endorsement were not included. They would not
have participated in the entire program under study that included the treatment of
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FRXUVHZRUNLQIXVHGZLWKGLYHUVLW\FRQFHSWVDQGUHIOHFWLRQDFFRUGLQJWRWKHFROOHJH¶V
mission statement.
PTCV¶ consent was collected through the online belief scales (see Appendix C).
The first page included the entire consent agreement with a next button that they were
instructed not to click if they did not agree to the terms.
Initially, 21 PTCs responded within two weeks. Per IRB approval, if there was a
low response rate, permission was granted to ask course instructors to send out an e-mail
reminder to their students who may have wanted to respond and forgotten. After the two
rounds of requests, 57 students responded. One response was discarded because the
participant did not reply to the scale questions, and two respondents identified themselves
as graduate students so their scales were eliminated. Four PTCs who identified
themselves as juniors responded to the senior scales. They mistakenly used the wrong
Uniform Resource Locator (URL). Their responses were removed from the senior scale
pool and FRGHGZLWKWKHMXQLRUUHVSRQGHQWV¶ results. Similarly, one senior respondent took
the junior URL. Responses from that PTC were coded into the senior UHVSRQGHQWV¶
results. This was possible because the scales for each pool were identical and transcribed
into an online survey program with separate URLs given to PTCs for juniors than seniors
on the initial letter of participation. There were questions pertaining to year in school at
the beginning of the scales that allowed the errors to be noted and the misidentified
VWXGHQWV¶VFDOHVZHUHDGGHGWRWKHFRUUHFWVFDOHSRROV
The amount of scales collected resulted in a total of 54 respondents. The IRB
approval was for 400 scales. There were 395 requests for scale participation, and the
resulting response rate for this study was 14% (N = 54).
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Data Collection
The chosen course instructors were sent e-mails (Appendix A) once the IRB
proposal was approved. Each course instructor who responded to the e-mailed request
and indicated a willingness to participate in Phase one, Phase two, or both phases of the
study received a follow-up e-mail to answer questions and set up times for observations
and interviews. Those wishing to participate in Phase one or both Phase one and Phase
two were brought IRB approved student letters (Appendix B) copied on light blue paper.
The purpose for the colored paper was for the letters to stand out among the rest of the
37&V¶FRXUVHZRUN7KHOHWWHULQGLFDWHGWKDWDGRFWRUDOVWXGHQWZDVLQQHHGRIWKHLUKHOS
with a scale that would take approximately 5-10 minutes to complete. It was made clear
in the letter that the students should not take the scales in class. It was indicated that there
was no penalty for non-participation or any reward for participation. The students were
advised to take the scales one time only and that participation was anonymous. Nonelementary education majors, graduate students, transfer senior students, or minors were
not eligible to participate, due to the need to study PTCs who had been enrolled
exclusively at this one university throughout their junior and senior years. They were read
an administration script that was e-mailed to instructors (Appendix D).
Data collection phases. The data collection procedures for this research were
implemented in two phDVHV7KHILUVWSKDVHLQYROYHGWKHDGPLQLVWUDWLRQRIWKH³3HUVRQDO
DQG3URIHVVLRQDO%HOLHIVDERXW'LYHUVLW\6FDOHV´ 3RKDQ $JXLODU 7KHVFDOHV
were distributed to determine the extent to which the personal and professional beliefs of
PTCs about diversity develop between the early stages (juniors) and final stages (seniors)
of their upper-division coursework. Course instructors who volunteered for this phase
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solicited volunteer PTCs to complete scales by distributing the letters, reading the
administration script and inviting the PTCs to complete the scales.
The Phase two component was implemented to supplement the quantitative
findings through examination of various components of the elementary education
program through qualitative methods. Phase two course instructors were reminded by email to submit a copy of their syllabi from their courses to help identify coursework,
dates of meetings, and agenda for the date of the observations. Instructors granted the
researcher a one-hour class observation (see Appendix E) by agreeing to proposed times
sent to them by e-mail from the researcher. Each of the seven volunteer course instructors
was interviewed for the purpose of gauging more perspective on the PTCs, coursework,
and the elementary education proJUDPLQUHODWLRQWR37&V¶EHOLHIVDERXWGLYHUVLW\
concepts (see Appendix F). The course instructors who agreed to participate in Phase two
were given consent forms to sign (Appendix G). The forms included a promise of
anonymity, an outline the steps of the two different phases of the research and a choice to
circle whether or not they wished to be audio-taped during the interview. All forms were
signed. Three instructors chose not to be audio-taped: one wished to use Skype, another
did an informal interview after which a field memo was written, and a third interview was
conducted by phone and typed. Phase two course instructors also distributed the student
letters (regarding the quantitative scales), read the administration script, and invited PTCs
to complete the scales. The course instructors participating in Phase two of the study sent
their syllabi via e-mail and indicated the best possible times for a class observation. A
schedule was set up for the researcher to observe each course for one hour. During the
first observation, the field notes were typed on a laptop using a word processing program,
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but it seemed that the typing was a distraction. After about fifteen minutes, the researcher
chose to hand write all field notes and transcribe them later. When one of the instructors
was absent for the final observation, another instructor who had indicated an interest in
participating was contacted and that class was observed instead.
All seven instructors were e-mailed about a possible time and place for a short
interview. One of the Phase two instructors did not want to be formally interviewed, but
agreed to an informal discussion about teaching the course, the assignments, and the
program in general. A field memo was written immediately following the informal
interview to ensure a solid recollection of the discussion. Of the remaining six instructors,
two others agreed to the interview, but did not wish to be audio-taped. One instructor
agreed to be interviewed on Skype and the other instructor was interviewed over the
telephone and it was typed. One instructor agreed to a face to face interview that was
taped. That interview was transcribed along with the remaining three telephone
interviews, which were also taped.
Transcripts from the interviews were e-mailed to course instructors for member
checking after they were transcribed into a word processing document on a password
protected computer. All course instructor participants responded to confirm the accuracy,
add to the responses, or to make corrections. Each course instructor e-mailed a
confirmation that the transcription was correct. Two course instructors e-mailed
additional information and one course instructor inquired about how anonymity would be
protected. This concern was addressed. As far as the interviews, no identifiable
information would be utilized.
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Originally, critical assignments from the PTCs in Phase two were to have been
utilized. The instructors had each sent them when asked. Due to the different tasks in the
assignments from different types of courses, the researcher determined that comparing
them or attempting to code and categorize them was not valuable to the study, so they
were not utilized.
Quantitative I nstrumentation
The Pohan and Aguilar (1999) ³Personal and Professional Beliefs about Diversity
Scales´ which the authors constructed with two piloted, two preliminary, and six field
tested scales were used for this study. In their search for a viable instrument which held a
high degree of reliability and validity, following a review of fourteen scales previously
constructed by other researchers, Pohan and Aguilar (2001) determined that they could
create an instrument carefully over time, with pilot tests, preliminary tests, and field tests
to ensure they created the most psychometrically reliable and valid measure of diversity
scales to be utilized for several educational purposes, including that of measuring beliefs
of preservice and/or practicing teachers regarding diversity issues. The creation of these
scales was funded by three colleges of education: University of Nebraska-Lincoln,
Teachers College, and San Diego State University (Pohan & Aguilar, 2001).
In the development of the instrument, Pohan and Aguilar (1999) tried to include a
range of diversity issues. This range of issues provided a way of distinguishing
individuals who were more accepting of various issues of diversity from those who were
less accepting or less tolerant about issues of diversity as defined by the selected topics
included on the scales (Pohan & Aguilar, 2001).
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The scales in this research study were worded exactly as the original scales using
one URL for juniors and one for seniors. One portion of the instrument was based on
personal beliefs about diversity and was comprised of 15 personal belief statements. The
second portion of the instrument was based on professional beliefs about diversity
comprised of 25 professional belief statements. The scales consisted of measurements of
diversity in respect to (a) race/ethnicity, (b) gender, (c) social class, (d) sexual
orientation, (e) persons with disabilities, (f) language, (g) and religion. The educational
topics covered in the professional measures included ability tracking issues, instruction,
staffing, segregation, curricular materials and multicultural education in relation to
professional teaching beliefs about the topics listed above related to diversity (Pohan &
Aguilar, 2001). The personal scales utilized the same topics, but related them to personal
beliefs, such as friendship, relationships, and personal situations.
Requests to use the scales in this study were e-mailed to the authors (Appendixes
H & I). In addition to permission, a scoring and administration guide was forwarded from
the authors (Pohan & Aguilar, 1999). This guide was followed exactly as given. Scoring
instructions were followed and they are outlined below. The administration guide called
for reverse scoring to help prevent PTCs from perceiving any leading answers. The
scoring guide and scoring sheets were not shared with the participants. The researchers
for the instrument tested for survey bias to determine which questions to reverse score
and those questions to be reverse scored were included with the scoring guide (Pohan &
Aguilar, 1999). For each participant, there was a scoring sheet for each personal and
professional belief scale. The Likert-like scale items: strongly agree, agree, unsure,
disagree, and strongly disagree were each given corresponding numbers from 1-5 for
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each statement on the scales. For most items, the numbers given were as specified above;
statements with a star were reverse scored, that is, meaning that strongly disagree would
be given a score of 5, agree would be scored a 4, unsure would still be scored as a 3,
disagree would be scored a 2 and strongly disagree would be scored as a 1.To conduct
scoring for each item, a final row on the scoring sheet for each belief statement was given
for tallying the belief score on each item to reach a total belief score for that scale (one
for personal and one for professional). After all of the scores on each sheet were entered,
the scores for each sheet were tallied. The total for each belief scoring sheet was the
SDUWLFLSDQW¶VSHUVRQDOVFRUHDQGon the professional scoring sheet was their professional
score. Pohan and Aguilar purported that coursework may be the factor to promote this
significance and that overall, the scales do present reliable and valid tests of personal and
professional beliefs of diversity (p. 174). The scales used for the current study followed
all specifications in the administration scoring guide in order to ensure a high degree of
reliability and validity as shown in the Pohan and Aguilar (1999) administration guide.
Qualitative I nstrumentation
A protocol was utilized for observations (see Appendix E) and a different protocol
was developed for interviews (see Appendix F). The field notes and interview transcripts
were input into the Atlas.ti program for open coding along with the syllabi (see
Appendixes J-M). Codes were assigned to categories created by the researcher for the
study: diversity, reflection, and discourse (see Table 9). A researcher-created analytical
matrix of open coding was matched to categories by theme (see Table 10). The
quantitative and qualitative portions of the research design are diagramed below (see
Figure 1).
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Research Questions

Quantitative Multilevel Data
³3HUVRQDODQG3URIHVVLRQDO%HOLHIV6FDOHV´

Level one (Juniors)

Level two (Seniors)

Course Syllabi

Course Observations

Instructor Interviews

Figure 1.

Multilevel Design for Data Collection
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Quantitative Data Analysis
Junior and senior individual participant scores for personal and professional
beliefs about GLYHUVLW\ZHUHFDOFXODWHGDFFRUGLQJWRWKHVFDOHV¶DGPLQLVWUDWLRQJXLGH.
Junior participant scores for each scale were averaged, and senior participant scores for
each scale were averaged$OOVFRUHVKHHWVZHUHORDGHGLQWRWZRILOHVRQHIRUMXQLRUV¶
indivLGXDOSHUVRQDODQGSURIHVVLRQDOEHOLHIVFRUHVDQGRQHIRUVHQLRUV¶LQGLYLGXDOSHUVRQDO
and professional belief scores. Following this process, t-tests were performed on the
means of the personal beliefs scores for the two levels: junior and senior PTCs, and t-tests
were performed on the means of the professional beliefs scores for the two levels: junior
and senior PTCs. A &RKHQ¶Vd test was performed on the senior development of beliefs
about diversity. This was done to determine the effect size of the results of the t-tests on
the difference between junior and senior professional belief scales, which were
statistically significant. 7KH&RKHQ¶Vd was not needed for personal belief scores, which
were not significant. Findings are in chapter four.
Qualitative Data Analysis
Question two was addressed using document analysis of syllabi, class
observations, and course instructor interviews. The observation field notes, interview
transcripts and syllabi were entered into the Atlas.ti program and open coding was
conducted (see Appendixes J-M). Codes were applied to the qualitative data to analyze
for patterns and broader themes using categories created at the outset of the study:
reflection, diversity, and discourse (see Table 10). Researcher themes emerged from
various indicators of the theoretical framework matched to observation field notes (see
Tables 6-8) and input into an analytical matrix through this analysis (see Table 9).
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Limitations and Delimitations
The assumptions and findings based on the two scales were limited because there
were two groups of participants who completed the scales (juniors and seniors). The
scales were distributed to Level one (juniors) at the start of their upper division program
and Level two (seniors) in their last semester of the upper division program rather than
longitudinally to the same PTCs two years apart. Both groups of PTCs who participated
in the research were only those who have been enrolled exclusively as undergraduate
juniors and seniors at the FROOHJHRIHGXFDWLRQ¶V elementary education degree program
with ESOL Endorsement.
A second limitation involved the fact that the responses to the scales from both
levels of participants resulted in an unequal number of junior and senior respondents.
However, this is a common occurrence when conducting mixed-methods studies
(Creswell & Plano-Clark, 2007).
A third limitation was the level of spuriousness inherent in such a study in which
multiple methods were used. This could cause many unknown factors difficult to
determine. For example, it is not possible to know that the course instructors did what
they said they would do. It was also possible some PTCs were confused and checked
answers they did not mean to check. The researcher had no control over the actions of
course instructors or PTC participants when it came to how many letters were distributed
by course instructors, how many PTCs were absent the day they were handed out, and
whether there was follow through by the instructors or PTCs.
Another limitation to the study was that no demographic statistical testing was
utilized. Demographics are a part of the scales.
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There were 395 requests for scale participation. The resulting response rate for
this study was 14% (N = 54). There was a total possible population of 1,261 students.
Low response rate of 14% was a limitation. Low response rates may be typical in
research involving this type of data collection. A larger limitation was the approximate
2% of the possible population from which a sample size could have been chosen if all
sections of the named courses were included in the study (Morris, J., personal
communication, 2010).The study conducted on 395 participants and seven sections was
approximately 2% of the possible sample population. It would have been more beneficial
to gain a larger sample.
Delimiting the study was that in order to participate the PTCs were required to
enroll in and pass 12 more methods and elective courses between the initial three and
final four courses utilized for this study. These courses were a part of the program
studied.
The second delimitation for this study was the decision to interview course
instructors rather than PTCs. The reason for this was to (a) minimize non-participation of
PTCs, (b) utilize the instructors to learn from their owQH[SHULHQFHVRI37&V¶EHOLHIV
about diversity as well as to increase likelihood of participation, and (c) involve
instructors in their own reflection on the courses through their participation and
verification of field notes. Reflecting on their courses through this study might be a way
for the instructors to revisit their syllabi and course assignments to promote student
reflection and awareness of diversity concepts after reading the research study.
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Chapter Four: Findings
Chapter four includes a report on the findings for both the quantitative scale
results as well as the embedded correlation qualitative data from the document analyses,
observations, and interviews. Data were correlated to the three research questions as well
as the five interview sub-questions from the interview protocol (Appendix F).
Research Question 1
,VWKHUHDVLJQLILFDQWGLIIHUHQFHLQWKHOHYHORI37&V¶SHUVRQDORUSURIHVVLRQDO
beliefs about diversity between the early stages and later stages in pedagogical
coursework designed to infuse diversity concepts grounded in reflection?
Belief scales. Independent two-tailed t-tests were performed on the means of
junior and senior personal and professional belief scales, with an alpha of .05 used on the
calculations of individual means for personal, as well as professional scales (Pohan &
$JXLODU $&RKHQ¶Vd was calculated to determine the effect size of the results.
The difference between junior and senior participant personal belief means was
not significant, t(52) = 1.11, p > .05. The difference between junior and senior participant
professional belief means was significant, t   S$&RKHQ¶Vd test was
performed on the professional scales revealing an effect size of .588, generally defined as
large (Cohen,  7KLVLQGLFDWHVWKHHIIHFWVL]HRIWKHSURIHVVLRQDOEHOLHIV¶
development between means of junior and senior participants was statistically significant,
and the effect size was large (see Table 5).
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Table 5
Junior and Senior Personal and Professional Scale Score Means
Personal Beliefs

Professional Beliefs

M

SD

M

SD

Juniors

59.95

7.08

82.81

7.58

Seniors

57.55

8.17

87.61

8.41

Summary of belief scales. The means for professional beliefs about diversity
scale scores development in the professional beliefs about diversity between junior and
senior PTCs were analyzed through t-tests and found to be statistically significant. A
&RKHQ¶Vd analysis of effect size indicated a large effect size (Cohen, 1988). The t-test for
WKHSHUVRQDOEHOLHIVFDOHVPHDQVRISDUWLFLSDQWVZDVQRWVWDWLVWLFDOO\VLJQLILFDQW&RKHQ¶V
d was not performed for the personal scales.
Research Question 2
The question to be answered through the qualitative portion of the study was: Are
WKHUHLQIHUHQFHVWKDWPD\EHPDGHDERXWWKHSRVVLEOHHIIHFWVRIWKHXQLYHUVLW\¶V
elementary education degree program on speFLILFJURXSVRI37&V¶GHYHORSLQJEHOLHIV
about diversity as seen through a lens of reflection and discourse during classroom
observations, interviews of course instructors, and document analysis?
Document analysis: Syllabi. The syllabi were helpful illustrations of the college
RIHGXFDWLRQ¶VDWWHQWLRQWRLVVXHVRIGLYHUVLW\WKURXJKRXWDOOFRXUVHZRUN,WZDVFULWLFDOWR
the findings to note that in the course objectives there were several standards related to
addressing diverse populations of elementary school students directly or in lesson
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planning. They have been included for each of the seven courses: the three initial juniorlevel courses of the program and the three of the four required terminal senior-level
courses. Each of these courses was set up to address diversity issues to give the PTCs a
foundation in addressing diverse needs of all of their students early in the program. The
importance of these three courses was to give PTCs a solid foundation to move forward
through their 12 electives and methods courses before the terminal four courses, by which
time they should have become proficient at addressing diverse populations of students.
Junior language arts and literature syllabi. In the two junior language arts and
literature courses studied there were three objectives related to diversity issues listed on
the syllabi. Objective number three stated:
Students will give evidence of knowledge (identification, selection, and
assessment) of a wide range of substantive FKLOGUHQ¶VDQGDGROHVFHQWOLWHUDWXUe,
including varied genre and cultures, along with its application across the
curriculum to meet the needs of native speakers as well as [elementary education]
LEP students. (Junior Language Arts and Literature syllabi)
Objective eight stated:
Ability to create and teach lesson plans that incorporate the Sunshine State
Standards and use instructional materials that will effectively foster literacy
development and meet the needs of all students, regardless of cultural, racial,
economic, and/or social backgrounds and/or special needs. (Junior Language Arts
and Literature syllabi)
Objective nine stated:
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A working knowledge of a variety of formal and informal literacy assessment and
evaluation measures to impact instruction in literacy that are applicable for both
L1 and L2 [first language and second language learner] students. (Junior
Language Arts and Literature syllabi)
Junior introduction to TESOL syllabus. The objectives for the junior TESOL
course infuse concepts of teaching ESOL elementary school students through almost
every objective. These include first and second language acquisition, facilitating second
language development, linguistics, strategies for teaching listening, speaking, reading,
and writing to English Language Learners, as well as adapting materials for all levels of
English Language Learners, classroom management, current research, and parent
involvement. The final objective was very relevant to this study on diversity issues, due
to the fact the objective included ensuring that PTCs reflect on their own cultural beliefs:
6WXGHQWVZLOOLGHQWLI\WKHLPSDFWRIGLYHUVHVWXGHQWV¶FXOWXUDOEDFNJURXQGRQ
teaching and learning, as well as how their own cultural beliefs and
understandings may affect the way they perceive their students and learn to
UHVHDUFKWKHLUVWXGHQWV¶EDFNJURXQGVLQUHODWLRQWRWKHLUFXOWXUDOVHQVLWLYLWLHV
(Introductory TESOL course syllabus)
Junior multicultural education syllabus. In the multicultural education course, a
junior-level course, objective nine stated:
Explain the relationships among language, dialect and culture and provide the
educational ramifications of these relationships. Explain how access to linguistic
capital is different among American cultural groups and how this affects
academic success. (Multicultural Education course syllabus)
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Objective 10 stated:
Conduct in-depth research on a topic related to multicultural/ethnic diversity.
Explore ethnicity/culture from historical & sociological perspectives.
(Multicultural Education course syllabus)
Objective 15 stated:
Explain how attitudes about racial, cultural, ethnic, and linguistic differences have
influenced hegemony, oppression and public policy in the U.S. (Multicultural
Education course syllabus)
Senior reading field experience syllabus. In the senior reading course there were
three objectives related to diversity issues listed on the syllabus. Number 3 read:
Determine and use appropriate instruction methods and strategies for individuals
and groups, using knowledge of first and second language acquisition processes.
(Senior Reading course syllabus)
Objective 11 read:
Use formal and alternative methods of assessment/evaluation of English
Language Learners, including measurement of language and metacognition.
(Senior Reading course syllabus)
Objective 19 read:
Design and implement effective unit plans and daily lesson plans which meet the
needs of ESOL students within the context of the regular classroom.
(Senior Reading course syllabus)
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Senior practicum field experience syllabus. In the senior practicum field
experience course the objectives also included attention to the needs of diverse
elementary school students. Objective 3 stated:
Recognize how to meet the instructional needs of students, including providing
for different learning styles, the ELL learner, and the needs of the low
socioeconomic status student. (Practicum and Field Experience course syllabus)
Senior TESOL field experience syllabus. In the senior-level TESOL course the
syllabus stated 14 objectives in relation to teaching English Language Learners. The
course syllabus indicated that the instructor should ensure that the PTCs have the
opportunities to put into practice what they have learned. They were to demonstrate that
they could use the principles for learning a second language to teach English to ELLs.
The PTCs were to be taught to apply strategies using morphology, phonology, semantics,
syntax, pragmatics, and discourse to teaching situations. They should understand theories
and contemporary trends utilized in the field, as well as utilize formal, informal, and
alternative assessments. They should be able to implement instructional methods,
approaches, and strategies for teaching ELLs as well as to show the ability to plan
modified lessons using various approaches and learning styles (Senior TESOL syllabus).
This syllabus has enriched and enhanced the program, as it was stated that
reflection was at the base of the college of education and that the elementary education
and ESOL Endorsement degree program espoused diversity concepts throughout the
coursework. The findings from the syllabus showed that an inference could be made that
if the coursework was aligned with the objectives in the syllabus there should be positive
effects on the PTCs with respect to the knowledge and experience received through their
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coursework. Every objective on the syllabus was related to concepts of diverse
populations: language acquisition, teaching methods, learning styles, modification of
lessons, approaches to teaching ESOL students, formal and informal assessments,
behavior management, and parent involvement. The syllabus indicated an expectation
that the senior-level TESOL students would apply what they had learned in their first
semester of upper-level courses to their field experiences and student teaching. What that
means is that they should be ready to put all of their acquired knowledge into practice in
order to demonstrate their competency related to the ESOL endorsement granted with
graduation from the program.
The syllabi were submitted for the purpose of document analysis to gauge specific
times for observations. It was also a means to determine the activities used in the courses
for the purposes of infusing diversity issues in the courses. This could be done through
the agendas, assignments, and objectives listed in the syllabi. These seven syllabi
indicated through the course objectives, and agenda in some cases, what concepts were to
be taught in each course. The objectives were the most useful source of information from
the syllabi because they showed what the purpose of the various activities and
coursework listed in the agendas would be for each course. It was shown in the above
descriptions of the syllabi that there were opportunities for the PTCs to engage in various
activities related to diversity, discourse, and reflection.
Observations. Seven observations were conducted for one hour in each of the
classes. An attempt was made to enter the room inconspicuously and sit in the back
typing notes on a laptop. The noise from the keys tapping became an immediate
distraction. From that moment on, all field notes were hand-written and later transcribed.
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Junior discourse and reflections. One of the observations was during the
introductory TESOL course when the instructor alerted the students to begin their
presentations. One PTC said that the pronunciations were challenging. Another PTC said
that was true about many of the languages because the words are so close in different
languages, but may not sound the same. The course instructor pointed out that this was
phonology. The instructor asked how they could help ESOL students. One PTC said hand
gestures. Another said time. Another said pictures. The instructor asked them to write a
SDUDJUDSKDERXWWKHVHWRSLFVWRDGGWRQH[WZHHN¶VGLVcussion. The instructor stressed that
not everybody has the same ideas and this discussion was carried through a
comprehensive slide show presented as a final exam review.
Senior discourse and reflections. In one of the senior-level field experience
courses, a PTC brought up an issue as the instructor was circulating and discussing with
different groups. Participant C indicated cultural sensitivity but then initiated a discussion
about poverty and broken homes that engaged the instructor and other students in
thoughtful discourse.
In another senior-level course, the instructor began by telling the PTCs that they
were going to have a night of sharing, asking questions, and then reviewing for the exam
afterwards. The PTCs were describing the books they had chosen for their field
experience students. One PTC¶VVWRU\ZDV DERXWDER\ZKRGLGQ¶WOLNHUHDGLQJSRHWU\ but
when the PTC selected a book about basketball to share with the boy because he liked
basketballWKHER\FRXOGQ¶WZDLWWRUHDGLW. The instructor explained that one book makes
all the difference by reaching students with literature that will stimulate them either
culturally or intellectually.
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Junior and senior observations. Notes from the observations for this study have
been matched to the three theorists in the theoretical framework: SFK|Q¶V  
UHIOHFWLRQLQDQGRQDFWLRQ%DQNV¶  ILYHGLPHQVLRQVRIPXOWLFXOWXUDOHGXFDWLRQDQG
Ladson-%LOOLQJV¶  FXOWXUDOO\Uesponsive pedagogy. The field notes from the current
study were matched to portions of the theoretical framework in Table 6 from concepts of
Banks¶WKHRU\ (1995), Table 7 from works concepts of works by Schön (1983; 1991), and
Table 8 from concepts of works by Ladson-Billings (1995).
There are 31 indicators from the three theorists in the theoretical framework
(Tables 6-8 below). Portions of field notes were matched to the concepts in the theories
used for the framework. It is an important finding that through all 31 indicators, every
indicator was noted at least once through the field observations and some were noted
more than once. Much more indication was noted in the junior courses than the senior
courses. However, the junior courses were the initial upper-level courses that the
FROOHJH¶VSURJUDPRIVWXGLHVLQGLFDWHGas the foundation for diversity concepts to be
addressed so that they are utilized by the PTCs through the rest of their coursework.
Note: boldfaced type in Table 6 UHSUHVHQWVSRUWLRQVRI%DQNV¶  ³Five
Dimensions of Multicultural Education,´DQGUHJXlar typeface represents portions of field
QRWHVWKDWFRUUHVSRQGWR%DQNV¶GLPHQVLRQV7KHVDPHLVLQGLFDWHGIRU6FK|Q¶V 
 WHQHWVRI³5HIOHFWLRQLQDQGRQ$FWLRQ´LQ7DEOH7, and for Ladson-%LOOLQJV¶  
WHQHWVRI³&XOWXUDOO\5HVSRQVLYH3HGDJRJ\´LQ7DEOH8 (see Tables 6-8 below).
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Table 6
Observations Linked to Theoretical Framework (Banks, 1995)
Content I ntegration: I lluminating key points of
instruction with content that reflects
diversity.

Content I ntegration: Understanding the
difference between contributions, additives,
transformation, and social action.

Juniors: In the process of describing a lesson
RQDFKLOGUHQ¶VERRND37&FUHDWHGDQ
activity as to where the students would
create their own story to go along with
the specific type of drums from the book.

Juniors: The PTCs were doing an author study
book walk. They had poster boards set up with their
books in front of them. They had self-created
pamphlets to hand out about non-fiction
authors to expose children to other cultures.

Content I ntegration: Ensuring that
integration occurs daily.
7KURXJKREVHUYLQJWKH37&V¶VHYHQFODVVHV
content was integrated with culture in each.
Knowledge Construction: Understanding how
perspectives within a group influence
conclusions of that group.

Knowledge Construction: Promoting that
students construct knowledge on their own
experience and values.

Juniors: During presentation of author studies,
a PTC used a book about a girl
whose hair was crazy. The point of
the activity was to discuss vivid details.

Juniors: A PTC stated that her author study
ZDVRQ'U6HXVVH[SODLQLQJWKDW6HXVVGLGQ¶WZDQW
kids to see the moral coming, but rather to realize it
at the end. The activity created by the PTC included
the children creating their own sentence strips about
their cultural identity to wear on their heads.

Juniors: A group presented on a melding of
ethnic groups, in which the PTCs created a poem
using African American, Buddhist, Muslim,
Egyptian, and Hindu people. The PTC reflections
given were that they discovered that all of the
cultures had some type of light like shining
through diversity, all of the poems were
uplifting, encouraging, and symbolized peace.
When the course instructor asked them about the
H[SHULHQFHWKH\UHSOLHGWKDWLW¶VDJUHDWZD\
to teach about cultures and appreciation of other
cultures.

Juniors: In an author study of a book involving
a cat who dreams of being an ice skater, the cat
wakes up and realizes that dreaming it was as much
fun as actually doing it even though the cat did not.
win. The PTC created an activity where the children
were to write about a time tKH\GLGQ¶WZLQDFRQWHVW
and then draw a picture of it.

Knowledge Construction: Viewing events,
issues, and concepts from different perspectives
and points of view.

Knowledge Construction: Viewing events,
issues, and concepts from different perspectives
and points of view.

Juniors: A PTC author study on a Beverly Cleary
book was created where a cat got all of the
attention. The story was written from the point of
view of the cat.

Juniors: A PTC author study on Gerald McDermott
portrayed a biography of the author with colorful
titles. The PTC explained that the author writes using
experiences from travels around the world and the
books contained folklore based on his experiences.
Seniors: As the course instructor explained to the
PTCs how to do their assignment for their field
experience, the course instructor also explained that
they should observe the level of multicultural

Juniors: A PTC group-created lesson plan was
presented, after which the course instructor said,
³/HW¶VRSHQDGLVFXVVLRQDERXWWKHOHVVRQSODQV´
2QH37&H[SODLQHGWKDWWKH³SURQXQFLDWLRQV
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Table 6
Observations Linked to Theoretical Framework (Banks, 1995) continued
ZHUHFKDOOHQJLQJ´$QRWKHUVDLG³LW¶VWUXHDERXW
many of the languages because the words are so
close in different languages, but may not sound
WKHVDPH´7KHFRXUVHLQVWUXFWRUSRLQWHGRXWWKDW
this is phonology. A PTC from a third group
VDLG³:HXVHGWKHVHGLIIHUHQWVWUDWHJLHVWKDWZH
learned earlier in the semester about pictures,
PDQLSXODWLYHVDQGRWKHUPHWKRGV´$IRXUWK
37&VDLGWKDW³WKH\ZHUHJRRGWREHLQWHUDFWLYH´
and a fifth P7&VDLGWKDW³WKH-DSDQHVHJURXS
would only throw the ball if the PTC got the
QXPEHUFRUUHFW´$VL[WK37&UHOD\HG³WKHXVH
RIDYLGHRZDVIXQEHFDXVHLWZDVFKHHUIXO´
A seventh PTC made the comment that,
³ZKHQVKHZDVDQ(//LI\RXGLGQ¶W
XQGHUVWDQGWKHZRUG\RXKDGWRILJXUHLWRXW´
The course instructor asked how they could learn
without having the days of the week and without
going back to the English. A PTC came up with a
FDOHQGDU XQLYHUVDO $37&VDLG³KDQGJHVWXUHV´
$QRWKHUVDLG³WLPH´$WKLUGRQHVDLG³SLFWXUHV
and also put two strong children with the weaker
RQHV´$FRPPHQWZDVPDGHDERXWUHSHWLWLRQ
7KHFRXUVHLQVWUXFWRUVWDWHG³XVLQJUHSHWLWLRQ
was a good strategy. Another PTC felt that the
presentation of the Japanese got their attention
Pointing to the numbers in English made it easy.
$QRWKHU37&VDLGWKDW³LWZDVVRHQJDJLQJWKDW
LWPDGH\RXZDQWWRNQRZZKDWWKH\WDXJKW´

education at their school and what they observe.
They were asked how this relates to their vision of a
better society. Also, to what extent they had acquired
the knowledge and skills necessary to respect
diversity and bring about constructive social change.

Prejudice Reduction: Promoting positive
attitudes toward different racial, ethnic and
cultural groups.

Prejudice Reduction: Promoting positive
intergroup attitudes between all students.

Juniors: This multicultural education group
created a magazine using Judaism, Muslim,
and Hinduism faiths. In it, they discussed the
prayer rituals of each. They created a tree of life
on the cover. Each PTC wrote an article. One
wrote about the value of karma in Hinduism. A
second PTC wrote about the Jewish tradition of
of passing the name of a relative onto a newborn
to show that life goes on after we die. A third
PTC wrote an article about the Muslim faith and
dedication to their religion to accomplish
salvation for all through their daily practices.

-XQLRUV7KHPXOWLFXOWXUDOHGXFDWLRQFODVV³5HFLSHV
IURPDURXQGWKHZRUOG´ZDVWKHQDPHRIRQHRIWKH
groups. They put together recipes from different
cultures: China, Mexico, Japan, and Africa. They
discussed the value of the experience of sharing the
different cultural dishes. The instructor asked them
to explain why people from different cultures eat
GLIIHUHQWIRRGV³ZK\GRWKH\FKRRVHULFH"´2QH
37&H[SODLQHG³,W¶VFKHDSDQGHDV\.´7KHLQVWUXFWRU
UHSOLHG³,W¶VDOVRUHDGLO\DYDLODEOHLQDORW of places.´
7KHQH[WTXHVWLRQZDV³:KDWLVWKHVWDSOHIRRGLQ
WKH8QLWHG6WDWHV"´1RERG\KDGDQDQVZHU7KH
instUXFWRUUHSOLHG³,W¶VZKHDW´DQGIROORZHGZLWKDQ
H[SODQDWLRQ³(YHQWKRXJKWKLVLVMXVWIRRGLWFRPHV
down to socioeconomic factors that determine what
people eat. Everywhere there is a staple.´
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Table 6
Observations Linked to Theoretical Framework (Banks, 1995) continued
Equitable Pedagogy: Using cooperative
methods of learning to foster interaction rather
than competition.
Juniors: This multicultural education group had
FUHDWHGDIODJDQGQDPHGWKHLUSURMHFW³,QXQLW\
there is strength.´7KH\LQFOXGHGSRUWLRQVRI
flags from the Dominican Republic, Jamaica,
and Haiti. One PTC explained that red symbolizes
hardness, bravery, and strength. Another PTC
H[SODLQHGWKDWWKH\ZDQWHGWR³GLVSOD\LW
[the flag] as one world.´ When asked by the
instructor about the experience, they replied,
³ZHDOOFDPHWRJHWKHUDQGGLGQ¶WPDNHDQ\
decisions on our own. We found a lot of our
facts matched: family orientation, religious
importance, and food. It all tied in more than
we expected.´

Prejudice reduction: Creating learning
situations using lessons, units, and teaching
materials with content about different racial,
ethnic, and cultural groups.
Seniors: In a group activity, an ESOL class was
doing a group activity about content for a K-W-L
chart. There were several people of color, a Muslim
(wearing a hijab head scarf), a few Middle Eastern
PTCs, Hispanic/Latinos of unknown descent and
White/Caucasian PTCs. The instructor was
circulating and discussing how an ESOL student
would help them complete the task. The PTCs
were busily completing the task. There was
plenty of chatter, but every group was engaged.
Equitable Pedagogy: M odifying teaching
situations to facilitate academic achievement
among diverse students.

Juniors: In the introductory TESOL class, PTCs
were to learn a new language in eight weeks and
then teach content and language to the class. One
group was teaching how to make a fruit salad in
6SDQLVK7KH\ZHUHHQFRXUDJLQJ³PX\ELHQ´
very good, when the class would copy a word
they were given.

Juniors: In the multicultural education class, the
instructor inquired to the students as to why it
was more effective to work in groups than to have
the teacher always presenting the material.
Nobody had an answer and the instructor explained,
³5HVHDUFKVKRZVWKDWVWXGHQWVOHDUQPRUHZKHQ
WKH\DUHJURXSHGWRJHWKHUEXWLW¶VHDVLHUWRVWDQG
in the front, control everyone and teach. For this
reason, it helps all learners, not just field
VHQVLWLYHOHDUQHUV,W¶VWRRLPSRUWDQWWKDWWHDFKHUV
let them learn in groups.´

Empowering School Culture and Social
Structure: Enabling students from diverse
racial, ethnic, and gender groups to
experience equal status.

Empowering School Culture and Social
Structure: Total environment of school
is on board with above (intergroup attitude
and behaviors).

Seniors: In the TESOL course, the instructor
showed a clip from a trailer to the movie,
³7KH.LQJ¶V6SHHFK´DPRYLHDERXWWKHVSHHFK
lessons given to a stuttering king of England.
The video clip showed the king yelling at the
speech coach for sitting on his throne, which
made his stuttering disappear. The instructor
H[SODLQHGDERXWWKHNLQJDVNLQJWKHFRDFK³ZK\
VKRXOG,OLVWHQWR\RX´³:K\?´7KHQWKH
instructor answered IRUWKHNLQJ³%HFDXVH,KDYH
a voice (what the king had said). The point was
that so do children with diverse needs.

Observations revealed intergroup empowerment.

Equitable Pedagogy: Facilitation of
collaborative learning strategies to foster
teamwork and common goals.

Empowering School Culture and Social
Structure: Teachers, administrators,
curriculum, and assessment in line with all
five dimensions.
Through analysis of syllabi, observations of
courses, PTCs, and instructors, all five
dimensions were observed.
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Table 7
Observations Linked to Theoretical Framework (Ladson-Billings, 1995)
Conception of Self and Others: All students
are capable of academic success.

Conception of Self and Others: Pedagogy as an
art: unpredictable in the process of becoming.

Juniors: A course instructor reminded the PTCs
often to reflect in their journals during their peer
JURXSSUHVHQWDWLRQV³:KDWGLG\RXOLNHDERXWLW?´

Seniors: PTCs were taking part in the book sharing
process. They were walking around and all engaged
as they discussed their books as in typical classes.
The class was totally engaged in how their different
remedial elementary schools responded to the
different books.

Seniors: A course instructor stated as they were
sharing that they might want to use pen and paper
to take down the title of novels they were
interested in finding for their future as teachers in
order to help their students find success.
Conception of Self and Others: Freirean
QRWLRQRI³WHDFKLQJDVPLQLQJ´RUSXOOLQJRXW
Seniors: The instructor asked the PTCs to write
two sentences summarizing the main ideas of the
subheadings. Then, the instructor VDLG³:KHQ\RX
teach ESOL students and write on the board,
everything that I say is there for them to learn.´

Conception of Self and Others: See self as a
member of the community.
Juniors: One course instructor brought up an example
from elementary school. Instructors share personal
experiences so PTCs feel they are part of a group.
Conception of Self and Others: Teaching
way of giving back to the community.
Seniors: One PTC wanted to be a good role model.

Social Relations: M aintain fluid studentteacher relations and demonstrates
connectedness with all students.

Social Relations: Develop a community of
learners and encourage students to learn
collaboratively and be responsible for each
other.

Juniors: One instructor mentioned how easy it was
to find some novels for students that are used for
their classroom through Amazon.com. The
instructor stated that it would be a beautiful
addition to the classroom library.

Juniors: An instructor began class by explaining
what would be done for the day. They would be
doing lesson plans and jotting down what was good
or not so good about the lesson plans.

Juniors: An instructor shared a personal example
of teaching in the Northeastern U.S. and had
the elementary school students gather leaves to
bring to class. There were poster boards ready to
go and by that time, the leaves had all fallen apart
into confetti and the instructor had to improvise.
The instructor decided to make a collage of a
leaf with the pieces. This explanation was to
show the PTCs why they were making a visual
presentation as well as having activities.
This instructor made the PTCs comfortable by
often using humor.

Juniors: A PTC presentation about the novel
lesson was given included instructions to help create
learning communities. The PTC put other PTCs in
groups to write their own stories and after they
were done, they would present them. The PTC said
³,W¶VDJUHDWDFWLYLW\EXWQRWRQO\DUHWKH\LQJURXSV
sharing their creative and social skills,
communicating, but also sharing activities to get
them thinking creatively. The group presentation
is good to get them talking in front of an
DXGLHQFH´

Seniors: An instructor asked how the lessons were
going. The PTCs said the stories were long for the
elementary school students to sit through. The
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Table 7
Observations Linked to Theoretical Framework (Ladson-Billings, 1995) continued
instructor responded that you can talk to the
teachers to find ways to adapt them to be shorter.
$QRWKHU37&VDLGWKH\¶UHWRRVKRUWDQGWKHFODVV
got into an engaging discussion regarding the
worksheets for the lessons. The course
instructor explained that sometimes, depending
on the class dynamics, you have to revise
lessons to fit. The instructor ended by stating
that it was a fruitful discussion.

Conceptions of Knowledge: Knowledge is not
static; it is shared, recycled, and constructed.
Juniors: During an observation, the class was busy
doing a read aloud. They got into groups to do
book walks. They were reading the front cover,
predicting, reading the back cover, and sharing
pictures. They shared what they knew about
the books as the course instructor had set an LCD
timer for 15 minutes.

Conceptions of Knowledge: Teachers must
be passionate about knowledge and
learning.

Conceptions of Knowledge: Knowledge must be
viewed critically.

Seniors: During an observation, after the
course instructor explained the study process, four
PRUH37&VDUULYHG³7RQLJKW¶VJRLQJWREHDQLJKW
RIVKDULQJ´VKHVDLG

Juniors: A PTC asked a question about culture
clash. The course instructor explained that
elementary school students from different cultures
may not understand something about elementary
school students from another culture. The
instructor asked if any PTCs could explain and a
Muslim PTC explained that she could not look a
teacher directly in the eyes.

Conceptions of Knowledge: Teachers must
µVFDIIROG¶RUEXLOGEULGJHVWRIDFLOLWDWH
learning.
Seniors: A course instructor from one of the
field experience courses was in discussion over
the topic of cooperative learning in their field
experience. The instructor inquired if there
were roles assigned and if there was a mutual
goal. The PTC replied that the higher reader has
a responsibility to the group. The function of the
group was assessed as the teacher walked around
and asked how it went. The PTC stated that
it was cooperative learning because they each had
a job (the mayor, the business owner, the cashier).
The course instructor asked if they talked about
group functions and the PTC replied that they held
town meetings.

Conceptions of Knowledge: Assessment must
be multifaceted, incorporating multiple forms
of excellence.
Seniors: During a K-W-L and the PTCs were
ILOOLQJLQWKH³/´DVWRZKDWWKH\OHDUQHG7KH
course instructor explained that you can test their
writing because they would hand it in, but also
assess their comprehension. Every group can do
this in a real class.
.
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Table 8
Observations Linked to Theoretical Framework (Schön, 1983, 1991)
Schön¶V5HIOHFWLRQµLQDFWLRQ¶3HUFHLYLQJ
through prior knowledge, bias, and ideas, but
open to change.

Schön¶V5HIOHFWLRQµRQDFWLRQ¶5HIOHFWLQJDV
activities occur, while acting on occurrences
through prior experiences.

Seniors: The PTCs in the pedagogy course were
engaged in reflection in action during their field
experiences.
Seniors: PTCs were reflecting about their field
experiences, as they would be in some
situations where they would have to react to
stimuli in the moment, depending on situations.

Juniors: During the introductory TESOL class,
the PTCs were giving group lessons to the class
based on language and content. After each
lesson, the instructor asked the PTCs to reflect in
in their notebooks on the lessons, whether from
the point of view of the classmates or from the
SRLQWRIYLHZRIWKHJURXSPHPEHUV¶WHDFKLQJ
of their field experience students.

Seniors: The PTCs in the reading course also had
a field experience in which they would diagnose
student reading skills. In this case, they were
reflecting in action during the diagnosis of the
students as they were thinking about reading
materials that may fit their learning styles at the
same time as they learned them, so they may
suggest novels for the students.

Juniors: In the reading courses, the PTCs did a
pamphlet on an author study, in which they were
WRZULWHLQIRUPDWLRQRQWKHDXWKRUWKHDXWKRU¶V
books, genres, cultures, and the contextual
IDFWRUVOHDGLQJWRWKHDXWKRUV¶PLQGVHW7KLV
assignment led the PTCs to reflect on their
future students and which ones would relate to
which types of authors.

Seniors: The PTCs in the ESOL field experience
course were engaged in reflection in action during
their hours in which they were doing activities
with their elementary students. One PTC stated,
³,ZDVDEOHWRDVVHVVDIHZVWXGHQWVXVLQJWKH
picture files I created.´7KHQWKH37&KDGWR
diagnose the ELLs proficiency skills.

Juniors: In the multicultural education course, the
PTCs were given case studies, from which they
would discuss situations that could arise and what
their reactions would be in such situations. In
these case studies, the PTCs had a chance to
reflect on future types of on the spot reflection,
or reflection in action.

As noted in chapter 1, the observations matched to this matrix of landmark theorists¶
theories for the theoretical framework and the concepts taken from them reveal a college
enriching its PTCs with groundbreaking theories on multicultural education and diversity
[Banks (1995) and Ladson-Billings (1995), respectively] and the concept of reflection in
the field of teaching (Schön, 1983, 1991). The fact that all 31 concepts from these
theories were utilized while observing the seven courses shows that diversity, reflection,
and discourse are a part of the elementary education program at this college. This is
especially true in the junior level courses where it seemed more prominent.
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I nterviews. Seven course instructors participated in Phase two out of the 14
instructors participating in Phase one of the study. Phase two included granting a 15minute interview after the end of the semester. Five sub-questions were designed for the
course instructor interviews in order to build upon the findings from Phase one of the
study (see Appendix F). These questions for course instructors were asked to gauge how
WKH\DGGUHVVHGGLYHUVLW\LQWKHLUFRXUVHZRUNDVZHOODVWKHLUSHUFHSWLRQVRI37&V¶
understanding of culture and understanding about differentiation of instruction. The
TXHVWLRQVZHUHFUHDWHGWRDGGWKHLUSHUFHSWLRQVWRLQIHUHQFHVPDGHIURPWKHLU37&V¶
beliefs about the concept of culture, modifications for diverse students, and their thoughts
on addressing diversity in their coursework.
After reading the protocol script for the interview (see Appendix F), the questions
were answered. No names were included. One instructor indicated during member
checking a request not to be identified in any way.
Sub-question 1. What are some ways that you address diversity in your
coursework?
The junior-level course instructors teaching the initial courses for the upperdivision undergraduate portion of the elementary education degree had some varied
things to say in answer to this question. One course instructor said:
I give my college students (PTCs) some real life experiences that I have had with
my own elementary students and how students come from all walks of life, have
different backgrounds and needs. I talk to my students (PTCs) about real world
experiences and how they need to be tolerant and acceptable of (elementary
VFKRRO VWXGHQWV¶QHHGVHVSHFLDOO\WKRVHZLWKGLVDELOLWLHV -XQLRU,QVWUXFWRU
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Another junior-level course instructor always ensured that the PTCs followed the
ESOL standards, included them on lessons they created, and ensured they kept strategies
in mind for every activity. In group projects, PTCs were expected to explain the
modifications for diverse students.
A third junior-level course instructor had this to say about addressing diversity:
In all aspects. You know, when I do grouping, I always put people of different
FXOWXUHVRUIURPGLIIHUHQWEDFNJURXQGVGLIIHUHQWVNLOOVVRWKDW¶VRQHZD\7KHQ
LQWKHDVVLJQPHQWV,PDNHVXUHWKDW,¶YHFRYHUHGDWOHDVWVRPHPDMRUFXOWXUHV I
ZRXOGKDYHJURXSHG)UHQFK6SDQLVK&UHROHWU\WRPDNHVXUHWKHUH¶VRQH
Portuguese, Asian, like Chinese, Arabic language and have students (PTCs)
always talk about the languages and culture. So, they can learn what they need to
know about the various oQHV7KDW¶VKRZ,DGGUHVVGLYHUVLW\LQP\FODVV -XQLRU
Instructor)
A fourth junior-level course instructor ensured that the PTCs had a true
foundational knowledge of race, ethnicity, prejudice, and discrimination. Key points of
understanding were discussions that elicited their knowledge of what it must be like to be
an immigrant, people from different socio-economic groups, and how it must have felt to
EHDQHZFRPHUWRWKH8QLWHG6WDWHV7KHFRXUVHLQVWUXFWRUKDGWKH37&VUHIOHFWRQ%DQNV¶
(1995) theories of cultural typology to promote their ethnic awareness of themselves and
their elementary school students. This course instructor indicated that every semester
begins with an introduction to the big picture culturally, as well as the smaller ideas of
diYHUVLW\WRKHOS37&VXQGHUVWDQGWKDWHWKQLFFXOWXUHV³DUHDPLFURFXOWXUH´ZLWK
³VLPLODULWLHVDQGGLIIHUHQFHVIURPWKHPDFURFXOWXUHDQGKRZZHOOWKH\ZLOOVXFFHHGRU
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fail in a society.´7KHQWKH37&VORRNDWLQKHUHQWSUREOHPVHOHPHQWDU\VFKRROVWXGHQWV
may encounter stemming from these concepts.
The senior-OHYHOFRXUVHLQVWUXFWRUV¶DQVZHUVWRVXE-question 1 were less explicit.
One senior-level course instructor discussed lesson planning and the importance of
³PDUNLQJDFFRPPRGDWLRQVLQWKHLUOHVVRQSODQV WKDWWKH\¶UHZULWLQJDQGLQWKHFRXUVHE\
WHDFKLQJKRZWRFRPHXSZLWKDFFRPPRGDWLRQV´7KLVFRXUVHLQVWUXFWRUPHQWLRQHG
We have to talk about (elementary school) students who speak a second language,
students with disabilities, and students from high poverty areas. So, we talk about
how these accommodations are first used and legislated: ESOL plan, Individual
Education Plan (IEP). (Senior Instructor)
A second senior-level course instructor, in answer to sub-question 1, said that it
was addressed all of WKHWLPH7KHFRXUVHLQVWUXFWRUPHQWLRQHGWKDW³:KHQWKH\GRWKH
field experience project they address diversity from the first to the last item. When you
look at the domains and indicators they have a diversity of multicultural [education] in
their stanGDUGV´
Another senior-level course instructor stated that one of the ways in which
diversity was discussed was in pronunciations of words by non-traditional English
VSHDNHUV³7KHVWXGHQWV 37&V ZLOOQHHGWREHFDUHIXOWRHQVXUHWKDWWKH\XQGHUVWDQG
what their (elementary school ESOL) students are saying. Doing this will require them to
have some knowledge of the linguistics of other cultures.´
Sub-question 2. What are some ways diversity issues are infused into your critical
assignments?
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In the junior-level courses, all four interviewees discussed their perceptions of
how their students were required to address diversity as stated in the question. Two of
them, including the first non-formal interviewee, stated that the PTCs had to write lesson
plans based on a book or a concept. In each one, they were to incorporate the needs of
students who might come from different backgrounds. This was observed during the
LQVWUXFWRU¶VREVHUYDWLRQ(YHU\PTC presented a lesson and mentioned what would be
done for ESOL students and students with disabilities.
The critical assignment for the second class was to create a lesson plan based on a
novel with some sort of multicultural concept to teach. According to this instructor:
The students in my class have an author study as their critical assignment. They
are to research a particular author and come up with a 5-10 day lesson
incorporating a long lesson plan for one of those days. In that lesson plan they are
to tell what kinds of accommodations they would give students, if any. They are
also to incorporate different learning styles into their unit plans in order to fully
engage all students. (Junior Instructor)
In the third junior-level class, the course instructor discussed different ways that
language was taught to the PTCs and how they could ensure proper grammar from all
students no matter where they were on an academic standpoint.
When we go over whatever  topic,  like phonetics or syntax,  we  always  have  them  
compare  and  contrast  in  every  group  with  their  different  language.  So,  in  one  
class,  they  will  hear  about  at  least  five  or  six  cultures.  It  is  a  great  way  for  
them  to  think  like  other  students  from  other  cultures.  (Junior  Instructor)      
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The fourth junior-level instructor did not utilize lesson plans, but rather had the
students researching various cultural and ethnic groups separately and then through
cooperative learning, they would get together and create a project for the class to learn
from:
,W¶VDQHWKQLFVWXG\DIRFXVVWXG\RIDQHWKQLFJURXS7KH\VHOHFt an ethnic group
IURPDOLVWWKDW,JLYHWKHPDQG,GRQ¶WJLYHWKHPWRRPDQ\URDGEORFNV7KH\
usually do a group that they are interested in but they have to look at it in a special
way. The first section deals with persecution or discrimination they face
historically, how they overcome it or deal with it, and how they fare in society
today. The second section deals with the cultural values and contributions made to
the society and to the world, and that of course goes with the contributions
approach of the multicultural curriculum [Banks 5 dimensions of multicultural
education]. The third section kind of builds on the values. They have to find
some words of wisdom from the FXOWXUH¶V proverbs and analyze the proverbs to
find how they relate to the values of the group. I really make them look at the
group values. Then, the fourth section deals with current events, current
demographics, how they do in education, how they do the in the workplace, and
how they do in health issues in the United States in the 21st FHQWXU\6RWKDW¶VWKH
four sections of the paper. Then, they do an oral presentation as well based on
their ethnic study. (Junior Instructor)
In the senior-level courses, all three interviewees discussed their perceptions of
how their students were required to address diversity as stated in the question. One of
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them had a lot to do with reflection, another had more to do with diverse populations of
students, while the third had to do with lesson plans. According to one senior instructor:
Their competency assessments focus on reflection . . . in some of the reflection
TXHVWLRQVLW¶VWDONLQJDERXWYDULRXVLQVWUXFWLRQDOPHWKRGV\RXXVHWRUHDFKD
variety of students. Again, all touching on differentiating your instruction, which
is how we encompass diversity. The post-test is the same way because they are
looking at [self-TXHVWLRQLQJ@³QRZWKDW,NQRZZKDWWKHVWXGHQWVNQRZDERXWWKLV
WRSLFKRZGR,HQULFKLW"+RZGR,UHPHGLDWHLW"´ (Senior Instructor)
Another senior-level instructor wrote:
They have to address more than one item on how they are going to teach students
that come from different countries. So, for example in language arts, the student is
taught weather. They have to clarify terms. I want to see how they teach
somebody who is very different. (Senior Instructor)
The final senior-level instructor discussed how the students had to write lessons
for their students in the field:
They write three tailor-made lesson plans based on the assessed needs of the
student. (Senior Instructor)
Sub-question 3. Can you think of a time when you had to teach a student or group
of students about culture in general?
A junior-level course instructor stated:
Oh, many times. Yeah. They have a hard time. They are very resistant to the
topic. A lot of times they wLOOVHHWKHPVHOYHV³ZHOO,¶P$PHULFDQ´\RXNQRZ
DQGWKH\GRQ¶WZDQWWRJRDQ\IXUWKHUWKDQWKDW<RXNQRZWKHUH¶VDOLWWOHELWRID
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IHDURIWDONLQJDERXWGLYHUVLW\EHFDXVHWKH\WKLQNWKDWWKDW¶VZKDWWKHSUREOHPLV
<RXNQRZLI\RXGRQ¶WWDONDERXWLWWKHUHZRQ¶WEHDQ\SUREOHP7KH\WKLQN
WKDW¶VZKDWGLYLGHVSHRSOH -XQLRU,QVWUXFWRU
A second junior-OHYHOFRXUVHLQVWUXFWRUVKDUHGDQXQGHUVWDQGLQJRIWKH37&V¶
beliefs about their own cultures in relation to their future elementary school students:
I do talk to my students [PTCs] about multiculturalism . . . Some understand this
concept, while others have to see it in action. We also talk about social and
cultural sensitivity. They have a ton of questions about what do you do with
[elementary school] students from different backgrounds if they don't speak
English? I think that because they speak one language, they are worried about
having students in their class that don't speak English. (Junior Instructor)
Another junior-level course instructor discusVHGDGGUHVVLQJWKH37&V¶EHOLHIVDV
well. In this way, I believe some course instructors, as did the previous one, may not be
seeing the fact that there are Non-+LVSDQLF:KLWH&DXFDVLDQ37&VZKRGRQ¶WUHDOL]HWKH\
have culture. This course instructor also GLGQ¶WVHHPWRXQGHUVWDQGWKDWWKHUHZHUH37&V
ZKRGRQ¶WXQGHUVWDQGWKLVFRQFHSW
Yes. Yes. I do that quite a bit actually. I always break it down. Take for example
an Indian or Arab [PTC] student. I always bring in issues about the Arab
[elementary school] students. The culture and what the media tells people about
the Arabs and encourage them to think about it and how it affects them, so they
can understand and become more informed to get rid of fears and biases to be
happier as human beings. So, I do that a lot. I always bring in other cultures and
compare and contrast. (Junior Instructor)
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Follow up clarification: (not sure the question was understood, so a clarification
ZDVPDGH ,¶YHUXQLQWR37&VWKDWWKRXJKWEHFDXVHWKH\ZHUH$PHULFDQWKDWWKH\KDGQo
culture. Have you ever run into something like that?
<HDK6RPHRIWKH>37&V@VWXGHQWVWKLQNµ,¶PIURPWKHPDMRULW\¶7KH\GRQ¶W
XQGHUVWDQGZKDWLWPHDQVWREH$PHULFDQ7KH\GRQ¶WUHDOL]HWKDWWKH\DUH
distinguished from other people as well. That sometimes conflicts by threatening
their existence or ways of thinking about themselves. They actually think
µHYHU\ERG\VKRXOGEHWKLVZD\¶7KH\KDYHWROHDUQWKDWVRPHSHRSOHDUH
aggressive and non aggressive. Some are direct or indirect. They have the
perception that everyone should understand their culture. (Junior Instructor)
The senior-OHYHOFRXUVHLQVWUXFWRUVKDGGLIIHUHQWSHUFHSWLRQVRIWKH37&V¶
understandings about their own cultures. In some of the courses, the concept of culture in
general did not seem to surface according to the course instructors. However, culture is
everywhere. Being on the spot in a short interview may have made this question difficult
to recall from semester to semester.
Sub-question 4. If you had to put a percentage on those who can and those who
FDQ¶WZKDWSHUFHQWDJHRIVWXGHQWVLQ\RXUFODVVHVLQJHQHUDOGR\RXWKLQNGRQ¶WNQRZ
how to differentiate for the differences in the diversity of students?
This question was not relevant to one of the instructors, in whose course there
were no lesson plans for the PTCs to write. Of the other three junior-level instructors, one
was not asked the question due to it being an informal interview in which we discussed
general concepts and not these five sub-questions. The third stated:
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WheQWKH\FRPHWRFODVVDORWRIWKHPVD\µ:KDWGR\RXPHDQE\PRGLI\WKH
lesson plan to fit culture?¶7KH\DOZD\VKDYHWKDWLVVXH,PHDQ>WKH\WKLQN@ZKHQ
they teach a lesson, it should be good for everybody. What is good for John is
going to be good for Jose. They have some resistance, but when they really work
OLWWOHE\OLWWOHVKRZLQJWKHPWKHGLIIHUHQWPRGHOVWKH\IHHOµRK\HDK,VKRXOGGR
WKDW¶0RVWO\QRQHRIWKHPKDYHWKDWVNLOO -XQLRU,QVWUXFWRU
The fourth junior-level course instructor came up with the exact answer of a
senior-level course instructor: 80% of the PTCs cannot and 20% can differentiate
instruction. This junior-OHYHOFRXUVHLQVWUXFWRUVWDWHG³*UHDWTXHVWLRQKRQHVWO\,
ZRXOGVD\GRQ¶W7ZHQW\SHUFHQWGREHFDXVe they have had experience in the
FODVVURRPDVDVXEORQJWHUPWHDFKHURUSDUDSURIHVVLRQDO´ -XQLRU,QVWUXFWRU 
Two senior-level course instructors had different percentages: One had the same
answer as the previous junior-level instructor:
To be honesWHYHQDIWHU,WHDFKWKHP,¶PQRWVXUHLIWKH\NQRZKRZWRGRLW
0D\EHURXJKO\GRQ¶WNQRZKRZWRGRLW7ZHQW\SHUFHQWKDYH7KH\PDNH
WKHVHNLQGHUJDUWHQFODVVHVOHDUQDZRUGOLNH³NQLJKW´7KH\DUHQRWJRLQJWRNQRZ
what that word means. I tell them that they must know that is a very hard word.
,W¶VUHDOO\LPSRUWDQWIRUWKHP,WHOOWKHPWKDWWKH\DUHPDNLQJWKH
DFFRPPRGDWLRQVIRUWKHP7KH\GRQ¶WKDYHWKHIOH[LELOLW\RUWKH\DUHWDXJKWLQWKH
ER[7KHUH¶VQRWPXFKURRPIRUFUHDWLYLW\:HKDYHWKHVtrategies and
WHFKQRORJ\EXWLI\RX¶UHQRWIOH[LEOHDQGFUHDWLYH\RX¶UHGRQH7KH\¶UHWDXJKW
WKHVHOHVVRQSODQVDQGWKLQJVEXWWKH\¶UHQRWUHDOO\WKLQNLQJDERXWPRGLILFDWLRQV
enough. My main goal with this class is that hopefully they will learn how to do
82

LW,W¶VXVXDOO\RQO\VXUIDFHFXOWXUHWKDW¶VXQGHUVWRRGµ/HW¶VJRWR7DFR%HOO¶IRUD
GLYHUVLW\OHVVRQ7KHVHVWXGHQWVGRQ¶WNQRZ 6HQLRU,QVWUXFWRU
A second senior-level course instructor reported the opposite. This instructor stated:
Off the top oIP\KHDG,¶GVD\GR)RUDERXWLW¶VVWLOODVWUXJJOHIRU
them to work on it. They do a good job in their methods classes and they talk
DERXWEUHDNLQJLWGRZQ7KH\KDYHDQLQFOXVLRQFODVV%XW,VWLOOWKLQNLW¶V
difficult to bring it togetKHU,W¶VQRWVRPXFKWKDWWKH\GRQ¶WKDYHLWLQWKHLU
KHDGLW¶VMXVWµKRZGR,DFWXDOO\JRRXWDQGGRLW"¶,¶GVD\WKHUH¶VVWLOODJRRG
one out of five who struggle with it. (Senior Instructor)
Sub-question 5. What do you think is the largest group age-wise or
demographically that are unaware of how to do this? Or is it just hit and miss?
Of the junior-level course instructors, one of the courses does not have lesson
plans; however, the course instructor who did an informal interview had lesson plans, and
DOORIWKHPLQFOXGHGPRGLILFDWLRQVIRUGLYHUVHHOHPHQWDU\VFKRROVWXGHQWV¶QHHGV7KLV
was the course instructor who explained how valuable the professional development
course was that the university promoted to its course instructors. Of the two remaining
junior-level course instructors, the results were mixed in relation to the question.
However, the two junior-level course instructors were from different campuses and they
taught different courses. One of the answers was that:
I think it is hit or miss. I do have a lot of younger [PTCs] students who do
understand it because it wasn't that long ago that they were in school and they saw
their own teachers differentiate. A lot of older [PTCs] students had school
experience when they were younger where their teacher taught one subject one
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way to the whole class and that is how everyone learned. So they grew up with
teachers as role models who didn't differentiate. On the other hand, I have also
seen older [PTCs] students who understand it because they have had recent
experience in a school setting, whereas my younger [PTCs] students are fresh out
of high school/college. (Junior Instructor)
The other junior-level course instructor stated:
,W¶VPRVWO\:KLWH>1RQ-+LVSDQLF:KLWH&DXFDVLDQ37&V@ZKRGRQ¶WVee the need
IRUWKDWEHFDXVHDORWRIWKHPWKLQNµ,¶PJRLQJWRWHDFKLQWKH:KLWHVFKRRO¶:K\
GR,QHHGWRGRWKDW"¶6RPHRIWKHPKDYHWKDWSHUFHSWLRQXQWLOZHWHOOWKHP
<RX¶UHSUREDEO\QRWJRLQJWRJHWWRFKRRVH7KH\KDYHWROHDUQ<HDK6RVRPH
of WKHPGRQ¶WVHHWKHQHHGIRUWKDW -XQLRU,QVWUXFWRU
One junior-level course instructor mentioned that the pattern seen for this
question is one of geography rather than of demographics. This instructor stated:
So, demographically, there are [PTCs] students who when they see it in practice,
LW¶VEHWWHUWKDQLQRWKHUFRXQWLHVVR,ZRXOGVD\LW¶VPRUHRIDJHRJUDSKLFWKLQJ
WKDQDQDJHWKLQJ7KHUH¶VDFRXQW\WKDWVWLOOKDVQHLJKERUKRRGVFKRROVVRLI\RX
JRWRWKDWFRXQW\\RX¶UHRQO\JRLQJWRVHHDFHUWDin type of kid. If you go to
DQRWKHUSDUWRIWKHFRXQW\\RX¶UHJRLQJWRVHHDQRWKHUW\SHRINLG7KDQNIXOO\ZH
KDYHWRRIIHUDYDULHW\RISODFHPHQWV7KDW¶VZKHUH,VHHWKHVWXGHQWVQRWJHWLW
because they are not around it [diversity]. (Junior Instructor)
The junior and senior instructor interviews revealed that the PTCs did receive the
support to become culturally responsive and reflective teachers. The instructors also
indicated that they saw that many PTCs early in the program did not understand what
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culture was or the need for teaching diverse populations of students differently from one
DQRWKHU0DQ\GLGQ¶WXQGHUVWDQGWKHQHHGWRPRGLI\VRPHOHVVRQVIRUFHUWDLQVWXGHQWV
but the interviews revealed that by the end of the program, they did understand different
cultures and they did understand the importance of making accommodations for diverse
populations of students. The only part of the program that seemed to be missing was a
way for them to get more opportunities to reflect in action, that is, to think on their feet
while teaching, or in this case, in their field experiences.
Triangulation of qualitative data. The objectives of the syllabi submitted for
document analysis indicated that junior-level PTCs were taught to find a variety of
literature to ensure the inclusion of different cultures and also meet the needs of all types
of learners. Additionally, they learned to create lesson plans that would build reading
readiness regardless of culture, racial, economic, social backgrounds or needs, as well as
assessing all types of student learners. In the junior-level ESOL course the students, most
importantly of 14 objectives (all related to diversity), learn to understand how students of
GLIIHUHQWEDFNJURXQGVPD\EHDIIHFWHGE\WKH37&V¶RZQFXOWXUDObeliefs and also that
WKHLUVWXGHQWV¶EHOLHIVPD\EHPLVXQGHUVWRRGIn the multicultural education syllabus for
junior-level PTCs, they learn how different languages, dialects, and cultures may be
affected by mainstream American culture and undermine the success of students from
different cultural groups.
The objectives of the syllabi submitted for the senior-level PTCs all revolved
around diversity and using their knowledge gained through the junior-level courses in
their field experiences. For example, this practicum course objective mirrored many of
the senior-level course objectives put together: ³meet the instructional needs of students,
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including providing for different learning styles, the ELL learner, and the needs of the
low socioeconomic status students´ Senior-level Practicum and Field Experience
syllabus). All of the syllabi, if followed by instructors, were designed to ensure that the
PTCs were well-versed in diversity concepts.
As stated by Milner (2008), one should stay true to the goals of social justice in
education for them to remain intact. The observations and interviews for this research
study revealed that in each of the seven courses the instructors themselves were
instructing with goals of social justice LQPLQG,WZDVQ¶WVRPXFKZhat they said or what
the students said during the observations; it was in their actions. They were conducting
their classes with what Ladson-%LOOLQJV  UHIHUUHGWRDVWKH³Freirean notion of
WHDFKLQJDVPLQLQJ´(1995, pp. 478-9). The PTCs at some point in every class were
discussing, pondering, reflecting, and sharing. The activities were varied, the PTCs were
engaged, and when that happens learning becomes ingrained. In this case, learning about
teaching was being ingrained. Does that lead to inferences about the elementary
education program? It does. As sociologists Halasz and Kaufman (2008) would say, it
shows reflexivity in the program, and that reflexivity is what will help to provide the U.S.
with thoughtful and insightful teachers. Research Question 2 was created to reveal if
there are LQIHUHQFHVWKDWPD\EHPDGHDERXWWKHSRVVLEOHHIIHFWVRIWKHXQLYHUVLW\¶V
HOHPHQWDU\HGXFDWLRQGHJUHHSURJUDPRQVSHFLILFJURXSVRI37&V¶GHYHORSLQJEHOLHIV
about diversity as seen through a lens of reflection and discourse during classroom
observations, interviews of course instructors, and document analysis. This triangulation
has shown that the college in this study adheres to its mission. The PTCs are taught about
diversity throughout their coursework as revealed through observations and interviews.
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Coding
The original codes from Atlas.ti were set up in charts by junior and senior
observations, junior and senior-level instructor interviews, and all syllabi coding. The
codes were reduced by eliminating any codes that seemed more related to teaching and
learning than to diversity, reflection, or discourse. Those related were given acronyms:
DV for diversity, DS for discourse and RF for reflection. Any codes utilized in researcher
creation of themes have an asterisk by them (see Appendixes J, K, L, & M).
The open coding conducted on the qualitative data, that is, the syllabi, the
observations, and the interviews, revealed more codes in relation to diversity, reflection,
and discourse for the juniors than for the seniors. This should be expected since the
program is set up to give the junior-level PTCs foundational knowledge about diversity,
diverse bodies of students, accommodating their needs, writing lessons for them by
taking into account their learning styles, surface and deep culture, and understanding that
no two students are alike. They take that knowledge with them into their methods courses
after their first semester, and then they put it into practice in their field experience courses
as seniors.
The junior observations revealed 27 open codes related to diversity, 21 codes
related to reflection, and 19 codes related to discourse. The senior observations revealed
11 open codes related to diversity, 11 open codes related to reflection, and 7 codes related
to discourse. The junior interviews revealed open coding related to diversity 17 times,
reflection 14 times, and diversity 5 times. The senior interviews revealed open coding
related to diversity 6 times, reflection 7 times, and discourse 6 times. The diversity
category received the most open codes for both juniors and seniors. Reflection revealed
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slightly less codes for both juniors and seniors, and discourse revealed the least codes for
both. In each category, there were more codes for juniors than seniors. The open coding
for the syllabi was conducted with both junior and senior syllabi combined. They
revealed open coding related to diversity 23 times, reflection 33 times, and discourse 21
times. The syllabi received more codes for reflection than either diversity or discourse.
The syllabi coding revealed the most codes for reflection. The results from the coding
will be discussed in chapter 5.
Themes
Taking into account the theories of Banks (1995), Ladson-Billings (1995), and
Schön (1983, 1991), the concepts for the themes were put into tables (see Tables 6-8),
and the concepts were also matched to the observation field notes to find themes from the
theories and categories based on observations of the courses (see Tables 9 & 10). These
five themes created were unintended, as the results from the study were to answer the
research questions, disprove the null hypothesis, and to review the thoughts of the
individual instructors about their PTCs. Table 9 was created by combining common
concepts from the themes used in the framework for this study based on the theories of
Banks (1995) Ladson-Billings (1995), and Schön (1983; 1991). They were compared to
the open coding from field notes, interview transcripts, and syllabi from this study (see
Appendix J, K, L, & M). Open coding in relation to the categories: diversity, discourse,
and reflection were reduced and utilized to combine concepts from the coding and
framework in the creation of the themes (see Table 10).
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Table 9
Researcher Themes Consistent with Theoretical Framework
1. Global Perspectives Form Knowledge Construction
&RQWHQW5HIOHFWLQJ'LYHUVLW\
%DQNV¶&RQWHQW,QWHJUDWLRQ$SSURDFKHV
*URXS3HUVSHFWLYHVLQfluence Group Conclusions
6WXGHQW([SHULHQFHV 9DOXHV&RQVWUXFW.QRZOHGJH
8WLOL]LQJ'LIIHUHQW3HUVSHFWLYHVDQG3RLQWVRI9LHZ
(TXDO6WDWXV*LYHQWRDOO'LYHUVH*URXSV

° Individual as member of a Community
° Teaching to Give Back to the Community

2. Positive Attitudes Build Communities of Learners
3URPRWLQJ3RVLWLve Intergroup Attitudes b/t all Students
3URPRWLQJ3RVLWLYH,QWUDJURXS$WWLWXGHVEWDOO6WXGHQWV

° Community of Learners
° Collaborative and Responsible Learning
° Maintain fluid teacher-student Relations
° Demonstrate Student Connectiveness

3. Global Learning Strategies Foster Cooperation
8VLQJ/HVVRQV8QLWV0DWHULDOVZ'LYHUVH&RQWHQW
0RGLILFDWLRQVWR)DFLOLWDWH$FDGHPLF$FKLHYHPHQWIRU$OO
Cooperative Methods to Foster Interaction
&ROODERUDWLYH6WUDWHJ\)RVWHUV7HDPZRUN&RPPRQ*RDOV

)UHLUHDQQRWLRQRI³WHDFKLQJDVPLQLQJ´
° Knowledge is Shared, Constructed
° Knowledge viewed Critically
° Teachers Passionate about Learning
° Teachers Scaffold and Facilitate Learning
° Multifaceted Assessment

4. Reflection on Action Encourages Future Schemas*
e Presentations Help Peers to Work and Think Together as Future Professionals
e Discourse between Peers and Course Instructors Fosters Pedagogical Growth
e Self-Assessments Assist PTCs to Reflect as Future Professionals
H37&VDUH5HOXFWDQWWREH³ZURQJ´DQG5HVLVW+RQHVW6HOI-Assessments

5. Reflection in Action Builds Readiness for Success*
H'XULQJ3UHVHQWDWLRQV¶8QH[SHFWHG2FFXUUHQFHV37&V0XVW,PSURYLVH RUWKLQNRQWKHLUIHHW
e During Field Experiences, PTCs Learn to Make Important Decisions Quickly
e Case Studies Help them to Theoretically Reflect in Action
Note: *(Schön (1983, 1991), Banks (1995), °Ladson-Billings (1995), e = emerged from research data
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Table 10
Analytical Matrix: Coding Matched to Categories by Theme
Theme

Diversity

Reflection

Discourse

Global Perspectives
Form Knowledge
Construction

challenges
deep culture
English learners
[Banks (1995)]
global perspectives
[Ladson-Billings (1995)] immigrants
multicultural activity
strategies

case studies
current events
cognitive processes
ethnic awareness
values
life experiences
metacognition

collaboration
semantic structure
dialect
grouping
jigsaw strategy
peer assessment
syntax

Positive Attitudes
Build Communities
of Learners

collaboration
identity
meanings
motivation
realia
writing

cross-culturalcommunication
cooperative
pragmatics
semantics
themes

ability
challenge
culture
[Banks (1995)]
learning styles
[Ladson-Billings (1995)] visual activity
Global Learning
Strategies
Foster
Cooperation

activity
background
creativity
diversity issues
ethnicity
ethical
ESOL strategies
objectives
[Banks (1995)]
inclusion
literacy
[Ladson-Billings (1995)] multiculturalism
research
total physical response

adapt instruction
cooperation
grammar
language
phonology
reading
scaffolding

Reflection on Action comfortable class
Encourages Future culture
Schemas
health issues
[Emergent]
ESE pull-outs
[Schön (1983)]
modifying lessons
language learning
socioeconomic status
struggling

academic success
alternative assess.
formal/informal
instructional material
macro-culture
micro-culture
prejudice
reflective decisions
surface-culture

accommodations
background
emotional distress
ethics
exceptionalities
racism
resistance to culture
stereotypes
transf. knowledge

Reflection in Action cultural sensitivity
Builds Readiness
ethnic identity
for Success
language acquisition
[Emergent]
methods
[Schön (1991)]
models
RtI

child abuse
deficit theories
discrimination
listening
materials
standards

newcomers
parent involvement
real life experiences
semantic structures
speaking skills
special needs
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Global perspectives form knowledge construction. The process of treating a
class as a community of learners, a part of the findings from Ladson-%LOOLQJV¶  
study, and a basis for the theoretical framework of this research study is a foundation for
this theme. In addition, seYHUDOSRUWLRQVRI%DQNV¶  ³)LYH'LPHQVLRQVRI
0XOWLFXOWXUDO(GXFDWLRQ´DUHLQFOXGHGKHUHWKH\DUHXVLQJFRQWHQWWKDWUHIOHFWVGLYHUVH
cultures, using group perspectives to influence group conclusions, using student
experiences and values to construct knowledge, but also allowing for different
perspectives and points of view, as well as keeping equal status for all cultures in a group.
An excellent example of this occurrence was during the junior-level multicultural
education class, when the instructor had the PTCs design projects to present to the class
that included both a deep and surface culture for one country from every person in the
group. Each group appeared to have PTCs from different cultural backgrounds and the
projects they came up with were a melding of diverse groups into one project. For
example, one group created a flag made up of four different countries, with colors and
symbols from each of the different countries in the flag and the flagpole stuck into a
globe, which was covered with proverbs from each country. Their explanation to the
class about how they went about putting their project together and what they learned
about the different cultures was then shared with the rest of the class. Another group
came up with a traditions and a recipe booklet from a series of different cultures. On each
page, there was a different recipe and the front of the book contained proverbs with
references to each of the countries. In the same way as the earlier example, the
knowledge was shared with the rest of the class as a presentation.
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During the observation of one of the senior-level courses, the instructor had the
students get into study groups of about four to five students and work on a hypothetical
problem while using a K-W-L chart. As they worked, all of the groups in the class were
engaged in different ways to solve the problem. It was clear that this instructor was using
the method being taught to teach the lesson. It was working. The PTCs consisted of
several different cultures. When the instructor called on the different groups to come up
with the way in which they were able to compute the answer, it was clear that each group
had found a way to work together, as a community of learners to build answers from
several differing perspectives.
Positive attitudes build communities of learners. First and foremost, the
creation of this theme evolved from two of the tenets from Banks¶  ³)LYH
'LPHQVLRQVRI0XOWLFXOWXUDO(GXFDWLRQ´DFRPELQDWLRQRISRVLWLYHLQWHUJURXSDQG
intragroup attitudes between all students. In addition, Ladson-Billings¶ (1995)
demonstration of student connectedness as well as community of learners, collaborative
and responsible learning, and most important, maintaining fluid teacher-student
connectiveness were seen on several observations.
While four of the courses were being observed during student presentations, in all
of them, teacher-student connectiveness was apparent. In the junior-level language arts
and literature course and in both the junior-level ESOL and junior-level multicultural
education courses, the instructors continually interjected with useful pedagogical
information for those presenting and those in the course to reflect upon. In some cases,
the PTCs interjected and interacted with what the instructor was saying or answered an
LQVWUXFWRU¶VTXHVWLRQ,QDOOWKUHHRIWKHVHFourses, it was apparent that the PTCs felt
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FRPIRUWDEOHHQRXJKWRH[SHULHQFHWKDW³FXOWXUDOFRPSHWHQF\´WKHLULQVWUXFWRUV¶KDG
created from being able to converse with the instructor as they presented, in order to gain
reactions, glean missing information they may have wondered about, or to answer
questions. In almost all of the presentations it was clear that the PTCs had worked either
alone or in groups to create learning situations for the other students in their course. The
same was observed in the senior-level reading course. This was a demonstration of their
connectedness and their feeling as a part of the community in the classrooms.
In the senior-level courses, there were no presentations; however, there were
small group sessions in both the practicum and field-experience course and the seniorlevel TESOL course. The practicum course was engaged in student small group work and
the senior-level TESOL instructor had PTCs engaged in small groups. Although in each
senior-level course there was lecturing, there were also question and answer sessions,
round-table discussions, and in both courses it was apparent that there was a sense of
community and connectedness to the classes.
Global learning strategies foster cooperation. The process of the notion coined
E\)UHLUHRI³WHDFKLQJDVPLQLQJ´ )UHLUH ZDVZULWWHQLQWRDSRUWLRQRIWKHILQGLQJV
from Ladson-%LOOLQJV¶  VWXG\ VHHTable 3), and as a basis for the theoretical
framework of this research study in a foundation for this theme. In addition, several
SRUWLRQVRI%DQNV¶  ³)LYH'LPHQVLRQVRI0XOWLFXOWXUDO(GXFDWLRQ´were included
here: they are using lessons, materials, and units with diverse content, modification to
facilitate learning for all, cooperative and collaborative methods and interactions to foster
teamwork. For this theme, Ladson-%LOOLQJV¶  QRWLRQVRIWKHVRFLDOFRQVWUXFWLRQRI
knowledge as a shared commodity, a critical view of knowledge, teachers who are
93

passionate about learning, scaffolding and facilitated learning methods, and multifaceted
assessment were included as key components. This particular theme reigns supreme in
the findings of this study because in all of the syllabi, in all of the observations, and in all
of the interviews, this theme was apparent from the very first syllabus, and from walking
into every classroom observation. In the TESOL courses and all of the junior-level
language arts courses, these were the cornerstones of what the college under study stands
for²addressing diversity in every class, meeting the needs of every learner, and using
GLVFRXUVHIURPWKH37&VWR³PLQH´IURPWKHPWKURXJKURXQG-table or Socratic
discussions, to conduct reflections, and to create activities from student to student rather
than teacher to student on a regular basis. It was what Freire taught: to allow students to
engage in the process of their own learning.
Reflection on action encourages future schemas. Overall, there is development
of personal and professional beliefs about diversity between preservice teacher candidates
at the junior and senior-OHYHOVDWWHQGLQJWKHFROOHJHRIHGXFDWLRQ¶VHOHPHQWDU\HGXFDWLRQ
GHJUHHSURJUDP$VSRLQWHGRXWLQ&KDSWHUUHIOHFWLRQLVDWWKHKHDUWRI%DQNV¶ 5)
landmark framing of multicultural education. Never before, McGee Banks and Banks
 DVVHUWHGKDYHVWXGHQWVKDGWR³DGGUHVVFRPSOH[LVVXHVWKDWFDQQRWEHDQVZHUHG
ZLWKGLVFUHWHIDFWV´ S It is important that teachers learn to reflect on their lessons,
reflect on cultural beliefs of their own, and on those of their students. In this way, they
may collectively construct equity pedagogy together. This practice was addressed in all
of the courses during observations, coursework, and/or analysis of the syllabi. Not all of
the PTCs seemed comfortable reflecting in their coursework during the observations, and
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there is room for deeper reflection throughout the courses observed in regard to reflection
³RQ´DFWLRQ 6FK|Q , but it existed.
For example, during one of the junior-level courses, PTCs were asked to reflect
on what their peer groups were doing in the front of the room after they presented their
presentations; however, the field notes from the observations revealed there were several
students not participating. Some got up to go to the restroom, others chatted, but the
instructor did circulate to help out and discuss one on one with some small groups.
However, many students seemed to avoid reflecting on action. This was noted as a barrier
to reflection in Chapter 2, as stated by Carlson (2003) and Webb (2001) that some
preservice teachers get caught up in the task and feel that there is no effectiveness to the
task without reflective discussion conducted. These students represent only a handful of
one class out of a pool of at least ten sections of this particular course. It does not
necessarily mean it is not effective. It may be the case that those reflecting while
journaling with the circulating instructor did not feel the same way, but rather validated.
A better example of reflecting on action was seen during a senior-level practicum
field-experience course when the PTCs were discussing some off-task behaviors and
chatting among their field-experience students. The PTCs discussed and reflected on
what had happened for a while until their chatter alerted the instructor to a potential
talking point, and the reflection on action ended up covering three different topics for
them to reflect on for building future schemas as they become teachers. This was a case
that was even more indicative of an example of this theme.
Reflection in action builds readiness for success. PTCs need to know what
UHIOHFWLRQ³LQDFWLRQ´ 6FK|Q LVDQGKRZWRGRLWEHIRUHWKH\JUDGXDWHDQGEHFRPH
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teachers. It requires them to think about what they know, their experiences, and what is
happening in the classroom while they must make split second decisions based on
situations as they occur. Most of the reflecting seen through observations was reflection
³RQDFWLRQ´ 6FK|Q WKDWLVDIWHUWKHIDFW$IWHUWKHIDFWWKHUHLVWLPHWRVLWUHIOHFW
and make sound judgments about concepts to revise thinking, but that is not enough
preparation for when they are in the classroom.
Upon one interview with a junior-level instructor, we discussed case studies and
how the instructor gives the students case studies frequently during the semester on
which to reflect. Since these case studies do not happeQ³LQWKHPRPHQW´WKH\DUHQRW
true H[DPSOHVRIUHIOHFWLRQ³LQ´DFWLRQKRZHYHUDVWKHLQVWUXFWRUSRLQWHGRXW³WKHVH
students do not receive any of this type of reflection early on in the program and these
case studies come close to a µwhat would you do in this situation¶ type of topic on which
WRUHIOHFW´7KHVDPHLQVWUuctor mentioned that videos are another way to engage the
37&VWRDWOHDVWEHJLQWRJHWLQWRWKHSUDFWLFHRIIXWXUH³UHIOHFWLRQLQDFWLRQ´
An example of a senior-OHYHOJURXSRIVWXGHQWVUHIOHFWLQJ³LQ´DFWLRQFDPHXS
when the instructor held a round-table discussion about their field experiences. One PTC
discussed the reading program when it came to an ELL who was well ahead of the other
students, but in a misplaced classroom. The PTC had been put into the position of
creating a lesson for that student as a sort of enrichment and that created an opportunity
IRUWKDWVWXGHQWWREHIRUFHGWRWKLQN³LQWKHPRPHQW´6KDULQJWKHH[SHULHQFHRIZKDW
that PTC decided to do was a good way to offer practice and thoughtful reflection to
other PTCs in the course to discuss what was done for this ESOL student. As stated by
+RZDUG  XVLQJ³FULWLFDOUHIOHFWLRQ´E\JHWWLQJWRNQRZWKHVWXGHQWDQGWKHLU
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learning styles, one may find reaching them and connecting much more effective. The
PTC decided to learn more about the student and then help that student to find a book in
the classroom library that would be on grade level and of interest.
These five themes were built upon the existing theories of leaders in the fields of
multicultural education and reflection. The concepts used from their theories, matched to
the categories, codes, and observations from this research revealed that the college has
been utilizing pedagogical practices consistent with those theories, as evidenced through
the coding into three categories relative to the topic of diversity pedagogy: diversity,
reflection, and discourse, and by how well, the codes and categories illustrated the
adherence of the elementary education program to these theories in order for these
themes to emerge.
Chapter Summary
The null hypothesis for this study was as follows: 3UHVHUYLFHWHDFKHUFDQGLGDWHV¶
personal and professional beliefs about diversity will not vary after pedagogy infused
with diversity concepts administered through application of pedagogy utilizing reflection
and discourse. The null hypothesis could not be rejected because although there was a
statistically significant variation in their professional beliefs, there was not a statistically
significant variation in their personal beliefs. The qualitative portion of the data does
reveal there may be enhancement of the professional beliefs of the PTCs following their
participation in the program infused with diversity.
As indicated by Creswell and Plano Clark (2007), mixing methods in order to
answer different questions can be helpful in using the data finds of one method to
strengthen or enhance the findings of another. The observations, as shown in Tables 6-8,
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matched to the theoretical framework indicated that the elementary education program
was dedicated to teaching PTCs to understand diversity concepts. The interviews of
instructors revealed that the PTCs were learning through reflection and discourse as well
as their coursework about modifying and accommodating lessons for students with
diverse needs. The syllabi indicated objectives for teaching about diversity concepts and
diverse needs of students. The purpose of the research was to find out whether or not the
program was preparing PTCs to understand diversity concepts and know how to teach
diverse bodies of students. Those are professional beliefs. People are often not willing to
change their own personal beliefs. However, when they become professionals, they learn
that they must show a certain level of acceptance of different people, events, situations,
and expectations. These findings reveal that there was professional development taught to
juniors and seniors in the elementary education degree program at the college, as seen
through document analysis, observations, and interviews.
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Chapter Five: Discussion
8VHRI%HOLHIV¶6FDOHV5HFRPPHQGHGE\3RKDQDQG$JXLODU
The recommended uses of the beliefs measures created by the authors, Pohan and
$JXLODU  ZHUHWKDWWKH\PD\EHXVHGDVZKDWWKH\WHUPHG³DQLQLWLDOVWHSLQ
eliminating the educational discrepancies identified in the multicultural literature (Banks,
1995; McGee Banks & Banks, 1995) as the baseline assessment of ideas that preservice
DQGSUDFWLFLQJHGXFDWRUVEHOLHYHDERXWGLYHUVHRWKHUV´ S 7KH\VWDWHGIXUWKHUXQGHU
WKHVXEWLWOH³(GXFDWLRQ3URJUDPV´WKDWWKHVHVFDOHVFRXOGEHXWLOL]HGLQVHYHUDOZD\V2QH
XVHZDV³WRGHWHUPLQHWKHVKRUWRUORQJ-WHUPLPSDFWRIH[SHULHQFHVRQVWXGHQWV¶EHOLHIV´
S 8QGHUWKHVXEWLWOH³5HVHDUFK8VHV´3RKDQDQG$JXLODU  VWDWHd:
The measures may be used to assess the impact of multicultural education
interventions (e.g., workshops, seminars, course work, practica) through pretest
and posttest measures to determine the approaches that are most effective or
efficient. The impact of both long- and short-term educational interventions (i.e.,
weekend workshops), particularly those purporting to challenge personal beliefs
directly, may be studied using these beliefs measures. (p. 177)
They also mentioned that the use of the scales could gauge the influence that
³EHOLHIVDERXWGLYHUVLW\´KDYHRQ³HQKDQFLQJFXOWXUDOO\FRPSHWHQWHGXFDWRUV´DQG
³HTXLWDEOHWHDFKLQJ´ S 7KHVHWZRFRQFHSWVFXOWXUDOO\responsive pedagogy and
equity in education were an integral part of this study.
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PoKDQDQG$JXLODU¶V  UHFRPPHQGDWLRQVIRUXWLOL]LQJWKHVHVFDOHVLQFOXGHG
the recommendation to use them as:
Initial gauges of beliefs about diversity. In conjunction with qualitative
assessments, results of the empirical beliefs measures may lead to a more
thorough understanding of beliefs about diversity and their significance to
effective and equitable teaching. This understanding could provide needed
guidance in the development and design of educational and professional
development programs intended to prepare more culturally responsive educators.
(p. 178)
This recommendation by the authors of the belief scales coincided with the results
from the study by Ladson-Billings (2001). As shown in the findings, reflection in action
would be more effective with activities that simulate the practice of reflection in action.
This is more possible in a field experience setting than in a college of education but not
impossible. Dramatizations of classroom situations would be a helpful way to help future
PTCs to think on their feet. Additionally, field experiences help course instructors to
provide this practice. However, cooperating teachers may not always give valuable
criticism to the PTCs about the best ways to react to certain situations (Zeichner &
Liston, 1996). This concept is more difficult to implement with fidelity to the practice for
PTCs, but it is very important to their future as culturally responsive teachers. This
finding indicated that though discourse and reflection were utilized and diversity issues
were infused into the program, the elementary degree program could also include more
active use of reflection in action across all coursework. Perhaps, it is something they
learn from experience in their student teaching following their senior semester.
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Snapshot Perspective
The Level one and Level two beliefs about diversity scales were taken as a
snapshot view due to the constraints of time involved in the study process. Junior
undergraduate PTCs at the start of the upper level degree coursework were compared to
the senior undergraduate PTCs at or near the end of their upper level degree coursework
in an elementary education program. The study results represented a snapshot view of the
difference between the two levels of PTCs before the coursework infused with diversity
and at the end of the sequence of coursework infused with diversity, including the
FROOHJH¶VHPSKDVLVRQUHIOHFWLRQDVLWVIRXQGDWLRQ
Research Question 1
,VWKHUHDVLJQLILFDQWGLIIHUHQFHLQWKHOHYHORI37&V¶SHUVRQDORUSURIHVVLRQDl
beliefs about diversity between the early stages and later stages in pedagogical
coursework designed to infuse diversity concepts grounded in reflection?
Belief scales. When comparing the belief scales, there was development between
the junior and senior professional beliefs about diversity within this program for
elementary education with an embedded component for reflection. The implications from
WKLVILQGLQJZHUHWKDWWKHHOHPHQWDU\HGXFDWLRQSURJUDP¶VDWWHQWLRQWRGLYHUVLW\LVVXHV
was providing its PTCs with a foundation for teaching diverse populations of students
and that they were graduating from the program with a stronger acceptance of different
cultures than when they were at the start of the program.
The difference in means of the professional belief scores between Level one
SDUWLFLSDQWV¶DQG/HYHOWZRSDUWLFLSDQWV¶FRPSXWHGE\t-tests was 2.12 points at p < .05.
7KH&RKHQ¶Vd of 5.88 revealed a strong effect size (Cohen, 1988). These findings were
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an indication that there was a statistically significant development between the junior and
senior professional beliefs about diversity in the elementary education degree program
with ESOL endorsement. This was not statistically significant for the personal beliefs.
Research Question 2
Are there inferences that may be made about the possible effects of the
XQLYHUVLW\¶VHOHPHQWDU\HGXFDWLRQGHJUHHSURJUDPRQVSHFLILFJURXSVRI37&V¶
developing beliefs about diversity as seen through a lens of reflection and discourse
during classroom observations, interviews of course instructors, and document analysis?
Syllabi. The syllabi revealed that in all of the seven courses from this study,
objectives were included for ensuring that the PTCs were taught about teaching diversity
and teaching diverse populations of students. The objectives included pedagogy to
prepare future teachers to address students with varied needs. The objectives were clear,
with anywhere from 1-14 objectives specifically addressing needs of diverse learners in
each of the seven courses studied.
Observations. Diversity concepts were infused throughout the coursework for the
elementary education degree program as seen in the objectives of the syllabi. Results
from the field notes showed evidence that PTCs were reflecting, discussing, and/or
engaging in comprehensive pedagogy regarding diversity concepts within the boundaries
of their futures as educators. In the two junior-level language arts and literature courses,
PTCs were discussing appropriate novels for various groups of public elementary school
students based on various cultures. For example, the course instructor who had taken the
professional development course made sure that every PTC was addressing the needs of
all students through critical discourse during the observation. In the junior-level TESOL
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course, the PTCs were highly engaged in either reflecting upon what the other PTCs were
presenting or role-playing as teachers, which equated to reflecting in action, and those
presenting were also reflecting in action. In the junior-level multicultural education
course, there was an ongoing discussion about concepts related to every concept on the
syllabus, as they were reviewing for the final exam through reflection and discourse.
In the senior-level reading field experience course, there was evidence of attention
to diversity concepts, as they were discussing the appropriateness of different books for
students with different needs and interests culturally and matched to their IRI scores. In
effect, that was an activity in which the PTCs were engaged in discourse with the course
instructor about the diverse needs of various types of readers. Additionally, the seniorlevel TESOL field experience course observation was entirely oriented toward activities
and discourse regarding diverse populations of students, as the PTCs were learning
through a course instructor led K-W-L chart for learning a strategy that would help them
to focus on content while teaching language and content to ELLs. The course instructor
was teaching it and using it to teach the concept at the same time, while engaging the
students in a lively debate on how it felt to be different and have no voice. Finally, the
senior-level practicum field experience course instructor had a discussion with the
students about the issues inherent in grouping students for cooperative learning. This
particular class had some mini lessons during the observation related to poverty, child
abuse, and ways to address these issues when they occur. They were experiencing case
study reflection in action since the questions about these field-experience occurrences
were directed to the instructor and initially, when they were in the field experiencing
these issues, they were reflecting in action. The discourse in the classroom after the fact
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was a PTC self-checking with the course instructor to gauge the appropriateness of the
actions in the field while reflecting in action.
I nterviews. The interviews with the course instructors indicated that though the
pedagogy exists for the PTCs at the college of education, one instructor felt that PTCs
could be more prepared to differentiate lesson plans for diverse groups of students with
more hands-on practice. The point of having a set agenda of course progression is so the
PTCs would know and understand how to address the diverse needs of their public
elementary school students as they went through the 12 methods courses and electives by
instilling it in them from the very beginning of their Level one (junior) upper-level
courses. The fact that Level one PTCs may not have been as prepared to teach diverse
populations of students was understandable since they had not been through the upperlevel program of studies at the time. It appeared by what the senior course instructors said
in the interviews that some were more ready than others, but out of the three senior-level
instructors, the collective perception was that the senior-level PTCs would be
knowledgeable on the topic by the time they reached these higher level courses with an
understanding of what they needed to do to meet the needs of their diverse populations of
students, though one senior-level instructor indicated that some senior-level PTCs
ZHUHQ¶WVXUHKRZSXWLWLQWRSUDFWLFH
The interviews revealed that the instructors believed that though a percentage of
the PTCs were not initially prepared, they (the instructors) were preparing them
pedagogically as needed by the end of the semester, if they did not understand.
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Chapter Summary
Null Hypothesis. 3UHVHUYLFHWHDFKHUFDQGLGDWHV¶SHUVRQDODQGSURIHssional
beliefs about diversity will not vary after pedagogy infused with diversity concepts
administered through application of pedagogy utilizing reflection and discourse. This null
hypothesis could not be rejected because although there was a statistically significant
GHYHORSPHQWEHWZHHQWKHMXQLRUDQGVHQLRU37&V¶professional beliefs, there was no
statistical significance in their personal beliefs. However, an analysis of the effect size of
the senior-OHYHOVWXGHQWV¶GHYHORSPHQWRISURIHVVLRQDOEHOLHIV over that of the juniors was
significant and relevant to the interpretation of the research questions in this study.
An analysis of results from the statistical testing for Research Question 1 allowed
the researcher to conclude there was development in WKHVHQLRUSDUWLFLSDQWV¶professional
beliefs about diversity when compared to the junior participants who had not taken the
courses infused with diversity concepts. This statistical finding showed a large effect size,
which indicated that there was a large difference in the acceptance of diversity concepts
between the junior and senior PTCs, openness to differences of their future students, and
it enhanced the possibility that the elementary education program is preparing its PTCs
through its infusion of diversity across all coursework, rather than through one
multicultural education course, as many colleges do (Hollins & Guzman, 2005; Miller et
al., 2000).
I nterpretation. There was evidence to support that the college of education has
an elementary education program which appears to provide evidence through course
syllabi, observations of courses, and interviews with course instructors, that the PTCs are
engaged in reflective processes, reflective discourse, and are prepared to teach students
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from diverse backgrounds, while ensuring that their needs are met. This evidence does
seem to be supported through the qualitative data findings.
The transcripts and open coding revealed that though the amount of codes for
juniors and seniors were near equal in the syllabi, for the interviews and observations,
there were more than twice as many codes in the three initial upper-division courses as
there were in the three terminal courses studied for this research. It is likely that this
stems from the fact that the beginning part of the upper-division program is built with a
foundation for teaching diversity concepts in order for the PTCs to have that knowledge
as they go through their methods courses and into their terminal senior-level upper
division coursework. The interviews with two of the senior professors would be an
indication of this inference when they each stated that diversity concepts were covered
deeply at the beginning of the program and their job is to help them observe what they
learned about diversity in their field experiences.
The data obtained from the seven course syllabi objectives supported the core
foundation of the study that the college of education espoused reflection as its base and
that an infusion of diversity concepts was a core component of the elementary education
coursework in the three initial and three out of four terminal upper division level courses
studied. It appeared from the observations and interviews with course instructors that the
activities and assignments for the courses were aligned with the objectives from the
syllabi, as was revealed through the discussions, reflections, written work, quizzes, tests,
and/or class activities noted on the syllabi and also through the senior field experiences.
The junior-level language arts and literature syllabi included three objectives related to
diversity: including the assurance that they would be able to identify and select literature
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appropriate for learners with varied needs, and PTCs would be able to create lessons and
assess diverse learners. The junior-level TESOL course syllabus had 14 objectives that
were all related to diversity in various ways: learning theories related to first and second
language acquisition, facilitating second language development, linguistics, strategies for
teaching listening, speaking, reading, and writing to English Language Learners, as well
as adapting materials for all levels of English Language Learners, classroom
management, current research, and parent involvement. The multicultural education
syllabi assured PTCs that they would be able to explain relationships among language,
dialect and culture. They research various multicultural and ethnic groups, and they learn
about how prejudice, discrimination, and oppression have made an impact on U.S.
culture.
The senior syllabi all included field experiences, and the students gained a large
degree of exposure to diversity issues in their classrooms. According to the senior-level
syllabi, the PTCs performed several tasks in the field based on 14 objectives in addition
to other standards. The practicum field experience course syllabus included instructional
needs of students, such as providing for different learning styles, the ELL learner, and the
needs of the low socioeconomic status student.
As seen in the observations as compared to the theoretical framework in Tables 6WKHSURJUDPFRQWULEXWHGWRWKHGHYHORSPHQWRIWKH37&V¶EHOLHIVDERXWGLYHUVLW\DQG
teaching diverse populations of public elementary school students through varied
instructional strategies, such as PTCs engaging with other PTCs, as opposed to lecture
and teacher-led presentations. The PTCs worked in groups, they collaborated, they
presented material to their peers and they worked together to solve cases presented by
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their instructors. The observations showed PTCs as well as course instructors engaged in
thoughtful reflection and discourse on issues of diversity during all of the observations.
Out of the 31 indicators from the theoretical framework, there were examples of attention
for every indicator from the field notes. This finding does correlate to what was revealed
through the syllabi objectives and was enhanced by the interview transcripts.
The four junior-level instructors discussed how they addressed diversity in their
classes. Each spent most of their classes paying attention to issues of diversity. As one of
WKHPVWDWHG³,W¶VLQHYHU\WKLQJZHGR.´7ZRRIWKHWKUHHsenior-level course instructors
indicated that it was more of a concept covered in earlier classes, which according to the
make-up of the program was true. By this part of the program the PTCs should have
become confident about these issues, and there was evidence of this attention in the
observations. The third Level two course instructor was very explicit about the level of
attention the PTCs paid to diversity concepts. She said,
When they do the field experience project they address diversity from the first to
the last item. When you look at the domains and indicators they have a diversity
of multicultural in their standards. (Course Instructor F)
Conclusions
Research Question 1 was used to research whether PTCs¶ personal or professional
beliefs about diversity show statistically significant development from the junior to the
senior level. Research Question 2 was used to research whether inferences may be made
about SRVVLEOHHIIHFWVRIWKHXQLYHUVLW\¶VHOHPHQWDU\HGXFDWLRQGHJUHHSURJUDPRQ
VSHFLILFJURXSVRI37&V¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\DVVHHQWKURXJKDOHQVRI
reflection and discourse during classroom observations, interviews of course instructors,
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and document analysis. The two questions were based upon different data sets: numbers
for Research Question 1 and narrative for Research Question 2. According to Creswell
and Plano Clark (2007) ³quantitatitve and qualitative approaches in combination provides
a better understanding of research problems than either approach alone´ S8).
The results from the quantitative data answering Research Question 1 led to the
determination that the null hypothesis FRXOGQRWEHUHMHFWHG37&V¶SURIHVVLRQDOEHOLHIV
about diversity did vary after pedagogy infused with diversity concepts administered
through reflection and discourse. This was not true of their personal beliefs about
diversity. This result, although not the one expected in the hypothesis, was still useful in
VKRZLQJWKDWWKHFROOHJHKDVEHHQGRLQJZKDWLWKDVEHHQLQWHQGLQJDQGWKH37&V¶
professional beliefs have been developing while completing the program. As noted by
3DMDUHV  WHDFKHUV¶SHUVRQDOand professional beliefs may not be one and the same.
In research on teachers, he purported, this distinction should be made clear. There was a
VWURQJHIIHFWVL]HDQGDVWDWLVWLFDOVLJQLILFDQFHLQWKHGHYHORSPHQWRIWKH37&V¶
professional beliefs about divHUVLW\EHWZHHQWKHEHOLHIVFRUHV¶PHDQVRIWKH/HYHORQH
(juniors) and Level two (seniors) PTCs following the 18 courses in the program. That
reveals that there is development in PTCs professional beliefs about diversity. Since they
will be professional teachers, their development of professional beliefs is optimal.
In answering Research Question 2 on whether there are inferences that may be
PDGHDERXWWKHSRVVLEOHHIIHFWVRIWKHXQLYHUVLW\¶VHOHPHQWDU\HGXFDWLRQGHJUHHSURJUDP
RQVSHFLILFJURXSVRI37&V¶ developing beliefs about diversity as seen through a lens of
reflection and discourse during classroom observations, interviews of course instructors,
and document analysis, the results were also favorable. The field notes from observations
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of all seven courses revealed ongoing reflection and discourse as well as a wide range of
attention to diversity concepts. The instructors questioned the PTCs to think about
different aspects of teaching diverse populations of students. They used lecturing,
questioning, small group jigsaws, presentations, as well as question and answer sessions.
The PTCs explained their thought processes to each other and their course instructors.
There were activities, students working collaboratively, and reflection on topics being
discussed. Students reflected on their teaching experiences for the week, and they worked
together to compare notes on their experiences.
$VVWDWHGE\+RZDUG  ³7HDFKHUHGXFDWLRQSURJUDPVPXVWJREH\RQG
reflection just for the sake of thinking about issues in teaching. Critical reflection should
LQIRUPDOOIDFHWVRIWHDFKLQJDQGEHFRPHFXOWXUDOO\UHOHYDQWIRUWKHVWXGHQWVEHLQJWDXJKW´
(p. 39). This is what this researcher hoped to explore. At a college that identified
reflection as its foundation, it was hypothesized there would be evidence that along with
WKHHOHPHQWDU\HGXFDWLRQSURJUDP¶VHPSKDVLVRQGLYHUVLW\FRQFHSWVWKURXJKRXWWKH
FRXUVHZRUNWKHUHZRXOGEHGHYHORSPHQWRIWKH37&V¶EHOLHIVDERXWGLYHUVLW\DVVHHQ
through reflection and discourse during their upper-level undergraduate semesters. In this
small case study, there was such evidence.
Recommendations
This study focused on many parts of the teacher education program in order to
explore what Mills (1959) called the sociological imagination. Future studies that may
gain a better perspective than this one may include a different method, or other studies
utilizing interviews, focus groups of course instructors, PTCs, and/or administrators.
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These might yield more about the practical application of PTCs¶ beliefs about diversity
issues.
Another study may be more inclusive with a more strategic way to gain a larger
sample population and response rate. The research study most likely did not emphasize
follow up thoroughly enough to ensure that the scales were distributed and taken by the
PTCs. This could have been prevented in more than one way. One way would have been
to have more communication with the course instructors. The fact that the PTCs were
told (in writing) not to take the scales if they were senior-transfer students may be have
been mistaken to mean that if they transferred from a state college before the junior year
they should not take thHVWXG\'LVWULEXWLQJWKH37&V¶ letter for volunteering on the same
day as the observation could also have yielded a larger response rate. According to Kano,
Franke, Afifi, and Bourque (2008), non-UHVSRQVHLQGLFDWHVD³ELDVLQJHIIHFW´ S 
Due to this factor, the small sample size of the potential population was an important
factor to consider in this study since it could be the result of such an effect like bias.
The instrument utilized for this study was psychometrically sound. However,
participants and instructors, including this researcher, found much of the wording
offensive, outdated, and marginalizing. The instrument, if used in the future, should be
updated to be less offensive. An instrument could use words not mislabeling or
marginalizing groups, but perhaps affirming others might be warranted for this purpose.
Colleges of education could benefit from a study such as this one as a blueprint
for a program evaluation. The research is important because it can assist teacher
preparation programs in identifying strengths and weaknesses within specific program
areas. In addition, this information can compel graduates to evaluate their own practices
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in the hope that it will improve their instruction with racially, culturally, and
linguistically minority student populations. PTCs come with their own personal
experiences and background knowledge as they strive to become competent, caring, and
informed teachers. Preservice teachers who are exposed to 6FK|Q¶V  
reflection in and on action, comprehend %DQNV¶  five dimensions of multicultural
education, and who practice Ladson-%LOOLQJV¶ 1995) culturally responsive pedagogy
implemented throughout a teacher education program are more likely to engage in
equitable, socially-just classroom practices.
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Appendix A
E-mail Solicitation for Course Instructor Participants
TO:

PROFESSORS TEACHING (course section numbers left out of appendix)

FROM: CYNTHIA R. SCHAUB
Dear (instructor names left out of appendix)

Date:

This letter is to gain your assistance in my doctoral dissertation. The purpose of
the research is to examine and compare pre-service teacher perceptions and reflections on
diversity while taking the three initial courses to their perceptions and reflections during
their final four courses in order to analyze how reflection on issues of diversity enhances
their perceptions and reflections of teaching diverse populations of students
Phase one: It is my hope that all professors teaching the following courses will distribute
the enclosed letter to students in the first half of the semester, post the survey url on their
website, and briefly mention the importance of college research to the students (see
attached letter to pre-service teacher candidates).
Phase two: It is hoped that I may find one professor from each of these seven courses
to participate in Phase two (see steps 1-4). Phase two involves the following steps in
addition to Phase one:
1. E-mail me a copy of your syllabus and allow me to observe a one-hour session
of your course during reflective discussions or activities (at your convenience).
2. E-mail or arrange to deliver me two critical assignments from your students
(with names removed) at the end of the semester.*
3. Allow me to conduct a short 15-minute interview with you following the
semester (at your convenience) to share my observations and gain your
perspectives of student reflective discussions and coursework in regard to
SUHVHUYLFHWHDFKHUV¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\
4. Verify my transcription of our interview for accuracy.
Upon transcription of our interview, I will share it with you for member checking.
Your participation and anything related to you, your classes, and your students will
remain confidential. Following the research, all data will be destroyed.
Thank you for your consideration to become a valuable part of the process for my
doctoral dissertation.
Please see script for handing out student letter with url and contact me if you would
like to participate in Phase two, and/or you have any questions.
Sincerely,
Cynthia R. Schaub
* (see page 52)
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Appendix B
Letter to Solicit for PTC Participants
To:

Pre-service Teacher Candidates

This letter is a request for your participation in a doctoral dissertation research
endeavor regarding ore-VHUYLFHWHDFKHUFDQGLGDWHV¶SHUVRQDODQGSURIHVVLRQDOEHOLHIV
about diversity. The request is for you to take a brief survey online. The survey should
not take more than 5-10 minutes to complete.
Volunteering to take this survey is for the sole purpose of an educative experience
reflecting on diversity issues. There is no penalty for not participating and no extra credit
or compensation will be offered for participation. Results are completely anonymous.
NOTE: Graduate students, senior-transfer students, and students not majoring in
Elementary Education w/Cert. and TESOL Endorsement please do not take this survey.
To complete the survey, please go to the designated url address below:
* Those taking any of the following courses: (left out for anonymity in Appendix)
https://www.surveymonkey.com/s/3000
* Those taking any of the following courses: (left out for anonymity in Appendix)
https://www.surveymonkey.com/s/4000
Please do not take the survey during your class time nor take the survey more than
one time. If you are under the age of 18, you may not participate in this research.
Thank you for considering becoming a part of this research for my Ph.D.
Sincerely,
COE Doctoral Candidate
* For anyone (not likely) enrolled in a course from both lists, take the first survey unless
you are in your last or second to last semester in the program.
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Appendix C
Personal and Professional Beliefs Scales and Online Student Consent
*Note: In several places, the appendixes have had names of people, phone numbers, and
courses redacted to protect anonymity to persons who may not wish to be referenced.
Adult Student Informed Consent
Research Study:
3UHVHUYLFHWHDFKHUV¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\DVUHYHDOHGWKURXJKUHIOHFWLRQDQG
discourse in an elementary education degree program.
7KHSXUSRVHRIWKLVVWXG\LVWRDQDO\]HDQGGHVFULEHSUHVHUYLFHWHDFKHUV¶GHYHORSLQJ
personal and professional beliefs about diversity in an elementary education degree
program at a university that espouses reflection as the foundation for the conceptual
framework of its college of education.
As a volunteer student for this study, my involvement will be limited to taking an
anonymous survey with questions asking my beliefs about diversity issues. There is no
compensation for participating and no penalty for non-participation. The risks involved
with participation in this study are no more than experienced in regular daily activities.
All data and results will remain confidential and secured by the researcher in a locked
cabinet in residence [or password protected computer]. The only other parties with access
to the research will be those directly involved in the study, unless required by law. The
data will be destroyed after one year. This survey should not take more than 5 to 10
minutes of your time.
Contact Information and Consent Statement:
For related problems or questions regarding your rights as a research participant, contact
the Florida Atlantic University Division of Research at (561) 297-0777.
For other questions about the study, contact the principal investigators
[Names not included to protect personal information of principal investigators in
Appendix].
Cynthia R. Schaub [contact information excluded in Appendix]
I have read the preceding information describing this study. All questions in regard to this
study have been answered to my satisfaction. I am 18 years of age or older and freely
consent to participate. I understand that I am free to withdraw from the study at any time
without penalty.
I f you agree with these statements and consent to participate, please click on the
³QH[W´EXWWRQEHORZ
Next
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Appendix C: continued
Personal Beliefs about Diversity Scale
1. There is nothing wrong with people from different racial backgrounds having/raising
children.
$PHULFD¶VLPPLJUDQWDQGUHIXJHHSROLF\KDVOHGWRWKHGHWHULRUDWLRQRI$PHULFD
3. Making all public facilities accessible to the disabled is simply too costly.
4. Accepting many different ways of life in America will strengthen us as a nation.
5. It is not a good idea for same-sex couples to raise children.
6. The reason people live in poverty is that they lack motivation to get themselves out of
poverty.
7. People should develop meaningful friendships with others from different racial/ethnic
groups.
8. People with physical limitations are less effective as leaders than people without
physical limitations.
9. In general, White people place a higher value on education than do people of color.
10. Many women in our society continue to live in poverty because males still dominate
most of the major social systems in America.
11. Since men are frequently the heads of households, they deserve higher wages than
female.
12. It is a good idea for people to develop meaningful friendships with others having a
different sexual orientation.
13. Society should not become more accepting of gay/lesbian lifestyles.
14. It is more important for immigrants to learn English than to maintain their first language.
15. In general, men make better leaders than women.
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Appendix C: continued
Professional Beliefs about Diversity Scale
1. Teachers should not be expected to adjust their preferred mode of instruction to
accommodate the needs of all students.
2. The traditional classroom has been set up to support the middle-class lifestyle.
3. Gays and lesbians should not be allowed to teach in public schools.
4. Students and teachers would benefit from having a basic understanding of different
(diverse) religions.
5. Money spent to educate the severely disabled would be better spent on programs for
gifted students.
6. All students should be encouraged to become fluent in a second language.
7. Only schools serving students of color need a racially, ethnically, and culturally
diverse staff and faculty.
8. The attention girls receive in school is comparable to the attention boys receive.
9. Tests, particularly standardized tests, have frequently been used as a basis for
segregating students.
10. People of color are adequately represented in most textbooks today.
11. Students with physical limitations should be placed in the regular classroom
whenever possible.
12. Males are given more opportunities in math and science than females.
13. Generally, teachers should group students by ability levels.
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Appendix C: continued
Professional Beliefs about Diversity Scale continued
14. Students living in racially isolated neighborhoods can benefit socially from
participating in racially integrated classrooms.
15. Historically, education has been monocultural, reflecting only one reality and has
been biased toward the dominant (European) group.
16. Whenever possible, second language learners should receive instruction in their first
language until they are proficient enough to learn via English instruction.
17. Teachers often expect less from students from the lower socioeconomic class.
18. Multicultural education is most beneficial for students of color.
19. More women are needed in administrative positions in schools.
20. Large numbers of students of color are improperly placed in special education classes
by school personnel.
21. In order to be effective with all students, teachers should have experience working
with students from diverse racial and ethnic backgrounds.
22. Students from lower socioeconomic backgrounds typically have fewer educational
opportunities than their middle class peers.
23. Students should not be allowed to speak a language other than English while in
school.
24. It is important to consider religious diversity in setting public school policy.
25. Multicultural education is less important than reading, writing, arithmetic, and
computer literacy.
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Appendix D
Course Instructor Administration Script
Script for Professors to Read to Students
³3UHVHUYLFHWHDFKHUV¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\DVUHYHDOHGWKURXJK
reflection and discouUVHLQDQHOHPHQWDU\HGXFDWLRQGHJUHHSURJUDP´
Read Prior to Survey Letter Distribution
$GRFWRUDOVWXGHQWLVFRQGXFWLQJDVXUYH\RQSUHVHUYLFHWHDFKHUV¶EHOLHIVDERXW
diversity. You have been selected to take this survey; however, you are not required to do
so. Your participation is totally voluntary. You are being asked to complete a brief survey
developed to measure your beliefs about diversity. The survey should not take more than
5-10 minutes, including the optional write-in comments.
This survey is completely anonymous. You will not receive any extra credit for
taking the survey/nor will you lose any course points. You may not participate in the
survey if you are under the age of 18. Graduate students, transfer students, and students
not majoring in Elementary Education with certification and TESOL Endorsement do not
take this survey. Please do not take this survey more than one time. Thanks so much for
your consideration.

[Distribute letter with url to students and post url to course website].
Names of Courses are Listed Here [removed for Appendix]

* Personal and Professional Beliefs about Diversity Scales* (adapted from administration
guide: Pohan & Aguilar, 1999)
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Appendix E
Preservice Teacher Candidate Observation Protocol
The observations were conducted using the data analysis matrices (Tables 1, 2,
and 3) to reference and note portions of the data analysis framework by marking on the
field notes with letters. For example, when discourse by PTCs candidates or course
instructors related to one of the tenets of 6FK|Q¶V  ³5HIOHFWLRQLQDQGRQ
DFWLRQ´%DQNV¶(1995) ³)LYH'LPHQVLRQVRI0XOWLFXOWXUDO(GXFDWLRQ´ and/or Ladson%LOOLQJV¶  ³&XOWXUDOO\5HOHYDQW3HGDJRJ\,´ those letters were referenced on the
field notes and compiled for further analysis.
The field notes were taken as follows: all comments made by the course
instructors were placed in parentheses and all PTCs comments were preceded by a star
and a letter, that is, *A = PTC A, *B = PTC B, and so forth. Field notes indicated PTCs
depending on where they were sitting in the room. The setup of how the PTCs were
seated was configured upon entering each room. The purpose for this notation of 37&V¶
seating arrangement was to attempt to compile statements made by the same PTCs.
Although it was not imperative to obtain every single statement in relation to
which PTC was speaking, every opportunity was taken to obtain statements made by the
same PTCs when possible and when relevant in relation to what particular PTCs said.
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Appendix F
Interview Protocol for Course Instructors
The purpose of research study is to understand how perceptions and reflections,
through coursework, class discussions, and critical assignments may help PTCs¶H[DPLQH
how their own perceptions and reflections of multicultural issues, concepts, and teaching
practices influence and enhance their future as educators.* By examining and comparing
their initial perceptions from scale results to what they learn through coursework at the
college of education, it is my goal to understand themes that may arise following their
initial three courses and their final four courses. I have reviewed my notes from class
syllabi, observations of preservice teacher discussions and activities and scale results. I
will transcribe your thoughts from this interview and then show them to you to ensure
that I have captured your intended responses correctly before the analysis phase of my
report. Your responses will remain confidential and be destroyed two years following the
research. Five sub-questions were designed for the course instructor interviews in order
to build upon the findings from Phase one of the data collection. They are as follows:
1. What are some ways that you address diversity in your coursework?
2. What are some ways diversity issues are infused into your competency
assessments?
3. Can you think of a time when you had to teach a student or group of students
about culture in general?
4. If you had to put a percentage on those who can and those who FDQ¶WZKDW
SHUFHQWDJHRIVWXGHQWVLQ\RXUFODVVHVLQJHQHUDOGR\RXWKLQNGRQ¶WNQRZKRZWR
differentiate for the differences in the diversity of students?
5. What do you think is the largest group age-wise or demographically that are
unaware of how to do this? Or is it just hit and miss?

* (see p. 52)
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Appendix G
Adult Consent Form
1) Title of Research Study:

3UHVHUYLFHWHDFKHUV¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\DVUHYHDOHGWKURXJK
reflection and discourse in an elementary education degree program.

2) I nvestigator:
3) Purpose:
7KHSXUSRVHRIWKLVVWXG\LVWRDQDO\]HDQGGHVFULEHWKHSUHVHUYLFHWHDFKHUV¶GHYHORSLQJSHUVRQDODQGSURIHVVLRQDOEHOLHIVDE out
diversity in an elementary education degree program at a university that espouses reflection as the foundation for the conceptual
framework of its college of education.
4) Procedures:
Phase one professors of non-DL courses: [courses not given in Appendix] are asked to distribute a letter regarding an online survey
and demographic data form for Elementary Education degree-seeking students. Surveys will be self-administered via Survey Monkey
survey program outside of class time. The website address and instructions are read to the students on the letter and in the survey. The
survey and data form should take from 5-10 minutes to complete. Professors are asked to post the Uniform Resources Locator (url)
address on their website for students and to mention during class the importance of research in education upon distributing the survey
letter. The above represents the procedures for Phase one. Phase two professors will additionally grant a one-hour observation during
course reflective discourse or activities, a short interview to be audio-taped, and to grant access to two critical assignments with names
redacted following the semester.* All data is for the purpose of comparing early candidates and candidates near student teaching Phase
for evidence of reflection and attention to diversity during their program.
5) Risks:
The risks involved with participation in this study are no more than you would experience in regular daily activities. Survey results
will be protected online by password only available to the researcher.
6) Benefits:
Benefits from participation in this research study include the contribution to educational research on the use of reflection and
GLVFRXUVHLQFROOHJHVRIHGXFDWLRQWRHQKDQFHSUHVHUYLFHWHDFKHUV¶GHYHORSLQJEHOLHIVDERXWGLYHUVLW\'LUHFWEHQHILWVLQFOXGe
metacignitive conceptions of reflection for both professors and preservice teachers in relation to diversity relative to the process of
participation in this research.
7: Data Collection and Storage:
a. Professors taking part in Phase one have minimal participation of sharing the research project surveys with students. There are no
professor data collected. There are no interviews, observations, or data analysis from these professors. Phase one data consist of the
surveys submitted electronically by students, which will be secured by the researcher in a locked cabinet in residence {or password
protected computer].
b. Professors taking part in Phase two interviews will be audio-taped using the Garage Band voice track program for Apple computers
and then transcribed into the Atlas.ti program for comparison to observations, document analysis, and survey data responses. Only
volunteering professors will take part in Phase two. All data and results will remain confidential and secured by the researcher in a
locked cabinet in residence [or password protected computer]. The only other parties with access to the research will be those directly
involved in the study, unless required by law. The data will be destroyed after two years.
8) Contact I nformation:
For related problems or questions regarding your rights as a research participant, contact the Division of Research at (561) 297-0777.
For other questions about the study, you may contact the principal investigators or Cynthia R. Schaub.
9) Consent Statement:
I have read the preceding information describing this study. All questions in regard to this study have been answered to my
satisfaction. I am 18 years of age or older and freely consent to participate. I understand that I am free to withdraw from the study at
any time without penalty. I have received a copy of this consent form.
Signature of Participant________________________________________________ Date _________
Signature of Investigator _______________________________________________ Date _________
Please Circle one or more level of participation:

Phase one

**Phase one and two

**Audio-taping for Phase II (please circle one):

I Agree to be audio-taped I do not Agree to be audio-taped

* (see p. 52)
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Appendix H
Request for Permission to Use Instrument

From: Cynthia Rose Schaub
Sent: Tuesday, April 20, 2010 4:00 PM
To: Cathy Pohan
Subject: Personal Beliefs Instrument Request
Good Day to you, Dr. Pohan:
My name is Cynthia Schaub and I am a doctoral candidate at Florida Atlantic University
in Boca Raton, Florida. I have searched for a very long time to find just the right
instrument for my dissertation and I am excited to find your "Personal and Professional
Beliefs about Diversity Instrument". I would like you to consider my request to use your
instrument in my dissertation on preservice teachers and diversity through their
reflections. I hope you will accept my request. I am sure that you are very busy. I
appreciate your consideration.
You may contact my dissertation chairs if you would like or have any questions about my
research.

Sincerely,
Cynthia (Cinde) R. Schaub,
B.A., B.A., M.A., M.ED.
Doctoral Student
Florida Atlantic University
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Appendix I
E-mail Granting Permission to Use Instrument
April 21, 2010
Cynthia,
I am happy to grant you permission to use the scales. I am currently conducting some
additional structural analysis studies and will be presenting at the APA conference in
$XJXVW$WWDFKHG\RXZLOOILQGWKH8VHU¶V*XLGHDQG6FRULQJ0DQXDO± along with a
great deal of the empirical work to validate the scales. You might also want to look up
the following article:
3RKDQ&$ $JXLODU7$  0HDVXULQJHGXFDWRUV¶EHOLHIVDERXWGLYHUVLW\
in personal and professional contexts. The American Educational Research
Journal, 38 (1), 159-182.
Good luck. This e-mail serves as your permission to use the scales.
Cathy A. Pohan, Ph.D.
Course instructor and Lead Faculty for the
Department of Teacher Education
National University-Fresno
20 River Park Place West
Fresno, Ca 93720
The School of Education envisions our faculty and candidates as STARS,
committed to
Scholarship
Teamwork
Active Reflection
Responsible Citizenship
Standards of Exemplary Practice
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Appendix J
Junior and Senior Syllabi Open Coding
ability DV*
academic success RF*
accommodate DV
activity DV*
adapt instruction DV
alternate assessment RF*
background RF*
child abuse DS*
cognitive processes RF*
cognitive/affective approach RF*
content-based approach DV
cooperative learning DS
cross-cultural communication DS*
culture DV*
cultural beliefs and understandings DV
cultural sensitivity RF*
cultural/ethnic identity DV
cultural background DV
demonstrate RF
development RF
diagnostic tests RF
dialect DS*
discourse DS
economic DV
emotional distress DS*
English learners DV*
ESOL theories DV
ethics DS*
evaluation of students DV
exceptionalities DS*
formal/informal assessment RF*
global perspectives DV*
grammar DS
instructional material RF*
instructional needs DV
instructional strategies DS
journal publications RF
language acquisition DS
laws, decrees, and statutes RF*

learning styles RF*
linguistic capital DS
listening RF*
meanings RF*
metacognition RF*
method RF*
models RF*
morphology DS
needs of ESOL students DV
needs of native speakers DV
objectives RF
oppression DV
parental involvement DS*
personal reflection RF
phonology DS*
pragmatics DS*
prejudice RF*
prior knowledge RF
professional development RF
racial DS*
reading DS*
reflective decision-maker RF*
relationships DS
research RF*
resources RF*
semantic structure DS*
sequence learning activities DV
skills RF
speaking skills DS*
special needs DV
standards RF*
stereotypes RF
struggle DV
students of all backgrounds DV
syntax DS
total school community DV
transformative knowledge RF
understanding RF
writing RF

Note: DV = diversity, DS = discourse, RF = reflection, * = code used in matrix (Tables 10)
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Appendix K
Junior Observation Field Notes Open Coding
Junior Observation ± Prof. A

Junior Observation ± Prof. C

activity DV*
collaboration DS*
creativity DV*
culture DV*
diversity DV
ESOL strategy DV*
life experiences DS
health issues RF*
immigrant DV
motivation RF*
multicultural activity DV*
multiculturalism DV*
perspectives RF*
reading DS*
religion DV
speaking skills DS*
strategies DV*
themes DS*

creativity DV*
immigrant DV  
life experiences DS*
motivation RF
peer assessment DS*
semantics DS*
speaking skills DS*
strategies DV
struggling RF*
syntax DS*
themes RF*
visual strategy DV
Junior Observation ± Prof. D
culture DV
deep culture DV*
discourse DS
discrimination RF*
diversity issues RF*
ethnicity DV*
freedom DS
identity RF*
immigration DV
language DS*
learning styles DV*
literacy RF*
macro-culture DV
motivation RF*
multiculturalism DV*
prejudice RF*
racism RF
reflection RF
socio-economic status DV
stereotypes DS*
surface culture RF*
transformative knowledge DS*

Junior Observation ± Prof. B
discourse DV
diversity DV
ESOL strategies DV *
formal assessment RF
motivation RF*
objective RF *
phonology DS
pronunciation DS
realia RF*
reflection RF
speaking skills DS*
listening DS *
teaching styles RF
total physical response DV*
visual activity DV*

  
Note: DV = diversity, DS = discourse, RF = reflection, * = code used in matrix (Table 10)
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Appendix L
Senior Observation Field Notes Open Coding
Senior Observation ± Prof. E

Senior Observation ± Prof. G

accommodations DS*
child abuse RF*
collaboration DS*
comfortable class RF*
cooperative learning DS*
discourse DS
ESE pull-out DV*
jigsaw strategy DS
language pull-out DV
motivation DV*
scaffolding DS*
struggling RF*

materials RF*
motivation RF*
reflection RF*
strategies DV
struggling RF*

Senior Observation ± Prof. F
deficit theories RF*
discourse DS
discourse on inclusion DV
ESOL strategy DV
higher level thinking DV
inclusion DV*
language acquisition RF*
Response to Intervention (RtI) RF*
self-contained DV
special needs DV
strategies DV
testing bias RF

Note: DV = diversity, DS = discourse, RF = reflection, * = code used in theme matrix (Tables 10)
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Appendix M
Junior and Senior Interviews Open Coding
Junior Course I nstructor I nterviews

Senior Course I nstructor I nterviews

case studies RF*
challenges DV*
contributions approach DV
cultural sensitivity RF*
cultural values DV
culture RF*
current events RF*
demographics DV
different backgrounds DV
discrimination RF
diversity DV
ethnic identity RF*
ethnic awareness RF*
faithism DV
grouping DS *
health issues DV*
immigrants DV*
language learning RF*
macro-culture RF*
micro-culture RF*
modifying lessons DV*
multiculturalism DV*
native DV
newcomer DS*
poverty DV
proverbs DV
race DV
racism DV
real life experiences DS*
resistance to culture DS
shared history RF*
socio-economic status RF*
special needs DV
standards RF
stereotypes DS*
values RF*

accommodations RF
dialect DS*
differentiate instruction RF
diversity DV
English language learners DV
Individual Education Plan (IEP) RF
multiculturalism DV*
newcomer DV
poverty DV
reflection RF
reflection in action DV
resistance to culture DS*
special needs DS*
standards RF*
strategies RF
struggling RF*

Note: DV = diversity, DS = discourse, RF = reflection, * = code used in theme matrix (Tables 10)
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